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The major portion of this yearbook is devoted to proceedings of the 1968
annual meeting. There are panel presentations with discussion on five topics: the
preparation and development of teacher educators, staff differentiation and the
preparation of educational personnel, education professions development for urban
and depressed areas, development and dissemination of model programs as a
strategy for change, and statewide efforts to coordinate programs affecting
teacher education. Addresses presented include the ninth Charles W. Hunt Lecture on

" “Teachers: The Need and the Task”; the President’s addrzsss by John R. Emens; "A View
from Washingfon" by Harold Howe II; and others on "the Education Professions
Development Act”, "Preparation of Teachers for the Central City," "Student Activists
and Faculty Irrelevance,” "Some Thoughts on International Education,” and "Africa: A
Continent Seeking Identity.” The proceedin?s of the annual business meeting contain
reports of the Executive Secretary, of contference and standing comittees, and of the
NDEA National Institute for Advanced Studies in Teaching Disadvantaged Youth. Other
contents include the Distingvished Achievement Awards; the proposed new standards
and evalvative criteria for the accreditation of teacher education; the constitution
and bylaws; and a directory of officers, committees, and member institutions. (JUS)
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The American Association of Colleges

for Teacher Education

N

The AACTE is a national voluntary association of col-
legiate institutions organized .« improve the quality of insti-
tutional programs of teacher education. Its present membersh; -
includes all types of four-year institutions for higher education:
private and church-related liberal arts colleges, state colleges
and universities, private and church-related universities, and
municipal colleges and universities. Within the varied teacher
education programs offered, only one uniform theme dominates

the AACTE: the dedication to constantly improving quality in
the education of teachers.
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Foreword

“The Past Is Prologue.” While observing its fiftieth anniversary at
the 1968 annual meeting, The American Association of Colleges for
Teacher Education emphasized its primary interest in the future rather
than the past. Although the Association is proud of the firm foundation
Frovided by its past, the primarv concern must be for the present and
uture. Program planning focused upon actions and ideas needed to
build effective teacher preparation programs relevant to the times.

With a maturity and security evolved from 50 years of service,
AACTE evidenced concern that it—along with its individual member
institutions—initiate and stimulate efforts to deveiop those conditions and
actions necessary to provide the nation with teachers who can meet the
educational needs of individuals in a changing and complex society and
world. The teacher was recognized as the keystone to societal efforts to
build a better future through meaningful education for all, regardless of
origin or other limitations. Teacher preparation programs continued to be
recognized as crucial in the context of societal efforts to improve education

on all levels.

That the federal government is a major force in efforts to change
education was recognized in the program, which provided participants with
information and ideas concerning federal programs. Both applications and
implications were discussed. The Association provided those at the annual
meeting with copies of proposed guidelines for the Education Professions
Development Act in order to enable individuals to make suggestions to
the U.S. Office of Education—either directly or through the AACTE
Headquarters Office. These materials, the sections of the program devoted
to federal policy and programs, and the approval given to the proposal to
submit a referendum to the membership on the establishment of a standing
Committee on Government Relations all emphasized the enlarged corcern
that AACTE provide the means through which member institutions can
influence the shape and scope of federal programs.
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The program continued a long-standing emphasis on what institutions
and voluntary organizations can do to improve teacher education. For
example, there was a panel report on an institution-initiated action pro-
gram, which is being carried out without federal funds. Another example
reported in detail was the long-range AACTE study of evaluative criteria
which can be used by the National Council for the Accreditation of
Teacher Education—standards which hopefully are flexible enough to
encourage institutions to adapt the best thinking of the teacher education
community to unique institutional objectives and resources. The AACTE
Evaluative Criteria Study Committee reported on its efforts to involve not
only collegiate teacher educators, but also those in learned societies, state
departments of education, and elementary and secondary schools. A major
cooperative effort of varied organizations is the Associated Organizations
for Teacher Education, and this cooperation manifested itself in the joint
AACTE-AOTE session held on the last day of the meeting. The Friday
evening general session was jointly sponsored by AACTE and several
organizations which met concurrently with the Association.

The annual meeting included some “quiet” activities—quiet in com-
parison to general sessions or reports of major committees. The AACTE
Consultative Service for Teacher Education held a premeeting seminar
on consultation, which was an indication of a continuing effort to provide
effective consultative services, and a standing advisory committee was
appointed. The Executive Committee also approved a special committee
to study AACTE relationships with junior and community colleges, which
now have an enlarged teacher education role—helping to train paraprofes-
sional personnel—in addition to their traditional role in offering courses
which become part of a four-year program for prospective teachers. The
first group of associate members was accepted during the Annual Business
Meeting. These members have five years in which to become eligible for
full membership; during this time the full range of AACTE services and
activities are open to them, and relatively few restrictions are placed on
their membership. The “quiet” actions are reflected in this Yearbook, but
they tend to be overlooked unless attention is directed to them.

Also worthy of attention are the committee reports, which are placed
in a special section of this Yearbook. Reports were given at the Annual
Business Meeting and at open meetings of committees. Association com-
mittee actions during the year provide an ongoing voluntary effort of
dedicated teacher educators to establish the best possible programs. While
noting the changing nature of the teacher education partnership—including
the federal government, the foundations, the “learning corporations”—it
would be possible to overlook the sustained efforts of teacher educators at
work in AACTE, in other voluntary organizations, and in institutions
themselves. Those who have spent their professional lifetimes working to
improve teacher education welcome the added resources of the new
partners. The breadth and depth of that new partnership was evident at

_ the meeting.
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These proceedings reflect personal and committee reactions to what
happened during the preceding years, the events which today are making
history, and the ideas and actions which need to be implemented in the
forthcoming year. A sampling of emerging Association programs and
activities suggeste that teacher educators are in the forefront of American
education. The Committee on Studies reported on its continuing efforts
to develop a National Center for Teacher Education. Joint meetings were
held to dle):velop operating procedures for {INPIOPOSE:d ERIC Clearinghouse
on Teacher Education, to be operated in Washington by AACTE in close
collaboration with the National Commission on Teacher Education and
Professional Standards and the Association for Student Teaching. (The
U.S. Office of Education-funded Education Resources Information Center
has now gone into operation.) There were many other formal and informal
meetings which laid the foundation for actions to be carried out during the
year. This Yearbook can provide only a sampling of the kind of work that
goes on at and subsequent to the annual meeting. The fiscal worth of the
voluntary eiforts reflected at the annual meeting and between annual
meetings cannot be calculated. These efforts are among the most significant
in mainfaining a dynamic organization and field of teacher education.

Traditional areas of the program reported in this Yearbook include the
report of the AACTE president, the report of the AACTE executive
secretary, the Ninth Charles W. Hunt Lecture, and the Distinguished
Achievement Awards. John R. Emens, completing his year as AACTE
president and concurrently 23 years as president of Ball State University,
reflected on his nearly 50 years of service to education with a forward
look for a fifty-year-old Association. Edward C. Pomeroy, reporting from
the perspectives of the office of executive secretary, reviewed with pride
last year’s achievements and lookeri forward to continued AACTE progress.
Felix Robb, director of the Southern Association of Colleges and Schools,
called for relevance and quality in his Hunt Lecture. The Distinguished
Achievement Award programs selected for recognition by a panel of judges
were reflective of efforts of institutions to be forward-looking and effective.
Even in these traditional parts of the program, there was little evidence of
nostalgia for the good old days. Rather, there seemed to be a confident
expectation of the days to come.

A reading of this Yearbook provides a balanced review of develop-
ments within AACTE, the teacher education community, and society at
large, as well as a preview of short- and long-range developments. It is an
epilogue—the tying together of the varied stories of what has happened
in teacher education—and a prologue to the exciting—to some, disquieting
—years ahead. The annual meeting theme, “Teacher Education: Issues
and Innovations,” is perpetuated in this Yearbook.

A special word of gratitude js due AACTE President John R. Emens.
The Association over the years has been blessed with outstanding leader-
ship. In his own way each president has left a special imprint.




It is appropriate also to express appreciation to Kirsten Carter, who
took the raw materials for this Yearbook and converted them into the
finished product.

The work of all who planned the annual meeting, prepared for it, and
carried out plans has left its impression on this Yearbook. Particular appre-
ciation is due the members of the AACTE staff who worked at the annual
meeting: Edward C. Pomeroy, Richard E. Lawrence, Joel L. Burdin, |
Richard Cornell, James Kelly, Jr., Frank H. Klassen, Walter J. Mars, Karl |
Massanari, Mark Smith, Florence Jones, Polly Bartholomew, Gladys !
Bostick, Freda Douglas, Rebecca Fiske, Gail Galanis, Joan Kacelowicz,

Judith Morris, Nickie Robischon, Kay Shoemaker, Judy Sparks, and Julie
: | Thomas. They illustrate the teamwork which provides the basis for
i optimism about the second 50 years of AACTE and teacher education.

Epwarp C. PomEROY
Executive Secretary
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The encouragement of excellence in collegiate programs of teacher
education has always been viewed as the central purpose of The American
Association of Colleges for Teacher Education. Much of the AACTE pro-
gram has been devoted to encouraging improvements in teacher education
programs to the benefit of member colleges and universities and their stu-
dents. However, experience has clearly shown that the progress which has
marked a significant segment of American teacher education has not been
widely shared either within the profession itself or with the public at large.

The Distinguished Achievement Awards for Excellence in Teacher
Education were established as an annual event in 1965. The program was
conceived as an encouragement for member colleges and universities to
describe their successful programs and in turn to stimulate other institutions
to greater action. This booklet describes the 1968 Distinguished Achieve-
ment Award recipients as well as those programs deemed by the judges to
be worthy of Special Recognition. Under the section of the brochure
entitled Participating Institutional Programs are brief descriptions of each
entry in the 1968 Awards program, listed in alphabetical order. The admin-
istrators listed in the brochure are those who signed their institution’s entry.

The American Association of Colleges for Teacher Education is proud
of the quality and variety of programs of teacher education identified in this
publication. It is hoped that the colleges and universities receiving the Dis-
tinguished Achievement Awards, as well as others who participated in this
national effort, will encourage further improvements in colleges and univer-
sities and that this program will serve to reassure the American people
regarding the quality of preparation being provided prospective teachers.

The reports of the Award recipients and the 92 other entries provide
concrete evidence of the vigor and vitality of the large segment of American
higher education comprising the membership of this Association. The
variety of teacher education programs represented is consistent with the
AACTE'S long-standing conviction that the strength of American teacher
education is reinforced by its diversity of offerings.

The American Association of Colleges for Teacher Education is deeply
indebted to each participating college and university and its faculty, staff,

and students for making this annual Distinguished Achievement Awards
program possible.
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TuE DistincuisuEp AcHIEVEMENT AwARD for Excellence in Teacher
Education of The American Association of Colleges for Teacher Education
for 1968 is presented to the University of Maryland for its development and
implementation of the Teacher Education Center concept as a unified
approach to the study of teaching and supervision.

Gaining its impetus from a mutual desire on the part of the university
and the public schools to develop a more effective program of teacher prepa-
ration, this program articulates and integrates theory and practice and
; brings together the preservice and in-service components in a manner that
makes for a unified and continuous teacher education program.

Coordinating this program at each of 14 Teacher Education Centers is
i a full-time Coordinator, who is jointly selected and employed by a public
. , school system and the University of Maryland. His role generally is to plan
i
|
l

an effective laboratory experiences program for the university students
assigned to the center and to coordinate an in-service program for super-
| vising teachers who work with these students.

[ 'The university students are assigned to the center staff for purposes of
.- supervision. This places the responsibility for planning, directing, and
i assessing the development of an undergraduate student teacher on a
t ; number and variety of people and ultimately on the whole center staff.
Teacher Education Centers have been established without additional
funding. The customary honorarium paid to cooperating teachers has been
diverted to staff development. The evaluation data support the effective-
ness of the program. Additional Teacher Education Centers are being
planned. It is anticipated that this program will ultimately establish a new
kind of joint sovereignty for teacher education.
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THE UNIVERSITY OF NEW MEXICO
AvsuQuerQuEe, New Mexico
Cuester C. TrAVELSTEAD, Dean of the College of Education

in concurrence with Kerra Auckg,
Program Director

Recognition is given to the University of New Mexico for its New
Zlementary Teacher Education Program. This program combines the
teaching of methods courses and acial laboratory experiences into a
modular approach which features the intensive study of the content and
methodology of a single subject in the university followed by an intensive
laboratory experience in that subject in an elementary classroom. In this
modular approach the typical one-semester course is compressed into two or
three weeks of full morning instruction followed by an immediate two- or
three-week full morning laboratory experience. Thus, by scheduling courses
consecutively rather than concurrently, time is available for the immediate
follow-up laboratory experience. This program has three major charac-
teristics: (a) an approach to instructional theory and classroom practice
which combines both in a single module of time; (b) the utilization of
satellite public schools for laboratory expe-iences and the staffing of these
schools by resident clinical supervisors who coordinate the university pro-
gram and teach in-school, in-service seminars; and (c) the utilization of
teaching-supervising teams consisting of university faculty, graduate stu-
dents in education, and public school educators who are participants in a
teacher exchange program between the university and the cooperating
public school system. The program has an honors aspect to it and is jointly
financed by the public schools and the university.




WESTERN MICHIGAN UNIVERSITY
Karamazoo, Micuican
JamEs W. MiLLER, President

in concurrence with Jess WALKER,
Program Director

Recognition is given to Western Michigan University for its Master’s
Degree Program for the Teaching of Culturally and Educationally
Deprived Children and Youth. Achieved through direct involvement, the
basic purposes of this program are to develop teachers’ empathy with the
lives, the values, the customs, and the difficulties of the disadvantaged
children they intend to teach; and to improve college professors’ qualifica-
tions for preparing teachers of the disadvantaged. Features of the program
include (a) preservice teachers’ direct involvement with the disadvantaged,
(b) informal seminars with consultant specialists, (c) eight weeks of super-
vised teaching and camp counseling experience with migrant or inner-ci
children, (d) faculty fellowships to acquaint them with and prepare them
to deal with the problems of the poor, (e) sensitivity training to help both
teachers and students accept and deal with the new educational challenges,
and (f) evaluation which indicates encouraging changes in attitudes and
in preparedness for working with deprived children. The program results
appear to be rewardingly close to its goals: a strong emotional commitment
to the education of the disadvantaged on the part of students and faculty;
and a greater understanding of the social forces which create poverty, of the
psychological problems of the poor, and of the role the schools can play in
helping the poor to a better place in society. Funds from the NDEA
National Institute for Advanced Study in Teaching Disadvantaged Youth,

a project administered by the AACTE, have provided partial support for
this program.
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SAN FRANCISCO STATE COLLEGE

San Francisco, CALIFORNIA
Ausrey Haan, Dean of the School of Education

in concurrenice with James E. BixLEr,
Program Director

Recognition is given to San Francisco State College for its Sausalito ‘ 1
Teacher Education Project (STEP). This threeyear-old program was
designed to prepare teachers to be more effective in our dynamic and ever-
changing society. It encompasses grades kindergarten through eight and an
articulation program with the secondary grades. STEP teacher candidates |
and STEP faculty (from San Francisco State College) plan, study, and | J
teach in a STEP Education Center. Included in the progiam are (a) direct ;
experience in the classroom from September through summer school as ‘

teacher assistants, student teachers, and teacher interns; (b) instruction and
curriculum concurrent with and related to direct experience in the class-
room through seminars, small group conferences, and individualized atten- |
tion; (c) weekly counseling sessions of six to eight students to explore and |
develop the self-image along with the professional image; (d) in-service
education activities to parallel and/or complement the preservice program;
and (e) an evaluation and research program to assess the progress of STEP.
Also included in STEP and of major importance are a program of com-
munications and community relations, a “New Careers” program designed
to seek out “deprived” students who could be potential teachers, the innova-
tive use of technology in teacher preparation, and a unique professional and
curriculum materials center used by both students and teachers. Funds
from the NDEA National Institute for Advanced Study in Teaching Dis-
advantaged Youth, a project administered by the AACTE, have provided
partial support for this program.
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SAINT OLAF COLLEGE
NorTHFIELD, MINNESOTA

SipNeEy A. RanD, President

in concurrence with Josern G. Iverson,
Project Director

Recognition is given to Saint Olaf College for its Perspectives on
Teaching program. This program takes the form of a credit course offered
during the month of January. Perspectives on Teaching was de31gned to
meet two specific student needs: (a) to provide extensive experience in
teaching activities for sophomore students seeking career orientation, and
(b) to provide a background of variant teaching experiences pertinent to
required course work in professional education. Following a three-day
seminar on secondary education, each student is assigned to cooperating
teachers in three distinctly different live-in teaching experiences. The first
week is in rural community schools; the second week, in suburban junior
high schools; and the third week, students have a choice of assignmen
with some phase of special education. The third week assignments have
included work with delinquent, physically handicapped, mentally retarded,
deaf, blind, emotionally disturbed, and culturally disadvantaged and
deprived youth. In each of the three assignments, cooperating teachers are
encouraged to build a program around the proposition: “If I had one week
to show college sophomores what teaching is about, I would . . . .” The final
two days of Perspectives on Teaching are spent in seminars where ideas
and experiences can be shared while students seek to formulate their
personal evaluations and decisions. The program has been instituted at no
cost, and evaluation has been extremely positive.
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Ohio University
Athens, Ohio
VerNON R. ALpEN, President

Towson State College Knox College

Baltimore, Maryland Galesburg, Illinois

Earre T. Hawxkins, President SHarvey G. UmsECk, President
in concert with Chadron State College

Coppin State College Chadron, Nebraska

ParierT L. MOORE, President Epwin C. NEeLsoN, President
and Stout State University

Morgan State College Menomonie, Wisconsin

MARTIN JENKINS, President WiLLiam J. MicuEers, President

Adams State College of Colorado, Alamosa, Colorado
Adrian College, Adrian, Michigan, in cooperation with

Siena Heights College, Adrian, Michigan
Alabama Agricultural and Mechanical College, Normal, Alabama
Alma College, Alma, Michigan
American International College, Springfield, Massachusetts
Anderson College, Anderson, Indiana
Appalachian State University, Boone, North Carolina
Ashland College, Ashland, Ohio
Bethune-Cookman College, Daytona Beach, Florida
California State College at Los Angeles, Los Angeles, Cdlifornia
Cascade College, Portland, Oregon
Central Connecticut State Coilege, New Britain, Connecticut
Central State College, Edmond, Oklakoma
Central Washington State College, Ellensburg, Washington
The Church College of Hawaii, Laie, Hawaii
College of Mount St. Joseph on the Ohio, Mount St. Joseph, Ohio
The College of Saint Rose, Albany, New York
College of Southern Utah, Cedar City, Utah
District of Columbia Teachers College, Washington, D.C.
Drake University, Des Moines, Iowa
East Carolina University, Greenville, North Carolina
Eastern Kentucky University, Richmond, Kentucky
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Eastern Michigan University, Ypsilanti, Michigan

Emmanuel College, Bostor, Massachusetts

Francis T. Nicholls State College, Thibodaux, Louisiana

Fresno State College, Fresno, California

The George Washington University, Washington, D.C.

Glassboro State College, Glassboro, New Jersey

Hofstra University, Hempstead, Long Island, New York

Hope College, Holland, Michigan

Immaculate Heart College, Los Angeles, California

Indiana University, Bloomington, Indiana

Knoxville College, Knoxville, Tennessee

Lesley College, Cambridge, Massachusetts

Lindenwood College, 5t. Charles, Missouri

Lock Haven State College, Lock Haven, Pennsylvania

Madonna College, Livonia, Michigan

Manhattan College, Bronx, New York

Michigan State University, East Lansing, Michigan

Montclair State College, Upper Monticlair, New Jersey

Nebraska Wesleyan University, Lincoln, Nebraska

Newark State College, Union, New Jersey

North Carolina College at Durham, Durham, North Carolina

Northeastern Illinois State College, Chicago, Illinois

Northeastern State College, Tahlequah, Oklahoma

Northwestern State College of Louisiana, Natchitoches, Louisiana

Oklahoma State University, Stillwater, Oklahoma

The Pennsylvania State University—The Capitol Campus, Middletown,
Pennsylvania

Plymouth State College of the University of New Hampshire, Plymouth,
New Hampshire

Radford College, Radford, Virginia

Rhode Island College, Providence, Rhode Island

Saint Augustine’s College, Raleigh, North Carolina

San Diego State College, San Diego, California

San Fernando Valley State College, Northridge, California

San Jose State College, San Jose, California

Siena Heights College, Adrian, Michigan, in cooperation with
Adrian College, Adrian, Michigan

South Carolina State College, Orangeburg, South Carolina

Southeastern Louisiana College, Hammond, Louisiana

Southern Connecticut State College, New Haven, Connecticut

Southern Illinois University—The Edwardsville Campus, Edwardsville,
Illinois

Southern Oregon College, Ashland, Oregon

Southern University, Baton Rouge, Louisiana

State Tollege at Fitchburg, Fitchburg, Massachusetts

State University College at Brockport, Brockport, New York




State University College at Buffalo, Buffalo, New York
State University College at Fredonia, Fredonia, New York
State University of New York at Albany, Albany, New York
State University of New York at Buffalo, Buffalo, New York
Taylor University, Upland, Indiana

Texas A&M University, College Station, Texas

Trenton State College, Trenton, New Jersey

University of Dayton, Dayton, Ohio

University of Delaware, Newark, Delaware

University of Hartford, West Hartford, Connecticut
University of Hawaii, Horolulu, Hawaii

The University of Kansas, Lawrence, Kansas

University of Louisville, Louisville, Kentucky

University of New Hampshire, Durham, New Hampshire
University of Northern Iowa, Cedar Fdlls, Iowa
University of Rhode Island, Kingston, Rhode Island

The University of Rochester, Rochester, New York
University of South Carolina, Columbia, South Carolina
The University of Utah, Salt Lake City, Utah
Washington State University, Pullman, Washington
Webster College, St. Louis, Missouri

West Chester State College, West Chester, Pennsylvania
Wheelock College, Boston, Massachusetts

William Penn College, Oskaloosa, Iowz

Wilmington College, Wilmington, Ohio

Wisconsin State University, La Crosse, Wisconsin
Wisconsin State University, Whitewater, Wisconsin

Yeshiva University, New York, New York

Punel of Julges

The 1968 Distinguished Achievement Awards Panel of Judges was
comprised of Robert B. Howsam, AACTE institutional representative, and
dean, College of Education, University of Houston; R. Stewart Jones,
professor of education, University of Illinois; Paul H. Masoner, member,
AACTE Executive Committee, and dean of education, University of Pitts-
burgh; Charles F. Kettering, jr., president, CFK, Ltd., Denver, Colorado;
and Russell A. Strong, chairman, AACTE Committee on Public Relations,
chairman of the Panel of Judges, and director of public information,

Davidson College.
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The Ninth Charles W. Hunt Lecture:
Teachers: The Need and the Task

Frrix C. Ross
Director™

Southern Association of Colleges and Schools
Atlanta, Georgia

The Crarres W. Hunt Lecrureg, to be given for a period of 10 years
at the Annual Meeting of The American Association of Colleges for
Teacher Education, commencing in 1960, was established by action of the
Executive Committee of the Association. The Lecture Series is conceived as
a professional tribute to the long years of leadership and service which
Dr. Charles W. Hunt has given to teacher education as a teacher, a uni-
versity dean, a college president, secretary-treasurer of The American
Association of Teachers Colleges, secretary-treasurer of The Awmerican
Association of Colleges for Teacher Education, and consultant to the

Executive Committee of AACTE.

Charles W. Hunt has combined visior. with practicality in encouraging
voluntary cooperation among higher education institutions for the improve-
ment of teacher education. The AACTE is proud to acknowledge its great
respect and appreciation for Dr. Hunt's educational statesmanship, his
devotion to teacher education, his insights into human behavior, and his
personal friendship.

I am honored to present the ninth Charles W. Hunt Lecture to this
distinguished gathering of national leaders in the education of teachers.
This lecture annually recognizes the work and worth of thousands of
teachers of teackiers and most especially honors a great man, a picneer
and leader-ahead-of-his-time in teacher education, our own beloved Charlie

* This title and those that appear on subsequent pages are those that were cur-
rent at the time of the annual meeting, February 14-17, 1968.
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Hunt. This occasion also affords us opportunity to look at ourselves, our
institutions, and our profession.

If you detect in the abbreviation of my title (TN'T) the possibility of
a sudden released strong force, do not expect an explosion tonight. I only
intend to light a few fuses that have been lighted before. Whether they
fizzle out again or detonate on campuses with sufficient force to shake up
faculties, administrations, and curriculums remains to be seen. The matter
is largely in your hands.

Ever since the establishinent of the first schools in this country, we
who teach have occupied a pivotal position in the society. Heirs to a tradi-
tion of expanding and improving education, we and our forebears have
compiled a record of substantial achievement. Let us recognize with mod-
esty what has been wrought: not a perfect, or adequate, system of education
—just the world’s best for the largest number of people. For this I wish to
pay tribute to the teachers and administrators of our schools, to ihe institu-
tions and individuals preparing these teachers, and to the millions of
American citizens who support schools with their money and challenge us
with ever rising expectations. In the light of the critique that shall follow,
it is important to recognize the enormous value and contribution of
our schools and the quintessential role of teacher education in their
development.

Education in America is highly pluralistic. To keep it democratic,
close to the people, we have evolved through delegation of authority and
other means such a dispersion of controls and influence and such variation
in levels of financial support that wide and intolerable differences exist in
quality ranging from the worst to the best schools in the land. This
situation, which links degree of educational opportunity to geographic
location, constitutes our most vicious and self-perpetuating form of public
discrimination and national stupidity. It is an incongruous and indefensible
circumstance in a country which espouses equality of opportunity for all
and which has the resources to make good its promise. This is our Number
One Educational Problem. With respect to this and other issues I will
raise, I ask: What is teacher education’s response?

Inherent in the huge educational enterprise required to serve our
population of 200 million are many remarkable achievements, but many
problems and deficiencies. The larger and more diverse the total system
becomes, the more difficult it is to modify it to fit new corditions, to manage
it effectively and efficiently, and to make it function well in the service of
individual learners and in the national interest.

Education in this country engages more than 60 million people as
students, teachers, specialists, or administrators. Twelve hundred colleges
and universities have educated the two million teachers and administrators
who staff our elementary and secondary schools. Of these institutions, the
774 AACTE members bear most of the responsibility and provide most of
the leadership in teacher education. Currently, the preparation of new
teachers is divided almost equally in numbers among three types of insti-
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tutions: the large universities, the colleges whose historic and major purpose
is to educate teachers, and the liberal arts colleges interested in teacher
preparation. The member institutions of AACTE are the chief recruiters
and molders of America’s teaching force for its nonprofit public and private
schools. These colleges and universities are the principal centers for ;
research and study about learning and teaching. They have the brainpower |
to create innovations and models for use in the schools. They carry out an ;
important function in the continuing education of teachers in service.
They analyze and advise school systems. They influence governmental
programs in education at all levels. They have leverage.

z

|
But J fear that many teacher education institutions are not employing |

this leverage in a sustained attack upon the deepest problems that confront

our troubled society. Not enough have we prepared our graduates mentally, ~

emotionally, or professionally to grapple with the societal ills which we ;

ourselves often lament but leave to other agencies. Young people have the ;

energy, the ability, the idealism, the courage, and the inner drive required i

to be successful where we have failed. If we will identify what it is urgent §

to do, they will find a way to do it, and in the doing discover new value and ,

new relevance in their academic and professional studies. Is teacher educa- |

tion responding with appropriate speed, vision, and vigor to this challenge?

We must respond; we must be willing to move that “graveyard” called the

curriculum, we must teach in terms that are relevant to the needs of a

society that has a right to expect more from us, or else we risk the creation

of new action agencies in the field we have long regarded as our private

province.

Because a turbulent world is the true context of teacher education, I
- invite you to examine the prospect for a different world in the future and |
our role in dealing with problems that plague us and narrow the perimeters |
of hope for millions of citizens. You who are the teachers of teachers can
help fill the appalling leadership gap in the critical and sensitive area of |
human relations. You can create imaginative new programs to put the ‘
energies and talents of teachers more directly on target; and you can
occasionally resist another shining little innovation in order to consolidate
gains and to follow through with what is already known to do but not done.

It is inconceivable that “business as usual” will get us to the year 2000.
Therefore, I challenge the AACTE, as our “chosen instrument” in teacher
education, to restudy our priorities and to outline boldly our options. I ;
propose that we collaborate in a major reorientation of teacher education ﬂ
that can cope better with emerging educational dilemmas and with the |
needs of a changing society in a nation under stress.

"The option to act is ours today. Tomorrow our options may be fewer |
and more circumscribed. Either we get our educational house in order or ;
someone else will order it for us. Either we perceive better the problems
and forces at work and build educational programs and responses to
: influence, reinforce, or redirect these trends as needed or vast pressures
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building up both inside and outside the society will explode with damaging,
if not irreparable, results.

. The Need

It is never easy or simple to identify, let alone comprehend fully, the
nature and scope of our educational needs. The forces and influences that
shape our lives and our educational programs and institutions are often less
personal and local than they are global conditions in the never-ending
struggle between freedom and enslavement, between enlightenment and
ignorance, between health and disease, between peace and war, between
wealth and poverty, between government and anarchy, between good and
evil. These great polarities are strikingly vivid in their contrasts and leave
no comfortable middle ground. These forces pull and tug at us and destroy
our sense of wholeness.

Though we are staggered by the complexity, the enormity, and the
universality of human issues and problems, let us be optimistic enough to
believe there is no human condition so oppressive, so pervasive, or so
difficult as to be immune to solution or amelioration by individual and
collective efforts based on sound knowledge, concern, courage to act, and
willingness to invest and sacrifice to achieve desired ends. Without such
optimism, teaching and learning would be little more than exercises in

futility.
International Dimension

The American educational dilemma is international. With tension
mounting in scores of the earth’s “hot spots,” the United States is straining
in a necessary effort to maintain equilibrium among the mature and the
emerging nations of the free, the communist, and the uncommitted worlds.
The large context for our lives is the perimeter of freedom.

Can we maintain or expand the perimeter of freedom? We see around
the world two vast ideological systems in conflict: communism and
democracy. In the process of interaction, each system is influencing the
other. Education has its role to play in that confrontation, and teacher
education institutions should remember that love of freedom is not inborn:
it must be learned.

If peace—a remote prospect at the moment—comes, the educational and
manpower implications would be enormous. Momentary dislocations would
be more than offset by the unprecedented billions of dollars that would be
available for domestic purposes, including education, and for alleviation of
poverty and degradation throughout the world. Barring total war and
destruction, the world will be made smaller, more interrelated, and more
intardependent by modern transport and by a communications revolution.

Last month Dr. Ralph E. Lapp, nuclear scientist who worked on the
original atomic bomb, told a college audience: “If half our 1,710 strategic
missiles are converted into multiwarhead configurations, the United States
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will have 18 times the kill capacity required to knock the Soviet Union out

”

of the twentieth century.” If the reverse of this is similarly possible,
civilization may be on the brink of the ultimate catastrophe: incirsration.
To reduce that likelihood, every resource at our nation’s command—includ-
ing teacher education—should be bent toward the creation of a workable
peace and, simultaneously, toward the mental, moral, and physical stamina
required to endure if peace is not forthcoming,

We must recognize ourselves for what we have become—an affluent,
envied minority in a hostile world ready to explode. Two-thirds of the
earth’s population is sadly underfed and ill-housed. Few people in the
United States die of starvation, but millions in India and other depressed
countries die each year from malnutrition and hunger.

‘The world’s explosive birth rate rivals nuclear warfare as a threat to
mankind. Sixty-five million babies joined the human race last year.
Millions of them, according to Dr. J. George Harrar, population expert
and president of the Rockefeller Foundation, were “unwanted, unplanned
for and cannot be properly fed, clothed, housed, and provided with
educational and other opportunities. . . .”*

This problem seems remote to Americans who at the moment are com-
fortably shielded from its effects. But unless the world’s population is
stabilized, pressures will build up within this century to threaten not only
every man’s chance for fulfillment but his chance for survival.

‘The base for world understanding is education. Irrespective of their
levels or fields of concentration, prospective teachers need an introduction
to the countries and cultures of the world, a substantial experience with at
least one culture other than their own, and evidence that their professors
recognize education’s ‘expanding international dimension. Members of

AACTE, what will be your response?

Economic Dilemma

The American educational dilemma of 1968 is economic. Local, state,
and federal governments have large but inadequate resources with which to
meet present needs, not to mention future demands; and this despite the
fact that we are at the highest peak of prosperity in our history. With
escalating costs of war and defense and the world monetary situation in
doubt, we must be prepared to meet our educational commitments even if a
further spiral of hurtful inflation comes, or if we should experience the
often-predicted downturn labeled a “recession.”

Especially critical are the financial troubles of large cities and the rural
areas. Neither in ghettos nor in impoverished small towns and rural areas
are salaries and other working conditions adequate to attract and hold a
sufficient number of teachers of quality.

Teacher education institutions should not remain passive toward the
consolidation of weak school districts intc strong multidistrict or multi-

1 Harrar, J. George. “Survival or Fulfillment.” An address given at California
Institute of Technology, March 7, 1967. p. 3.
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county school systems that can cooperatively create cultural concentrations,
facilities, and centra} services comparable to those in the better urban and
suburban school systems. People are frustrated by their own traditions,
loyalties, and jealousies that resist restructuring and reformation through
multicounty and interstate coordinated attacks on educational problems that
extend beyond the means of small or weak local schoo! districts. They
desperately need enlightened leadership in facing this issue.

Pending significantly higher minimum standards of quality imposed
by states and maintained by increased and redistributed state and feder ‘]
revenues, the pooling of resources ro form stronger, larger schools is the
only means of combating the shocking maldistribution of teaching com-
petence that exists throughout the United States.

As regional accrediting agencies move slowly from a school-by-school
to a systemwide basis for assessing quality, communities and states will be
receiving clearer pictures of their educational strengths and disabilities.
Meanwhile, a nationwide in-depth analysis of the distribution of financial
resources in relation to quality among schools and school districts is overdue.
The implications for teacher education of a study of where our best pre-
pared teachers live and work are obvious. Can it be undertaken, or at least

be promoted, by AACTE?

Of deepening concern, both around the world and here at home, are
the contrasts between wealth and want, between conspicuous affluence and
dire poverty. Millions of Americans, including teachers, are improving
their economic position through education; but other millions, many of
whom neither read nor write the English language acceptably, are caught
by'the sharp decline in need for unskilled labor and their lack of education.
What, for example, is teacher education’s response in behalf of two million
children who come to our public schools speaking a language other than

English?

Politics

The educational dilemma is political. The full impact upon education
of the recently affirmed principal of “one man, one vote” has not yet been
felt as power shifts from rural areas and small towns to the big cities.

Organized political activism of teachers is a phenomenon which will
accelerate. It assumes that every major policy decision in education is a
political decision. It also assumes that teachers are now preparing to stop
subsidizing poor schools by working in woefully inadequate circumstances
and are intending to win more victories at the ballot box,

There is abundant evidence that the United States lags behind several
other countries in the active involvement of its citizens in democratic
processes. Teachers, above all others, should be exemplars in political
citizenship—individually informed, involved, active. This desired state of
political sophistication and participation is more likely to characterize
teachers if they have been grounded while still students in their citizenship
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responsibilities and their political rights as teachers. It is not enough to
leave this important aspect of education to happenstance. What is your
institution’s response?

Science ard Technology

The educational dilemma is scientific and technical. On December 15,
1967, it was announced to the world that scientists had synthesized the
viral DINA molecule which can reproduce itself inside a cell and generate
new viruses. The creation of life is 2 monumental landmark along a path of
brilliant accomplishments in the physical and natural sciences.

Engineering genius and technological know-how have sent missiles to
the moon, split the atom, transplanted a human heart, created television,
and invented the digital computer. These and other notable achievements
are altering our lives in significant ways.

In the sciences we find the most dramatic example of the “knowledge
explosion.” The power of knowledge is manifest as never before. The ‘
learned scholar who once could live out his days quietly in an academic
“ivory tower” now finds his knowledge and his services both needed and
salable in the marketplace. In science, knowledge is power and is reported
to double every 15 years. The parallel obsolescence is perhaps even more
difficult for us to cope with, for people do not like to hear that what they
know is not so. Despite growing awareness among educators of the
! fallibility of facts, there lingers in the schools an inordinate reverence for
them (facts, that is). Is this because concrete bits of data are comforting in
a time of rapid change and unsettling social conditions?

Be that as it may, science, mathematics, and technology have shaped
our world, industrialized us, built our cities. The tools of science and 1
technology moved us first around the seas with venturesome argonauts,
then upward into outer space with astronauts, and now downward into the
depths of the sea on the courage and skill of our newest breed of explorer,
the aquanaut. These and other epic events in man’s conquest of his
environment pivot around people whose cultivated talents and inquiring
minds were stimulated by perceptive teachers.

It now remains for teachers to utilize the new science of learning and
the technology of instruction. Leaders of teacher education, respondez, s'il
vous plait.

Art and Leiters

Our dilemma is humanistic. Whether growth of the creative arts and
belles lettres would have been comparable to scientific accomplishments
had the pre- and post-World War II investments in science and technology
been matched by underwriting the work of painters, sculptors, composers,
musicians, poets, novelists, and philosophers is a matter for sheer conjecture.

For too long, the once dominant and proud humanities have received
only token support for research and development. Yet this deprivation has
perhaps encouraged a renewal of concern for good teaching, for ideals, and
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for values. It is to the humanists we look for a kind of guidance which no
amount of scientism or materialism can provide.

Music and art have not yet made theii maximum impact on our
culture. If there is today a dearth of new literature and music of epic
quality, does teacher education share somehow in this failure® What can

the teachers of teachers do to help make good on the artistic, literary, and
musical birthright of every child?

Social Progress

The educational dilemma is social. Belatedly, we in teacher educatiox
are aware and concerned that sizable segments of our population have too
long been denied their share of the benefits of a free, open, democratic
society. These segments include 14 million impoverished people in rural |

\ America, the millions who live in deteriorating urban ghettos, the Indian : '
Americans, the Mexican Americans, and most of 20 million Negro Ameri- '

! cans. These and others like them have been trapped by isolation from

; society’s mainstream by low educational levels, by lack of marketable skills |

, in an era of rapid technological advancement, by the national “bottleneck” i

of inadequate guidance, by nonavailability of appropriate vocational edu-

: cation, by inadequate health care, by weak schools—by a se¢ of interlockin

; conditions that tend to perpetuate a vicious cycle of deprivation, low

: aspiration, impoverishment, and frustration. The opportunities and con-

tributions of underdeveloped, underutilized people can be vastly enlarged

for their own benefit and for the benefit of all. This should be done because

it is right. This should be done in spite of riots, in spite of threats to im-

mobilize cities, in spite of admenitions to burr, to kill, to destroy. With |

massive, concerted, sincere drives to eradicate the causes of human blight,

we can and we must build a good society for all citizens.

; Deterioration in the stability of the American family continues to place ;
added burdens on schools and teachers. The rise in crime and juvenile
delinquency is surely related to failures of the home and family. This
problem of society gallops with the growth of cities and appears to be
related also to quality of teaching and the student’s perceived relevance of

| school to his needs and interests. The decline of religion as a guiding, or

; restraining, force in American life has also made a difference. i

; One in every five American families changes habitation each year.
The mass migration from rural areas to the cities has created enormous
; problems for both city dwellers and those who remain on farms and in
villages. OF late, the nation’s conscience has awakened to the plight of
; the decaying “inner city.” But, as a significant new study entitled The
i People Left Behind? states, the rural poor have few spokesmen. Only

* recently has there been an awareness that riots in the cities have roots in
: rural poverty.

? A Report by the President’s National Advisory Commission on Rural Poverty.
Washington, D.C,, September 1967.
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We cannot afford a plateau or a moratorium on progress in human
rights. The radicals say education is too slow a process. It is up to us to
disprove that assertion and to make teacher education a powerful catalyst in
the expansion of opportunity, especially for those who suffer the cumulative
effects of long-time poverty and cultural deprivation.

Our colleges and universities can become more vital places linked
meaningfully to the greatest crusade in our nation’s history if we will send
a powerful and ever-growing stream of our best young teachers into the
ghettos and the rural poverty pockets. We can help turn these rugged jobs
into challenging, prestigious adventures in learning and living. We can
do this for America. What will be our response?

Needed Coalition

The dilemma of American education is private as well as public. No
longer can our deepest problems be resolved by government alone. To look
upon federal aid to education, or a federally guaranteed annual wage, as
the uitimate panacea is a serious mistake. This attitude could lead to an
ultimate dependence and a degree of collectivism that would hamper
individual enterprise. Only a new partnership of the private and public
sectors—government at all levels working effectively with business, industry,
agriculture, labor, education, and the grossly underestimated human wel-
fare organizations supported by religious groups—only an effective coalition
of these agencies can match our aspirations and needs with the human
and natural resources required to create communities that approximate the
good society. The private sector has yet to be heard from fully, effectively.
It can play a decisive role in meeting challenges and in providing leadership
required to build a better order.

Our Profession

The educational dilemma is professional. The teaching profession is at
this moment in considerable disarray. Are we headed toward a divided
profession, with teachers in one camp and administrators in another? Are
we to see local school boards buffeted like shuttlecocks in a badminton game
between the forces of NEA and the rising group known as AFT? Is tough
power politics the only way to gain the dramatic improvement in teacher
salaries that must come if we are to maintain and develop quality in schools?
Are we forever going to fail to discriminate between important research and
the flood of junk that masquerades under that label? Are we content with
the interminable lag between the best that is known and the dissemination
of such information to every school system for use and implementation?
Are we who know the circumstanczs from the inside going to continue to
sit around and tolerate the vast discrepanr .es in quality (and hence oppor-
tunity) between the best financed, best managed, most excitingly effective
schools and those numerous weak, drab caricatures that deny millions of
youngsters a fair chance at the starting line?
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The Year 2000

Speculation about life in the year 2000 is currently both a favorite
parlor sport and a serius concern of scholars. It is important that leaders
in teacher education join influentially in such speculation and in serious
planning for the twenty-first century. In this effort, participation with
representatives of all the disciplines and with people from every segment of
our society would be invaluable for education, especially in clarifying
what kinds of teachers will be needed in the future.

Educational institutions notwithstanding, continuity of wisdom is so
denied by the phenomenon of death and the willful avoidance of history’s
warnings in favor of firsthand experience that the human race has learned
little from its mistakes of the past. The increased emphasis of ebullient
youth upon the “now” (the vivid present) instead of the “then” (the dim
past) and the growing dominance of youths 25 years of age or under in our
country require a new basis for strategies of national survival and individual
fulfillment.

The vectors of force leading from 1968 to the year 2000 can best be
employed to produce the hoped for “good society” if communities and
nations develop comprehensive longrange plans incorporating all pre-

1 dictable factors and applying their highest intelligence and greatest political
finesse to the systematic discovery of solutions to problems and to the
identification of all reasonable routes to achievement of agreed-upon goals.
The effort would evolve in three phases. The operational responsibilities of
| teacher education would be a part of phase three.

First, we need charismatic political leadership of unprecedented
quality to carry the nation through a democratic determination of national
long-range goals and the means to achieve them. These means, based upon
a synthesis of pertinent facts and assumptions, would include all rational
routes to the desired goals with a timetable for intermediate targets. A :
“critical path” approach to the timing and direction of energy would reveal
| the state of progress at any given moment.
| Second, using a systems approach, a comprehensive plan would be

developed for achievement of the agreed-upon goals for the nation and its

communities. A stabilized population of perhaps 300 million Americans
5 beyond the year 2000 would be hypothesized. Including the most advanced
| thought from the new field of ekistics, the plan would accommodate a
| lessening distinction between urban and rural living. Habitation would be
developed in well-spaced corridor city-states linked to far-flung work, edu-
cation, and recreational opportunities by fabulous transportation and
communications systems.

As the American Academy of Arts and Sciences has indicated, analysis
and future planning should include factors such as governmental structures;
community organizations; population density, privacy, and interaction;
biological factors in genetics and personality; intellectual institutions; ade-
quacy of resources and energy sources; population and age; control of the
environment; education and training; human capital, meritocracy; ethnic
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minorities; use of leisure; the planning process; and the international
, system.®
| Only the finest specialized and general intelligence drawn from the
: ;o ranks of humanists, scientists, and social scientists can produce a workable
i ' design for a better society. Built into the design would be a massive
program of demolition, renovation, and constructica in every area of human
activity to rectify the results of past mistakes. New policies and procedures
would minimize their repetition.

Third, to reap the potential benefits of cybernetics, automation, and
industrial society and to help insure a wise and just redeployment of hur. n |
and natural resources, we need a revitalized system of education, including :
teacher education, that emphasizes man’s humanity and prepares him for
the profitable use of his knowledge, energy, and time.

I do not agree with those who say that machines will soon cause us to
run out of useful work to do. But no amount of technological brilliance can
save us from chaos unless eduvcation provides citizens with an under- | ‘
standing of their world and the nature of man, with a broad background in
ways of learning, with more adequate career guidance, and with a strong
commitment to the only society that can be truly democratic—a society of
learners with abundant formal and informal educative experiences uni-
versally utilized from the cradle to the grave.

ll. The Task

The task of 1,200 colleges and universities that prepare teachers for
America’s schools is formidable now and will become more so as we move
toward the twenty-first century. I happen to believe the task of teacher
education was not properly conceptualized at the outset, and we have been
a long time overcoming that handicap. Very early we compromised with
quality and settled for a hodgepodge of teachers ranging all the way from
the stunningly effective to the not-so-warm bodies. We settled for too many
schoolkeepers who could fill a vessel but couldn’t light a flame.

A dichotomy was created: professional educators overstressed tech-
niques and underplayed the art and science of teaching while their
academic brethren haughtily ignored schools and children. Too often
teaching candidates were fed pap when what they needed was a diet of
substance plus fruitful intellectual and professional friction with fellow
students, professors, teachers in service, and children in learning situations.

Today elementary and secondary schools command better attention,
and it is to their credit that universities and colleges are increasingly
applying their full resources to the important business of educating teachers.

“Turned On"' Teachers
Most of all, we ignored the fact that teachers, to be successful, must be
exciting people. We produced too many teachers of the placid kind that

673_“Toward the Year 2000: Work in Progress.” Daedalus 96: 653-4; Summer
1967.

21




-

students forget, or wish they could forget, instead of the memorable
facilitators of learning they never forget. The cardinal sin of teaching is,
and always was, dullness.

Of course we wanted gifted teachers with subject matter breadth and
strength in a specialty. Of course we wanted professionally minded, tech-
nically skillful practitioners. Of course we wanted persons of character and
emotional stability. Naturally we wanted dedicated career teachers. But we
screened out some potential candidates because they didn’t fit our stereo-
types. We all but posted a warning sign, “No Boat-Rockers Allowed.” We
failed to put a premium on a precious ingredient: charisma.

The teaching profession needs one million “turned on” teachers who
have the drive as well as the competence to make an adventure of ever
hour in the classroom: teachers whe are fired from the heart as well as the
head, and who are inventive enough to make learning synonymous with
living, We need inquiring provocateurs, arousers of those “sleeping giants,”
the talented ones; developers of children in the great midranges of ability;
and patient, sensitive guides for those pupils whose special conditions of
body and mind limit them and call for our best effort.

It is improbable that electrifying teachers for the elementary and
secondary schools can be produced in large numbers except by “turned on”
professors in the colleges and universities. These inspiring models of
pedagogical excellence are in short supply. Nevertheless, there are more
artisis in collegiate classrooms than commonly are recognized. Administra-
tors, and even faculty committees, can more readily count items in a
bibliography, or dollars in a research grant, than they can know the number
of times students are carried to the top of Mt. Olympus for a thrilling
intellectual experience. Any university that downgrades teaching by failing
to reward exceptional teaching power in 2 measure comparable to research
competence is an unfit place in which to prepare teachers.

Salaries and Selectivity

How can we rebuild the teaching profession around a strong corps of
one million well-qualified learning catalysts? To begin with, salaries must
be increased sufficiently to attract and hold a larger share of the best minds
and personalities. This will never be realized to a sufficient extent if the
only approach is sporadic demands for across-the-board increments of
improvement for an ever-enlarging teaching force.

Neither the teachers’ union nor the NEA and its affiliates are apt to
look with favor on any system of teacher evaluation leading to merit pay.
But merit pay offers one alternative which could be quickly funded to
double the upper salary limit for teachers with maximum education, experi-
ence, and competence. Many citizens feel it is unfair and unfortunate to
reward the least effective and the most effective teachers in a lockstep of
ident1 -al remuneration based solely on length of tenure.

I am convinced that the combination of circumstances confronting us—
such as economic stress (including taxpayer resistance, rising demands to
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show cause, and efforts to reduce deficit spending) and the absolute neces-
sity of increasing salaries for teachers of greatest competence, experience,
and dedication, plus the need to have more children sharing the benefits of
learning under the tutelage of lively, inventive, exciting teachers—the
combination cf these factors dictates a drastic revision in qualifications for
membership in the teaching profession. Instead of applauding NEA's goal
of two million members, I raise today this question: Why not one million
well-qualified, genuinely professional teachers in the membership by 1978?
If there are now approximately two million teachers at work in all
types and levels of education, I propose that we hold the line at this number
for 10 or more years by introducing greater selectivity in whom we admit
and whom we retain. If we would do this as a self-disciplined profession,
we would make significant progress toward improved quality of instruction.
To make this possible, school systems would need to employ effectively
and economically nonprofessional teacher aides, technicians, and spe-
cialized professionals in an average ratio of at least one supporting person in
the instructional program for each highly educated, carefully selected, well-
rewarded master teacher. Already, one in five public school teachers is
assisted by one or more aides, but mostly on a limited, part-time basis.*
'The use of full-time and shared assistants and specialists will relieve
teachers of much routine drudgery, multiply their effectiveness, and
enhance their status. More use of specialists in team teaching is a key to
successful individualized instruction. The team concept is certain to grow.
The medical profession has developed professional teams in which 11 out
of each 100 are reputedly M.D.’s and the others are support personnel. By
the same token, teachers and school administrators need to be oriented to
the view that central staff members, from superintendents to custodians,
are all members of the team that supports classroom instruction.
Obviously, the implications of this proposal are large both for local
schools and for teacher education. Most of our machinery is geared to resist
such an innovation. Only a purposeful teaching profession and an
informed citizenry can translate the ideas of greater selectivity and
expanded assistance for teachers into reality.

Curriculum Balance

So much has been written and said about the content of undergraduate
and graduate courses for teachers that I shall leave the question of proper
balance among general studies, academic specialities, and professional
courses to others. It is old ground and, in terms of state certification regu'a-
tions and institutional requirements, often a battleground. So long as we
attempt to quantify education by rigid prescriptions of credit hours instead
of emphasizing experiences, activities, and accomplishments, jockeying
among vested interests for space and consecutive time in the overcrowded
curriculum will continue.

* National Education Association, Research Division. “How the Profession Feels
About Teacher Aides.” NEA Journal 56:16; November 1967.
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Occupational Education

For most of their history, secondary schools, and to some extent elemen-
tary schools, have had their curriculums dictated by colleges. Many
youngsters who will never attend college are being forced into college
preparatory courses because nothing else is available. The time has come
for spokesmen and leaders in teacher education to recognize the growing
importance of broadly conceived occupational education in an industrial
society. For the most part, we in teacher education have been asleep with
respect to the world of work and have neglected preparation of teachers to

| staff vocational training programs. The field of occupational education—
E after years of malnutrition, second-class citizenship, and low status generally
—is coming into its own. Alert teacher preparation institutions will recognize
the growing importance of vocational teachers in the comprehensive high
school, the post-high school, noncollegiate technical centers, and the two-
year community junior colleges of an industrializing nation. They should
similarly develop renewed interest in adult and continuing education and
begin to explore the potentialities and problems of proprietary schools,
where more money is spent for training than in all of public education.

Preprimary Children

Early child development is proving to be an exciting frontier for
teacher education. Bold experiments have modified our notions of what
can and should be taught to very young children and have modified our
strategies for learning. These enormous gains in knowledge about young
children and their capabilities have major implications for curriculum
revision ranging from the first grade through the graduate school. If
American education is to receive a thorough overhaul, we should break
with the past and rebuild from the ground up, not from the top downward.

Innovative programs are now enabling some children three years old
to read, write, and reason at levels previously held to be impossible. Head
Start programs have dramatized the potentialities of culturally disadvantaged
children when given enthusiastic and competent teaching, good materials
of instruction, a favorable pupil-teacher ratio, and love. Sadly, it is a head
start to nowhere for many youngsters in school systems that do not follow
through with enriched programs in subsequent schooling.

Soon public kindergartens will be functioning in most states as part
of the expanding educational system. The history of this decade must not
record that the previously existing content and structure of education were
little affected by this development. Colleges and universities can act as an
observatory from which to monitor what happens. They can provide the
needed research underpinnings for change, and they must stimulate schools
to modify old programs.

Teacher Certification

The interests of children, the public at-large, and the teaching pro-
fession will best be served by two changes in the certification of teachers:
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(a) more flexibility in requirements and thus greater flexibility in prepara-
tion of beginning teachers, and (b) reciprocal agreements among all 50
states to recognize each other’s certifications. To date, 28 states recognize
approval by the National Council for Accreditation of Teacher Education
as a basis for reciprocity.

Teacher education and the teaching profession are still plagued with
unwarranted peculiarities of some state certification regulations. Failure to
reciprocate is seriously impeding the free flow and recruitment of teachers.
The issue of reciprocity has been wrangled over long enough. The time has
come for some kind of nationwide agreement. You in teacher education
have a stake in this issue and can aid your graduates by pressing for needed
action.

Character Education

"The United States is in the throes of agonizing change in almost every
realm. None is more basic to the quality of life than the area of moral and
spiritual values. Studies of what happens to student values in the collegiate
environment are not reassuring.

We have passed through a season of pseudo-sophistication, during
which it was unpopular to do more than engage in sterile philosophizing
about the character-molding responsibilities of higher education. Mean-
while, the entire fabric of American life has experienced a frightening
increase in crime and lawlessness. Criminal acts are said to be increasing at
six times the rate of population growth.

"The cost of crime is astronomical. Direct costs to school systems in acts
of vandalism, extra guards, and lowered efficiency of instruction are large.
If the cost of crime in our society could be cut in half, we could create the
schools of which we dream with the savings. Hope lies not in building
bigger jails but in crime prevention through more cooperative efforts of
education, business and industry, the judicial system, police authorities, and
other agencies.

If teachers are to be effective partners in this effort, their preparation
programs should recognize that the problem of crime exists, that it is mostly
now a youth problem, and that schools are a chief bulwark for prevention.

To orient teachers to their vital role in character development, colleges
should turn some of their attention to the plight of the nation’s penal and
correctional institutions. Almost without exception, we in teacher education
think and teach as if the threatening demiworld of crime did not exist. Few
of us ever go near a jail, a juvenile court, or an institution for delinquents to
discover how limited are their rehabilitative programs and how badly they
need our help. We prefer to shut these unpleasant, deeply puzzling
matters out of our minds.

When will the full power of the educational enterprise be aimed at
the prevention and cure of delinquency? Surely it is not beyond reason to
expect teacher education to take a fresh look at its responsibilities.
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Research Evaluation

Most of the useful research projects in learning and teaching have :
1 been campus-based. Leaders of teacher education spearheaded the drive for ‘

increased appropriations for educational research from the federal govern-
ment. The stimulating effect of this investment has been widely felt.

It would seem logical for school systems, working closely with member

institutions of AACTE, to undertake more searching evaluation of educa-
tion-related research. Neither school teachers nor administrators are able
to cope with the quantity of research being reported. Assistance should be
given to schools in distinguishing the good from the bad and in com-
municating more rapidly the operational implications of our most valid and
| significant research.
: Careful assessment of the research which professors engage in and
5 renewed effort to act upon the best of it are essential if financial support for
educational research is to continue in the dimension needed. Philanthropic
foundations and governmental agencies have alternative uses for their
resources. We in education cannot afford, nor can communities, a lessening
of interest and investment in research to improve the educative process. But
there must be clearer evidence than now exists that research findings are
influencing teachers, schools, and the preparation of teachers. Otherwise,
the compelling needs for research in important areas such as population,
communication, urban studies, manpower, rural life, and government itself
* may preempt available funds.

A New Laboratory School

The colleges and universities that educate teachers have long con-
fronted two problems, one internal and the other external. Internally,
much progress has been made over the past 20 years in combining more
effectively the strengths of the academic disciplines and the departments
” and schools of education. We have not yet achieved Utopia, but dialogue,
interface, interaction—call it what you will—has improved measurably.

Externally, the relations between institutions that prepare teachers and
school systems in their vicinity leave much to be desired. Despite notable
exceptions, the chronic complaint persists that too many professors— |
especially in the academic disciplines, but also in professional education— ?
spend little or no time in elementary and secondary schools and are really
out of touch with education’s mainsiream. To the extent that the allegation
is correct, teacher education fails to employ the one means it has to make
preparation programs real and relevant.

An exhortation to college administrators and professors to spend more
time in local schools and in visiting notable ones in other regions would be
wasted effort. All professors think they are fully occupied, and many are
heavily over-committed. What could make a difference is an organic tie
between a school system and an institution teaching teachers, a linkage that
supplements and goes beyond the usual arrangements for supervised
student teaching.
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: In my judgment, we are soon to sec a few trial arrangements con-
summated by local authorities for the management and operation of public
schools by profit-making organizations in the so-called “knowledge indus-
try.” Where results of traditional management of schools have been poor,
perhaps this radical approach deserves a try.

If industrial corporations can enter into contracts with school boards
for the conduct of schools, so can universities and colleges. The latter
already advise schools on how to conduct their business, so presumably they
have the know-how to execute as well as to consult. Recently a contract was
signed between Antioch College and the Washington, D.C., school system |
for the operation by Antioch of the Morgan Elementary School “in con-
sultation with a community school board.”

To put colleges preparing teachers squarely into the deepest, most vital
domestic issue that faces our nation, I propose that each member institution
of AACTE seek to enter into a contract for the operation of a new type of
laboratory school. This contract would involve management, not of the best
school or even a midrange school, but of one beset by problems. Where a
ghettolike environment needs improvement, a school serving that area
would be a desirable one to consider.

Why an underprivileged school? For one thing, school systems need
less help in the management of learning for bright, culturally privileged
children. The usefulness, and therefore the justification, to a doubting
school board or citizenry would come from the chance to turn a difiicrit
situation into a hopeful one. Schools struggling to succeed in racial desegre-
gation of their faculties and students need help throughout this country.
Amid all the current unrest over civil rights, some things need to be i
working out well. Success in the schools will do more than anything else
to bring cessation of hostility and a sense of positive accomplishment.

The advantage to the contracting higher institution is in the enlarged
opportunity such a contract, properly drawn, can provide for experimen-
tation, for preparation of young teachers who expect to teach in similar
situations, for a2 new kind of relationship of professors to schools, and for
the vitalization of teacher preparation.

For the school system, such a contract could do much to change the
image of the ghetto school from that of a place where teachers do not want
to go because of lack of resources and support with which to meet problems
to that of a place where the action is: a school bursting with the excitement
of new ideas, new resources, and a new kind of prestige. The value of a
contract laboratory school as a change agent in the educational system could
be substantial.

In consultation with school system officials, the college would be given !
freedom to select teachers and administrators and to make curriculum
changes. Given this freedom, it is to be hoped that new approaches which

[,
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5 Jacoby, Susan. “National Monument to Failure.” Saturday Review 50:19;
November 18, 1967.
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would normally require years to achieve through systemwide consideration
might be introduced more readily.

The not always whispered plaint of people in teacher education is,
“If we only had the authority to. . . .” The contract school could be the
proving ground for ideas as varied as team teaching with its use of para-
professional aides and specialists, electronically equipped classrooms with
computer-assisted instruction, an advanced guidance system, ungraded
classes where pupils work at their individual rates of learning, and a year-
around program.

Here would be opportunity to explore how children learn from each
other through self-motivation, self-directed learning, and team learning as
well as team teaching. Here would be offered a chance to explore what
happens when children are involved as genuine partners in planning their
learning experiences. Here could be created in miniature the open, demo-
cratic society in which teachers and children of any race, color, or creed
can grow and prosper.

Where traditional methods have failed, this new contract school would
demonstrate the power of the self-concept in learning and seek to involve
parents deeply in the further understanding of their children and them-
selves. In administration, the new role of the school principal could be
more nearly that of coordinator of the faculty for instruction than that of
caretaker for the central administration.

With such a school as I have proposed, we would have new hope for
meeting the rising expectations of people who live in the ghetto and for
helping to change the ghetto into something better. In the process, teacher
education would change in a desirable and an indelible way.

And in Conclusion

It is indeed a high privilege to address you ladies and gentlemen who
are the “movers and shakers” in teacher education. Your institutions have
the tools and the leverage with which to attack the major problems of the
human condition. You have the influence and the responsibility to see that
your institutions apply their full resources to the problems and goals of
our nation’s scheols.

If your task has been difficult in the past, the dual factors of rising
expectations and new demands will make your effective performance more
compelling in the future. Never has teacher education been closer to the
“eye of the storm” in our society. Never has it been more urgent to help
individuals find personal fulfillment, io help rebuild communities, to help
achieve our national purpose, and to help create a rational world.

The challenge to teacher education is awesome, but it can be met by
men and womeén who possess the four C’s: concern, courage, competence,
and charisma. The fundamental question is not, What can we do? It is,
What will be our response?
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The President's Address

Joun R. EmEns
President, AACTE

President
Ball State University
Muncie, Indiana

" Introduction

The American Association of Colleges for Teacher Education and its
predecessor organization have a fifty-year record of service to American
teacher education. This is the twentieth annual meeting with our present
name and structure.

Your Executive Committee “instructed” your president that this
would be an appropriate time for him to review the history of the organiza-
tion and for others on the program to discuss issues and inrovations as a
part of the developing challenges we will face in the next half century.

A twentieth or fiftieth anniversary is a good time for a backward and a
forward look. I told the Committee, “I am not really interested in looking
backward, except to identify the foundations upon which our present and
future superstructure stands.” There are some very interesting people and
events which constitute our foundations. These people and events have
made possible the organization and program which we now cail The Ameri-
can Association of Colleges for Teacher Education.

Early Years

Information concerning early organizational events is available in the
yearbocks of the American Association of Teachers Colleges, the minutes
of the meetings of the NEA Section in Teacher Education, the History of
the North Ceniral Association, and articles and notes of such men as Dr.

Charles Hunt, Dr. Sam Evenden, President Charles McKenny (all of
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whom I have had the pleasure of knowing). From these sources we learn
that normal schools and teachers colleges had their beginning in the early

art of the nineteenth century and that their members increased rapidly
during the period from 1830 to 1875. The earliest beginnings of an
organized movement to exchange information and to improve teacher edu-
cation institution offerings came in 1870 when the National Education
Association Department of Normal Schools was founded and in 1902 when
the North Central Council of State Normal School Presidents was
organized. In 1917 the North Central Association group of Norm.al School
Presidents expanded into a national organization, and in 1923 the American
Association ogTeachers Colleges was organized.

Most of the colleges in the American Association of Teachers Colleges
were single-purpose teacher education institutions, but some became mulri-
purpose early in their development, and some of those organized at later

eriods were multipurpose from their inception. Many of the colleges have
changed their names and functions—the most typical changes being to state
teachers college, state college of education, state college or state university.

The beginnings of The American Association of Colleges for Teacher

Education were reported by Dr. Evenden in one of the early yearbooks:
About the beginning of this century the Normal School Oratorical Association
of Kansas, Iowa, Missouri, Illinois, and Wisconsin started holding its Interstate
Normal Oratorical League Contests. The interest in these contests grew to
include debating, athletics, and glee clubs. Presidents and approgriate faculty
members accompanied the students. In 1902 the presidents started an informal
council afterwards known as The North Central Council of State Normal
School Presidents which held annual meetings from 1902 through 1917. Dur-
ing this period reports of the value of these meetings spread. More presidents in
the area and numbers from other states applied for membership and the number
of persons attending increased steadily from six in 1902 to 40 in 1917.

In 1917 the Council was reorganized as the National Council of State Normal
School Presidents and Principals and continued to meet annually.

By 1917 many of the member institutions had become degree-granting teachers
colleges. At the invitation of President Homer H. Serley o% Iowa State Teachers
College four other representatives of degree-granting teachers colleges met in
Chicago early in 1917 and decided to establish an American Association of
Teachers Colleges. The others were presidents John R. Kirk of Kirksville, Mis-
souri, Charles McKenny of Ypsilanti, Michigan, David Felmley of Normal,
Illinois, and Dean H. C. Minnick of Miami University, Ohio. These five men
formed the nucleus of the first meeting of the American Association of Teachers
Colleges at Kansas City, February 24, 1917. 1918 is listed as the first official
meeting, and meetings were held each year thereafter in conjunction with the
meeting of the NEA Department of Superintendence. [An interesting note: ]
At the 1920 meeting the dues were set at $5, but because the une ended bal-
ance in the treasury next year was so large the dues were reduced to $2.

The year 1923 is one of the important cﬁtes in the history of the Association. It
saw the merger of the National Council of Teachers Colleges with the American
Association of Teachers Colleges. In 1925 the AATC was combined with the
Normal School Section of the NEA. It became an official department of the
NEA with complete autonomy at that time.

1 Evenden, E. S. “A Quarter Century of Standards.” First Yearbook. Wash-
ington, D.C., American Association of Colleges for Teacher Education, 1948. pp.
98-105.
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It is interesting to note that three organizations were thus joined to
form AATC. The three organizations were the NEA Department of
Normal Schools (1870), the National Council of State Normal School
Presidents (1902), and the American Association of Teachers Colleges
(1918). They were finally united into one unit in 1925 and took the name
of American Association of Teachers Colleges (AATC), an autonomous
institutional section and department of the National Education Association.

The Middie Years: 1918-48

These years can be described briefly as the years in which accrediting
was an important concern. The teachers colleges were struggling to become
regionally accredited institutions, and they were also developing and
adopting accrediting procedures for the profession of teacher education.
Colleges and universities other than teachers colleges also became vitally
interested in the improvement of teacher education.

The following gives some indication of the action of the regional
association accrediting program:

In 1918 the most radical changes of the decade occurred. Under a new classifi-
cation, institutions of higher %earning were grouped into three differentiating
divisions—colleges and universities, junior colleges, and institutions primarily for
the training of teachers—and a distinct set of criteria was established for each
division. The following new requirements were drawn:

FOR INSTITUTIONS PRIMARILY FOR THE TRAINING OF
TEACHERS

1. The minimum scholastic requirement of all teachers in such schools (except
teachers ur the so-called special subjects in elementary schools, including music,
drawing, and manual training, and assistants in the training school) shall be
equivalent to graduation from a college belonging to this Association, sup-
plemented by special training or experience, or both, of at least three years.
Graduate study and training in research equivalent to that required for the
master’s degree are urgently recommended, but the teacher’s success is to be
determined by the efficiency of his teaching, as well as by his research work.

2. Such schools shall require for admission not less than fifteen secondary units
as defined by this Association.

6. Such schools shall receive an annual income for maintenance and operation
of not less than $50,000 or, if less, at least $150 per year per student in average
attendance.

8. The average teaching program of a teacher in such schools shall not exceed
15 clock hours per week in actual teaching or the equivalent in classroom,
laboratory, shop, or supervisory instruction. The class unit for instruction shall
not exceed 30 students,

10. No institution shall be admitted to the approved list unless it has a total
registration of at least 100 students from September to Jurnie whose preliminary
preparation is the equivalent of at least graduation from a four-year high school.?

One of the major concerns of the American Association of Teachers
Colleges was accreditation of teacher education programs and teacher

2 Davis, Calvin. History of the North Central Association. Ann Arbor, Mich.:
North Central Association of Colleges and Secondary Schools, 1945. p. 68.
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education institutions. An analysis of the programs of the annual meetings
indicates continuous study and exchange of ideas covering a wide range
of overall instituti-nal concerns. In the First Yearbook of AACTE, pub-
lished in 1948, Dr. E. S. Evenden summarized the developments in accredit-
ing of teacher education. The following quotes illustrate the procedures
and progress:

one other major event indicates growth and expanded service. The first
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Twenty-five years ago the AATC had just completed a merger with the National
Council of Normal School Presidents and Principals and adopted a set of
standards. Now as we have worked with our standards for a quarter of a
century and are about to make another important merger, it seemed desirable to
review what we have done and also to get the results of some collective thinkin
on where we are and where we should go. Consequently all the yearbooks o
the Association, 1922 to 1947, were studied (and they make very challengin
reading for any one interested in the education of teachers) and a summarize
record of how our standards developed to their present form was prepared so
as to make it part of our records.

In 1922 a special committee of the National Council of Education (NEA)
reported on its investigation of the teachers college movement and of the practices
then being followed by the teachers colleges in the United States. The findings
which occupy 22 pages of the 1922 AATC Yearbook cover such topics as:
degrees granted, curricula offered, admission requirements, faculty preparation,
teaching load, and student load. The Committee’s reports gave a very complete
status study of teachers colleges and concluded among other things that the
‘teachers college movement is sound in policy,” ‘is still in the experimental stage,’
and ‘should receive encouragement from all friends of public education.’

In 1923 the Association adopted a new set of detailed standards. A Committee
on Standards and Surveys and a Committee on Classification for the year 1923-24
was appointed consisting of presidents G. E. Maxwell of Winona, W. P. Morgan
of Macomb, and H. A. Brown of Oshkosh. This Committee made a study of
prevailinf practices respecting the standards adopted and at the meeting in 1924
presented a set of more specific standards with permissible minima for many of
the items. These evoked vigorous discussion, and the entire report was postponed
for further consideration at the next annual meeting.

Each year the Committee continued the practice of assigning special studies to
members of the Committee. Whenever the findings of these studies indicated the
need for additional information, studies to obtain it were planned, and whenever
the findings supplied the basis for changes in a standard, the indicated changes
were proposed For consideration and adoption by the Association.

At the 1926 meeting in Washington, D.C., the Committee on Standards and
Surveys submitted a new draft of the standards.

This was the beginning of the present set of standards of the American Asso-
ciation of Teachers Col]ge es, although there is now relatively little of the original
set left except the over-all framework.

The attitude was early established of thinking of the standards as a constantly
growing challenging set of goals.

By the time of the 1932 meeting the effect of the North Central Association’s
study of standards was being felt in AATC, and there were evidences of growing
interest in qualitative standards in contrast to quantitative ones. It should aiso
be noted that the standards for graduate work in teachers colleges were drawn
in terms of qualitative statements and contain very few quantitative items. It
should also be recorded that these changes have so far all been made on the basis
of studies carried out as voluntary contributions by those making them.

During this period, which I have chosen to call the “Middle Years,”




School for Executives was held in 1942, and each one of the series of
biennial workshops has been most inspirational and profitable. The 1968
School will be held August 18-24 at Southern Oregon College at Ashland.

To summarize, from 1925 to 1947 three national associations interested
in institutional teacher education programs developed:

American Association of Teacher Colleges—184 members

National Association of Colleges and Departments of Education—61
members

National Association of Teacher Education Institutions in Metro-
politan Districts—51 members
This amounts to a total of 258 nonduplicating memberships.

In 1948 these three organizations united to form The American Asso-
ciation of Colleges for Teachéer Education, and this week we “celebrate” the
twentieth anniversary of this union. The official records as recorded in
the First Yearbook read as follows:

In 1948, by action of their memberships, the American Association of Teachers
Colleges, the National Association of Colleges and Departments of Educaticn and
the National Association of Teacher Education Institutions in Metropolitan
Districts were merged to form the American Association of Colleges for Teacher
Education. A constitution and set of bylaws for the new organization were
adopted by representatives of the institutions holding membership in the three
associations at Atlantic City, New Jersey, on February 21, 1948.

1948 to 1954

In my opinion, it it fair to state that the newly affiliated members of
AACTE devoted the years from 1948 to 1954 to establishing a sound
program of accreditation for the teaching profession. One author stated:

The purposes and processes of accreditation and the development of standards
and evaluation schedules for use in carrying out accreditation functions were at
the heart of the AACTE’s program during its early years. In many ways these
purposes and processes were tﬁz raisons d'étre of the Association until July 1,
1954, when accreditation responsibilities were transferred to the NCATE.
The American Association of Teachers Colleges adopted a revised set of
‘Minimum Standards for Accrediting Teachers Colleges and Normal Schools’ in
February 1947. These standards were accepted by the AACTE at the time of its
founding; in 1948. The Standards for Accrediting Colleges for Tzacher Educa-
tion covered the following areas:
I. Definition, Objectives and Organization of a College for Teacher
Education:

II. Admission, Selection, Guidance and Placement

iIL. Preparation of Faculty

IV. Teaching Load of Faculty

V. Curriculum

V1. Professional Laboratory Experiences
VIIL. Library
VIII. Financial Support

IX. Appointment, Academic Freedom and Tenure

The Committee on Studies and Standards continued the work of the AATC
Committee on Standards and Surveys, and the standards for accreditation by and
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membership in the AACTE continued to undergo periodic modification to meet
changing needs. Evaluative Criteria and Schedules to aid in the application of
ualitative standards to specific institutions alsc were being continuously
eveloped.
In 1951, the Committee on Accrediting initiated a program to revisit and
reaccredit all member institutions during a three-year period. E. J. Ashbaugh
(Miami University, Ohio), Chairman of the Committee in 1950, described the
program as follows:
“The Program of revisitation is far more than a formal inspection for membership
which each of the old members of the AATC, who came in after accreditation
was begun, underwent as a condition of membership. It is far more than the
ascertaining if an institution is doing a good enough job to be admitted to fellow-
ship. . . . We want this program to ‘e an educational experience of great raagni-
tude at each institution of our membership—an experience that will involve and
stimulate the thinking not only of the president and the dean and the registrar
and a few others in key administrative positions, but of every member of the
staff.’
In his summary of the program’s accomplishments reported at the Annual
Meeting, 1955, Pomeroy said, “The program, instituted to improve the teacher-
education offerings of AACTE institutions by means of self-study and exchange
of ideas and suggestions, has been an unquestioned success. In the history of
American higher education for this mid-century period, the efforts of this Xsso-
ciation, through the Intervisitatior Program, will withoat doubt be recorded as
the most far-reaching and successful effort for the improvement of teacher educa-
tion ever before ungertaken. .. . By the time of the Annual Meeting in 1952,
thirty-seven institutions had been visited; by the 1953 meeting 111; a year ago
224; and by December 31, 1954, 240 institutions had participated.’
The Intervisitation Program commenced in 1951 has been completed. We
have learned much as individuals and as an Association during the past four
years. Above all we have learned that the device of self-study and cooperative
evaluation are effective means for the improvement of teacher education.
Discussions which led to plans for broadening the base for accreditation of
teacher education institutions and programs were initiated as early as 1946 with
representatives of the NEA’s Commission on Teacher Education and Professional
Standards and the National Council of Chief State School Officers. In 1952,
the AACTE joined with these groups and the National Association of State
Directors of Teacher Education and Certification and the National School Boards
Association to establish the National Council for Accreditation of Teacher
Education. The AACTE continued to operate as the official accrediting agency
for teacher education until July 1, 1954.
The 1954 membership list of the AACTE became the initial list of accredited
institutions of the NCATE.
From its inception the AACTE, us the Association representing colleges and
universities, has provided financial support for the National Council for
Accreditation of Teacher Education.

The Maturing Years

This is our fiftieth anniversary, and the expanding prograras, studies,
and services; the increased number and diversity of institutional members;
the joint efforts of our associated colleagues; the number of and the assign-
ments of personnel in our central office; and the size of our annual budget
attest to our maturation.

34

=+ et i A PV~




For many years, with the guidance of Dr. Charles Hunt, the “central”
headquarters for AATC, the forerunner of AACTE, were maintained at
Oneonta, New York. Much of the early administrative work, and even
clerical work, was voluntary, but in time a staff was employed. In 1947 a
full-time executive secretary was employed. Dr. Warren Lovinger (now
president of Central Missouri State College) was our first executive.
In 1959 the office was moved to Washington, D.C., and has since been
housed in the National Education Association building there.

Some of our leaders felt that by transferring the burden of accreditation
of teacher education institutions to NCATE our responsibility in this area
would be ended. This is not so. The responsibility for carrying on a sys-
tematic program of evaluation of standards and development of new and
revised standards is allocated to AACTE in the Constitution of the National
Council for Accreditation of Teacher Education (INCA1E). To carry out
this responsibility, AACTE in 1966 established the Evaluative Criteria
Study Committee and employed a full-time associate secretary to work with
the Committee. A threefold task was assigned to this Committee:
(a) recommend appropriate changes in the present accrediting standards,
(b) identify problem areas needing research, and (c) propose a plan for
the continuous reappraisal of the revised standards. This Committee has
worked diligently for approximately two years, and each of us now has for
study a draft of the proposed new standards with a study guide.

However, development of the accrediting standards is but one of our
many activities. A comparatively simple way for me to remind you of the
recent and current endeavors of the Association weuld be to list our com-
mittees and the assignments of those who work in our Washington office:

Evaluative Criteria Committee
The Continental Classroom

The Special Study Commission and Committee on Research and
Studies

The Committee on International Relations

The Committee on Public Relations

The Teacher Education and Religion Project

The Teacher Education and Media Project

The Distinguished Achievement Awards

The State Liaison Representative

(and a special mention of AOTE with its membership in organi-
zaiion).

Conclusion

Your president’s address—on this fiftieth anniversary- -is a backward
look, but only to identify past “springboards” and to indicate present
opportunities. It is with much satisfaction that at this point we can state
with assurance that The American Association of Colleges for Teacher
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Education with its increased membership and its expanded Washington,
D.C,, staff and office is the recognized professional agency for the continued
development and improvement of all instructional, research, and related
aspects of teacher education.

The names, functions, and destinies of the institutions of higher
education involved in these national organizations have changed with the
challenges of the century in which they were “born,” in which they have
developed, to which they have made their contribution. They will con-
tin. ¢ to expand and change in terms of the demands of the future. How-
ever, the reasons for banding together remain constant: the improvement of
the member institutions through cooperative effort, the necessigr of having
a voice in national considerations of educational policies and programs,
and the desire to discuss mutual problems and solutions.
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A View from Washington™

Harorp Howe II

U.S. Commissioner of Education
Department of Health,
Education, and Welfare
Washington, D.C.

I welcome the opportunity to discuss some particular aspects of teacher
preparation—an enterprise that has been your business much longer than it
has been the business of the United States Office of Education.

Let me begin by observing that when the Ninetieth Congress enacted
the Education Professions Development Act last June, it did more than add
one more fragmentary measure to the federal teacher training program it
passed earlier. Rather, it enacted legislation calling for a new vision of
teaching and learning in America and incorporated in that legislation the
freedom to experiment, to create, to redesign, to restructure. In other words,
the challenge posed by this new law is not simply to train more teams of
teaching paraprofessionals or place more prospective teachers in com-
munity work—although these are, of course, desirable in a sense—the
challenge is instead to bring the education of those who serve the schools
into line with the special needs of the schools in the latter half of the
twentieth century.

Over the years, The American Association of Colleges for Teacher
Education and its member institutions have worked closely with the United
States Office in developing and carrying out such federally supported
teacher preparation programs as the NDEA Institutes, the Teacher Corps,
and the fellowships for prospective and experienced teachers.

The Education Professions Development Act is moving us toward a

* This presentation was a telelecture from Washington, D.C.
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till more intimate alliance, for right now each of us needs what the other
has to offer.

The colleges need the wherewithal that the government can provide
under this law to probe, to search, to explore, to gather new ideas and test
them under adequate conditions. The government, in turn, needs chances
to invent a new teaching expertise and a new rule book relative to the many
needs of today’s schools.

I expect that this close association will continue, not just with indi-
vidual colleges and universities, but with The American Association of
Colleges for Teacher Education. It is made up of diverse institutions—
public, private, church-related—and its only vested interest is in improving
the quality of teacher education. That is why I want to place particular
emphasis on encouraging your continued leadership and urging you to
make that education leadership sound.

Your past contributions provide a base from which we can move ahead.
We are counting on your strength and experience to help us carry out the
assignment that Congress has given us in all its reasonable legislation: the
mandate to respond to the distress signals from our inner-city schools and
rural poverty settlements, to learn the wisest application of technology in
the classrooms, to prepare young people of diverse backgrounds to live
together in harmony, to reconcile vocational and liberal education, to
motivate the most promising students as well as the least promising,

None of these tasks can be accomplished until we solve the paramount
problem: shortage of qualified educational manpower, whether teacher
aides or college professors.

In the Fducation Professions Development Act, the Congress has
addressed itself to one overriding purpose: providing more and better
people to serve our schools.

By gathering standard training authority under one umbrella, the
Education Professions Development Act enables us to focus our attention
on the high-priority needs for educational personnel and to develop
programs to fit those needs.

As you go over the preliminary guidelines and regulations for the new
Act, you will discover that certain national priorities are suggested. You will
see, for instance, that we are looking for projects directed toward education
of the disadvantaged and that about one-third of the funds will be allocated
for this purpose.

I hope that new ideas will be forthcoming for selection techniques for
the training of newcomers to teaching and for retraining and remotivating
teachers in mid-career. I expect that a great many of the proposals coming
across my desk in the future will explore in greater depth ways to prepare
administrative personnel, schemes to involve the use of pupils as tutors, and
so forth.

The cities confront us with educational problems that require not only
a superior combination of skills, but a different approach to the teaching
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task itself. I hope that we will come up with thousands of teachers and
teacher aides who are willing to work in a social setting that may be new
to them and who can grow and change as the human situation requires.

I hope, also, that the training of teachers will include some discussions
of the role of teacher organizations in taking responsibility for the educa-
tion of our less fortunate children.

A second priority has to do with trainers of teachers’ trainers. One of
the most disturbing criticisms from those who now teach is that there was
far too little inspiration in the education they received—that many educa-
tion instructors are far-removed from the realities of the public school
classrooms. I hope that we can take advantage of the provisions of the
Education Professions Development Act to attract the most qualified and
the most prestigious institutions and individuals to the job of preparing
teachers. Just getting them will not be enough. We have got to find ways
£or these instructors to work in partnership with teachers and administra-
tors so that the college preparation program will truly reflect actual
classroom experience.

Is there anything wrong with appointing skilled schoolteachers to the
faculty of institutions and letting them teach how to teach right in their
own classrooms? Does it really matter if they lack a Ph.D.?

The preliminary guidelines provided offer examples of types of proj-
ects we ave seeking—projects like the following: training teacher aides and
other subprofessional personnel; stepping up the preparation of persons for
preschool programs for the handicapped and for the gifted; training persons
to work under new arrangements (perhaps on a short-term or a part-time
basis) or, possibly, supplementary personnel to perform services that are
needed but not available in most school systems. For the first time we
have available federal assistance of a major kind for in-service and other
training for school administrators of all categories.

I will not go into details on the specific features of the Act. Don
Davies, who is more knowledgeable about this whole field than anyone else
I know, will do that for you.

Since 1961, when he became executive secretary of the National
Commission on Teacher Education and Professional Standards, Don has
been immersed in programs that closely parallel the purposes of this Act.
As most of you are aware, he has been contributing his considerable
talent and expertise to the development of this federal program through
his membership on the National Advisory Council of Education Pro-
fessions Development. We are extremely fortunate to have the benefit
of his wisdom.

There is one point I do want to emphasize, and that has to do with
the extreme “exibility of the guidelines, which permits us to depart
radically from past practice. We are, for instance, encouraged to pull

tcgether 2 combination of resources which will bring about a pooling of
efforts—consortia among colleges and universities, partnerships among
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different departments within an institution, and joint arrangements among
local and state educational authorities and institutions of higher education.

I do not suppose our preliminary guidelines are free of “bugs.” The
final guidelines will be issued in March, and in the meantime we in the
Office of Education will be very happy to get your ideas and suggestions.
As I said earlier, you people have been in the business of upgrading
» teacher preparation much longer than we have, and I think we are very
‘ fortunate to be able to draw on your knowledge and your experience.
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~ The Education Professions Development Act

Dox Davies
Executive Secretary ' |
National Commission on

Teacher Education and |
Professional Standards, NEA
Washington, D.C.

Two years ago I stood before a large audience of teacher educators i
and made a statement which stirred a great reaction—both positive and
negative. I said, “Teacher education is the slum of American education.
It is a slum because it is characterized by neglect, poverty, isolation,
alienation, exploitation, lack of status, and insecurity. Teacher education
is in trouble just as slums are in trouble, because not enough influential i
institutions or agencies or individuals take it seriously or care enough
about it to take positive action. The scholars don't; the graduate schools
don’t; school systems don’t; the colleges don't; the state legislatures don't;
the teachers organizations don’t; the Office of Education doesn’t. Our
society simply has not yet been willing to devote adequate intellectual
and monetary resources to the task of developing high-quality personnel
for our schools.”

That’s what I said then. I believe the analysis was accurate, even if
irritating to some of its audience. But today there is a possibility that the
slum can be transformed. The opportunity for renewal and reform and
rejuvenation is here.

I genuinely believe that the opportunity is at hand to develop strong,
relevant, widely accepted teacher education and staff development
programs and a strong, competent, confident teaching profession, and thus
to make possible a vastly different and vastly better educaticnal system.

C. ———— - w————— 43
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The cause for my optimism is the Education Professions Development
Act, which was passed by Congress and signed by President Johnson in
June 1967. An associate recently accused me of being as naive ..nd
unflappable an optimist as Woodrow Wilson. Someone once said that if
Wilson had been the captain of the Titanic he would have announced to
the passengers, “Don’t be alarmed, we've just made a stop for ice.”

But my optimism about the EPDA (if you'll forgive me for slipping
into alphabetic jargon) is buttressed by solid evidence of the high priority
which is given to educational manpower and training by the President, the
Congress, the leadership in the Department of Health, Education, and
Welfare, and, of course, Commissioner Howe.

The EPDA is designed to assist educators to increase the quantity and
quality of educational personnel in schools and colleges—from nursery
schools through graduate schools, including adult and vocational education.
It pulls together some important existing programs, including the Teacher
Corps, NDEA Institutes, and the teacher fellowship programs, and it
adds new programs and possibilities.

In many ways the EPDA is a direct response to the urgent pleas that
many of you have made in recent years—pleas indicating that the impact
of the large new federal programs, such as Title I of the Elementary and
Secondary Education Act and Head Start, would be greatly reduced if
increased attention were not given to staffing and training problems.

In many ways the EPDA is a direct response to the insistent reminders
that many of you have given for years that the teacher is the controlling
factor in educational change and improvement, that exciting new cur-
riculum and new approaches to school reorganization and staff utilization
would mean very little unless teachers and administrators and other
educational personnel were effectively trained and retrained and oriented.
Bob Bush summarized this point very simply and powerfully: “If teaching
is poor, all else in school reform counts for little.”

Since the EPDA is the main chance for making really significant
advances in attracting, preparing, and holding talented people in our
schools and colleges, it is important that you—the leadership of AACTE—
understand the legislation and participate actively in making sure that
the opportunities are adequately capitalized upon. AACTE has provided
copies of tentative guidelines for various parts of the EPDA along with
other information.

I want to talk about eight of the highlights of the legislation and of
the Office of Education’s plans for its implementation and administration.

First, the Act mandates the appointment by the President of a
National Advisory Council on Education Professions Development, which
has 15 members who are broadly representative of education professions and
the public and who are responsible to the President. The Council was
appointed last September. The chairman is Lawrence Haskew of the
University of Texas, a former president of AACTE and a distinguished
leader in our field for many years.
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The Council has met twice and has affirmed its intention to operate
independently of the Office of Education and to review and assess all
of the activities in the federal government which relate to educational
manpower and training. The Council will study and issue reports to the
President and the Congress and to the public; it will advise the Secretary
of HEW and the Commissioner of Education and his staff. I can assure
you that the Council is taking its assignment seriously; they will not be a
window-dressing organization. The Council has its own staff. The director,
by the way, is Joseph Young, who was assistant dean of the Graduate
School of Education at Harvard and who has special interest and expertise
in the problems of educational manpower.

The Council intends to be an effective watchdog for the professions
and the public, reporting regularly on whether or not the federal agencies
are conducting their affairs wisely.

A second highlight of the EPDA is that it calls on the Office of
Education to appraise the educational personnel needs of the nation and
to report annually on current and long-range trends. The annual appraisal
can provide a rational basis for the Office of Education and other federal
agencies for establishing priorities for legislation and allocation of federal
funds. I suspect that this may be one of the “sleeper” items of greatest
long-range significance in the EPDA. The provision is there because we
all know how inadequate our present knowledge and understanding is of
educational manpower.

The NEA Research Division’s supply and demand reports are the best
things available, and they are very helpful, but they do not provide a
comprehensive and adequs‘e base for longrange planning for education
at all levels and educational manpower of all kinds.

The size and complexity of the problem call for data and analyses of
far greater sophistication and intensity. We know already that educational
manpower makes up 5 percent of the total civilian work force. The 2.8
million professionals in education comprise about two-thirds of all educa-
tional workers, but they comprise one-third of all professional and
technical manpower in the United States.

Let me cite a few examples of the kinds of trends and developments
that I hope will be given the most thoughtful attention as the Office of
Education begins appraising the manpower situation in education.

« We know that in 1966-67 about 30 percent of the 3- to 5-year-olds
were enrolled in preschool and kindergarten programs. By 1975, it is likely
that 50 to 60 percent of the 3- to 5-year-olds will be in these programs.
What skills and talents are needed to staff the mushrooming early education
programs? How can the needed staffs best be recruited, trained, utilized?

o It seems likely that adult and vocational educational programs will
change and increase rapidly in the years just ahead, but how rapidly and
in what direction? What will be the staffing needs in these fields? How
can these needs best be met?
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i « We don’t know how many aides and auxiliaries there are in the
5 schools. We think the figure may be 100,000. There are some who predict
that by 1975 the ratio of aides to teachers will likely be 1.5 to 1 at the
preschool level and 0.5 to 1 in grades 1-12. What does this mean for
staffing and training needs in the next few years?

Your ideas about the scope and nature and uses of the planned
appraisal of manpower needs will be welcome. Russell Wood, who is one
of two deputy associate commissioners of the new Bureau, would be happy
| | to talk to you. Russ has done en extraordinary job in planning for EPDA.

A third major feature of the EPDA is that the Act authorizes the
Office of Education to conduct a substantial program of recruitment and
career information. The purpose is to publicize opportunities in education,
to encourage qualified people to enter or re-enter educational work, and to
encourage people in other professions or fields to undertake teaching on a
temporary or part-time basis. $1.5 million has been requested in the
President’s budget for these purposes. I am certain that new and very
different approaches are needed to carry out this recruitment and pro-
motion effort. I am certain also that your ideas on how this should be
done will be welcome.

The fourth significant feature of the EPDA is the Teacher Corps,
which was authorized for an additional three years with some changes in
the direction of more local influence. In my opinion the Teacher Corps
has been and remains one of the most exciting and promising new ideas
in education in recent years. The Corps represents a model for teacher
education and induction that deserves more careful study and analysis by
teacher educators than it has yet received.

) 1 The Teacher Corps approach includes these major elements: a brief |

| \ period of intensive preservice preparation, an extended period (really two |

1 years) of partial responsibility (with close supervision) in the schools, the

| delegation of the major responsibility for supervision to an experienced,

specially trained teacher or team leader, with emphasis on the intern work-

ing in the community as well as in the classroom, an interweaving of

1 practical experience as a member of an instructional team and study in both

academic and professional college courses, and close collaboration cf the
school and college in conducting the program.

My point here is that I hope that teacher educators, school people,
and the Office of Education will study and learn frem the Teacher Corps
and that its most effective features will become a part of the regular ways
in which teachers are recruited and prepared and inducted. The budget
request for the Teacher Corps for the fiscal year starting in July 1968 is
$31 million. Dick Graham is providing outstanding leadership as director
of the Corps, and I am certain he will welcome your thonghtful reactions ‘
and suggestions.

A fifth highlight of the EPDA is the program of state grants to ]
(a) recruit and train persons in the community who have been otherwise
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engaged and (b) recruit and train teacher aides. Up to one-third of
the funds can be used by the state for teacher aides.

The states wishing to participate in this program are required to
submit to the Office of Education for review a state plan following the
guidelines. The intent of Congress was to encourage the states, through
local school districts, to test new approaches to meeting teacher shortages
and to tap the human resources available in the community to enrich the ;
educational program in the schools.

I hope each of you will assume some leadership in your own state to
encourage the imaginative and effective utilization of the state grant funds.
$15 million is requested in the President’s budget for this program.

The sixth highlight of the EPDA—and by far the largest program—is
training for elementary and secondary school personnel, including pre-
school, adult, and vocational education. These training programs are
authorized in Parts C and D of the Act. The Act provides for the con-
tinuation of the present institutes and prospective and experienced teacher
fellowships, but it also opens up almost limitless new possibilities for train-
ing programs. School districts and state departments of education are now
eligible for grants, as well as colleges and universities. The program can be
for personnel in any field (except religion) and at any school level, includ-
ing administrators, teacher trainers, the trainers of teacher trainers (such as
in the Triple T Project), teacher aides and other nonprofessional personnel,
and specialists of all kinds. The projects can be preservice, in-service, or a
combination of the two. They can be short-term, full-time, or part-time.

I call your attention with special urgency to the preliminary draft of
the “Guidelines for Educational Personnel Development Grants.” I hope
you will review these very carefully and give the Office of Education your
reactions and suggestions. These guidelines contain some significant
departures from past practice, several of which the Commissioner referred
to. I would like to identify a few of these points which I think are of %
special significance.

o Heavy emphasis is given tc cooperation and collaboration in both
planning and conductipg training programs among school districts, state
departments r{ education, and colleges and universities. Many of us have
done a lot of talking about the importance of collaboration between people
in the liberal arts fields and educationists and between schools and colleges.
Most of us believe that such collaboration will produce stronger, more
relevant programs. The EPDA now provides an opportunity to prove that '
such collaboration is both possible and productive.

o Emphasis is given to providing grants for three different but
sequential stages of projects: planning, pilot, and operational. This is
to encourage rational and thoughtful planning and field testing or small-
scale tryout of innovative ideas prior to their widespread application. The
idea of funding by sequential stages or cycles is one of the many con-
tributions to EPDA planning made by the Planning Coordination
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Committee. The Committee was established by the Commissioner and
chaired by Dwight Allen, who is now at the University of Massachusetts.

o Still another departure in the EPDA project guidelines, as pro-
posed, is the setting aside of a small percentage of the funds available for
special ideas which don’t fit the guidelines or the deadlines. These may
be in the form of a letter rather than an claborate proposal. This approach
is designed to encourage scemingly way-out ideas, nonconformist ideas and
programs.

e A similar departure is seen in the “special planning grants,” gen-
erally below $10,000, to assist schools and colleges that in the past have
been excluded from participation in federal programs because they lacked
the resources for developing high-quality proposals. This new idea may
help some schools and colleges compensate for the superior grantsmanship
skills in other districts and institutions.

o Also of great importance is the emphasis in the guidelines on
independent evaluation. All applicants will be expected to make provision
for an annual independent evaluation of their project by an institution,
organization, or agency that has no direct interest in it.

The applying institution itself will make the provision for an outside
evaluation. It should be clear that the Office of Education does not plan to
conduct the appraisal. The independent evaluation will be of special
importance in deciding whether to put into widespread operation an idea
which has been tested in the pilot stage. We need to find ways to learn
from our failures as well as from our successes. The independent evaluation
scheme may help.

e The guidelines attempt to deal with yet another problem that all
of you have been concerned about: inadequate dissemination of informa-
tion. To begin to attack this problem, the EPDA grants should include
provision for widespread communication of facts. It is particularly
important at the pilot stage that other agencies and institutions be able
to learn from and capitalize on the successes and failures of the pilot effort.
Money for dissemination should be included in the proposal budget.

o I note with great enthusiasm that these guidelines encourage
projects which are based on a combination of resources—local, state, and
federal: schools, colleges, state agencies, the Office of Education. I am
particularly happy about the possibility of funding from more than one
section of the EPDA, more than one title, more than one act. There are
almost unlimited possible combinations among the sections of the EPDA
itself and between the EPDA and Title I and III of the Elementary and
Secondary Act and the various institute and fellowship programs conducted
by the Bureau of Higher Education.

e Finally, the guidelines are clearly based on the notion of concen-
tration (rcther than widespread scattering) of resources in order that
federal and other funds can have substantial impact on the high-priority
needs that are identified nationally (such as education of the disadvantaged
or the preparation of personnel for early childhood education programs).
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I hope the foregoing is sufficient to whet your appetite to dig into
these guidelines thoughtfully and extensively. The fuading request for
fiscal 1969 for the training portion or the EPDA covered by these guidelines
is $97 million.

I am certain that the Office of Education will welcome your suggestions
and reacticns. Donald Bigelow has been providing imaginative and
vigorous leadership as head of the Division of Educationai Personnel
Training in the USOE Bureau of Elementary and Secondary Education.
He has now moved to head the Division of Program Administration in the
new Bureau.

~ The seventh highlight of the EPDA is the training program for
higher education personnei. This program, which will be administered
by the Bureau of Higher Education, will provide both for fellowships
and short-term and regular-session institutes in non-Ph.D. programs, for
persons serving or interested in serving as college or university teachers or
administrators. It was clearly the intent of Congress to give special
emphasis to the preparation of teachers and administrators for junior and
community colleges. The budget request for fiscal 1969 is $15 million.
I am certain that your comments and suggestions will be welcomed.

The eighth and final highlight of the EPDA I want to mention here
is the fact that the legislation sparked the creation of a new Bureau of
Educational Personnel Development in the Office of Education which
will have either direct administrative or coordinative responsibilities for
most or all of the USOE programs in educational manpower and training,
The new Bureau is tangible evidence of the new status and high priority
being assigned to educational personnel development by the federal govern-
ment. It provides the field—individuals, institutions, and organizations—
with a single, central point of connection with the Office of Education on
matters relating to manpower and training. This is a big step ahead for
those of us who are interested in this field.

I hope it is obvious that I have high hopes for the Education Profes-
sions Development Act. The information I have given you is only slightly
laced with editorial opinion. Before I close I want to give you two or three
personal views and reactions.

1. T hope that all of us have the courage and wisdom to utilize the
new resources available to make possible pervasive and profound changes
in the namre and quality of our educational enterprise. The EPDA can
make an important contribution to the following kinds of cbjectives:

¢ Developing genuinely individualized education programs for stu-
dents at all levels—programs which allow an individual to deal from his
own strengths, to proceed at his own pace, to be responsible for his own
learning,

e Developing much more flexible ways of organizing and utilizing
talents of educational staffs. This means the abandonment of the unwork-
able concept of omnicapable and omnivirtuous teachers in self-contained
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classrooms in self-contained schools. I am talking about the differentiated
staffing idea which TEPS has been demonstrating during the Year of the
Non-Conference.

o Developing educational programs which produce competent and
confident human beings who have a feeling for the relationship between
ideas and knowledge and human problems and who value rather than
deride reason as an important guide to human conduct.

 Developing educational programs and personnel who are committed
to the idea that poor children and children who are Negro, Mexican,
Indian, or Puerto Rican can learn and that the school has the responsibility
to see that these children do succeed despite 2ll the handicaps and limita-
tions which might be used as excuses for their failure.

 Developing higher education programs and personnel who demon-
strate the value and joys of intellectual pursuits rather than “playing the
academic game,” which is the ultimate of anti-intellectualism.

o Breaking down the barriers between schools and communities and
between colleges and communities in order to enrich the understanding
and the life of both the educational institution and the community.

If the EPDA is going to contribute to such objectives, the educational
community will need to confront its failures and drop the “party line” that
there is nothing wrong with American education that a little money can't
cure. We need to recognize our failures; otherwise there is little reason
and no hope for change.

2. I hepe that the EPDA can be a vehicle for welding together the
educationists and academicians in the colleges and the teachers and admin-
istrators in the schools. I prize such welding, not becsuse I exalt together-
ness but because I think that a mix of individuals in disciplines and in
schools of education and in the schools is a better mix for educational
purposes than one which lacks any one of these ingredients.

3. I hope that you, the teacher educators, will respend with
enthusiasm, imagination, and drive to the new opportunities made possible
by the EPDA. I hope that you will prepare yourselves for the long, hard
task of significant improvement in educational personnel, not just for the
short-run novelty effort.

I hope that teacher educators will respond with optimism and a sense
that they can make a difference, because there is nothing more immobilizing
than cynicism or the feeling of professional helplessness.
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Preparation of Teachers for the Central City
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Donarp H. Smrte
Director
Center for Inner-City Studies
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IMPERATIVE ISSUES IN URBAN EDUCATION

Doxarp H. Smirn

The great American dream of free public education for all children
to the upper limits of their potential has never been realized. And for the
disadvantaged minorities—Negroes, Mexicans, Puerto Ricans, Amerindians,
and poor Southern whites—American public education bas been pitifully
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ineffectual. Judged by almost any critical factor—number of dropouts, level
of achievement, number of college entrants, type and duration of employ-
ment, and lifestyle—the schools have failed the dispossessed minority pupils.

Two recent works, Our Children Are Dying by Nat Hentoff and
Death at an Early Age by Jonathan Kozol, attest to the shocking and
inhumane waste of Negro pupils in the New York and Boston public
schools, respectively. The picture in Chicago, Los Angeles, and our other
large cities is no less bleak. So distressing is the plight of poor kids in our
schools that Edgar Friedenberg was compelled to write for the Saturday
Review an article entitled “Requiem for the Urban School.” Friedenberg
concludes that—

Improvement in the urban schools will come when—and only when—the residents

whose children attend those schools demand and get emough political powez

either to destroy and replace the present school bureaucracy or to impress upon
it that they can no longer be patronized.!

The schools have failed, as have their agents, the teachers, and those
who have trained the teachers. Only if we can recognize the magnitude of
our failure and its price—hungry, angry, bitter citizens whose lowly state
threatens the security of all—can we begin to reverse the tide.

Too often so-called experts on the disadvantaged child—and disad-
vantaged means Negro to most of them—place the burden of education on
the shoulders of the children and their parents. Since it is well known
that most disadvantaged children come from homes that are economically
and educationally deprived, it is presumed that, however dedicated and
talented the teacher may be, the cause is hopeless—witness Up the Down
Staircasz. Only a super god, 2 Phi Beta Kappa—perhaps “Sir Poitier”—can
teach the unteachable. Such mushy thinking has gotten us in the fix we're
in now: the collapse of the urban school.

I reject the thesis that the fault lies within the ghetto; and neither does
it lie with the stars. The fault lies within the larger society that fails to
acknowledge the existence of black people and subsequently trains teachers
and constructs curriculums and materials for a presumably monolithic white
middle class society. Teachers have failed because, for the most part, they
don’t know anything about, care little about, and have not been trained to
teach their black and brown pupils.

These children are no longer only a part of, but in fact make up, the
majority of the urban school population. Negro pupils are in the majority
in 12 of our largest cities and constitute more than 40 percent of the
population in at least five other large cities. Add to this total the Mexicans
and the Puerto Ricans, and the revelation is that the white child is the
urban minority. The new teacher training curriculums are going to have
to face up squarely to this hard racial fact and to other hard facts if we are
to save the one institution that has within it the potential to save our nation.

1 Friedenberg, Edgar. “Requiem for the Urban School.” Saturday Review;
November 18, 1967.
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These are critical times, times when men young and old, liberal and

conservative, black and white, must talk and must listen. Let us consider

' together five imperative issues in urban education. Certainly these are not
the only significant issues, but I make no effort to touch all bases.

Imperative Number One is the need to change the atitudes and
expectations of teachers of disadvantaged youth. A number of years ago,
when I was a guidance counselor in an inner-ity high school, I suggested
to the valedictorian that he apply to Harvard. Inner-city admissions to the
Ivy League are few; male valedictorians at inner-ity high schools are also
few. Yet even though he had achieved the distinction of leading his class
in scholarship, this Negro youngster could not conceive of applying to
Harvard. The idea was even more implausible to the white scholarship
counselor at the high school, who did everything to discourage the boy.
True, he was a brilliant student in math and science, but surely his
college board scores in the language arts were too low for him to consider
a first-rate university.

The combination of the student’s poor self-image and its reinforce-
ment by his white counselor was difficult to overcome but, after much
persistence and pressure, I finally succeeded in getting our valedictorian
to apply. The April rejection slip he received seemed to indicate that he
and the scholarship counselor were right. But on the day the rejection
notice came, I received a call from Harvard’s Director of Admissions. He
had detected something about my letter of recommendation that indicated
my understanding of this boy. The Harvard official went on to explain
that in spite of his low language scores and in spite of this year’s rejection,
he was the kind of boy that Harvard wanted. Would he consider enrolling
in an Eastern prep school for a year? Perhaps a scholarship could be
arranged. If not, Harvard would be his anonymous benefactor. This
young man did attend that prep school for a year and he graduated from
Harvard last June. Last summer he worked as a teacher of hard-core
dropouts, and now he is back at Harvard—in law school. .

I have talked to teachers and children in Harlem, in Watts, in
Alabama, Georgia, Mississippi, and in many other parts of the nation,
and, while I have found some superior teaching in almost every school
I've visited, I have generally been appalled by the pervasive discourage-
ment znd low levels of expectation which are held by most teachers for
poor children, particularly black ones.

A few decades ago a brilliant young boy attended an Fast Lansing,
Michigan, high school—the only Negro in his class. In his autobiography
he wrote about his English teacher who would daily give words of encour-
agement to the class, urging them to go on to college, to make something
of themselves. One day the boy confided to his teacher that he, too, had
been inspired and that he hoped some day to become a lawyer. The boy
was crushed when his teacher advised him to forget law and become a

lumber or carpenter. Circumstances determined that this boy would not
Enish high school and, hence, enter any profession. But one can only
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wonder what contribution he might have made to all Americans had
Malcolm “X” been encouraged to realize his dreams. Perhaps he might
have lived to be appointed to the Supreme Court.

Of great irony was the teacher’s advice that the student become a
lumber or a carpenter, since in reality it is easier for a Negro lad to get
into law school than in plumbers’ or carpenters’ unions.

It is a moot point whether teachers and counselors discourage black
children because of bigotry or out of some misgu.ded paternalism, which is,
itself, a form of racism. But as long as school personnel continue to have
dual punishment and reward systems and dual levels of expectation, they
will continue to maim poor children psychologically and deprive them of
their opportunity to enter and flourish in the mainstream of a land of
plenty.

Unfortunately, it is not only in the area of college and vocational
guidance that teacher attitudes and expectations hurt children, but also
right within the instructional setting that the behavior of teachers can
mediate the achievement of pupils. Worthy of our consideration is the
very ‘mportant research of Robert Rosenthal and Lenore Jacobson which
clearly indicates the critical relationship between teacher expectations and
pupil achievement.? Rosenthal and Jacobson found that experimenters
working with rats which they had been led to believe were dull had little
success in teaching them, but those experimenters who worked with rats
which were allegedly bright had significant success. Rosenthal and
Jacobson concluded that—

Regardless of whether the rat’s task was to learn a maze or the appropriate

responses in a Skinner box, the results were the same. Rats who were believed by

their experimenters to be brighter showed learning which was significantly
supetior to the learning by rats who experimenters believed to be dull.
But rats are not children, so Rosenthal and Jacobson moved their experi-
ment into a school of the South San Francisco Unified School District.
They administered to all of the children of the Oak School a test which
they called the “Harvard Test of Inflected Acquisition,” actually a stand-

ardized intelligence test, generally nonverbal—the Flanagan Tests of
General Ability.

Based not upon test results, but upon a random selection, 20 percent
of the children in each classroom were “identified” to their teachers as
pupils whose test results indicated they were intellectual bloomers who
would undergo significcat learning spurts during that year. Once again
the Mertonian self-fulfilling prophecy was confirmed: Children desig-
nated as spurters did show greater intellectual gains than children not so
designated. This was true of children of high intellectual ability as well as

children of lower ability. Because their teachers had been conned into

2 Rosenthal, Robert, and Jacobson, Lenore. “Self-Fulfilling Prophecies in the
Classroom: Teachers' Expectations as Unintended Determinants of Pupils’ Intel-
lectual Competence.” A gaper presented at the American Psychological Association
meeting, Washington, D.C., September 1967.
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believing that soine children were going to bloom, their own behavior
toward and perceptions of those children served as mediating factors that
helped to make the learning spurts possible.

If we are going to begin to put an end to the human waste in our
schools, then imperative number one is to change teachers’ perceptions of
and consequent behavior toward pupils they have formerly believed are
racially and intellectually inferior. And this imperative leads to imperative
number two.

Imperative Number Two is the need for drastic changes in the training
of teachers. Teachers are frightened and frustrated as they attempt each
day to confront what is for most of them the urban ordeal. My own
experience as a new teacher was common to many teachers. The educa-
tional training that I had received as an undergraduate, and even later
as a graduate student, was in no way related to the problems I encountered
in the schools and to the needs of my pupils. For the most part—and surely
there are a few notable exceptions—teacher training for urban schools has
been and is irrelevant. Except for rare instances, it has not begun to
address itself to the kinds of information and experiences young people
need to develop appropriate attitudes to teach successfully in the ghetto.

No engineering school in the country would attempt to teach its
students to build bridges without first attempting to teach what a bridge
is and how bridges can differ in structure and purpose. Further, the
would-be bridge builder would have to know something about soil
dynamics and the nature of the neighborhood to determine whether or
not or how his structure could be supported at the desired location. No
medical school would attempt to teach surgery or dermatology without
first teaching the anatomy of the whole body and the functions of various
organs.

Yet schools of education send their products into Spanish Harlem or
Lawndale or Watts with no knowledge of the nature of the children, no
knowledge of the neighborhood and the community residents, and no
appreciation for the culture of these communities. It is amazing that an
worthwhile teaching occurs. When it does, it is as a result of on-the-job
training come by through ratin-the-maze or hit-and-miss procedures.
Schools of education must cease attempting to prepare teachers for a mono-
lithic white school which does not exist in the heart of the inner city, if it
exists anywhere.

The proper study for inner-city teachers is the inner city. To teach
Negro, Mexican, Puerto Rican, Amerindian, and poor Southern white
children, a teacher, herself, will have to be taught the history and culture
of Negroes, the Spanish-speaking, American Indians, and Southern white
migrant children. Teachers must be taught the anthro-socio-psychological
factors related to poverty, racism, and oppression. And they will need
to know the idiom of the black ghettos and the Southern Mountains and
the Spanish of El Barrio. Further, teachers in training should be exposed
early in their undergraduate years to a variety of experiences which will
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help them to understand the lifestyle and coping mechanisms imposed by
social and economic exclusion.

Hopefully, through early contacts with children of poverty and
through formal study of their history and culture, teacher cadets will not
only learn about the needs of the children and their communities, baut also
will gain insights into themselves and their stereotypes and biases and into
how their behavior affects the lives of children entrusted to them.

Just how we convince colleges and universities to reorder their teacher
training curriculums and practices is difficult to know. Even if a significant
number of the great teacher-producing institutions were to decide tomorrow
to bring their training programs into consonance with pressing urban needs,
they would be hard-put, indeed, to get their faculties to step to a new
drummer or to acquire faculty with the new visions. Perhaps it is just this
type of dilemma which has induced the U.S. Office of Education to initiate
the Triple T Project (Training the Teachers of Teachers).

At the Center for Inner-City Studies we don't pretend that we have
all the religion, but we are attempting, on the graduate level, to provide
the kind of urban immersion that I am advocating. A few of our recent
graduates have already been hired by the Teacher Corps and universities to
give some direction. Imperative number two urges radical change in the
training of teachers and other school personnel to satisfy botn the needs
of the children and of the teachers, themselves.

The Third Imperative is the need for curriculum change within the
schools. Many rescarchers have documented the psychic damage which
racism has done to young Negro children. Exposed to a society which
postulates and which reinforces an image of inferiority through the mass
media and through the assignment of a second-class lifestyle to black
people, little children of color and older ones doubt themselves and
frequently reject themselves and cthers like them. School curriculums will
have to be restructured to be responsive to the affective as well as the
cognitive needs of disadvantaged pupils. Curriculum is defined here as
any experiences which help children to learn and which help pupils to
develop qualities of self-actualization.

Courses will have to be integrated into public school curricula which
will reorder reality for black children and, for that matter, white children,
too. Black and Spanish-speaking children must be taught their heritage,
and they must be encouraged to take pride in that heritage. I will leave
to the historians whether, for example, Afro-American history ought to be
taught separately or as part of the general American history, from which
it is presently absent. My concern is that all children be informed that
the miraculous achievements of Dr. Christiaan Barnard were, in some
measure, made possible by the work of a black man, Dr. Daniel Hale
Williams, who in 1893 performed the first successful hear: surgery in
America. A single achievement, however great, is not so significant when
it is put into the context of the history of civilization, which has witnessed
many great achievements. But what is significant, however, is that black
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eople have made countless contributions to mankind, which have been
Icieligerately omitted from world and American history courses. If black
people really knew the truth about themselves and their accomplish-
ments, they would soon discontinue the self-abnegation which has charac-
terized the black experience in America.

But black and other exploited poor need more than a knowledge of
their history. Self-acceptance and racial pride are important to affective
development. But what of cognitions? Black people will need specific
weapons to fight back against oppression and exploitation. They need
economics and they need politics. Who controls the ghetto? Why are
rents disproportionately higher in the black belt? Why are food prices
higlier and meat inferior at white-owned black stores than at white-owned
white stores? Why do drugstores in tlie ghetto charge more, sometimes 100
percent more, for medicines? And what about auto dealerss Why do the
poor pay more? Why do the black poor pay the most? How can poor people
develop and marshal economic axd political forces to control their own
destinies? These and others are the burning questions for which cur-
riculum and instruction must provide some answers.

For example, mathematics can be taught in terms of budgets, interest
rates, insurance payments, and the like. The sciences can be taught with
respect to the ghetto’s needs: the biology of reproduction, the chemistry
of foods and medicines, and so on.

Language arts and social studies should also serve the community’s
culture and its needs. In this regard James Baldwin, Martin Luther King,
and Malcolm “X” are more important than Shakespeare and Melville.
Charles Drew, the discoverer of blood plasma, is more important to black
people than Enrico Fermi. And the biography of Frederick Douglass is
more significant than the biography of George Washington. I am not
suggesting that a Shelley sonnet should never find its way into the black
school or that the discoveries of Steinmetz and Edison are not important for
all science students, but I am clearly and strongly advocating that the
genuine accomplishments of distinguished black men are of greater
importance to the intellectual development of black children.

Schools must stop preparing Afro-Americans for menial jobs and
minor roles in the social order. The task of curriculum and instruction in
the black community is to prepare black pupils to celebrate themselves and
to help them discover the wherewithal and the methodology to begin to
enjoy the fruits of an affluent nation, heretofore available only to whites
and a few hand-picked blacks.

Imperative Number Four is the need to change controls in the urban
schools. The subject of control has become a topic of concern in many
quarters. For instance, the Coleman Report on Equality of Educational
Opportunity talks about a sense of control as one of the important variables
that determine Negro achievement.? The Coleman Report postulates that

3 Coleman, James S. Equality of Educational Opportunity. Washington, D.C.:
Government Printing Office, 1966.
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a Negro pupil’s sense of control is heightened as the proportion of white
pupils in his environment is increased. Increasing the control factor, Cole-
man and associates contend, increases achievement. Yet, the same
Coleman Report also claims that while achievement increases in the
integrated school, the self-concept of Negro pupils is diminished.*

Other voices than Coleman’s are speaking of control—actual rather
than sensed. Black people all over America are demanding that they be
self-determining by controlling all factors in the ghetto: the economy, the
politics, the schools—everything.

Returning to the Coleman Report, I am not surprised that young
black children feel a sense of diminished self-esteem in integrated schools.
Picture yourself being bussed across town to a whiie school. Obviously
your school isn’t good enough for you to learn there or for white children
to come and join you. So for your own good you are herded off on buses to
the good school. Once there you may have to wade through jeering pickets
to reach the building. And you may encounter hostile teachers—some
overtly, some subtly so. Most white students will ignore you; a few well-
meaning ones will patronize you. Under such circumstances I find highly
questionable Professor Coleman’s assertion that black pupils do, indeed,
achieve more because of a newly acquired sense of control. I assert that a
more logical explanation for increased achievement is a combination of the
following:

1. The schools to which the black pupils are bussed are middle class
white schools where there is considerable academic press. White middle
class parents demand that teachers teach. They accept no nonsense about
missing library books and cognitive deficits.

2. Faculties in these schools are stable. They are permanent rather
than substitutes. Children in such schools expect and have continuity.
‘They have the same teachers every day, unlike children in the ghetto who
may have as many as 10 or more teachers in a single term.

3. Negro pupils learn because of the above factors and because the
teachers expect their pupils to learn and teach accordingly. I cannot under-
stand how Negroes could feel a greater sense of control when, as Professor
Coleman reveals, their self-esteem is lessened in the white school.

Because the control factor is alleged to be critical (and I believe that
it is), let us look at the matter of control in terms of the ghetto school. It is
hardly coaceivable that any but a few children would feel a sense of control
in a black school where the principal, the assistant principal, the counselors,
the school engineer, even the window washers are white. It is virtually
impossible for black pupils or black teachers to feel a sense of potency when
the school system from the top right down to the boiler room is adminis-
tered, supervised, and manipulated-by white people. This pattern of white
dominance of black welfare and black interests is omnipresent and pervasive
in all areas of the black existence. |

4 Ibid. p. 323.
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Of special interest is the finding of the report, Racial Isolation in ihe
Public Schools, that no known compensatory education program has been
successful in increasing the achievement of Negio pupils.? Assess that
finding against the fact that at a recent national meeting of all the State
ESE Title I directors, there was not a single Negro in the group. Further,
at a recent meeting held in Washington of NDEA and Experienced
Teacker Fellowship Program directors there were not more than 25
Negros among the 600 present. It is little wonder that compensatory
programs designed and administered by white people and conducted in
black schools run by white people have yielded few positive results for
black children. :

Carrying the analysis a step further, one is hard-pressed to find black
and brown decision makers in the U.S. Office of Education, which com-
missions, approves, and dispenses funds for these programs.

I am sure there are hundreds of reasons why white peaple are in com-
plete control of the education of 22 or more million blacks. These reasons
range from arguments of longevity, color-blindness, professional terri-
toriality, and “Divine Right of Kings,” to the simple statement: “We've got
you outnumbered.” It would be fuiile for me to enumerate and attemp to
answer all of these argumenis. I simply submit that there are a few super
ordinate and more compelling reasons why substantial changes must be
made in this self-defeating structure.

First, the urban schools are in a shambles as black students struggle
and fight to live. They are being cheated and they know it, but they have
no sense of contrel and ne socially approved means of self-determination.
Therefore, some of them find other sources of potency, other ways to con-
front a dehumanizing, oppressive system: hurling bottled fire, smashing
windows, stealing cars, looting. I would prefer, and I think you would
prefez, that these angry, abused young people find their power and self-
esteem by flexing their muscles and developing their manhood in the deter-
mination and direction of their own destinies. Through their own black
symbols of authority—real ones, not white-appointed Uncle Toms—they will
have available more positive channels for self-actualization.

Second, white people have already demonstrated their inadequacy or
their unwillingness to provide quality education for black people. Joseph
Alsop has written that if the worst racist in America set out to design a
structure which would keep the Negro enchained, he could do no better
than to use the present public educational system.®

Third, as evidenced by the two-year controversy at IS 201, black people
are becoming determined that they will run their own schools, and they are
determined that teachers and administrators will be held accountable to
black communities. As black communities stiffen, fewer and fewer white

5 U"S Commission on Civil Rights. Racial Isolation in the Public Schools.
Washington, D.C.: U.S. Government Printing Office, 1967. Chap. IV,

6 Alsop, Joseph. “No More Nonsense About Ghetto Education.” The New
Republic; July 22, 1967.
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people will be permitted to have authoritative positions in those com-
munities. Therefore, it is my contention that the survival of the urban
schools is dependent upon the willingness of the educational establishment
to change the control factors in all aspects of urban education, from the
U.S. Office of Education right down to the preschools. Enlightened self-
interest would seem to dictate this.

The Fifth Imperative and the last is the necessity of upgrading black
schools. Even if integration were a desirable goal, though a growing
number of black people believe it is not, its achievement does not seem
likely in the immediate future. The masses of black children cannot wait
until the millennium for their equal educational opportunities. We must,
therefore, facilitate quality education in the black school.

If the teachers who work in the black school, the children who attend
it, and the community in which it is located perceive it as an inferior
school, then it is, in fact, an inferior school. We must change the black
school’s ethos. This can be done by staffing it with teachers who have been
trained to understand and respect black and brown people; by administering
it with black and brown people who are accountable to the pupils and
their community; and by reordering curriculum and instruction to meet the
real, not imaginary, needs of the pupils. Finally, although I have not
listed adequate financing as an imperative, it nonetheless, is. However, I
have limited my discussion to those factors which do not involve substantial
additional expenditures, but which call instead for changes in attitudes,
assumptions, and structures. Unquestionably, the demands that Negroes
are placing upon society for changes in all institutions, particularly the
schools, are in the interests of all Americans.

If, somehow, we can sense the urgency of abandoning a public school
that never worked; if we can change curriculum and materisls so radically
that all children can identify with the curriculum because it is relevant to
their needs; if we can train teachers to understand and love most of their
children, irrespective of race or class; if we can change the symbols of
control, then perhaps there is some hope for the American school. If we
cannot bring about. these changes which beg to be made, there is little hope
for the schools or for the naticn.

REACTION Haray Riviin

Judging by the reactiens I perceived in the audience during Mr.
Smith’s speech, I'd say we just heard a clear, effective, and forceful explana-
tion of a major problem in American education. I think the real reaction,
however, shouldn’t be given now by anybody in the audience. Our
reaction will be indicated by what we do when we go back to our institu-
tions and set about doing something. The major question isn’t whether
we now realize what a problem we have; the real question is what we are
going to do about jt.

Don Davies in his talk indicated some of the things that can be done.
He also indicated a major weakness in education today: There is so much
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status attached to getting a grant that we don’t realize how much can be
done without a grant. There is no reason for limiting our efforts to those
projects which require support by a foundation or by a more generous
Uncle than we uscd to have. We should think in terms of what has to be
done. A fellow who has a toothache and goes to a dentist is not interested
in having the dentist explain why it is only natural that he have a
toothache. The toothache sufferer doesn’i care whether heredity, the shape
of his jaw, or the polluted atmosphere is responsible. What he wants is not
an explanation; he wants relief. The real question here, as elsewhere, is
“What can be done?”

In discussing needs, Mr. Smith indicated the inadequacy of most of
our approaches to date. Teacher edncation is not a vaccination. It is not
an immunization against future prejudice or future incompetence, and, as
long as we confine our thinking on teacher education to something we give
people before they start teaching, we are bound to be inadequate. We
have to work with those in the schools, because it is only through teach-
ing that you learn to teach. We hope this can be done with fewer trials for
the children and fewer errors by the teacher. Teacher education has to
move into the schools, and we have to realize, too, that merely preparing
more teachers is not enough.

New York City each year appoints more new teachers than there are in
the entire school systems of San Francisco and Buffalo put together. Merely
pouring in more teachers is no solution. You must take the teachers you
have and help them find teaching a rewarding and satisfying job. Mr.
Smith has indicated what has to be done. I think our job is to try to do it.

Kenneta R. WiLLiams

I, too, noticed how carefully the audience seemed to have been
listening to what Mr. Smith said. There is little if anything that he said
with which I will disagree. He has placed his finger on some of the most
pressing problems in urban education, and he has shown that he
understands these problems.

Mr. Smith’s paper represents an indictment of the American public
school system and of a number of people who have taught or are
teaching in the public schools. I suspect that what he said about the
public schools and the public school teachers will not upset enough of us,
because in our present positions we feel a little too far removed from those
problems. The conditions he described, however, do represent a very
serious threat to our public schools and to the nation in general. I trust
that we will not overlook the criticisms in this paper of those of us who

train the teachers for the nation’s public schools, and here everyone is
affected.

The opening sentence in Mr. Smith’s paper established a general
theme: “The great American dream of free public education for all
children to the upper limits of their potential has never been realized.”
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There are few, if any, places in our beloved country about which it can be
said truthfully that an honest attempt has been made to turn this dream
into reality. We are only now begirning to realize that some of the most
persistent killers of this dream have been the people that have controlled
the schools in our urban communities.

Mr. Smith’s analysis of the reasons why children in urban communities
have difficulties 1 schools is fine as far as it goes. There are, however,
other basic reasons that should be mentioned. I will mention only a few.

It is fine to establish as a goal the changing of attitudes of teachers
toward children in deprived areas, and, certainly, I want to say nothing
to discourage that. Teachers of deprived children must have proper
attitudes and act in such a way so as to ensure that all children give each
day everything they can, the best that they can.

It must be recognized, however, that the whole climate in America
must be changed before the student who is fortunate enough to have a
teacher with the proper attitude will be able to appreciate fully and under-
stand the efforts of that teacher. The child, after all, is away from school
more than he is in school. Many students, if not most, in deprived areas
and second-rate and lower class schools are frustrated, bitter, if not angry,
and discouraged. It has dawned upon them that the prevailing attitude is
that there simply is no place for them to go in the gloomy days ahead.
These s:udents understand—although many of them have trouble articu-
lating their thoughts—the process of dehumanization which had kept their
parenis’ backs to the wall for so many years.

Mr. Smith noted that teachers have discouraged many of their
students, have made them believe that their place in society must always
be as hewers of wood and drawers of water. Teachers have told them in
many ways that America’s cultural and intellectual achievements were not
to be shared by them. And after they have left school, they are told the
same things in a thousand unexpected ways each day.

Teachers with proper attitudes and high expectations can do nothing
but become frustra‘ed, bitter, and disillusioned and ultimately return to
their former hatreds and prejudices unless the total American community
joins in their efforts.

Instituiions of higher learning, like some of the other institutions in
our society, are by tradition conservative in matters of this sort. There is no
justification for our institutions of higher education continuing in the
conservative role. Businessmen in our country consider the problem so
serious that the most farsighted of them are taking steps designed to ease
the tension. No doubt you are aware that a group of businessmen pre-
vailed upon Secretary of Health, Education, and Welfare John W.

" Gardner to leave his Cabinet post to direct them in their efforts to improve

conditions.

The time has come, Mr. Smith has assured us, when America must
make drastic changes. Not only must we make changes in the training of
teachers, but we must also make changes in the use that we make of
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teachers after they have been trained. No other profession would think
of doing some of the things that we have done. What would you think
of a hospital that would permit a young doctor right out of medical school
to perform a heart transplant? Where is the hospital that assigns to its
interns the most serious cases of illness that it has? Yet, this is what we
have done in principle in our schools for generations.

Does this suggest that we do not think that the training of the mind
to meet the needs of the existing society is important? Not really. It
suggests that we have accepted as a fact that the training of the minds of
children in certain areas of our communities is not important. America has
simply written these children off. The attitude seldom expressed, but
widely practiced, is that the country can go on quite well without them
as they are now or as they might be.

I know from a lifetime of observation and experience that children
who need the greatest help in school often have the poorest teachers.
These children are saddled with the young and the inexperienced who,
for various reasons, are unable to meet the high standards maintained in
the best schools. All too frequently these children have as teachers well-
meaning individuals whe have no special skills or knowledge, but who
receive a degree of personal sansfaction out of working with ti.z peor and
underprivileged. People who fall in this category are pathetic generally. !
It does not seem to them that the spreading of their personal ignorance,
even with the best of intentions, may in itself be a crime. Worse even
than that is the fact that they invariably combine their ignorance with a
form of eighteenth century paternalism which defeats them before they
start.

The young people in and from our ghettos are saying things of great
significance to all of us. The intensity of their feeling and the emotional
reactions that result from their strong convictions lead them unquestionably
to perform acts that can only be described as rude, crude, and self-defeating.
And, vet, it is sheer folly to dismiss these young people as a group of
undisciplined, lawless hoodlums. To do so would be as misleading as it
would have been had a British newspaper describing the Boston Tea Party
reported that a small group of “nuts” dressed as Indians swarmed on a
British ship and dumped the cargo of tea into the Boston Harbor. The
dumping of the tea, as everyone knows, was a symbolic act of protest
against an engrained wrong.

M. Smith has given us irrefutable reasons why the imperative issues
in urban education must be resolved, and quickly. There must be cur-
riculum changes in the schools; the schools must be changed so that what
goes on there has meaning for the students; the schools must join with
other forces in the community to assure the students that there are ways
out of the hopeless situation in which they find themselves. Perhaps more
important than all of this is that we cannot survive if the attitude continues
which has held that the schools in the urban areas should be little more
; than agencies for continued oppression.
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Too much emphasis may be placed on the belief that the children
from the urban communities have not learned their lessons. Those who
live in ghettos have learned their lessons. The fact may be that "~y have
learned them so well that nothing short of full participation in American
society will satisfy them in the future.

It is too often overlooked that the real cause of the problems in
America is that America has in it today the very first generation of under-
privileged Negro citizens who believe fully that the goals of democracy
are attainable for them. What are these youngsters saying? I talk to
them each day. I live with them. I work with them. They are part of
my life. I hope that I am a part of theirs, and I think that I am beginning
to understand what they are saying. What they are saying simply seems
to be this: “We believe what we have been taught in history—that all
men are created equal—but we do not believe that some men are more
equal than other men.” Equal opportunities must be provided in our
schools, and immediately.
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AN OVERVIEW OF THE DIVISION OF
EDUCATIONAL PERSONNEL TRAINING PROGRAMS
FOR TEACHERS OF TEACHERS

Donarp N. Bicerow

Our business in Washington is the management of money. Your
business is the management of teachers and students. Our problem is
how to mesh the talents of each. Presumably you want to do a better job
of teaching teachers and teaching students and we want to distribute the
money fairly and squarely.

In the years from 1958 to 1968 I think we have gotten over the
hurdle of “federal control.” I don't really believe, except in certain states
like Nebraska, that people are still talking about federal control in
education. There may be some justification for talking about federal
mismanagement of money, if they talk about it at all. This is a very
serious problem, for funds are limited, although you might not have been
led to believe that heretofore. I know of no more serious problem than
how to use the moneys to reach some critical mass, some central core,
something that is meaningful in American education. However, I am very
happy to know that there are many others attending this annual meeting
who are concerned with just this problem. I could refer to the Triple T
Project or those of other universities represented here. All, it seems to me,
have been brought together today to talk about our management of money
with respect to some critical mass and any changes which seem indicated.

There are two kinds of change: that which occurs whether we do
anything or not and that which we initiate in an effort to improve condi-
tions. We all agree that the teaching of teachers and the teaching of
students can and should be improved. I assume, therefore, that talk of
change is not just a “kick.” Your presence here indicates that you share the
concern of all of us that things be made better.

We have had a variety of efforts. On any one of your campuses there
have been discussions and heated debates about innovative notions, with
this or that result. In any number of projects with or without foundation
or government moneys, there have been efforts to go outside a campus in
order to improve an activity of the campus. The concept of change did
not come from Washington, nor did the word innovative originate there.
The $64 question is “Can yc-, using not the funds but the auspices of the
national government, achieve your goals as readily or as easily on a local
campus?”

It seems to me that is what we are talking about when we use the word
change and that is why I am here. I undoubtedly represent—and I speak
only for myself—the bumbling efforts of a bureaucrat to find out how to do
things he was never trained to do and for which there has been no pattern
set to date. In addition, there is a lot of confusion above us, in terms of
politics, Somehow I must represent the interests of each and every one of
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you and, at the same time, hit a critical mass. This has become the number
one problem, as I see it, in the business of change in teacher education.

All this is simply a warm-up to say that we don’t have the answers.
What is worse, you haven’t provided us with any answers or a lot of help.
We don’t have much experience in bringing the federal interest to a local
interest to initiate change. This is what we are engaged in. We know a lot
of things that have worked, but only to a limited extent. This may be a
little too harsh, because I am going to talk about a program that I helped
to administer which had a fair share of success. But it does show the
dimensions of the job.

Under Title XI in the NDEA Institute program, dissimilar in some
respects but similar in others to the NSF Institute programs, we have had
the opportunity to train or, if you wish, to retrain or educate some 20,000
educational personnel, mostly teachers. Twenty thousand represents some-
thing less than 1 percent of the 242 million educational personnel who are
engaged in the business of educating children. No matter how good our
institutes, the best we could have done was reach less than 1 percent of the
total group engaged in the business of education.

Now, that simply isn’t enough. If there is a need for help—and I
think it goes without saying that there is—then something must be done to
reach more than 1 percent of those directly concerned. Let me give you
some examples: The people in special education—education of the handi-
capped—maintain that they need about 300,000 more people to get the job
done. I've forgotten the figures for the counseling people, but they need
umpty thousands more counselors before that job can be done. Everybody is
saying, “We just need more people”—300,000 of this and 400,000 of that.
This is a red herring. I am suggesting that merely getting more of the
same will not solve problems. The people who feel that it will are as badly
off the mark as the national NDEA Institutes have been off theirs. If you
can improve only 20,000 every summer, you're not doing much more than
chasing the will-o-the-wisp in looking for 300,000 additional people. This
is missing the boat.

What am I talking about? I'm talking about the best way to bring
about change. How do we get at the critical mass? How do we use the
federal government most effectively? How do we think of this, not in
tevms of money, but in terms of action?

The Education Professions Development Act presumably promises
all things to all men. Possibly it could deliver on this promise if we knew
what to do with it. If we had the funds we could do a lot of things that we
hope will be done. But the chances are, one, that there won’t be that much
money and, two, that the money will not be so widely scattered as in the
past. An effort will be made to allocate funds in larger amounts over
longer periods of time in order to get at a critical mass. Now, whether that
will help or not, I don’t know. But it does mean that we have to have
priorities. The thing that we have learned is that while you have to be
democratic, you can’t be. While we have money, we don’t have enough.
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We must set goals which are beneficial for the country as a whole, even
though everyone and his brother won’t get some of the available dollars.

One way out of our dilemma may be to teach the trainers of teachers,
rather than to try to teach the teacher who is in the classroom on the firing
line. This is not to deny the efficacy of the institute program or the train-
ing and retraining of these teachers. This is merely to say that in view of
limited resources and the federal government’s duty to produce, it is neces-
sary to make choices and identify priorities. Unfortunately, many of your
programs may not be included in these priorities. This is one of our
problems, but I don’t think it is the important problem. The important
problem is to identify the target.

Now, if teaching the trainers of teachers is an identifiable priority
and an ascertainable target, the question arises: “How do we do that?”
This is a difficult problem because its solution will involve teaching
esteemed graduate teachers—the high church as it were—and how do you
teach them anything?

My cynicism prompts me to say that it can’t be done. But conditions
demand that it be attempted. The higher education establishment has never
been challenged in the history of American society. 1t is about to be. I
think that challenge can serve as a worthy target, a number one priority.

THE TRIPLE T PROJECT

Marruew J. TriprE

The Triple T Project represents one of the priorities Donald Bigelow
mentioned. Let me talk in terms of its operation and leave for discussion
the question of substance. I think when I have finished the implications
will be clear to all.

The major concerns of the Triple T Project are twofold: (1) the
alienation between the school of educatior. and the rest of the university
and (2) the alienation between the u: versity and the community. The
Triple T attempts to bring some confrontation, some relevance, some
meaningfulness to the joint operation of the three in relationship to
critical problems that we face. In mounting the Triple T, the concern
was not for particular schools, particular places, particular elements in
terms of the established ways of doing things, but a commitment to the
idea of change and a determination to identify places where our concerns
are being manifested. This latter assignment was accomplished by asking
people in Title I, people in Title III, people in a variety of professional
associations where exciting things were going on that had some relationship
to the training of teachers.

A list was compiled and a panel of some fifty to sixty consultanes was
convened some time ago in Atlanta to go over these lists carefully. Their
task was not only to identify places concerned but the people involved,
recognizing that in the beginning of any endeavor people are the key factor.
So the decision was made to work with individual people rather than a
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particular university or school or community. We still looked for places
which attempted full cooperation between the university as a whole and
the school of education and the total community, including the local
schools.

The task was not easy. Approximately sixiy to seventy places were
identified by a very painful process. Four institutions were set up as host
institutions to receive teams of people coming from other universities for
the purpose of jointly developing a program or plan for doing something
about the problem of the training of teachers of teachers. The host institu-
tions were Michigan State University, Hunter College, University of
Georgia, and UCLA.

The host institution is to provide whatever aids, assistance, and
encouragement it can to promote meaningful dialogue at the communi
level with a view to developing a program or plan for the problem of the
training of teachers of teachers. There is a National Advisory Committee,
of which I am chairman, consisting of nine other people who represent the
concerns of all present. Our purpose is to engage in meaningful dialogue
with the Office of Education about implementation of this plan,

THE TRI-UNIVERSITY PROJECT
IN ELEMENTARY EDUCATION

Paur. A. OLson

We got into the Tri-University Project as a consequence of con-
versations which a group of us inside and outside the Office of Education
had. We developed the idea that we ought to put together something
called a “double practicum,” which would bring together the graduate
college and the college of education, teachers of teachers, teachers, and
elementary school children in a single project to improve the quality of
college programs for training teachers and consequently the quality of
teachers. I hope that we can do something for the training of teachers
which will be intellectually defensible, meaningful, and relevant by
bringing together theory and practice so as to confront one with the other
‘in a context which will show the failings of each in an immediate way.

For a recent Tri-University Project conference in New Orleans, Mr.
Zacharias, who has been connected with curriculum development for, I
suppose, a decade or more now, chose as the topic of his paper the
reshaping of curriculums for the training of teachers. Although Mr.
Zacharias knew nothing of the Triple T Project, and little about the
Tri-University Project, his thrust was precisely the thrust of those
Projects. After a decade of work with curriculums, Mr. Zacharias
apparently independently arrived at the conclusion that a major prob-
lem, perhaps the basic problem in education, is the teacher’s training :
It may be that the curriculum development centers have worked back-
wards; I speak as the director of one. They have designed a curriculum
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and then hoped to reshape training programs to suit it. Sometimes the
programs and teachers to go with the curriculums never come; perhaps
we were naive to expect that they would. The hope of the Tri-University
Project is somchow to create an intellectual community of college
teachers who will have enough power and frankness to say to.the arts
and sciences colleges that what they teach is irrelevant and often doesn’t
deepen the future teacher’s insights into what must go into the teaching
act if it is to communicate a sense of the logic of the subject and make
children thinkers in that subject. We hope that the same college teachers
will say to colleges of education that their work picparing teachers is also
often not in touch with the new in knowledge in schools or in urban and
rural patterns of living. Such systematic irrelevancy need not be. The
study of the disciplines and the study of their learning belong side by
side. The best advanced research in many areas today may not be going
on in the “disciplines” by themselves or in learning psychology by iiself.
It appears to me to be going on in an area somewhere between the
disciplines and the study of learning. The most advanced work in
linguistics is going on in an area between linguistics and psycholin-
guistics; the most advanced work in mathematics, I am told, is going on
inn an area between mathematics and psychology and is being conducted
by the Bourbaki people and Piaget—people looking at the subject and at
how the mind apprehends mathematical concepts. I think the most
advanced work in literary theory is going on in the psycholcgy of
literary apprehension, the development of the imagination, the fantasy
life of kids and its relation to literary structures, with which the works of
Bryan Sutton-Smith, Northrup Frye, and others deal.

Assuming ¢hat it could do something about interpreting the reiationship
between subjects and learning, the Tri-University Project brought together
for this 1967-68 year 36 teachers of teachers, postdoctoral fellows who work
in three project areas: the behavioral sciences, English, and social
sciences. About half of the fellows are from colleges of education and
half from colleges of arts and sciences. They work with the graduate
faculties of the University of Washington, NYU, and the University of
Nebraska. We brought into each of these groups 12 elementary teachers
to work very closely with the college people and to keep them honest.
In some cases they are closer to what needs to go into the training of
a teacher than are the college people because they have come through the
recent curricular movement. Certainly, they are in closer touch with the
realities of the school; we also involved the local school system, and we
tried to involve them in such a way as to allow them to acquaint us with
their most difficult educational tasks. We introduced the 36 college people
to intensive studies which mediated, as it were, between the students and
the discipline. When we looked at literature, we looked not only at
adults’ and children’s literature but also at the way in which the
imagination of the child is educated by television, by pop art, by
games, by the folklore of the street (anyone who thinks this aspect of
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education is not important ought to read something like the Autobiography
of Malcolm X). When we looked at the English language, we looked
not only at the way in which the language is put together; we looked at
the way in which kids apprehend it. In the English section, when we
went into classrooms, we went to see what we could do to transform our
teaching style in dealing with teachers or our response to kids—and in
terms of what we knew of language and our observations of the way
children manage language.

The behavioral and social sciences projects at Washington and NYU
are doing the same sort of thing. The NYU project is an interesting one
in ¢hat it is attempting to set up a kind of social-psychological basis for the
observation of classroom behavior. Sociologists, psychologists, educational
anthropologists, and so forth go into classrooms with college teachers of
teachers and make an analysis of what goes on in the classroom. I take
it that what will come out will be an extension of the kind of thing
Bunny Smith or Flanders has done—tried to bring the best of the con-
tributions of the social sciences and psychology disciplines to bear on the
art of training teachers and on the art of teacher education.

Our concerns then are various and exceedingly complex; they take in
the whole of the educational enterprise: what kids are; what the culture
is; what communities are; what classrooms, attuned to these kids, can be
like; what teackers need to know and to be; what subjects are and how
they can be mediated to kids or transformed by them.

Our concern is what we can do to communicate to students the
kind of knowledge they need to function in a total sense in our society.
It is pretty obvious that at present many teachers are missing the boat in
elementary school; their kids are not being “hooked on books” or any-
thing else. Consequently, they are not getting into the habit of acquiring
the knowledge and inner power central to acquiring any social or
political power in our society.

What are the activities of our program? Well, we have our graduate
staff and our postdoctoral fellows busy writing, thinking, talking. The
postdoctoral fellows and teachers are busy teaching and observing kids;
we're busy with very intensive discussions with the teachers of teachers
concerning what should go into college training progiams for teachers.
Eventux'lv, the postdoctoral people who come out of the program for
teachers i teachers will go back to the colleges from which they have
come. They will go back with some kind of written program in hand for
preparing teachers, something a little like the curriculums which have
come out of the curriculum development centers. My hope is that they
will have something better than that, that they will themselves be a
curriculum—a group of people having a fundamental belicf in the neces-
sity for transforming the training of elementary teachess. My hope is
that the people from the subject matter departments will insist that the
subject matter departments provide for elementary teachers courses
specifically relevant to what elementary teachers are doing. English
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departments can’t go on maintaining that courses which are relevant to
graduate concern are also relevant to what the elementary teacher does
when she teaches science in the classroom. My hope is that the educa-
tion people will insist that colleges of education be at least as professional
and well supported as medical schools and perhaps more professional and
better supported. Education departments all over the country must cease
to isolate themselves from the difficult realities which face education in
areas of urban and rural poverty, and they must have money to get into
the act. My hope is that the people in our programs will go back to their
home institutions and fight hard for good programs for as long as is neces-
sary, that they will not be defeated by the failure of an institution to bend.
My hope also is that they will go to another institution which will bend if
they are defeated at home.

At the national level, we are trying to carry on a dialogue with
respect to elementary education, to feed into this project the best thought
available. The work which has gone on in Head Start, as well as that
in the Leiceistershire schools in Britain, has influenced what has been
said at our national conferences. Some of the work done in psycholegy,
linguistics, anthropology, sociology, and history has influenced what has
been said at our national conferences. And, certainly, a good deal of the
experimentation with the development of professional education in
medical schools and schools of engineering has influenced speakers at
our conferences.

I want to close by relating a little incident which illustrates the
focus of what I am trying to say. After the Denver cc ference of the
Tri-University Project, I was talking with Douglas Oliver. Mr. Oliver
is a graduate professor of anthropology at Harvard and the nation’s best
authority on the Solomon Islands. He also participated in the develop-
ment of the ED.C. elementary school program for the social sciences.
Now he has removed himself from any long-term or general commit:nent
to elementary education because, as he said, “When I worked for the
ED.C, I worked so hard that I could not remain alive as a scholar
and continue to do things for the schools; soon I began to feel that what
I was saying was relevant neither to anthropology nor to kids.” I find
Mr. Oliver’s remark very discouraging, but also true. There is something
wrong with our institutional structure when a man who is an advanced
research scholar cannot find a place in the development of training or
curricular programs in American schools and yet stay alive as a scholar.
Somehow we have to keep the whole business together. If we do not,
those people who possess knowledge will have all the power; those
people who lack power will have all of the problems. We will have a new
hierarchical society, with those with the greatest store of knowledge at
the top, and many unemployed and unemployable at the bottom. We
will have a society which is no longer American in the traditional sense.
The purpose of the Tri-University Project is to find a place in education
for both ends of the spectrum.
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NDEA INSTITUTES FOR COLLEGE TEACHERS

J. N. Hooxk

In the summer of 1966 nine of the NDEA institutes that Donald
Bigelow referred to were offered for “trainers of teachers,” and these were
mainly college teachers, with some supervisory personnel from the schools.
These nine institutes differed from the several hundred other NDEA
institutes in that the others were addressed almost exclusively to elementary
and secondary teachers; these nine mainly to college teachers. A few more
institutes of the same kind were offered in 1967, and several are scheduled
for the summer of 1968.

The existence of these institutes raises a question of value. Is the
taxpayer getting his money’s worth when funds are expended on trainers
of teachers, rather than on the teachers who will actually be working in
the elementary and secondary schools? After all, it could be argued that
the trainers of teachers are supposedly already well prepared. Almost all
have advanced degrees, often including the doctorate. So why should they
be paid to go back to school? If it can indeed be demonstrated that such
institutes are justifiable, what are the characteristics of an institute
appropriate for such persons?

A consortium of learned and professional organizations attempted to
find answers to such questions. The organizations were the Association of
American Geographers, the American Historical Association, the Depart-
ment of Audjovisual Instruction of the NEA, the International Reading
Association, and the Modern Language Association of America. I was
placed in charge of the assessment of the nine institutes, and I assembled
a team of consultants knowledgeable in the subjects represented: history,
geography, foreign languages, reading, educational media, hearing-
impairment, English, and English as a foreign language. We prepared ques-
tionnaires for the 275 participants in the nine institutes and for the 48
directors and staff members who were involved. We visited each institute
for one and a half to three days, and we interviewed individually almost all
of the participants and staff. In all, we constructed 14 different, specialized
instruments for the assessment. Visits were made in the next-to-last week
of each institute, by which time both participants and staff would no
doubt have their minds made up concerning the worth or lack of worth in
such programs. You might be interested in where these institutes were held.
Three of them were at the University of Minnesota, one each at Arizona,
Carnegie Tech, Columbia Teachers College, UCLA, Tulane, and
Wyoming.

I shall attempt a capsule summary of the findings of the assessment.
The entire detailed report fills 83 single-spaced pages. One of the questions
we wanted to answer is whether the staff members thought, after having
completed or almost completed these institutes, they were worthwhile.
We asked the question, “In the light of your experience in this institute,
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would you recommend that the USOE be encouraged to fund more
institutes for trainers of teachers in your field?” It is perhaps not sur-
prising, but in a way heartening, that all 48 staff members answered yes
to that question. The vote of the participants was less predictable. But
of 222 who responded to a similar question, 218 answered yes. Of these,
nearly half indicated that attending such an institute resulted in some
personal finarcial sacrifice, but. nevertheless they favored continuation of
such programs.

In interviews, the participants again ard again made statements like
the following:

Participants in these institutes can influence more people, at least
indirectly, than can participants in others.

Work with trainers of teachers is the obvious place to begin.

A premium should be put on such institutes.

Probably the most important kind of institute possible.

The best thing that has happened to the profession in a long time.

Such institutes should reduce the need for retraining elementary and
secondary school teachers.

Members of the assessment team, who, as I said, represented various
disciplines, after visits to the institutes, concurred in this judgment.
One of them phrased it in this way: “There is no doubt in my mind that
an institute of this nature is a great idea. College teachers of future
teachers should be the best available and should be capable of motivating,
inspiring, leading, and informing their students. Institutes can help.”

The instructional content of the nine institutes varied too much for
easy generalization, partly because several different study fields were
represented. However, it is not far wrong to say that these components
were usually present:

1. Recent theoretical foundations of the subject (e.g., new develop-
ments in historiography).

2. Intensive, in-depth study of certain facets of the subject (e.g.,
mathematical and astronomical geography).

3. Attention to developments in related areas (e.g., relations between
language learning and psychology).

4. Examination of recent curriculum materials, audiovisual aids, and
the like (e.g., much attention was paid to material developed for curriculum
study centers).

5. Consideration of pedagogical theory and practice related to the
subject matter (e.g., ways of presenting a new concept to prospective
teachers).

The method of presentation that these relatively sophisticated par-
ticipants liked best was a combination of lecture and discussion, especially
when the lecturer combined theory with suggestions for applying the
theory. The participants did not like lectures in which they had no
opportunity to question the lecturer or otherwise discuss what he said.
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Second most popular was the seminar approach. Smaller numbers expressed
approval of small-group sessions, special projects, audiovisual aids, labora-
tory work, and individual reports.

Participants said again and again that they learned almost as much
from one another as they did from their professors. This is not surprising
and should not be interpreted by the professors as critical or insulting.

. After all, almost all the participants had fairly extensive teaching experi-
ences (averaging about 12 years), and nearly all had advanced degrees.
Sometimes they knew almost as much as their professors; sometimes they
may have known a little more. Their jobs were enough alike that they
had much to share, much to offer to one another. They liked programs

1 that were not so tightly planned as to make such interchange difficult or

| impossible.

‘ One series of questions in the assessment dealt with what use the

participants expected to make of what they had learned. The most frequent
responses follow:

Make charges in an academic course
Make changes in a methods course
Teach in an institute, or direct one
Develop special projects |
Develop audiovisual materials

Develop curriculums

Develop improved supervisory practices

In addition, a fifth or more of the participants said that they had been
sufficiently inspired that they planned to write articles, give speeches,
conduct basic and applied research, or write text materials. If only a
fraction of the participants do what they said they intend, the impact on the
- _ profession will be solid.
i The participants were asked, “When you return home from the
institute, to what extent do you expect to make use of what you are
studying this summer?” One hundred forty-four persons said “o a
great extent,” 80 said “to a moderate extent,” 13 said “to a slight extent,” 1
and two diehards said “not at all.” Some, incidentally, objected to the !
phrasing of the question. They said if the word studying hadn’t been
included, they would have indicated a greater extent of application in the i
| future, because they especially valued the interplay of minds among the
f participants and not the things that were actually being studied within
the institutes.
The assessment convinced me and my team members that institutes
, for trainers of teachers merit high priority in a national institute program.
We had our doubts when we began. We thought that perhaps college
* level teachers and supervisors would not feel much need for nor profit
; greatly from a few weeks of communal study. “Why don’t they just read
! a few books?” we asked. But the genuine enthusiasm of the participants
removed our doubts. The face-to-face encounters with professional leaders
were more inspiring and enlightening than books written by the same
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leaders or others. The interchange of ideas and information was some-
thing obviously impossiblé in one’s own study or office or the college
library. The opportunity to examine new curricular materials and other
aids to learning does not exist on every campus. At the end, we who
conducted the assessment were willing to go almost as far as one
enthusiastic participant who told us, “For more institutes like this I'd even
be willing to pay higher taxes, if necessary.”

SOME BASIC ISSUES IN THE
PREPARATION OF TEACHERS OF TEACHERS

B. OraAaNEL SMITH

Who is the teacher of teachers? Who is responsible for the prepara-
tion of the teacher of teachers? These questions are not easy to answer.
For one thing, it can be said that the expression teacher of teachers is
somewhat ambiguous, for it denotes persons in different sorts of positions.
Obviously we must draw a line someplace, and I choose to do it by
reference to levels of institutional personnel, or instructional personnel.
The first level consists of teachers who man the classrooms of the ele-
mentary and secondary schools, and I suppose one must these days include
preschools and junior colleges and colleges as well. The second level
consists of supervisors, directors of instruction, and so on, who work with
the personnel at the first level. The third level consists of college teachers
who mun the classrooms and laboratories in which persons who occupy
the first level are prepared to do their work. These latter persons we
refer to as teacher trainers, teacher educators, or teachers of teachers,
depending upon one’s semantic taste. Level four is comprised of the
college teachers who man the classrooms and laboratories in which the
personnel of levels two and three are trained. These are the persons who
are responsible for the preparation of the teacher of teachers. Of course,
these levels are not as clear-cut as I have made them appear. There is some
overlapping of personnel. But functionally these levels are fairly distinct.

hose persons who make up level four—that is, those who prepare
teachers to train teachers—compose the graduate faculties in education
and in nonpedagogical departments such as English, history, fine arts, and
so on. It is the work of these faculties that we are concerned about when
we discuss the preparation of the teacher ¢* teachers.

Until recently very little attention was given to the task of preparing
the teacher of teachers to do the job expected of him. Harold Rugg, in his
little book, The Teacher of Teachers, published 16 years ago, tried to
focus attention upon this task, but his voice went unheeded if not actually
unheard. This lack of sensitivity to the problem can be attributed in large
measure to the preoccupation of graduate faculties with research and to
the belief that the teacher’s deficiencies are remedial and can be ade-
quately corrected through institutes and other forms of in-service training.
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As a result, we have spent much of our energies in trying to clean up the
water downstream while it was being polluted at its source faster than we
could purify it. We are now beginning to direct some of our time and
energy to the task of improving conditions at the source. This is what
the Triple T Project is about, as I understand it. As we move to do so,
some differences of opinion will naturally arise.

The first controversy arises, I think, from the fact that the preparation
of the teacher of teachers came, by circumstances we are not at the
moment interested in, to be located in the graduate college. In con-
sequence, the graduate frame of mind, with its emphasis upor the study of
a discipline to expand the discipline itself, shaped the program for the
preparatior of those who were to prepare teachers. That this view has
shaped the program for preparing the teacher of teachers is clearly seen
in the title given to the few departments and schools of education that
have acquired a measure of autonomy. They chose to call themselves
graduate schools of education. And even the program leading to the
professional degree of doctor of education was never quite pulled off. This
so-called professional degree turned out to be a research degree in the same
sense as the doctor of philosophy, with the same trappings—preliminary
examinations, theses, and other appropriate rituals. And, of course, the
nonpedagogical departments, being, like ourselves, insensitive to the task,
made little or no effort to gear their programs to the task of preparing the
teacher training personnel.

The time when the training of the teacher of teachers might have
been placed in the professional school has passed. Perhaps there never was
a time when it would have been wise to do so anyway. Be that as it may,
the fact is that the job of preparing the teacher of teachers is now located
in the graduate college, where it will remain. The problem centers in the
graduate college. There are signs that the graduate college is beginning
to take the matter seriously. Some graduate colleges are beginning to see
their programs as having at least two dimensions. One is the traditional
program i which the student is prepared to till his field of specialization
and to bring more and more of it under cultivation. The other is the
program in which the student learns to use the products of his field in
the performance of a sccial function. As the graduate college expands its
programs to include high-level training in the performance of social
functions, it reduces the need to create independent professional schools
at advanced levels of knowledge.

The first issue therefore may be stated in this form. Will the graduate
faculties change their instructional programs to fit the job requirements
of those who wish to engage in a profession as well as maintain their
instructional programs for those who wish to till the soil of the dis-
ciplines per se?

The second issue grows out of the fact that the teacher training
program is made up of two components: a pedagogical and a non-
pedagogical, or academic, component. From time to time one or the other
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of these components comes under attack as being irrelevant, useless, or
lacking in respect. These atta~ks are usually led by bright men whose
wisdom for the moment is in eclipse. After the smoke of battle has cleared
away, the two components are still there, and the institutional structures
in which they are rooted usually continue to coexist, for a program cannot
have one without the other. Today, except for a very few institutions
where the administration is misled by some new fancy, peaceful coexistence
and collaboration continue to be the state of affairs.

The issue then shapes up in the following way: What are the
respective roles of nonpedagogical, or academic, faculties, on the one hand,
and the pedagogical faculty on the other, in the training of the teacher
of teachers? It is apparent that nonpedagogical faculties sometimes think
that they have something to contribute tn the pedagogical knowledge and
skill of the teacher trainer. But just what this contribution consists in has
never been clearly identified and deribed. By the same token, the
pedagogical faculties have sometimes claimed that they should deal with
nonpedagogical content relevant to the work of the teacher of teachers.
But again, just what this claim consists in and just what the evidence is
in support of it has never been made clear. If there is to be conjoint
development of a program for educating the teacher of teachers at the
graduate level, the responsibilities of the various faculties of the graduate
college must be worked out to their mutual satisfaction. To let this
matter go unattended, or to settle it on the basis of institutional politics,
is an inadequate response, and the program will itself be weakened
thereby. What is needed is involvement of the faculties in a conjoint effort
to develop a program—an effort that focuses upon the re-education of each
of the faculties as well as upon the development of a program. I think the
conjoined operation cannot be successfully carried out without involve-
ment of representatives of the public schools.

It is, of course, possible and indeed quite likely that our first step in
developing a program for the education of the teacher of teachers will be
to remove the trappings and rituals of the research degree by surgical
operations, replacing them with another set of rituals and trappings for
another sort of doctors degree. But if this is done without a basic change
in the programs of preparation, little or nothing will have been accom-
plished by the shake-up. There is a sense in which the preparation of
teachers and, in consequence, the preparation of the teacher of teachers
entails a different comprehension of subject matter from that found in
current programs of instruction. It is now assumed, for example, that the
content of physics is different from the content of chemistry, that the
content of sociology is different from the content of biology, or, more
generally, that the content of the social sciences is different from that of
the natural sciences. In a sense these assumptions are correct, and in
another sense they are not. No one would wish to hold the view that if
one has achieved knowledge in the social sciences he has thereby
acquired knowledge of the physical sciences. But it is also true that each
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discipline is from the pedagogical standpoint a conglomerate of different
forms of knowledge. And these different forms are to be found in almost
all disciplines. There is in every discipline a set of concepts. In addition,
most of the disciplines contain laws or law-like statements comprised of
combinations of concepts. And a considerable number of the disciplines
contain value propositions of one form or another, even though most of
us wish to deny it. Now it is clear from studies of learning and teaching
that the way in which each of these forms of content is taught and learned
is different one from another. And it is equally clear that academic
preparation does not at the present time enable the teacher at any level to
identify these elements of content and to relate teaching behavior appro-
priately to their requirements.

A similar observation can be made with respect to pedagogical courses.
Work in pedagogy, especially courses at the graduate level, is geared to
preparing the student to till the field of education and to explore its new
territory. They are in this sense like any other graduate course in any other
department. But if the graduate faculty in pedagogy is to prepare the
teacher of teachers to train teachers, then its own program of preparation
must include opportunities to observe the training of teachers, to analyze
the behavior of those who are training teachers, to practice the behavior
appropriate to the task of training, to observe one’s own practice behavior,
and to continue to practice, to observe, and to analyze to the point of near
perfection. To carry on our program in the sense of business-as-usual,
even though the program may lead to a mew degree, will make no
significant difference in what is done in the schools. Even the addition of
an ordinary practicum, or an internship, to existing programs will be
inadequate. That may be better than nothing. But it is very close to
nothing.

The issue may be stated in this way. It is a question of whether or
not the graduate faculties will be able and willing to change the content
of their instructional program and to emphasize in both word and deed
those forms of knowledge which are direcily related to the performance
of teacher training tasks. The issue put in this form is not intendcd to
deny in any way the necessity for systematic courses in either the field of
one’s specialization or in the field of pedagogy. These systematic courses
are essential, but they are not sufficient.

These are some of the ponts about which winds of doctrine will blow
and gusts of opinion will swirl as we quietly go about the job, but the
gusts and the gales can be turned to good advantage if we have the
patience to ride them out.
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| IMPLICATION OF DIFFERENTIAL UTILIZATION
OF PERSONNEL FOR PREPARATION PROGRAMS

Roy A. EpeLreLT

I guess as long as there has been no definition of what we mear: by
differentiated personnel, it might be well to begin with my understanding
of differentiated personnel. Differentiated may not be quite the word to
describe what we are talking about, because some people think that means
what we presently do with secondary school teachers—one teacher teaches
, history, another teaches English, someone else teaches social science, and
* so on. That sort of “differentiation.” In the elementary school we could

say we are differentiating by having different teachers for each of the
grades. |

That s really not it, as far as I understand it. I think we are talking
about differentiating roles for school personnel—using teachers and other
professionals and subprofessionals in a variety of assignments in accord with
their competence and talent, education goals, and the difficulty or intricacy
of their teaching tasks and other professional functions.

Differentiated roles include not only teachers but also a variety of
special service personnel, such as guidance people, subject matter specialists,
supervisors, administrators, school psychologists, and others of that sort.
They also include, I think, various subprofessionals—teacher aides, student
teachers, interns, parents if they are not classified as aides, and so forth.

There are a variety of models that have been developed which illustrate
differentiated staff. Some of the people participating in this program have

- been developing such models. You are probably best acquainted with
models such as the Head Start model, in which there is a lead teacher,
perhaps an assistant teacher, a teacher aide, health service personnel, and
people working with individuals and small groups as well as with the
entire group. The trunk model of course has been around for a while.
This is a team teaching model with a hierarchichal sort of arrangement: a
team leader on top, a regular teacher, interns, and teacher aides.

The TEPS Commission has published a work by Bruce Joyce which
represents still a third model. He talks about a direct instruction team,
where there is a team leader and assistant team leader, two regular teachers,
two interns, and two aides, enhanced by support centers which he identifies
as a computer center, a self-instruction center, a human relations center,
an inquiry center, a guidance and evaluation center, and a materials
creation center.

Still another model is Bernie McKenna’s model, which he calls the
teaching proficiency model. He identifies the teacher technologist: the
person coucerned with the teaching of basic skills and knowledge, a

« liberal enlightener, who is a master presenter, an identifier of talents, a

, person who works at assessing interests and aptitudes, a developer of
8 talents and aptitudes, a facilitator of attitudes and interpersonal behavior
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development. This is spelled out in a little pamphlet published by the
California Teachers Association entitled School Staffing Patterns.” Still
another model Dwight Allen developed in a paper we published on
differentiated staff. He talks about professors, senior teachers, staff teachers,
associate teachers. One illustration of this sort of program is seen in the

work Dwight has been doing at Temple City.

I think you can begin to sense in these illustrations other kinds of |

task definitions. I haven’t been too precise about teacher tasks performed
in these models, and it seems to me this probably ought to be done at
the local level, for a variety of reasons. One is that competence is probably
a function of situation, so it is necessary in terms of the whole situation tc
look at the goals of cilucation in that setting and decide what competence
is in that particular situation.

There are probably several factors to take into account in differentiat-
ing staff. One is the matter of establishing some levels of competence.
This should be both in terms of degree and kind. Also there is the matter
of recognizing various levels of difficulty of tasks or difficulty of respon-
sibilities. And thirdly, the matter of differentiating compensation in terms
of both levels of competence and degree of responsibility that a teacher
assumes.

It is also important to ask the question, “Why differentiate staff?”
Central, of course, is the question of providing a more individualized
program and breaking out of the locksiep which is no longer defensible in
a society that can afford to work with teachers on a more individual basis.
But a differentiated staff also offers an opportunity to make better use of
teacher abilities. It is also possible to provide more flexibility in terms
of the use of teacher time, of shace available, and of talent. It is more
realistic, I think, in terms of the manpower dilemma. We are finally
recognizing that there is a huge transient group passing through the
teaching profession every year and that we probably shouldn’t treat all
teachers as if they were the same kind of people. The difficulty we have in
keeping qualified people in teaching is attributable in large part to the
fact that there is no promotion in the classroom. If you are promoted, you
are promoted out of the classroom. Differentiated programs recognize that
learning to teach is an on-the-job business. Witlg a differentiated staff,
there is an opportunity to learn tasks of varying difficulty and then move
into more difhicult tasks.

It also provides, or could provide, a career pattern in teaching, where
there wouldp be someplace to go. Teaching at present is the same on the
last day you teach as on the first day in terms of responsibilities in most
schools. I'm sure the monotony of 45 years beats some people down
to the point where during their last few years they are not very vital people
in the classroom.

A differentiated staff recognizes competence and relates it to respon-
sibility and provides in some situations—and I think should provide in all
situations—compensation that is adequate to keep people in teaching,
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Therefore, teachers don’t have to do as so many of us here have done—
move out of teaching because we couldn’t make enough money or get
enough status in the public school classroom.

It also provides a variety of jobs in the school so that people with
different motivations, different amounts of time to spend, different degrees
of commitment can find work. The working mother, the second-income
person, the individual who wants part-time work rather than full-time
work, the subprofessional, etc.—all might come under this heading,

It also provides an effective link with colleges and universities, because
it inevitably becomes a training ground for teaching as well as a good
school for youngsters. In addition, it provides a situation in which profes-
sionals can complement or stimulate each other by working together in
groups or teams. I don’t think this is as possible in the isolated classroom
of most teachers in most schools today.

Now, my job is to say a bit about the implications for colleges, and I
guess it is presumptuous to try to draw implications, but that is what I was
asked to do, so I'll try. T suspect that the reason for drawing implications
is that we need to do something at the collegiate level about the develop-
ments in public schools.

In the work we have been doing through our office this year, we have
identified 210 demonstration centers which exhibit in their programs some
of the factors I have been talking about. Either there is differentiation of
role, there are subprofessionals, professionals, and special service personnel
working in different kinds of ways, or there is some attention to climaie for
professional growth, some attempt to break away from one teacher
teaching 25 students.

I have divided the implications I foresee into simple changes, changes
that would be a little more difficult, and difficult changes. It seems to me
that among the simple changes that could be made in colleges, or simple
implications of differentiated staff, is the possibility of employing under-
graduates as teacher aides. This is already the case in some colleges
prior to student teaching. Sometimes teacher aides are not in teacher
education.

A second simple change would be to convert the concept of student
teaching to a work-study kind of experience, rather than maintaining the
present practice of regarding it as a hothouse treatment for testing teaching
skills. ‘This means that the student would be expected to contribute
something as well as to get something from student teaching. Thirdly, I
think it might be possible to stimulate school study of faculty talent—
particularly as we work in student teaching—and to assess whether talents
are being used in the most effective way. In talking with public school
people, it is often evident that they are not assigned to jobs in schools that
make their talents visible or put their talents to use.

I think it might also be possible in student teaching to break down
the isolation of the typical teacher in the classroom with the use of aides.
There could be three adults in the classroom. Perhaps we should consider
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some cross-analyzing teaching which would add still another adult in the
classroom. One thing people could start immediately is to read the litera-
ture on differentiated staff.

In the more difficult category, I think we might promote examination
of the effectiveness of present ways of teaching. In almost any classroom
you walk into you can see how ineffective the system is because teachers
talk most of the time and youngsters are supposed to absorb what is being
said. I think it might be possible to do something through student teaching
to ensure that students learn more than one way of teaching,

The typical college of education prepares a person to be a self-
contained teacher—that is, to work in a sclf-contained classroom. If there
were possibilities to work in teams, to work as a tutor, to have experience
as a large group lecturer, to work with students on independent study, to
diagnose individual student learning problems, to work as seminar leaders,
and the like, I think we could break out of the lockstep we are in now
in student teaching in teacher education.

We might also give student teachers an opportunity to work with
aides to give them some managerial skill and to teach them ways in which
they can use aides in their own teaching when they graduate. We could
also attempt to analyze the job of the teacher and try to assign and evaluate
roles assumed in terms of the outcomes that are produced. We could
establish more flexibility in student teaching so that an individual would
have experience with more than one teacher. Typically, student teachers
work mainly and almost exclusively with one teacher. We could use them
more creatively. We could train teachers to use other student teachers as
evaluators. We could provide an internship subsequent to student teaching
in a school where there is experimentation with differentiation of staff.
This is actually happening in a few places.

Also in the difficult category, I think we might employ differentiaied
staff concepts at the college level. This will not be easy. We could try to
get college teachers to demonstrate what we mean by differentiation of
staff by the way they teach in college courses.

We could develop school pilot centers with all the components of
the differentiated staff idea: the matter of competence, the matter of
resBl(_)nsibility, and the matter of compensation. I think Dwight’s model
in Temple City, California, which calls for compensation in schools to
range from $7,500 to $18,000 is not unreasonable. If you want to put
it in terms of a ratio, top salary should be three to three and a half times
beginning salary, provided the person has demonstrated competence and
assumes the kind of responsibility that category of teacher demands.

We could promote research and trial of various models of differentiated
staff. We could identify and employ different strategies for academic and
performance requirements in teacher education. Most of preservice teacher
education now is merely a matter of knowing, and we use some less than
adequate measures to determine that. We should get into the matter of
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performance curriculum where we are making an attempt to assess the
performance of the student.

We could experiment with new ways of teaching performance skills.
Things like microteaching and using videotape for feedback and analysis
purposes in student teaching and in regular teaching would help, I think,
in the analysis.

We might include an analysis of what differentiated staff roles might
be with groups of youngsters in the histrionics of teaching. Many of us
are poor actors. I am not suggesting that teaching is acting, but I would
suggest it is deliberate behavior, or should be deliberate behavior, and in
some cases it isn't that. We could develop some wild experimental models
of learning centers, using a variety of professional, community, and lay
people. And, most important, we could try to look at what the implications
of differentiated staff are for the college in which we work.

THE EDUCATION PROFESSIONS DEVELOPMENT
ACT AND STAFF DIFFERENTIATION

Dwicar W. ALLEN

Sometimes I think we are not as inclined to change as perhaps we ought
to be. That view will depend, of course, on your point of view. It seems
to me, and I might as well express my bias immediately, that the notion
of differentiation ~f staff will be the preeminently preoccupying notion of
the profession over the next decade. I see no other issue that comes even
close to the issue of staff differentiation in terms of importance for profes-
sional devclopment.

We cannot possibly continue to treat teachers as interchangeable
parts, putting 30 students into an excellent teacher’s class, 30 students into
a poor teacher’s class, and 30 students into the class of a teacher of unknown
quality and pretend that all will get equal instruction. The professional
argument that the way to solve all this is to reduce class size is manifest
nonsensc. Speaking as a parent, I would much rather have my sons and
daughters in the class of an outstanding teacher with 80 or 100 other
students than in the class of a dud teacher with only 10 other students.

Now, the point is that this isn’t a matter of partisanship. It may be
just a matter of lack of imagination; perhaps if I had more imagination, I'd
have more models, so it is a self-fulfilling hypothesis. But, looking at the
kinds of models we have been developing, it would seem to me that one of
the questions one has to ask is “What should a $25,000 a year teacher
do different from a $5,000 a year teacher?” You see, if we are going to
differentiate tasks, if we are going to differentiate compensation, how do
we identify this differentiation? What are our criteria? If the criterion is
that by seniority a teacher gets easier classes to teach, the young teacher
gets the most difficult classes and most preparations by custom. If, again
by tradition, teachers when they are senior enough don’t have to see any
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students, one is left with a dilemma in terms of what the differentiation
criteria ought to be.

We have looked at differentiated staff from the point of view of
salary and come up with the notion of merit pay, which to my mind is a
bad notion. Merit pay is bad because we are going to p?r some teachers
more to do the same job other teachers down the hall are doing. Now, we
all have problems of good teachers and bad teachers, but this would com-

und them because we would have identified for the general public
who is good and who is poor.

I: seems to me we need not only to differentiate salary and stipend, but
to differentiate responsibility. Let me suggest some of the dimensions we
might investigate. This brings us, of course, to the educational develop-
ment act, because the position our Planning Coordination Committee
took was very simple—namely, that adequate models do not now exist;
that what we need are alternatives to present practice. So we would like
to encourage, and again 1 am speaking now for a committee that no
longer exists, the guidelines that have been written and prepared. The staff
of the U. S. Office of Education, in my judgment, has done an excellent
job of interpreting our broad notions into guidelines. I guess the reason I
think they did an excellent job is that I can still see some of our guidelines
there. But the notion is that what we need in the next generation are some
concentrated models.

In the past, only those efforts which reinforced the status quo were
rewarded. In the future, I hope our efforts for change will be rewarded.
We need to reward efforts which will encourage difference and diversity,
going on the presumption that what is now the case, what is now present
practice, is inadequate. We could go through a long recitation of the
inadequacies, but suffice it to say that perfection has not been attained in
the present organization of the classroom.

Right now the organization of the classroom is such that a group of 30
students spends all day with its teacher in elementary schools, or an
hour at a time with a given teacher in the secondary school. So long as
our alternatives are 30 students or 30 students or 30 students, for an hour
or an hour or an hour, daily, daily, daily then, not surprisingly, curricular
investigations will call for curricular patterns based on 30 students meeting
with a given teacher daily.

One of the most disappointing events of my professional life occurred
when a biology teacher told me I was obsolete in my attempts to reorganize
the pattern of instruction because he no longer needed long periods for the
laboratory since the new experiments in biology assumed a 50-minute
period. Now, I am not absolutely sure that all biological experiments
should come out an even 50 minutes. I would rather look at the alternative.
Perhaps we should look at the experiments we'd like to perform and then
structure the classroom to meet them. I suspect, just on the face of it,
some of these experiments might take 20 minutes and some might take
two hours and 20 minutes. I am not sure all students will take the same
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amount of time to assimilate the same amount of material, or, putting it
another way, the same biological experiment may take one student 40
minuies and another student an hour and 40 minutes.

It seems to me that in order to be creative and imaginative in the
preparation of new models, we must investigate the dimension of course
structure and school structure, the dimension of curriculum, and the
dimension of staff preparation and utilization.

In the area of staff preparation and utilization, it seems to me we have
a cycle of going from the old model to the new model. From the old
model I hope we will make a diagnosis of where we are—take an inventory
of the resources available—and from that generate some sort of task
analysis and establish some sort of criteria which will lead to new models.
The new models will be tested and implemented, refined, and in time
become the old models. So we have a constant cycle.

By way of criticism I think we spend too much time refining the old
models and not enough time generating the new models. This comes back
to the noticn of risk. Somehow, it seems to me, we should, and we can
under present guidelines, use Education Professions Development Act
moneys to make risks more palatable. Let me give a specific example.
One of the reasons that experimentation has been held back is the popular
fiction that you cannot experiment with kids. You can experiment with
ideas and curriculum, but not with kids. The public won’t put up with it.
Well, let’s test that idea.

Suppose I have a staffing arrangement that is so wild that a seventh
grader might not learn anything in seventh grade. Could we get students
to participate in that kind of experiment? I would like to offer a four-year
scholarship to the college of his choice to any student who would
participate. Do you think I'd get any takers? Even if it jeopardized a
year of learning? Let’s get away from the money end of things. Let’s say
that we will put these students into such a far-out experimental pattern
with the possibility of failing the entire year. Perhaps I won’t guarantee
a dollar reparation, but instead I'll guarantee a professional reparation—
namely, any mess I create in the learning sense, I'll assume a professional
obligation to mediate through tutorial assistance or any other assistance
necessary. Again, I am certain that we will have no shortage of students
who will volunteer to participate in such experimentation.

It has been my observation that the profession is a lot more conserva-
tive than the public it serves and that we are conservative in the name of
public conservatism. Recently I have had an opportunity to ¢est that a
little. I moved into Massachusetts, which has the reputation of being a
hotbed of conservatism. I have letters on my desk from at least 15 school
districts in the state that say, in effect, “Make us your guinea pigs.” I was
amazed, and it seems to me the profession mu.t find alternatives.

Right now, in terms of the number of professionals we use and need
in the classrooms, 30 percent of all college graduates should go into
teaching. And yet, when you look at the model we have developed of
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! professional competence, no more than the top 1 percent of graduates
3 could qualify. It is a bit difficult statistically to make 30 percent of the :
| population fit into the top 1 percent. That is assuming we get the top 1 |
percent; that the medical, legal, and other professions are not competing
for those persons.
On the other hand, if we do get our share of the top 1 percent, then
how should we treat them? Should the profession be organized so that
they really can’t find a career in the classroom? I'm thinking of a student
I had about five years ago who, during his training year, was voted the
outstanding teacher in the schooi. Well, where would he be now? Five
years later he would have the same responsibility that he had then, and
| he could look forward to 40 more years of the same. He would be about
| halfway up the salary schedule, and if he lived long enough he would
| come to the top, just like everybody else who lives long enough. There
| are two ways to get promoted as a teacher: you can live long enough or
| you can take more units. It is probably unfortunate that we have such
automatic criteria of teaching effectiveness, but I'm not sure we could use
more sophisticated criteria.

Incidentally, where is this teacher? Still in the classroom? No, he
is a special assistant to John Gardner and assistant professor at the Uni-
versity of North Carolina, having completed a year as a White House
Fellow. Now, could we as professionals really encourage that young man
to stay in the secondary school classroom?

Why don’t we be honest with ourselves? Why don’t we recognize the
fact that as presently constituted there is no career in the elementary
or secondary school classroom? You see, once we cross that Rubicon and
recognize the fact openly, then we will be preparing ourselves to deal
with what I consider the heart of the issue: How do we make careers in ;
the elementary and secondary classrooms? That is the heart of the issue.
How can we make it a real career so that we don't have to keep assuring
ourselves in an attempt to make it true, “What a wonderful thing it is to
remain in the classroom.” Let’s make it a wonderful thing.

Incidentally, the Temple City model referred to earlier is slightly
outmoded. The proposed salary schedule goes up to $24,000 for the top
! category of classroom teacher. Now, mind you, there won't be very many
{ in the district. They propose six or eight teachers in that category. And
* mind you, they don’t know how to use these people. So they will create ;
i the positions in the fond hope that they will be able to identify ways to use
| such people who are significantly different from the average teacher. For
| a while they will be misuszd, partially or maybe entirely, but the only way
! to get a perspective on a new model is to try it.
!

I submit if you were to apply evaluative criteria to the Wright :
Brothers’ first flight, it wouldn’t come out very well. As a transportation ;
vehicle, it was certainly not economical. The distance wasn’t very good—
' between one and two hundred feet. Safety wasn’t very high. It wasn't \
f very comfortable. Apply any of the yardsticks of successful transportation, |
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and I can assure you it doesn’t measure up. It would meet none of the
criteria. Now, does that mean the first flight shouldn’t have been made?
I submit that when we start differentiating staff we will be very lucky to
break even. The point is that you don’t judge a model in terms of instant
success, but in terms of its potential. It seems to me that at the beginning
our models may be less satisfactory than the present refined old model,
It may be that we will have to invest lots of trausition funds, and this is
one of the strategies the EPDA moneys will allow us to pursue. It is the
first time, in my knowledge, that there has been a major commitment to
transition.

There are many different kinds of transitions. In one variety there
are great costs getting from here to there, but once you have gotten there,
the costs are no different than they were to start out. It would appear, for
example, in Temple City that we can have $24,000-a-year teachers and
$5,000-a-year teachers without making a substantial additional permanent
commitment to school district resources. Why? Because the large bulk of
the teachers will be frozen at salary schedules which will not go as high as
salary schedules now go for all teachers. Under the new model the lowest
category will go from $5,500 to $8,000, whereas the present category goes
from $5,500 to $11,600. So we will actually reduce the maximum salary
potential in the bottom category considerably in exchange for having a top
category of $18,000 to $24,000 for a very few teachers.

Although we are reallocating the same resources, in a transition period
there may be some additional expenses, since no one’s present salary would
be cut back. For some time an $8,000 teacher might be getting $12,000. But
eventually those teachers will die off, and the system will right itself. We
have to realize the difference between difficulties posed by transition and a
permanent difficulty with an arrangement. Oftentimes we foresake 2
long-run potential gain because of transition difficulties. One good use of
EPDA money is to provide for transition costs.

Of course, there are other kinds of transition. A system can move up
to a permanently higher level of support. The transition consists of
providing a stepping-stone way of getting there. It is hard for a school
district to swallow a big difference all at once, but over time it can.

Another type of transition cost is entailed in better coordination of
existing uncoordinated functions. To get them better coordinated costs
money. A fourth kind of transition is the combining of old functions to
work together in a new way. This again takes money, but after they have
been combined you no longer need additional moneys.

Fortunately, one of the strategies in the Education Professions
Development Act provides transition money for coordinating things that
weren't previously coordinated, or developing new models which after
they are developed may not be more expensive, or developing models the
efficiency of which we cannot anticipate now.

In cases where we aren’t sure what is required perhaps we should
overstaff and overcommit on a temporary basis. Now, in the guidelines this
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may mean that you pass the point of no return. At the end of tae granting
period, whatever it is, your school district is in 2 different position.

A lot of the focus in the EPDA is going to be on in-service programs,
because the teacher education institution alone and unsullied is never going
to be able to get the job done. We could prepare teachers until the cows
come home for differentiated roles, but if such roles don’t exist in the
schools these skills will never be used. So it scems to me that the fulcrum
point in professional staff differentiation is to shake up existing school
organizations into different patterns. Through intensive in-service programs
we can find out the dimens.ors of training for these new patterns and then,
as these new patterns become institutionalized, discover the way in which
we should anticipate these differentiated patterns on a preservice level.

It may be, for example, that we will decide that teachers should
follow a hierarchical route: start at associate teacher, then become a staff
teacher, then senior teacher, then super teacher. It may be that some
people will start as associate teachers, get more college work, and come
back as super teackers. It may be that some teachers will stay in a preservice
situation until they come out directly as super teachers. Another alternative
may provide that people will emerge from conventional preparation
programs as super teachers, average teachers, or associate teachers, depend-
ing upon their skills. There are many alternatives which I would not
like either to prejudice or predict.

Again T come back to the main theme, and that is providing alter-
natives, providing new ways to look at old problems. The traditional way
in which one builds objectives isn’t going to work. The traditional model
says we have to get all of our ducks in a row before we move. It seems to
me we have to move a little bit before we even know whether they are
ducks or not. Then, from that perspective perhaps we can get a little
better notion of objectives, of practice, and how these two factors should
interact over the next decade or two.

We want to be able to attract the most outstanding people to the
profession of education, and we can already see at a national policy level
that education is becoming much more important to the national effort.
We can sez, for example, that we are attracting a higher calibre of
doctoral candidates to professional education. We have seen throughout
the last decade that the prestigious MAT programs have had no difficulty in
attracting top personnel. Now the question is, “How can we use those
people who have been prepared in this exceptional way to perform an
exceptional job in a different kind of structure?” When we have answered

this question we will have gained a perspective which we can apply to
mainline teacher education. The result of an investment of $65 million
of Ford Foundation money was that virtually none of the programs
originally funded survived.
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