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: ~ PREFACE o -

Within the framework of the progra é\ﬁf work of the
Education Committee, the OECD has over the" last few years undertaken
an analysis of various aspects of teacher p°1ii%§§ in primary
and secondary education. ’ I

Teacher education, in relation to new patterns of teacher
tasks, 18 central to the problems which confront Member countries
in theggﬁolution of teachers' roles. These problems were analysed
in an eérlier OECD, publication : The Teacher and Educational Change -
A New Role. . '

. ]
Work and discussions among experts have led to a series

of preliminary conclusions concerning trends in this area which have
been summarized in a report on : "Initial and continuing training
of teachers - New trends and concepts", published in a-volume
entitled : New Patternsg of Teacher Education and Tasks - General
Analyses. This analysls was based on a number of case-studlies of
nnovations in Member COuhtries, undertaken in Tesponse to some of
the key questions in the future development of the teaching
profession.

The interest shown in these analyses has encouraged the
Secretariat to publiéh supporting material in a first,series of
voluﬁﬁﬁ under the general heading of : New Patterns of Teacher
Education and Tasks. These volumes put Together country studies
dealing with these problems as well as studies which deal with the
more general aspects of.tr'aining policies’and'professional support,

. A second series of documents, published by the Directorate for
Social, Affairs, Manpower and Education, and to which the present

volume belongs, makes available additional studies of trends in
teacher training policies in individual OECD rountries or groups

of countries. ‘
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Summary
f AN

The main objective of this study is to examine and eva-
luate the ways in which the r@latlonthps between teachers' col-
leges and universities are changing in four European countries:
Germany, Sweden, England and Viales, and Denmark. These countries
were selected because of the contrast they reveal in the direc-
tion of change between these institutions, and in the philoso-
rhie€s and politics ;soverning these changes.

The first task has been to establish, hibtoaically, why
the teachers' colleges and universi tleu grew up in virtual iso-
lation from each other, which means asking why it was and, in
many places, still is thought appropriate that primary, teacher‘
should be'tralned in single-profegsional colleges , and secondia-
ry teachzrs should be educated and sometimes trained in univer-
sities. The answers to this question are quite complex; they
have almost nothing to do with educational theory and almost
everything to do with the social problems of providing the
esscntial minimum of utilitarian education forx{ the working
magsses, The divided system of training vent along with a divi-
ded. profession, and it led to teachers' colleges being small,
isolated, academically modest, mat«rnazl, and often one-sex
ingtitutions.

The study goes on to examine why it is that, since the
Sécond World Var, this sharply divided system has qecmod
increasingly anachronistic. The restructuring of school wy tens
on comprehensive lines, the charged social recruitment to teach-
ing, the new and enlarged task of the teacher, and the profes-—
sionalisation of teaching, are some of the main faciors which
have led to the pgeneral acceptance t ut teachers' education
and training - is a task for higher education and that universi-
ties reed to cqrcern themselwves with the whole span of school
teaching. 1t is ‘as a result of these and of more specifically
social political pressures-+that proposals have come forward
for the creation of comprelénsive universities, or for the
ecstablishment of federal links between institutions.

The main body of the study concentré;es on these charge-
AAng relationships in four European countries, and it is parti-
cularly concerned to evaluate the educatlonal—podaboglc impli-
cations of the various prorrammes of reorganisation. As far as .
teachers are concerned, the following have been tuken as
prenises: ‘ ' '

(1) that 'teachers have to be educated as professionals, _
for a somewhat new and very exacting role and for a
differentiation of functions;

(11) that the separation of training in colleges, of edu-
cation in universities, and of’ seminars outside both,
is divisive of the profession of teaching;

o - . !
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(1ii) that the teachcrs' "new role" implies integration of
studies, openness of approach, =nd experimental methods;

(iv) that smaller specialist institutions are necessarily

dependent intellectually on larger centres of study and
research;

(v) that quality of teaching may be related to the size
and complexity of the sinstj n in which education
and training takes place. ’ '

-

How far, the study as¥ks, do the new institutipnal patterﬁ% of
teacher educat’oa b » out these prewises, either explicitly or
&8s a by-product of ‘.ic pursult of other objectives that may have
little to 4o with the needs of teaching?

The analysis of the information gathered from four
countries ~:n.' r  thot there is a'malaise about teacher educa-
tion ond thrt t'..5 stems from$ y
— the isolAtion of teacher-students and their staff
— the mondtechnic character of the colleges and departments
- the need to upgrade the nrofessional courses
- the lack of serious integr. *ion of theory and practice
- th? paucity of pedagogic rcozarch. »

All these factors relate, in varying degrees, to the changing
melations between the two systems of teacher education; and they
also reveal the extent to which the colleges and the univergi-
ties are not only establishing links but are developing in
complementary and even contradictory ways. The planning mecha-
nisms of higher education to which the two systems are subject
do not appear, very often, to be asking the right questions at
the right time. It may be that the various institutional deve-
lopments taking plice in Europe, which can be described as
fusion, federation, co-operation and independence, go some way
to meeting some of the five main categories of problem identi-
"fied above, but they mostly fail % perceive the specitic needs
of teacher education or of the teacher to master his new role.

™~ Upon anelysis, the central questions left unresolved by
“the various schemes of recorganisation are: . ’

(1) Size: the absorption, in some countries, of teachers'
colleges into vast comprehensive institutions creates
a rmumber of problems, most notably to do with the
divorce between research and undergraduate teaching,
with the 2utonomy of depnvrtiments, and with the loss
of cvbntacts with scggbls; .

’

(i1) Integrotion of studies: the assiumilation of the col-
leges to fle 'miversity pattern of study means ‘sub-
stituting 2 sequential for a coucurvrent -and integra-
ted pattern of studies, aud the teachers' thaining

seminar remains a separate institution on tﬁ}

' c%ntinent;

8-
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(ii(},ProfegbidnalAorientation of higher education: in some
countries, the organisation of higher education into
professional sectors seems to contradict’ the trend,
elsewhere thought desirable, towards later .choice; and -
also it militates against inter-professional studies

I for the social and helpi professions;

(iv) Academic life of staff: ({the problem of recreating the
academic community, of ebtablishing a network of mean-
ingful academic, professional and research relation-

Y ships, in'the contémporary setting geems-to ber going
by default.

N Finally, the study identified a number of developments
which, in the{ author's opinion, deserve closer attention because
of the potent%al they cawrry’ - _ ¥

Vo -
(i) The English institutes of education and the B.FEd: this
experiment in inter-institutional collaboration has '’
, helped to upgrade the colleges, while allowing them to
_ retain their academic independence. X

\ 0
[ A

(1i) The Danish Royal School and Sweden's major] colleges:’

these colleges represent a concentra%;on“ﬁf Tesources
which Cgp serve as a reservoir for s aller colleges.

(iii) Colleges of Education: for all their former limitations,
it would seem premature to destroéy the colleges; but:
they need to be linked with univerdities at many levels.

(iv) Higher Education and the schools: there is a growing

recognitipn that innovation and development in -the
schools depend on the'degree to which the colleges and .
education departments of universities become a source

of innovative ideas and of curriculum experiment in
conjunction with neighboumgng achools.
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-perhaps, to be even more exact, to these institutions having °

i)

Igtrqﬁuction i .

As the UNESCO Faure Committee noted in their report -
Learning to be, education has become a major indistry since the
war, and the business of educating and training teachers has
developed correspondingly. Of course, the sheer number of
teachers to be trained has multiplied enormously. But the
development has not simply been numerical, i® has-above all P
involved a radical change in the concept of what it means to °

-educate a teacher, and this in turn depends on changing ideas

about the role of the teacher. Very many agencies, and notably
OECD, have sponsored conferences, discussions, papers and full-
length studies on the education and training of the new teacher.

¥hat, then, of the institutions in which teachers are

educated and trained, the education departments of universities
and the teachers' colleges? How have they fared during this
period of dramatic expansion of teacher numbers?  And how haz%
they fared in relation to each other? This second cuestion pro-
vides the main theme of this Report. For on& of the most inter- .

esting features of teacher education and trainjng has been the
deep theoretical and thus institutional division within its ‘
structure. ' Broadly speaking teachers in higher education and
in the upper echelons of secondary education have been educated #
in universities, while other teachers have been trained in
colleges. This division has reflected deep social divisions
within educational systems, and it has been strengthened and
sanctified by an elaborate paraphanalia of rationalisation and
snobbery. During the years since the second world war this
pattern has come under considerable .pressure, with the result
that universities have, in some countries, accepted a much wider

o

" range of professional preoccupations and even responsibilities,

while the colleges have developed serious academic pretensions.

» - The result,of these ba?allel procésses has led to a re~.
definition of the relations between universities and colleges;

~or rather, In many countries, to these separate institutions

defining their relations to each other for the first time; or )

their relations to each other defined for- them. The greater ,
part of the history of teachers' colleges is one of isolation: -~
their job having been to carry out a comparatively utilitarian -

. task for students of modest academic calibre. This task had

nothing to do with the lofty academic purposes of universities.
But as the teacher's role became visibly more and more complex
and burdensome, and as’ the disciplines that underlay his train-
ing .became correspondingly mére demanding academically, so e
the distinction between training and education became less easy

‘to sustain, and some of the indifference of thé:Eniversities

towards the colleges began to give place to an easy concern.
In the U.S.A. the teachers' colleges were drawn onto the campyses
of universities; in Ingland they retained.their independence/
but were placed under the supervision of the universities; Lh
Denmark, the Royal College attained something of the prestige
1.0 . NPT .




and character of a university institut on; ‘while in Sweden and
» Germany, the colleges are being absorbed into the larger compre-
hensive university structures which are being instituted.

These developments are, in many instances, the outcome
of large-scale institutional planning, prompted by political
or at least by educational-political considerations. The debate
has been conducted in terms of privilege and prestige and
equal opportunity, in terms of providing a more general educa-
tion and deferring vocational commitment, and also in terms of
critical ?ass and the economies of scale. It would be possible
to evaluakte the character of higher education in- the western
hemisphere and of its transformation in these terms.

Some of the main concepts and propositions upon® which
the emergence of the "new" teacher may be thought to rest, and
which are examined in the course of this Report, are these:

- the academic communitf, :
“incTuding the relations between differing kinds of
special s in academic and professional education;

- the comprehensive university or centre,
Integrated or co-operative models, and questions of
size; - : .

- the academic d dence of} the prgﬁgﬁg_ignglm- 3
tion, including %hc relationabetween teaching, study \

and research;

- the integrated curriculum for professional studies,
and the cuestion of concurrent or consecutive : A
studies. , )

-

More pafticular themes and questions which“Mthen invite
analysis and discussion are: ;/”

- "hat are the intellectual and academic needs of the
institutions concerned with teacher educstion and
training, and what are the needs of their staffs?’ K
How are these needs supplied? ‘ /

- For instance, how far can the staff of a college meet
the enormously varied demands which training the "new"
teacher presupposes, and how far can they do so out of
their own resources?

- "hence do the mathematician or psychologist or philoso-
. pher, for instance, in a smallish college derive their
: 1nte11ec$;215and academic and professional sustenance?
Through t contacts ang reinforcement, through what
3 ;professional intercourse? How far can they engage in
research; and how do they, and how does their whole
college, keep cl&gely in touch with research develop-

. ments, with the shifting fp?qtiers and boundaries of
2 e'? 3 n o - y ¢ kS
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- How far do they, on their own, succeed in relating the
theoretical and. academic with the practical, a question
which might, on one interpretation, be redefined as
mediating between the world of the university and the
world of the school?

Professional and academic questions-of this kind are
asked less often than institutional and organisational ones.
Being somevhat intangible, at least being not easily susceptible
to statistical analysis, they tend to be of limited appeal to
economists and sociologists and social~engineers, andto politi-
cians. Consequently it may be that the comprehensive university,
for instance, will solve some social problems and compound some
academic ones. At least the question is worth putting.

The first part of this Report offers an account, neces-
sarily a very abbreviated account, of the crergence of teachers!
J,cﬁlleges and of their isolation from universities: a study, for
the st part, of mediocrity andparochialism. A large part of

the historical evidence has been Hrawn from English sources,
mainly because thése sources are unusually rich and also because
» very little of the continental literature is available in trans-
lation. This is followed by an examination of the ways in which
the role of the teacher has been reconceived during the past
half century and, as a result, the training of teachers has been
emancipated. " As its status¥and standards have been raised, and
as the colleges have been elevated from institutions of residual
! secondary education into institutions of higher education, so
their explicit relationship to universities becomes the major
theme to be examined. The treatment of this thefe which is
offered here is neither definitive nor exhaustive: it might
best be desgribed, perhaps, as suggestive. It stems from some
ten years' experience of teacher education in universities and
colleges in England, together with visits and conversatiors in
V'est Germany, Switzerland, Denmark and Sweden. There then follow
four case studies of the changing relations between universities
-and colleges in West Germanv, Sweden, England and Wales, and
Denmark; and there is a final chapter which analyses and evaluates
this body of evidence. o .

©

'Thus the Report is designed to stimulate and guide

2iscussion on a range of conceptual cuestions concerning the

uture shape of teacher education and training and the academic
relations between the two. Aimong the most important and per-
plexing questions in higher education is the- academic basis of
professionalism and of professional commitment. It would be a
pardonable simplification to say that the progressive philosophy
of the time seeks to create whole men and women by means of
integrated curricula in open. and community-oriented schools.
How far, then, do the current and prospective arrangements for
educating and training teachers seem likely to produce whole,
integrated, and community-oriented teachers or teachers of
teachers? .

1.0
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-

The Pruditionsl Structﬁfes of Tewcher Training

1. A divided p;ofeésioﬂ

_The potted history of the training of teachers is a
"story .of default and expediency and, until quite recent
times, of calculated mediocrity. This is not to say anything
s# absurd, of course, as that there have been no great and
charismati® teachers since Socrates, or that no-one was "well.
taught" until the twéntieth century. Rather it is to suggest
that the relationship between traini end the quality of
' classroom performance has always beeggproblematic, and that,
in consequence, the institutionalisation of teachér training
and education has proceeded on pretty haphazard and ill-
tested primciples. The assumption that education' was
cacqui§qg€ y bringing pupils.into contact with educated winds,
functiofing largely on their own either as tutors, in grand
houses or as pasters in individual classrooms, was modified,
or perhaps ode should say was adugmented, over the centuries
by the complementary theories that the pupil should be
permitted to gather up his education as freely and spontane-
ously as possible from all that lsy around him, and that
what lay around him should be carefully moulded into ain
educational environment. In any event, teachers were

.  educated on broad principles and within & range 4% disci-

plines that were thought equally appropriate to the educa-
tion of other ¢lerics and professional men, and the natural
setting for such an education was the university. The
sophistication of the teaching pro%gss and its establishment
on a8 would-be scientific basis has (not succeeded in dis-
placing this earlier philosophy, which still provides
virtually the sole method of "training" the university
teacher and the major method of "trainingethe grawmar*
gchool teacher. And there are few grounds for supposing
that civilisation would have risen more rcpidly o fallen
less abruptly if these groups of élite teachers had ceen
trained more calculatedly or provided.with a more elaborate
technical expertise.

For lesser breeds, lesser institutions were invented.
As the industrial revolution gathered momentum, and as the
urban populatiomr multiplied and the franchise was extended
first to most men and then to women, elementary education
had to be publicly provided and large numbers of teachers

&)

Kl

* Throughout this paper, educationel terminology will be
used in a broadly descriptive wey, without attempting on-.
every occasion to provide a co¥pgehensive set of inter-
national equivalents. Thus a {!gXammar" school is commonly
understood today to be one which” provides secondary

- education for a selected miyorityo
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{ .
trained. Clearly ‘the ranks of these elementary teachers
_could riot be filled by gentlemen amateurs from the uni-
versities, end not simply because there were too few of thep,
but because ,they knew too much and had too many ideas. The
teachers fdr the- elementary schoel8 should be modest people
mainly of working class origin, who could. be counted on to
provide little'beyond a basic learning and a few simple
skille, and who might be able to instil and maintain disci-
pline among children who mostly came from ¥retched and over-
crowded homes.” In the eighteentq;century, the wajority of
teachers in the Middle Atlantic region of the U.S:A.:
"...had come into Philadelphia or Baltimore from
England as indentured servants to be sold to the
highest bidder. Significantly, & school teacher
. did not bring as high a price as a shoemzker, &
cooper, a mason, a carpenter or a barber." (1)*
A century later, the prestige of the teacher was, in many
European countries, not very different, except that he no
longer began life as a 'servant. But many of the character-
istics and problems of teaching as a profession and of teacher
training derive from the humble working-class origins of the
state teacher in the nineteenth century
L
From country to country various methods were devised
to train these teachers, but the spirit in which the task was-
undertaken is wegll documented in Britain. The moniforial
schools of the early nineteenth century, forcinstagze, were any
ingenious way of contriving that teaching could be done by
the young and ill-qualified; and they were replaced by the
pupil-tescher system under which & pupil was apprenticed st
13 for five years. This scheme was introduced by Kay-
Shuttleworth, Secretary to the Privy Council for Education,
and he was clear about its social purposes:

"..-he considered the elementary school teacher as
a 'missionary apongst the poor'. He did not wish
elementary school teachers to rise above themselves
and was concerned that they showld bear in mind
,the inherent dangers in 'over-educating' the work-
ing classes. For both reasons, Kay-Shuttleworth

¢ was only interested in providing a scale of pay

" equivalent to that”of sn artisan and was inclined

to think of training for teaching in terms of a
craft apprenticeship rather than as preparation
for a profession."” %2) » :

Matthew Arnold was blunt in his comments on this pupil-teacher
system:

A

"It is sufficient to say that the plan which these
objectors recommended, the plan of employing teachers
whose attaipments do not rise far above the level of
the attainments of their scholars, has already been
tried. 1t has tried and it has failed. Its fruits.

* Flgures in brakets refer to References,
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were to be seen in the condition of elementary
education throughout England until a very recent
period.” It iS now sufficiently clear that the
teacher to-whom you give only a drudge's train-
ing, will do only a drudge's work, and will do it
in a drudge's spirit." (3) - .

» "

It was out of .this system that grew, in England, the

training college or normal school, to which a certain number
of pupil-teachers were sent for a two-year course. The
English, like the early German and Swedish, training colleges
were initially run by the voluntary bodies (or religious
orders) and not by the State, and Kay-Shuttleworth obtained
government grants for them. These products, the elementary
school teachers, .were to be inspired, he said, by "Christisan
charity" and to undertske 'serious duties in a humble
sphere”; though he also noted, as if to underline their
humbleness, that the young people were mostly entered for the

colleges and the profession of teaching not because of any
. "peculjar fitness for this vocation" but because they lacked

"gualifications for any other". (4) In Germany instruction
in the elementary schools was often given by people who
worked their way up, through teaching of a kind, from lowly

,%Qsitions like school helpers, former soldiers, sacristans

or vergers), or people with an interrupted school or
university education. Robert Lowe, the Vice-President of the
Education Department, who coined the famous phrase '"we must
educate our mesters", enlarged on this deferential view of
elementary teaching in a pesmphlet published in 1867:
\

"T do not think it is any part of the duty of the
Government to prescribe what people should learn,
except in the case of the poor, where time is so
limited that we must fix upon a few elementary
subjects to get anything done at all... The
lower classes ought to be educated to discharge
the duties cast upon them. They should also be
educated that they maylappreciate and defer to a

s higher cultivation when they meet it, and the
higher classes ought to be educated in a very
different manner in order that they may exhibit to
the lower classes that higher education to which,
if it were shown to them, they would bow down and
defer." (5)

What these "duti were which the lesser classes had 'cast
upon them" (whefher by God or man) hsd heen succinctly
described by Kay-Shuttleworth:

G

"In every English proprietor's domain there ought

to be, as in many there are, school houses with

well traiked masters, competent and zealous to

rear the pepulation in obedience to the laws, in
submission to their superiors, and to fit them to
strengthen the institutions of their.country by their
domestic virtugs, their sobriety, their industry

and forethought." (6)

A

p
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/ well might the Department claim ths¢ "the profession
is open to the child of any common labourer or tommon working
man upon no harder terms than forgoing higher wages and sub-
nitting to & grest deal of moral restreint between the
twelfth and the twenty-first year". (7) His wages, at this
date, were estimated to be rather less thad & polieeman's and
.rather more than, e’ curate's, ranging, according to the regjion
of the country, from about £65 to £132 per year’- teachers in
Roman' Catholic schools received o¢nly £60. . Moreover, as the
Neticastle Commissioners put it: "He reaches in early life a
table land, and may tread it till he dies". It was hardly

' Burprising, therefore, that "Men were generally made school-

Dasters because they were unfit for anything else", to quote
from a Mewmber of Parliament speaking in 1847; or that Lord
Macaulay, speaking in the same debate, could say that school-
masters are '"the refuse of ‘all other callings ... to whom no
gentleman would entrust the key of his cellar". (8) And very
nany ?ears_later Bernard Shaw could still utter his witticism
that "He who can does: he who cannot teaches". )

<

one the less, the picture was slowly champging. In

' the emerging industrial centres of Europe, a rapidly expand-

ing urban proletariat and the growing number of cletfks and

- 8cCountants, coupled with the steady enlargement of the

franchise, combined to.give elementary education a utilitarian
Justification and eventual respectability. The need to
educate "our. Masters" was becoming imperative, and by 1870
Forster, Vice President of the Committee of the Privy Council
on Education in England, could tell the House of Commons:
"Upon the speedy provision of elementary education depends

our industrial prosperity". The Elementary Education Act of
that year established something like a national system,

albeit a mixed system, of elementary dchools, mixed in that

it added new rete-assisted seculer bovrd schools to the exist-
ing ones which were supported by the voluntary religious
societies. The effect of this chsngc on the status of the
school teacher has been well analysed by John Hurt in his
excellent book Education in Evolution:

' "For as long as the glementary schoolmaster was

T unable to shake off the legacy of the past, his
social, economic, and professional status remained
incongruous. The passing of the Education Act,
1870, gave him a new confidence. He no longer
needed to depend for part, of his income on the
generosity of his social Superiors, nor did he
hueve to endure o« muster-servont relstionship
with the incumbent. He coulc go wnd vork for .
that institéonalizedrbmployar, the school bourd.
For these reasons it is no coincidence that the
National Union of Elementary Teachers (NUET),
the first effective national non-donominational
teachers' organization, was founded in 1870, *

16
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‘With the development of higher.grade schools, which
: ‘ was accompanied by the growth of opportunities for -
. ' proumotionto well-paid posts in large schools that |
-« were controlled by the rate-gssisted school boards,
‘the schoolmaster's status rose and with it his
. self-confidence. In 1889, the N.U.E.T..emancipated
N itself from its worklng-class stigma and became the
: N.U.T. The wider world outside the classroom accepteﬂ
the schoolmaster's new self- evaluation,!EiB N ;

English snobbery is of a particular flavour, of
course, but essentially what was happéning in England
happened elsewhere, with the evolution of two distinct
systems of teacher training. In Germany, for instance, the
Separation of the two dates from the end of the seventeenth
century with the foundation by August Harmann Francke of
separate seminars for the training of elementary and grammar
school teachers. Under the influence of Pestalozzi, the
number of seminars for prlmary teachers was rapidly increased
in the German Linder - in Pgussia, for instance, the number
increased from 14 to %8 between 1808 and 1840.. Normally
these seminars were linked with model schools. In Francejy
*the Napoleonic structure created Ecoles Normales to prepare
elementary teachers (or Instituteurs) and Bcoles gormales
Supérieures for higher secondary teachers (or Plofesseurs),
and the latter establishments became supérieures inwegll

, seuses of the term, above all academically. The "superlor"
secondary teacher has not been differentiated in France from
the university lecturer. On the Continent, as in England,

- the two systems of training had as little to do with each
other as-the two categories of tecchers they provided, who
went off to teach the two nations. Their curriculs, their
standards and their professional outlooks were Qquite
disgtinct, though there were some voicc¢s at that time which
were ralsed in criticism or which spolie up, as did a Canon
Warburton, for some kind of link between the two; he hoped
that there would be: |

¢

"A closer approximation of our training college

system with the libersl sulture of the Universities

so that all that is best and highest in modern

education may be brought within the reach of those

to whom tlhe tedching.of the great mass of children

gf thls and coming generations will be entrusted.”
' 10

Ongihe Continent, the calling of teacher went alqng
with at least a modest pretension to intellectuality,
* especially in France where he had to contend on a dial-
ectical level with a village priest vigorously and cunningly
trained. In Germany, as early as 1848 the elementary
schoolteachers came ¢ut in favour of an academic ‘education
which would have exteuded it into the university. And in
Denmark, thLough there do not seem to have heen strong demands
lfor the two systems to be "approximated", there was a
[}szlcceSSion of governmental gestures durlng the nineteenth

17/
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century which sought to raise standards, such as the law of
1818 which made & number of subjects ob{igatory and fixed the
hours of instruction at an average of 42 per week; or the law
of 1857 which established thé training period , as three years
(in Germany, however, the overall .period was six years) and
which sought to improve the physical conditions in the
~collegesg. On the other hsnd, & law of 1867 which deprived
the colleges of their right to hold examinations, on the
grounds that they were too easy, simply resulted in a greet
meny candidates taking the state examination after the brief-
est-attendance at a college or indeed without having attended
8 college at all. Not until the end of the century were
examining stendards regularized in both the state and the
private colleges.and common standards of equipment and
premises imposed. ,

L

Canon Warburton was giving evidence to the Cross
Commission of 1888, which was set up "to enquire into the

_working of the Elementary Education Acts, England end Wales"

and which found, as in Denmark, a good deal to complein about
in the traeining colleges. The Commission recommended the
establishment, experimentally, of day training colleges and
the Goverpment decided that these should be attached to
universities. As a result, ten years later the universities
were training over one-third of the teachers going into the

elementary schools; and Dent has described this innovation as:

~

. education in England and Wales. The establishment
of the,'day training colleges ended the complete

C academic and socisl isolation of the elementary

' school teacher. It ended the near monopoly of
training by religious denominations. It queried
the absolute value of residence as an elepent in
training. It brought the first smwall advance
toward academic freedom for colleges. And it gave

. the study of education at least a modicum of
“status." (11) 4

But a majon division persisted; and anyway, these day

colleges were something of a British oddity. As Robert lorent,

first Permanent Secretary to the Board of Education, wrote in
his prefac€ to. the 1904 Regulations for the training of
teachers, "no country in the world attempts to staff its
Elementary Schools entirely or even mainly with University
graduates" (12), and he was undoubtedly of the opinion that
it ought not be attempted either. And before very long the
universities had given up their day training colleges for
elementary teachers and were concentrating on -offering
optional training courses for secondary teachers.

Such, then, was the distinctive character of teacher
training #h the ninekeenth century in England and, with
local variations, all over the western world. The elementary
school teachers werc drawn from humble pupils of modest means

1.2
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and modest academic attainments; and it is true, certainly it
was true in Germany, thot entering the teaching profession
helped such péople to move up a little in the world, and thus
it was chosen by many, prticularly gifted sons of peesants,
. mgnual labourers, and smsll tradespeople, who had no chance
. or meang of gettihg to a gymnasium in the town. By agreeing
to undergo & period of proféssipnal training ey were able to
acquire a modicum of further education in earmest institutions
cafiled training colleges or seminars or normal schools;
whereas the teachers for the grammar schools or lycées were
drawn from students of all kinds attending universities who
were sometimes offered a certain amount of teacher training,
either in the university itself or in a separate semipar.
The political philosophy which lay a}/the back of this dual
system was qi; but explicit: : :

"Stat® direction of the education of ehe masses
helped\to safeguard the interests.of the propertied
classes. Hence it was acceptable to public opinion.
Middle class education was another matter. Here
State intervention could lead to tyranny. The
Taunton Commissioners accordingly rejected the idea
of training teachers for schools for the middle
classes in government institutions. 'The great
objection to the establishment of a training school
for masters in the endowed schools', they wrote
£1867-8), 'is that it would almost inevitably give
the government an undue control over all the
superior education of the country.'" (13)

* The basic philosophy and pattern whereby secondary
teachers were educated and elementary teachers were trained
persisted well into the twentieth century. The very slow
growth of universities meant that the majority of the bright-
est boys and girls either could not ovtain a place at the
university at all and had to be content with a place at a
training college; or, having succeeded in getting a university
education, they could not hope to obtain a teaching post at
the university and so had to be content with teaching at the
grammar school, or a few of them at independent (or, in
England, "Public") schools. Between the wars, grammar and
independent schools were often able, for these reasons, to
recruit outstanding staffs and many of them acquired very
considerable intellectual prestige as a result. These
teachers were frequently untrained: indeed, they were thought,
like the staff of universities,{ to be too well educated to
need training. They dispensed the*higher learning to the

élite among school children, and\at this eminent and exacting
level they often did very well. And at least they were as
bright, or nesrly as bright, as the brightest of their pupils.
Their prestige was high, and deservedly so, which had to
compensate for the fact that their pay remained little better
than a parson's or curé's and probably a little below a
policeman's or detective's.
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The elementsry or primary school teacher, by contrast,
was certuinly less bright than her brightest pupils (though
not of course for sexual reasons); and though fairly
thoroughly trained, she was not particuLSrly well  educated.
Yet that seemed- appropriate enough, for the job, at her level
of performance, did not obviously cal) for*a higher education.
Phe was there to give the children a grounding in the mein
branches of knowledge, and this tended to be best done by a
good deal of rote learning. What she purveyed, to a great
extent, wus disciplined instruction, and society accorded her
4 correspondingly modest prestige’ and of course g despicable
wage. But there was, socially speaking, a large compepsation,
which was that teaching provided the working-class and “
petit-bourgeois girl and boy with & toe-hold in middle-class
socjiety: it was their chief e@ntrée to a profession, though in
theigzweﬁties eand 'thirties it was.still a fairly lowly

prof&ssion, as countless novels and biographies testify:

'Since the primary schools are largely staffed.by
cxrtificated teachers from the colleges the
inevitable result has been to depress their status
- wpared with secondary schools. The existence of
S :'second~class members of the profession and their
___ concentration im certaip types of school have the
effect of cresting second-class status for those
' schools. ” The elementary schools are, in effect,
'5till with us though they were never intended to be.
The consequence of keeping in existence institutions
which were designed to supply the elementeryschools
when those schools no longer exist has demaging
effects on the school system, on the unity of the
teaching profession and on the identity of the
institutions themselves. The restructuring of the
arrangements for the education and training of
teachers is twenty-seven years behind the re-
structuring of the education service as a whole.
This foilure to adjust one system to the needs of
the other is at the rdot of much of the existing
tension and confusion of role." (1l4)

‘2. Teachers' Colleges

5N ™ b
. "Teacher educution institutions, in general, stil
suffer to some degree from the stigma attached to
their humble origins uand, in many ‘instunces, their
status is still insccure." (15) ‘

-

The colleges or normal schools werejindced of humble origin.
They existed to train clementury teschers, and clementary
teachers were expected to give a meagre amount of simple
instruction and, in some countries, gquite a large amount of
religious strengthening to the children of the poorer
classes. Liohel Elvin, the recent Director of the .Ilondon
Institute of Education, has notede '

'
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", ..thrce leading idess that informed the vork of
these nineteenth-century training‘collegcs, three >
ideas thut persistcd in large mecsurc pest the turn
of thc century and up,to the First World Wep in 1914,
The first was that -the education of the teachers

J . themselves needed only to have gone a little N
furthef than the level ¢t which they would be
rcquired to teach., The sccond-was that 'character'
was more important than acudemic attainment. The
third was that these teachers were expected to be
firm upholders of the existing social order.) (16)

Elvin goes on to say thet the teacher's task was
"to drill the young. He needed only to be drilled himself as
t6 how to drill them". In agreeing to enter the training
college and acquire these skills, the student was often obtain-
ing a modicum of further i§econdary cducation by the only route
open to him. The English colleges sow to it through their
recruitment and curricular policies that only modest students
were admitted and that they should be worked hard (at York,
for instance, "the day's prograpme began at 5.30 a.wm. in the
summer and 6.00 a.m. in winter, and continued until
9.3Q0 p.m." (17), studying a variety of what then seemed
improving subjects, such as scriptural knowledge, evidence of
Christisnity, church history, English grammar end literature,

history, handwriting, srithmetic, Euclid, algebraic linear

drawing, geography, philosophy, and vocal music, to. quote the
syllabus of the Chester Diocesan College in 1839 (18); plus,
of course, large quantities of teaching practice. Shortly
cfterwards the Education Departmcent made a number of subjects
compulsory - religious knowledge, arithmetic,, gremmar and
English language, school management, reading, spelling and
penmanship; failure in one of  these subjects was "held to be
sufficient to\deprive the candidate of all claim to a place in
the class list\ however superior his other papers may be', on
the grounds, that "proficiency in a few subjects is valued
more highly thah mediocrity in meny." (19)

The essential point could still be made by Morant in
his preface to the 1904 Regulations already quoted, where he

leid it down that

"Colleges must providefa wide and liberal course of
study for ...students whose genersl education has not
been carried far enough. Noscolleges should aim at
obtaining academic distinction for its students 'if
this involves either the overstraining of the powers
of the student, or the neglect of any part of his
professionsl training." (20)

There are two aspects to this statement: a patronising
conviction that college students were creatures of limited
academic ability, snd st the same time an avuncular concern
(in a typically English fashion) with their well-being -
pupil teachers, as well es passing their annuul examination,
"had to produce evidence to show that their beh:avicur was
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beyond reproach.” (21) Nothing ¢
the charicter of the majority o
all in Britain, where «'s well
be manufuactured for about £9
’ convents: small, often rathern isolated, inspired by &
religious sense of improvemen) and dedication, worthily
providing concurrent courses<of modest education and teacher
training, l.rgcly staffed, eventually, by spinsters for @
predominently femwale population, and concentrating gf couxee
on the preparation of elementary teachers and only —eXementary

teachers: .

cribe more neatly
these inkstitutions, above
ained schoolmaster /Eculd/
",(22) They were rather 1liKe

"Under the guisc of fiction, Schools und Scholirs,
published in, 1887, givce ¢ somewhut colourful
zceount of life at & truining college. The cOllege
described ppssessed the minimum of furnitdre.
'There was/not @ picture or on ornament in any roQm;’
the ascetdcism of o workhcuse was blended with the
and ugliness of a guol... No man could have
I nt of privacy until he was in bed. The
rren, foetid rooms, with their greusy forms &and
notched desks, werc the only place where a letter
could be written...At dinner...silence was
enforced...end the food passed down in rough
platefuls... Munners were forgotten, and the

Aicst men grabbed at the vegetobles with vulture-
‘¢ cagernegs'. After dinner the students went up
carpetless stuircoscs to their dormitories.  'Long
lines o¥ cells stretched like rows of horsc-toxes
from right to left ... The men were separated from
€céh other only by o low partition, so that privacy
was practically unknown, Ne cundles were allowed
so thut those furthcct cway from the gas had to
grope. their wey to bed.' ’

"The drabness which permccted the students' surround-
ings cmbraced their professional training as well. )
Annesley, the chicf charecter in Hchools and Scholars,
'was chocked o find that he wes expected to leurn
his country's history from « tiny fivepenny bceok,
which cont*ined strings of dates @nd nameés arranged
in horrifying cc¢quencce, which he wus expected to
learn by heart.' 'Vact demindse ure made on the
memory,' the Ceommissi.oners stated, 'little is donce
for the improvement cf the judgement...'" (23) <

In France and Germiouy the normal schools or seminars
would havce differced from the Fnglish colleges in three
rcspects:  they were not, or not wlwrys religious foundetions;
they provided a somewhat more intellectual or at least more
astringent diet, often, os in’ Denmark, controlled by state
examirntions; and they concerned themcelves less with the
mor2l welfure of their students. -
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The history of tecuchers' colleges in the twentieth
centurfy up till thc Second World Wur, is u putchy one. The
simplest generelisgtion is to say. thgt they followed one or
two stepsm%fter the reorganisction of the school structurc.
As thc number of-ycars -of schooling was lengthcened, the
seconduory school wos trunsformed into o stege of schooling
for all und not‘only for ¢ select minority; ond in Englound,
as on the Contincnt, it wee lodged firmly within the ‘state
structurc. Groduzlly the teachers' colleges goined a student
body which had alrcady acquired secondary educctiony rather
then heving to provide an slternative form of secondary
educotion under the guise of vocitionul trasining. And this
mcunt that the colleges themscelves became part of the
structure of further, though not yet higher, educagtion. In
spite of this thec yecars pethCn the two world ware were, agtcr

///'an initisl burst of enthusicsm for reform, o period of v

J

compoerctive stognetion. In Denuwerk, & zest for improvement
resulted, in 1930, in a law cxtending the period of treining
to four yeors aend expanding the curriculum (a foreign
langua%e become obligatory). But before these .megsures could
be implemented, there wes a need for considerable improvement
in collcge plunt &nd cquipment; end the proposed weasures for
concentrating teecher treining in fewer but lorger and better
equippcd colleges neyer ceme to cnythipg. By 1937 the trein-
ing college regulatigns as ¢ wholc wereobsolcte ond the
system in obvious nedd of overhsul, ¢n Qverhsul which did not
come, however, for at least twenty yesrsl. In Englund, during
these inter-war ycars, the number of colleges remeined
virtuslly unchunged ound the number of students actually fell,
/%argely becouse one of the Lubour Government's responses to

/{£he ecconemwic depression in the early 'thirties wee to decide
not to ruise the school lezving ugce. Indeed, the 'thirties
wes a dccodd when, cpart from the indoctrinusting fervour of .
the totulityrien regimes, not much seemed to be expected ofy
" schooling ggcupt the morce scientific sepsrution of sheep from
gozts, <nd ¥heir educstion accordingly, ¢nd when corrcspond-
ingly little nationsl resources were investcd in this sector
of the nutionsl cconomy-. , Bt

The odvent of the Second world war found the tecching
profession ill at ease .bout its role snd prestige and the
colleges und normel schools in 4 stote of impatience. Heving
moved intoc the area of furthcer cducustion, they were mainly
conscious thet they locked the furction and celibre of
institutions of higherj/educcticn, to which muny of their
students incre.singly gspirced. - They tended to be comparotive-
ly swell cnd of&en isglated, both intellectually andi
geographicslly. Their stuff, ss o result, tended to'a
purochitlism usnd th¢/disciplines they tought soon lacked
energy - in Englangd, one c2me to speck of "Training College
English, or meth s subjects hoving ©ll too little
nglish litercture or muthematics as they
t in @ university. Since the durastion of the

# often short, perhsps only two yeurs, the syllcoBus
wes inevituably restricted to @ predominent vocetionaliswm,

Q
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‘and this ot a time whén 2 limited psychology wus about as
‘much social sciencc as was generslly to be found at the
disposul of the Btaff. DMoreover, the relations between
theory-cnd proctice, and thus between collége and school,
were limited and seldom intimate. As for research in educa-
tion, it was mainly concentrated in the somewhat sophisticated
(ond foldible) area of intelligence testing, apd certainly:
did not figure &s &n activi appropriate to college
staffs. And- finslly, the.colleges wére mbnqtpchnics: they
recruited studunts for @ single profession{ and most often for
a4 single sector of ¢ single profession. The moderately

. bright, ewrnest products of state schools, they entered thesc
modest, ecrncst, spinsterish trazining establishments for e
bricf introduction to the skille of'teeching, snd within no
‘time werc back in the lower echelons of the stgte educational
system. The privileged posts were, on the whole, reserved
for university graductes who had been encumbergd with little
‘or often no treining. ‘Well might it be remarked, as it often
was, thut teachers are born, not made. At any rate, the
resources for making them were, before the war, conspicuously
inadequate. -& :
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CiArTor II

The Zmancipation of Pua er Training ’ 4

1. The aftermath of the 3econd Wdrlé War -

If the war transformed the structure and assumptions of
.gocial life in Europe and beyond, it was a tmansformation that
was to have a dAramatic consequence tor education. Whether in
the victorious or defeated countries, education took on, or
perhaps more accurately was saddled with, vast responsibilities
for social reconstruction, re-education and individual rehabi-
litation. And its scale became correspondingly large:

"In budgetary terms /eddction/ ranks a close second in
world expenditure of public funds, coming Jjust after
military budgets." (24) ’

The immediate educational need was for great numbers of
teachers, not only to replenish the schools, but to keep pace
with the rising birth rate and the prospective rising school-
leaving age -.Pin some developing countries they /Teachers/
form the larpest groupr of wage earners" (25). Thls was the
p«rlod of the emergency training schemes, many of them set up
in one-year collegd&~in which the standard, pace, and experi-
mental qQuality of teacher training was transform@d The needs
and perceptions of the time required a new kind of teacher anﬁ
the many mature recruits from the armed forces did a great "Acn
to meet these noceds: they brourht into the prof0551on an alto-
frether toupher and more so¢ially-oriented view of the job. It
wag in this atmospherc that there emerged, in a number of
countries, the comprehensive school, most often organised on 1
fairly massiv: scate and including chlldren of a wide range of
intelligence. The comprehensive schools posed large organlsa-
tional and pedagogic problems, and they brought together catego-
ries of teachers who previously would seldom have met. Together
they had to learn from scratci how to teach in comprehensive
schn¢ls, nnd this made it hard to Jjustify any longer the
"theory'" that some of them needed trainine and others did not.
It beeame abundantly clear that they all needed the kind of
training which is part of a higher educthon. But the intro-
duction of the comprehensive ider did not, of itself, affect
the major division in the prolﬁg,lon the Aivision between
recondarJ and primary teachers. In many countrics this gulf
remains s wide as ever: primary teachers are predominantly
f male, lecs educated, less Biichly ”(gqrdnd, and of course
1Dpr(c11117 less well (or ndT poorly) pnaid. Even in Fngland,
shre. the transformation of thr primary school into (1deally)

a centre of (xplordtlon and enjoyment, of movement and talk, has

hewsfi most bfllklnb, ?+.1is still unusunl to find graduates soinge

c?ﬁﬁ primary t(1ch1n? "and only a few universities run PGLL
urscs (that is post-graduate courses for the Certificate 1

Fiucatlon) for primary teachers. Prlmqrf tocachers continue,

almost uni-ersally, to be trained in norual school or collr

of ~ducation.

7™
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The Second World War, unlike the first, led to an kduéa— )

tion-centred age. And the changc in th<_01rcumstances of teachors
amounting in places to A& transformation, ~carried with it ncw «x-
pectations that defined themselves, before long, as clalmg on
society and on the educational system itself: Put quite simply,
they are the claims of ap emergent profession - though to speak
of them as claims is not, of course, to suggest that they were
all formulated as a programme of exp1101t demands by the teachers’
association: -

a) the claim to Ye grantcd an appropriatc period .of teacher
cducation in place of an 1nad<qu1t: period of teacher
Training; ¥

b) the claim for an all graduate profession;

c) theé claim that teachers' colleges should be considered
‘ to be part of the sector of higher education; F ,

4) the claim that teacher education must include the gduca-
tion of the individual as well as the preparation of the
prolfessional; ,

) the claim that profcssional education must be informed ty
‘"research and exporiment, and that it must embody an inti~

,//fmgtn relationship He%wenn academic study, ecducational
t .

cory _and teaching practice;

f) the claim for approprlat( reqoungs of money, buildings,
dnd eqQuipment.

Together these six claims led inescapably to one further and
far-reaching claim,

g) the claim that a new roljt;pnshlp had to be fashioned
between the collogos[B?”hMrm41 schools and the universi-
ties.

4 .- i
l \\_\\ o)

This claim, which h ome to dominate the planning of

higher education in Western Eugope since the war, may appear to .
be a matter of organisation-cngineering. But in fact it raises
fyndamental questions about the \concepts and processes of teacher

ucation, and about the academic resources and the intellectunl
vitality of the teachers of teachers. This chapter, on the eman-
cipation of teacher training, will examine the changed role of
the teacher in the light of what society expects of him and of
the resources of understanding and skill that are now available
% him; and it will also discuss the implications of the teachers
claim to professional recognition. And secondly, this chapter
will ask what developments in the education and training of
teachers are implied by these changes of expectation and status.
Then the following chapter will attempt to document and analyse
the ways in which these cquestions have been answercd or ignored
in the rerconstruction of higher education in Germany, Sweden,
Denmark and England and ‘Wales. ‘

26
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2. The changing task of the teacher and the professionalisation
of teaching

=]
. The concept of a profession is not a precise one, tut it
is clearly bound up with gquestions of social expectation and
recognition, of levels of performance, and of specialisation and
. certificatign. Jobs may become intrinsically more complex and .
gophisticated, or even where the technical character of a given
Job may not have changed much, society may come to expeot more
of it:/and in cither case, the level of training and qualifica-
tion.éggﬁitend to rise. ’ Ve '
T @& Teaching has, since the war, enjoyed the benefits (and
suftered the strains) of all these pressures. Society's meed of
edugation today‘has‘beﬁﬁbéﬁémincd most comprehensively in the
recent UNESCO Faure Report, Learning to be: '

fs "Education... has two dimensions. It has to prepare for
o changes, show people how to accept them and benefit from
them, create a dynamic, non-conformisl, non-conservative
v frame of mind. Concurrently, it has to play the part of an
- antidote to the.many distortions within man and socliety.
For democratic education must be able to provide a remedy
to frustration, to the dopersonalizatidn and anonymity in
* the modern world and, through lifelong educationg reduce .
insecurity and enhance professional mobility." (26)

These words, might have been written by a "progressive" educa-
tionist-in the thirties, but they could not have been drafted by
a group of seven educationists of different nationalities cn
behalf of an international agency until the last few years. This
is a very different idea of education from that which describes
\ it in terms of socialisation or simply of self-realisation. It
. sees the procgss of education as being critical of contemporary
. society, if n%% actively hpstile towards it, aond the teacher as
being somcthing ol a mixture of lay therapist and futurologist.
"In the last: rcsort”, the Faure Commission says, uttering a
cautiously incongruous phrase, "in the last resort education has
to preparc mankind to-adapt to change"”, and the first of markind
will have to be the teachers themselves. .

\ The -changing role of the teacher has been the subject of
countless conferences, studies, discussions in countless countrics

during the past twenty-five years, and it is not ‘possible to
summarise them here. But what consensus, if any, seems to. be
emerging? One attempt at an answer was produced in 1971 by the
Executive of the National Union of Teachers (NUT) in England -and
Wales as part of a policy statcment entitled The Reform of
Teacher Education. It offered two diagrams o1  'the Ildentity of
the Teacher', P_a::f;t'mxd Future, which included the following
terms: .
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PAST

FUTURE

a)

b)

c)

1)

e)

£)

£)

)

"I the teacher an"

t

2y

inclined to feel inferior te-
and thus resentful of educa-
tional hierarchy, i.ec. hcads,
local authority officers,
inspectors, lecturers. .
totally responsible for the
progress of mJ class in my

subjecct.

a giver of information, ex-
planation and stimulus to =
class; a critic of skills
and judgement individwally;
a controller of a group.

an enforcer of the treditio-
nal customs and ethic of the
school despite their lack of
relevance to society and to
learning.

isolated from and indepenaent

of my professional collcagues.

way not a member of
e society as the

necd w1th the parents
or the home background.

entitled automatically to
respect because I am a
teacher.

by my examplc and tecaching,
responsiblc for engendering
a mainly middle class mora-
lity.

a colleague of the hierarchy,
whose advice can be considered
seriously. :

a member of a team of profes-
sionals sharing expertise and
responsibility; responsible as
one of 'a team for the indivi-
dual child in.my groups.

a guide to individual's paths
through varying learning matc-

-rials; a critic'of skills and

judgement; an expositor to
individuals or small groune;
a leader of seminars.

{
a mcmber of a school societ.
whose customs and ethic derive
from society generally and from
the funétions of the school #s
a place for learning. ,
concerncd to make education a
partnership with parcnts whom
I can communicate with as
fellow beings.

a member of the same society
as the children and parents.

entitled to respect (or lack
of it) for what I am as a
human being.

by my examplc in trying to
cstablish a personal ethic and
admittedly sometimes failing -
and by undcrstanding of the
home e¢thic, leaving children
to develop their own personal
ethic.
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The NUT summed up this section of its proposals by insisting
that : "Twé challenges of teaching at present and in.the future
require that teachers should possess Qualities of resourceful-
ness and sensitivity to a much greater degree than was necessary.
in the past; resourcefulness in planning and educating for a
changing society, and sensitivityto the needs and demands of the
developing child within that society." (27)

é§§~hf Without being so certain as the NUT that these quglities

were needed any the less in the past,.the summary is very much
in keeping with the analysis undertaken by the OECD in its own
project on "The Changing Role of the Teacher and its Implica-
tions", also in 1971. The experts who contributed papers* and
met for discussions came from five countries** and they spoke,
for themselves of course but also for official and progressive
opinion in.their countries, with a remarkable degree of agrec-
ment. The Rapporteur, Mr. Shipman, summed up their discussion by
saying that there is likely to be"a shift in emphasis from teach-
ing as the transmission of knowledge to teaching as qge organi-
sation of knowledge", and to the teacher as "the manager of the
means to acgfiire knowledge" - this formulation is infinitely more
satisfactory, partly because it is far more complex, than the
naive antithesis which one still meets quite frequently (even in
OECD papers) to the effect that the teacher's task is not the
transmission of knowledge but the development of the child. How-
ever, this move towards the encouragement of self-directed ’
methods will need to be "carefully monitored, especially in the
case of children coming from culturally deprived backgrounds'.

In this developing situation, the role of thegﬁeacher is bound
to change considerably. The whole learning si ation, including
assessment and working relations between feachers and children,
will be far more attentive to individual needs and capabilities.
The teacher's technical skills will have to be based on "a mas-
tery of the sources and methods of knowledge" and of .new modes

of learning; and they will have to include the ability to work
closely with parents and social workers so as to "remove block-
ages' to learning and td stimulate motivation'. Clearly this
degree of change will depend on a change in the attitudes of
teachers themselves: towards a greater understanding of the
process of child development and the relations between school,
home and community, and (which is perhaps the most difficult
change of all for traditionally trained teachers) towar@s the
concept of team planning and collaboration in the learning PTo-—
cess and away, in large measure, from the security and authority
of the one-teacher classroom. Mr. Shipman went on to suggest that

"It is when the mowe towards the co-operation between
. teachers is combined with the new emphasis on the part to be
played by the learner in his own development that the radical |

* The Téacher and Educational Change : A New Role, General Report,\
Vol. 1, OECD, Paris, 1974. ‘

** Belgium, France, Sweden, the United Kingdom and the UYnited

States.
q
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changes in the teaching role become fully apparent. ’/
Indeed the term 'teacher!' becomes misleading, for the
teaching that rewains is primarily concerned with equipping
the child with the skills necessary for self -directed
learning to occur. But even this is supplemented by activ--
ity designed to motivate, remove obstacles to learning and
ensurc that individuals have acquired the basgic knowledge
necessary for furthgr work. With olde%t chiigren the
wanagement of learning resousces, individual scheduling

and counselling may take priority. But at each stage of
the educational process a high level of skill is required
and a new title such as 'educator! may be more appropriate
then the term 'teacher!'." (28) .

) Thus the actual classroom job, has beconic, or is now at
last perceived to be, infinitely more complex and it draws on

ail infinitely wider raf,e of knowledge and abilities than before.
Simultaneously, the tehcher is evpected to understand far nore
about the intcrpley between school and comnunity, between
lcarning and social ana home background, and also far more

cbout thd sciool &s 2 social institution. It is true, at the
same time, that people!s disappointments about schooling are
correspondin;ly lcrge, so that tecchers quickly become the
wnipping boys of society, either for their incffectuality or

for their complicity in the face of a corrupt or at least
diseased social order. But either way, the evidence undoubtedly
Justifies- the Feure Commission's conviction that "intcrest in
cducation has never becn greater. Among parties, gcnerations

cnd groups, it has becoae the subject of controversy whiich

oiten takes on the dimensions of political or idcdalogical bat--
tics. iducetion has becouwe onec of the iavouritec theimes of
cupirical or scientific socizl criticism.® (29)

With the unmistcliable crriwval of cducation and schooling
ot the centre of the socicl scene hos come the acknowledgcd
arrival of the teccher cs proiessional, in some countries as
2 mewber of the "helping" prffessions. Ong index of thig
~rrivel is the transformction in the sclery scales of tecchers
since the war, which in countries like Sweden, Dennark and
Germany have enabled teachers to live (if they wish) lixe
comfortable bourgeois, and even in Englend to live somewhat
above the breadline. A second index is the increased {low of
sraduates into the profession. And the third inde:z, of
particular rclevance here, is that thc academic standard and
prestigc of tcacher training have been significantly raised
dnd the teacher training colleges and ndrial schiools have been
all but fully zccepted as institutions not merecly oi post--
secoandary but of higher education. The fornm thrt this acceptance
toues in four Luropcean countries will be studied in the next
cnanter, '
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The teacier, wowever, is only onc of tile proiessionals

oi eaucction, cind tie hicrcrchy of the vuwucction profession,

waich has secn to it thet the infant cless teacner is at the

bottom oi tie heap, is presunably sowething like this:

- '
tilnistry oi uducation Burceucrats
nectons/Vice -Chancellors of Universities:
Locel/liegional .iducation Bureaucrats
v Principcls of Colle;,cs, Polytechnics , <)\L

- . ~ . . ™~
laspectors ol licucation 4
Proicssors (ox subgécts other then liducation)
Proiessors oi .iqucation/Pedeco0sy

// Heaas oi elitp Secondary cnd Private dcnools
aculty oi Univeisities

o

lleads of other Sccoadary Schools -
Stoil of Collerses ond Polytechnics
eads of Primory Schools -
Nteii of elite Seecondary Schools
Staff of other Lecondary Schools
iiecds of Iniunt scnools

staris ol OPiwery Lciiools N

a Ctati ol Inicat wcinools.

g netionzl varictions on this list could neaie ©
inztructive warlouir power--paue, and no doubt wany more than
1/ wungs could be devised for tie ladder. The _ame would
involve o nwiber oi fycaitional and hitierto warltcerable rules
cbout, the wey, the distonce wad Tae speed witi: walcih: pleces
nay Jwap wp the leadder, iancluaiag, oi course, tile rule that
ey ¢o 1ot .love dovawards. But while pieces co.aetiuacs jump
uHVSGs, oraci's Lie advice are constaintly wovin, Gowawaras, .
oae herc the nationcl varictions are very jreat as to the .
oroportions ox order and edvice wiich wny iunctioaary can nand
ownl to cny other.
A3

Thig is not ail urduly ironic portrait oi the educationecl
pover structure, wic it is particularly relevant in a ais-
cussion o/ the teocner's role aud iunovation. i'or this Liind ox
aicyciely is not oaly iadaiczl to wmeny forws oi innovation -
tect is obvious cuaou,a, Lt is oobstiuctive in ways wioichh gy
onl s iccairtly nave becoiie avpeient.  Thus teewe is reason to
helieve taet tlhe iesistaance o. teachiers to immovetion can be «
oiw c.icctively overcowe by tuciy colleagues tiian by tieir
sujeLvisos, wid yet it is still quitc rare sor classroou
teacueis to be divectly iuvolved in tue pleanniin, of innevation

allG 1'eioini.  Oiv, to tToite a very didlierent elaxple, a power
stiucture oi this Lind,'howover liberally it functions, is bound

.
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to engeunder authoritarian assuuptions ndﬂ;blationships which
contradict the teahcer's changing roles. An Auerican <teacher
who experiuented for a year with a 10th grade "open" nglish

class in a New in;land Lhigh school noted that "one of the most

serilidng changes is that the direction of the flow of couaand

‘wrow levels ox authority down to the student is reverscd.

wtudent requests led tiuouugh the teacher to Gemands upon the
aduinigtration, a change waich discoubobulates the establisned
systew" (30) -- and, of course, vice versa. Ilierairchies breed °
nierarcnilos, and so woos education and so co educationists,

©ll too easily s.d cowpulsively. Whereas the c.iencipation of *
Ttae tewcner as ianovator depends on a sense oi «utuality, on
open relationships end zroup collaboration, and he will not
practise” in the school what the systen does not practise with
ilu.  poreover, tihe euancipetion of the systea does not consiast
o1 steinding the ladder oa its lhicad and reising the pupil- Lo the
gt dejree of importunce over al 11érs, ior thet is to create
o new discoubobulction. The oy exception one wizut be
teipted to make is for the ingant tcacher, who encounters the
ciillc while ne is still learrfing and growing and discovering
by leaps and bounds and who can probably do more than all the

v rest of the nierarchy put tozether to transform the child's
world and would his future. :
™~

- This analysis is not, nowever, to gquegtion the necd for
e diversification oi thwe system, quite the opposite. Just as
t..e enorwous coumplexity of tile system requircs a great range oi
taleat znd e.pertise, so tihe .ind oi task which tue teacher--inno-
vator is asked towdertake nclkles it very "doubtful whetier all
t.c new qualities required of the teacher can be found in one
anG tiic sawe person," (31) and also, be it adéed, all the new
itunctions. A long list of t@ese iunctions within the school
can be asseabled irou any pager ol ,conieronce on innovation and
tile teacuer: A !

there 1s tie teacher as';royn leader, work organiser,
e.pert and propagandist‘?52

’

or the teaciner as parent, coufysellor, policeman, and
osychiatrist (33),; \ ¢

[ RN . .. .

- 01 the teacher as eiponent bif#isual, auditive or audio -

visual concretisation (34).

or the teacner zs creator, in

) tor, innovator -piloneer,
so0lloweir (39), &

- 01' tule tTeaciler

[

8 leseaicuier, etc. etg.

IZ tuese lists ere not ianciful, it folliows that ,
elther wteacicrs will nola on teaaciously to a strictly limited
view oi tueir job, ii thne intecrests of aere survival, or tlhere
17ill need to be a diiierentimtion of ifunctiois witain the
scnool coiwmunitv. The Internationsl Wori:siop organised in 1907
by the Max Plencl. Institute on "The changin; role oi tecachers
required by educational innovations" _ave a good deal of

o »
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attention to this ulversgification of functions. Johnston (36)
listed the specialists out of whom the stafi of the school
might be constituted: .

~ ‘teachers

- teacher--aduinistrators L

- teacher-consultants ("academic and/or skill specialists")

-+ ‘teacher.-counsellors .

- teacher-resource agents, e¢.g. librarians, audio-visual

eleetronic specialists, programmers, text compilers
-- clerical ancillaries :
w,e = S8oclal ancillardies

— custodian cncillasies.
Trwap insistcou thet ™he identification of what teachers must do,
cnd vihiat may be doue by a variety of agsistants, 1s a funda--
wental ingredient in professionalising teaching". And Rodhe
€evelopea the concept oi.the teacher as member of diiferent
liinds of teams, working throuzh sets of "horizontal relation-
ships®: :

¥"The doctor end nurse cane first,/ihen other experts, e.g.
social worker, psychologist, librarian, ~V.-specialist, etc.
The result of change in these horizontal relationships is
that the teacher is asked to work in different kinds of
teawus, such as the teaching team, that may be depcartmentcl,
or cross-deparimental ang consist oi heacd of tecm, and teii
uembers (fully quclified teacher, teacher in training,
instructional assistant, clerk), the departmentol tean,
consisting of heuad of department, tcacher meubers of
depcrtuent, speciolizing in verious cspects of the
department subject wetter (libraricn, A¥--specizlist,
technicicn, clerk, etc.), the guidcnce team, consisting

of principal, assistant princip:l, hLowc roouw teacher,
gsocial worker, psycljologist, or o cowbination of both in
the pcrson of zuidaijce counscllor."(37) ‘

: Thus, whethep one looks at the ramiiicationsoi tne
cducation systew at‘large, or at the increasing coupleiiity of
the individuol teacher's role, one sces the nced today, not for
wierarchies or for Vchains of comand", but for a network of
reciprocal functions. Both the largest and the suecllest--scale
plasming, for instance, of the shape of highcei ecucation or of

& scruence oi lessoils, iwplies extensive tecw-work; 1in the

cus. o. the lusson, this means discussion with colleagues and
pupils. Anda obviously cnough, teccim-worlk is only possiblc if

the toecuws have beea designed cad brought into being ana if
theilr weabers belicve in the process oi paiticipetory deumocrccy
and 1its wmethods ox worl:., This is not tie place to examine the R
concept of participatory planning in education; but the spirit
of such participation wes well conveyed by one of the con-
tributors to last year's 0uCD mccting of Couniry lepresentatives
and Nxperts on this theme - all the accomprnying pepers are

very mucl worth consulting: ,
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"The process ox purticipation is closely commected with the
creatlon of & new type ol ducentraslization and centralization
- based not s0 wmuch on the donilnance oI hlorarchical groups '=
but more on the integration of interests. cnd autonomy of all
denbers, of the systeam -~ wiich also contributos to a.
creative initictive and humenization of wmaonagement. Increasea
cutonowy requires transition froa the treditiocnal management
oy tashs to mencgement by objectives."(33)

Tnis contributor, Bozidar Pasarid of Yugoslcvia, expressed very
cogently the depree to which this concept wust perwccte the
educction systen as a whole today and cll its processes ana
relationshins.

3, ZLTowards tae hi her education of teachers

As 2as beeuw orgued in the last section, the tasl:, the
proiille of ‘the teccher has been all but transformned in the past
otneration., Indeed, the wetcphor is a lfmiting ond, for what
is cpperent is a chenge not only in the concept of teacher and
teaching, but a zreat enlargcuent of the role of the school and
oi education in the popular mind. There is virtually no
individucl and sociel i1l which the school and teacher are not
cipected/ tp tackle and put right, and the roll--call of ills
2as becole steadily louder and longer. How far has this
influenced the teacher's morale and image of hinself? There
aust still be greatl numbers of teachers at all levels who
coniorm to yesterday's stercotypes - lwussian educationists
are said to plan ou the assumption that thiere are two bad or
iudiiferent teachers ior every sood one. ilow faw, for iastance,
aas tie socicl prestige of teachoers, - measured either by their
owa c¢stiucte oi how society renis them os a profession or by
tue estimotes of cross-sections o weubers ol the community,
changed in the past 20 years? ‘A study made in 1956 which
compared ranking studies from the U.S...., Germany, Great
Britain, Japan, New Zealand, and the U.3.S.R., found that "the
position of teacher was virtually standard across the six
mations, ranking slightly below such occupations as certified
public accountant and army officer, slightly above farm owners
and operators, and well above skilled craftsmen." ,And a very
comprehensive study in which a representative sample of the
entire adult population in the U.S.A. was asked to rate 90
occupations, emerged in 1953 with the public school teacher 35
places below the U.S. Supreme Court Justice af the top of the
scale (though 55 places above the shoe shiner*at the bottom):
the teacher was just below the economist and building contractor
(in the U.K. the former is probably highly prestigious and the
latter is certainly not), and just above the railroad engineer
and the county agricultnral agent. (39) Where *the distinction
is made in such studies as these, there is an appreciable
difference of ranking between different grades of teacher,
notably between high secliool, secoudaty, ‘and elementary, though

it is probable that this gap is closing.

It is not to contradict the acrounts given earlier of
the teacher's changing role to say that a great many teachers
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do not seem to be aware of what is in store for them and that
they would very probably dissent if they did. Significantly,
even where teachers are already engaged in innovatory situa-
tions, as at the Yerres Centre in France where the object was
to "set up a new educational CO%plex in an urban area &8 a
stimulus to the 1lifé of /a constantly changing/ community",
even here there 1s reference to "the inertia of habit and the
lack of '‘assertiveness which make the teacher a prisoner of his
conventional image". :: Even among the teachers "who came to
Yerres in order to break away from the old routine and embark
on a process of change", there would seem to have been "mno
success 1n evolving a joint definition of this new role of the
teacher in a new educational context". (40) For whatever may
be said of educational consultants who find themselves brought
together by OEOD and UNESCO, teachers as a profession have all
the conservatism of professionals an8l probably rather more,
because they inherit the conservatism of one of the most
socially mobile groups in the community - having "arrived",
they are desperately anxious to "hold on" to their newly
acquired social status. Thus one of the other participants in
the OECD project reported that:

"Changes in teacher role occur gradually but teachers
themselves seem to sense that their role has changed.
A study made in which 3,000 teachers were sampled by
the American College Testing Program of Iowa City,
Iowa, got the response that teachers are called upon
"to be more of a parent, counselor, policeman, and
psychiatrist than a teacher". This could be T
interpreted to say that teachers recognise that their
L Tole is changing and that they do not like and/or
are not prepared for the direction in which the change
is progressing. The change is probably not in
agreement with their view of the proper role of the
teacher." (41)

~ And one of the participants put ég a. good deal more strongly:
"It is widely recognised that te#hers have overwhelmingly
accepted their copservative and reproductive role as dominant.
Thus recent research has highlighted the teacher's diffuse,
conformist and moralising qualities.” (42)

It is obvious, then, that the large changes described
earlier will only come about if they are part of a national
., programme of educational development, ‘one of the main.elements
“of which would be a major development in the education and
training of teachers. What, broadly speaking, might this
. amount to? The OECD studies already referred to considered
this question at length and concluded that:

eeeee..."These changes in the education of the teacher
will necessitate changes in the status and organisation
of the colleges concerned. The traditional system

for preparing teachers usually contains two channels,
one through jversity, the other through colleges

of education.” These in turn usually lead into

g | 30 ,




3

»

.

academic secondary education on the ome hand, and
primary or lower levels of unselective secondary
schools and the teaching in vocational and technical
subjects on the other. Little comment 1s necessary
on this division. The differentiation has been an
anomaly as comprehensive secondary schooling spreads.
It acts 4s a damper on the hopes and efforts of the
teachers coming from the non-university sector,:
while cushioning the teachers coming from university
against the need to keep abreast of the developments
affecting their role as teachers. . . .

« « « « « The linking of teacher education to higher
education will inevitably change the orgamisation of
"the training colleges. They will have to shed their
restrictive practices. It would be anomalous if open
schools co-existed with closed colleges. If active
learning is to spread in schools, it must be practised
in the colleges. Such a reform in-the colleges

v " would also facilitate co-operation with schools in
the preparation of student teachers, relate theory
mdre closely to practice and help link teacher train-
ing, both initial and in-service, to R & D _ P
activities". . . .(43) _ J

It would not be sppropriate to’éb over this ground
again. The particular concern of this study is to examine how
far the very sizeable business of "producing" the "new"
teacher and helping him to carry out his new role is related
to the way in which the teachers' colleges and universities
are linked organisationally and academically. For what is
happening, as the next chapter will demonstrate in some detaél,
is thatfg&tional programmes of development in higher educatidn
are profouncly affecting the relationship between colleges and
universities, though in some instances they are being under-
taken for reasons, social and political reasons, that may
have rather little to do with the academic needs of the teach~
ing profession. The two particular questions which need to:-be
considered here are:

-the viability, as an academic community, of the
teachers' college;

%
-and the integration of the prospective teacher's
academic and professional studies.

The esgablishment of teaching as a profession has
carried with i?¥ the demand that teachers' colleges shall be
firmly located in higher education and that teaching shall
become a graduate-profession. Exactly what this means differs
a good deal 'from country to country, for if the.concept of a
profession is imprecise, so are the boundaries o igher
education. But this much, at least, can be said: that higher
education implies a disciplinary and conceptual approach to
studies, informed by research and by intensive study and
reflection. In higher education, and notably of gourse in
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universities, iearning and teaching are im licitly, and quite
aften explicitly, in touch with scholarship and with the
ghifting frontiers of knowledge.

As the business of training "masters of method" is
replaced by the task of educating professionals, 80 the role
and, \th§oretically, the character of the normal schools and
train ng) colleges have been transformed. But initially at
least, ese schools and colleges are mostly too emall and
they lack the intellectual resources to exist as self-
sufficient institutions of higher education 4in the full sense.
And thus the question of their relations to universities has
become a dominant one, for they are bound to depend, for their

“intellectual reinforcement, upon larger and more elaborately
endowed institutions, which in most countries are universities.
The full professionalisation of teachers cannot be adequately
defined in terms of salary structures and conditions of -
service, nor in terms of whether or not they hold degrees.

A1l of this is the necessary apparatus of professional status.
But the essential core of the matter rests elsewhere: it
depends on the ways in which the education of the teacher as '

a professional 8 in immediate touch with the Intellectual A
Tife of higher education. Aif the professional is the man who
applies the concepts underlying his resources of skill and ‘
wisdom to the solution of new problems, then the teacher,

whose very task is to equip the generations who will be living.
amidst tomorrow's problems, must be a profeassional or he
becomes an obstruction. What has not always been perceived

are the intellectual and academic implications of professional-
ism, though it has at least been conceded, in the past genera-
tion or two, that it is in the area of higher education that
these implications have to be studied and realised. '

The implications of size, especially in the case of an
independent and often isolated institution like a tegchers'
college, are clearly of the first importance but they are not
easy to "prove". Colleges are of :all sizes. In West Germany,
a number of them are well over 2,000; but in that country, as
in the others, the majority of colleges are congiderably
smaller, often as small as 500. - The questions one would like
to pursue in a more .detailed study would relate to the teach-
ing patterns within individual colleges and to the size of
individual subject groupings, in particular the number of
specialist staff within each subject. In a college of

, 2-3,000, there might well be quite a viable group of
philosophers or mathematicians, for ingtance, and no doubt a
large number of psychologists. But how about in a college of
5007 The key question (to which it roved impossible to get
meaningful answers by corrospondenceg is the meaning of
"a viable group", not simply for the purpose of teaching the
necessary courses, but in order to maintain a self-sufficient
academic nucleus of colleagues working in the same field.

Only a close study of the work of eackh of these
colleges could reveal the full picture of the academic
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linitations imposed on them by their comparatively small si:ze.

"This may seem, of course, to beg the question how far they

conceive themselves to be academic or onl}y professional
institutions. But if they are functioning within the sphere
of higher education, the distinction is mainly one of
orientation and emphasis; from either point of view they will
need to be engaging in "a disciplinary and conceptual
approach fo stu%ies, informed by researck zond by intensive
study and reflection" (to quote the formulation offered
earlier). How far can a small group of (2) historians, or
(3) philosophers, or even (6) psychologists function at this
level on their own, if they are not Piagets or Bruners and if
the amount of study and research for which they have time and
resources and competence is necessarily restricted? It was ;/
out of such small isolated pockets of training college teach~
ing that there grew up, a% least in Edgland in the years
before the war, studies which used to unkindly described
as "Treining College English or Maths" or "Educational
Philosophy or Psychology", studies which bore all too little
Tesemblance, as disciplines, to the subjects of the same name
pursued in universities.

The moral of this part of the story is clear enough. Y

If teachers' colleges are to move fully into the area of higher
education, they muct either be very considerdbly expanded -
only some of the German colleges of about 2,000 are qf a size
to be independent and academically self-sufficient; or the
must enter into relationship with some other institution(sg,
with which and through which they can augment their ownm
&ntelleqtual resources. I1u the following chapter, this process

s examined in four countries, and it remains to be seen how
far the great mass of institutional planning to be found in
these countries bears very relevantly upon this question of
intellectual resources. One has to enquire, at any rate, what
federation or integration amounts to for the individual teacher
in either institution? What impact will it have on his teach-
ing of the discipline h sses? On his individual studies? -
On his research? How r will institutional links be trans-
lated, or will they spowmtaneously translate themselves into
academic collaboration, and what is this likely to mean? And
what might” be the forms of academic discourse and dialogue
between teachers working in different institutions? How about
collaboration in the area of research?

There is one major question which may or may not be
illuminated by the case studies in the next chapter but which
mnust be considered here, and that is the question off the
curriculum of study thought appropriate to the teacher in
training and above all its relevance to his new role. 1In
particular it is important to ask how far the two separate
models, the consecutive and the integrated curriculum will be
fused in some fashion if the institutions are themselves fused,
or whether one model will tend to oust the other, for better
or worse.
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The close link between the primary .or elementary
school and the normal school coupled with the belief that the
teacher need to know a little more than his pupils, but for »
safety's sake not much more, meant that the professiodal train-
ing of teachers continued for a long period to be based on a '
very simple curriculum, made up of some further acquisition of
basic skills and an initial training in professional skills.
The relationship between these two elements of the course was
probably quite close in practice, in the sense that the
pupil-as-teacher was simply required to take note of what was
happening to him as pupil and learn to do likewise. Out of
these unpretentious beginnings grew the main features of the
normal school and college course, that amalgam of personal
education, curriculum subjects, pedagogic studies, and educa-
tion in theory and practice. At the same time, the concept of
the Whole Child, who has become the subject of the teacher's
theoretical preoccupations, has led to the concept of the
Whole, Integrated Curriculum, and so long as the teacher was
trained in a one-purpose institution of a small and intimate
character, this philosophy could acquire the force of an almost
religious conviction. : :

, Across the border, as it were, the training offered to
the secondary and grammar school teacher has retained a good
deal of its feudal character. The major part of the teacher's
training was, and still is, held to consist of specialist
studies in a narrow range of intellectual disciplines, possibly
(but not often) topped off with a short course of educational
studies, theoretical and applied. The latter, being in an
academically underdeveloped state, were viewed with a good deal
of superiority if not contempt by the academic establishment.

It would be presumptious to offer comments at large on
the range of subject-disciplines offered for study in uni-
versities and on the way they are taught. None the less,
considered in relation to the academic needs of tomorrow's
school teachers, it has to be said that they are not notably
to the point. They tend towards an academicism, a concern to
train the research mind, a degree. of specialisation, which do
not have very much to do with developing the mental qualities
required for the task of teaching today. & major complaint
about university courses, certainly frgm a pedagogic point of
view, has to do not onlyeyith their content but with the way
they are "taught"., lMass ‘lectures delivered ex-cathedra by
professional pontiffs or by aspiring younger academics (and in
mathematics they are commonly delivered at slow dictation
speed), reveal an attitude towards the process of learning
which is the exact opposite of the "ideal" schoolteacher's,
and in addition they may, though in science faculties they
probably don't, involve an ossification of kmowledge. Oof
course, university teaching is not all lectures, at least not
in all countries. DBut the rapid growth in student enrolments,
which has often not been matched by faculty numbers, has meant
that seminars and above all tutorials have almost certainly
decreased at undergraduate level. Ironically, there seems to
be a good deal more talk about individualised learning at

: e
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school level than in the areas of higher education where
teachers are educated. R

4

The colleges and normal schools, on' the otheg hand,
have gained very considerably in prestige during recént years

" by reorganising and upgrading their academic courses and by

taking on specialist staff of higher qualifications. As a
result, the main subject studies have become academically more
demanding and respectable, and have been accorded recognition
by universities - for instance, through the granting of
university awards such as the Bachelor of Education (in the
U.K.) to students in colleges. Since these studies only
occupy the equivalent of a year or so of the student's course,
they have had to be thought out afresh, and in most institu-
tions they have been pruned of the historicism and academicism
which still often characterise them in universities. .There is
evidence of attempts to find new principles of selection and
even new conceptual bases on which to shape these academic
courses. None the less, two basic premises seem very
generally to have been retaingd: the premise that such courses
shall not be professionally oriented, and the premise that all
academic disciplines are "equal". THere are grounds for
believing that these prcmises need to be, and indeed that they
are being, questioned in relation to the education of the
teacher, however valid they may be for students who are not
going into teaching. \

It is almost certain that the kind of mastery which
leads and equips a person to teach his subject includes
feeling of hawving studied it for its own sake as well a¥ a
preoccupation with the pedagogy of the subject. These two
aspects of his study are complementary, and for the prospective
teacher to engage in academic study simply for its own i?ke
may amount not only to self-indulgence but also to self
mutilation. For the teacher has to gain an educational as
well as an academic understanding of his subject or group of
subjects (and it is probable that many teacher students, and
not at all only those going on to teach in primary schools,
will prefer to study a small group of subjects rather than
only one). Part of this educational understanding will relate
to the nature of the subject itself, and part to its relation-
ship to the developing needs of children, and in this respect
it is most unlikely that subjects will be found "equal".
Bruner, in fact, has argued that Jjust as "there are daegrees
granted by departments of physicts, in theoretical physics, in
experimental physics, and in %@plied physics, why not one in
pedagogical physics?" "~ And hig conclusion is that "on a
pgzctical level the entire univy ity comimunity - indeed the
etire intellectual community .4 must\have a role in education.”.
(44) Far from teacher-students pursuing physics or other
disciplines without any reference to g¢ducational considera-
tions, and simply for their own pergenal development, Bruner
might be said to be proposing that all students, whatever their
ultimate professions, should study explicitly the pedagogy of
their disciplines as one way of learning "tremendous amounts”
about them. o
v E\m
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As it happens, what Bruner goes {(or went) on to _
propose is that where the entire university assumes a role 1n
education, there is no need for a separate education faculty.
Which is at least @ more respectable argument than those
normally advanced for not .admitting education as a separate

. discipline or field of study to the university. In most
countries education is still not offered as a subject at under-
graduate level; and being confined, it is thought, to the
training of teachers, the education department is all too
often treatéed as a second-class academic citizenry, which, as
a result, is precisely’what it becomes. The education depart-
ment draws on and shapes those disciplines which ‘can clarify
the educational task, or, in Olson's phrase, which can serve
as "the source of understanding of the milieu_in which educa-
tion operates". Olson lists a formidable range of relevant
disciplines: : ‘

"An elementary teacher teaching in a self-enclosed
classroom, a middle school teacher teaching either a
general or a. specialized ared, an early childhood
teacher with his Dienes rods needs to know a greav
deal about the fundamentals of mathematics and the
fundamental properties of matter; he needs to know
about linguistics, dialects, and language acquisition;
he needs to know anthropology, sociology,/and the way
in which the human group operates; he ne&®ds to know
the fields of learning and behaviour. "An hEIpbeds
to be able to apply the insights of these fields to
the teaching of reading for instance." (45)

~ Yet it is not so@long since some philosophy (of a kind) and
some psychology comprised the sum total of the would-be
teacher's professional courses. As a team of international
‘experts, meeting under the augpices of UNESCO to study
current problems of teacher education, noted: ;

T .

ufven if it were possible fof the time assigned to
academic courses to be somewhat reduced and even if
the total period available or initial training

could be extended, we would %till have to face the
fact' that professional coursedas at present envisaged
are overburdened." (46) S

In addition, there are -the specifically pedagogic
courses which, in the opinion of the UNESCO group, have
"fallen'into singular disrepute" - one is thinking of courses ™
concerned with the planning of curriculum, with the sequence
of syllabuses for children of different ages, with class
control, etc. Formerly these courses embodied hallowed
.answers to familiar problems. As the UNESCO group puts i%t,
teachers "passed on the fruits of their experience with
considerable confidence in the form of aphorisms and slogans
which still enjoy currency and which probably enshrine a good
deal of wisdom'". But, the group goes on to say that
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"the pedagogic courses that are currently offered
lack autiaority and conviction. Our impression is
that they represent a curious amalgam of traditiomal
elements and 4Zastily improvised innovations....
Courses on methods of teaching commonly retain the

' old hortatory maxims interspersed with some doubtful
extrapolations from theories of learning." (47)

In the last few yeams, curriculum study and analysis have made

‘seven-~league strides forward and they have assumed the

chardcter of a technology, if not a science. Though better
than "aphorisms and slogans", a good deal of this work is the
antithesis of "wisdom", and has not, in sum total, done all
that much to rehabilitate this aspect of the teacher's work,
though it has greatly complicated it.

Finally there is an area ‘of collaboration which is

- central to the business of training teachers, though it cannot

be said that what takes place there is notably collaborative
and free from hiergfrchical assumptions. This is the area
concerned with teaching practice, in which the teacher-student

. acquires experience of what it means, what it islike, to be a

teacher facing children aund working with colleagues: and where
he brings his theoretical educational studies to bear on his
practical task of teaching. This part of the teacher's train-
ing probably takes place in specially selected schools, though
in some countries the number of practice places needed in

'8chools is so great that a majority of all schools have to be

used. But only a part of this practical training takes part
in the school: the related parts, comprising such educational
studies as philosophy, social sciences and history, and such

-studies as pedagogy, audio-visual methods, curriculum analysis,

the apalysis of subject-disciplines and of inter-disciplinarity,
these commonly take place outside the school, in the teacher's.
college or seminar or university.

Though &all these parts are intended to come together
and fuse into a working philosophy for each individual teacher,
they do so more often than not by accident and with a minimum
of design. The school itself is often denied a serious
tutorial role in the training process: it becomes simply the

" locale in which the student practises his skills, frequently

under the supervision, not of the classroom teacher (with
whose pupils the student may be playing havoc) but of the
visiting tutor from the college or university seminar. This
system, which is the antithesis of true apprenticeship, is a
pernicious one. It does not help the student to integrate the
diversé strands of his studies; and it fosters a divisive
attitude towards the profession of teaching. Lecturers and
tutors in education always run the danger of getting out of
touch with the classroom and the life of the school, and so
it i1s essential for them to visit schools and work very
closely with teachers as well as with their practical teach-
ing colleagues. But the obverse of this is that the class-
room teacher runs the danger of losing touch with developing
educational theory and experiment, and one way of ensuring
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that he keeps in touch is to give him a tutorial role in the
training of teachers which, of its nature, forces him to re-
examine his,ideas and methods and to take advantage of in-
service education. In this way the traiping process becomes
an educative process, and provides an id2al area of close
collaboration between institutions and between different kinds
of teachers and the.students. : -
It is perhaps inevitable that the education of the
teacher tends to be discusséd in terms of the component parts
of which it is made up, and the UNESCO group make an ilmportant
point when they note that these separate elements, such as the
main subject courses, the curriculum courses, the education
- and pedagogic courses, have been taught for understandable
histori¢al reasons by staffs of very different experience and
of uneven academic qualification. The pecking order among
the separate groups of staff has militated against the inte-
gra%ion~of studies which has been everyone's ostensible aim.
Moreover, where the teacher's education is carried out:
consecutively in separate institutions; most often in the form
of a “subject course in a university followed by a pedagogic
course, of various elements, in a college or seminar, only a
modified degree of inte-rution can be achieved, if any. And
this leads to the ironic situation in which teachers are
increasingly expected to provide an integrated educational
experience for children in school, when they themselves have
experienced an educatira and training that is often notable
foghits lack of integrationm.

The problem of ensuring that the character of the
educational experiences which the teacher undergoes in training
is not only appropriate but-is also consonant with his new
teaching role is all too seldom to the forefront of the 0
planners' minds - unless it be the ndive view that experience
in a comprehensive university acclimatises one to teach in &
comprehensive school. Some’ aspects of this problem are
touched on in a paper. on 'The balance of studies in colleges
of education' by the principal of a college in the U.K.:

"In the first place students must be made familiar

. with at least some of the apparatus and material

" comins from so many sources in the present day,
and must learn to evaluate it, If they do not make
a start 1n learning how to do this in college they
are going to be passive recipients of kits and
packages all their days. They will be helped in
evaluation if they can look at the material both
from the point of view of the specialist in education
and from that of the subject specialist. Secondly
they must have experience themselves of working on
the material in the same way that children will be
expected to work, that is, with appropriate tech-
nological aids, and in different kinds of groupings.
Thirdly, they must be prepared to throw the material
of the curriculum into novel combinations and to svudy
the princibHles involved in integrated or
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: {
inter-disciplinary studies and traditional subject
study at different ages. New methods of study will
require new and careful methods of assessment of
what is learned." (48)

These suggestions relate primarily to the curriculum field.
At the same time it is insisted by this writer that:

"Only by looking deeply at the process of learning
as he undertakes it himself at a level suitable to
a student can he understand what education is
about and acquire the standards by which to judge
his professional work." (49)

This is well said. It is a reminder that schemes of education
and professional training either come together or fail to come
together in the minds of individual students. Where, as in so
many of the schemes for integrating or linking the college and
the university, the various elements of the course(s) are

laid end to end or loosely alongsidc one another, and where
the student does not-encounter experiences which fuse these
elements into a bindirg relationship,'it is at least probable
that the many and variou: clements of his role as a teacher
will similarly remain discrete. His emancipation, like the
curate's egg, is ‘likely to be speckled.
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CHAPTER III

1. Proposals for integration in
the Federal Republic of Germany

The reforms of post secondary education betﬁéﬁﬁfomoted in
Germany are the product of many pressures of which a "predilection
for organisation" may well be the first, "tempting (them) to try to
put Bome order into (such an) irrational outcome of history" (50).

In fact the structure seems to be not so much irrational as untidily
heterogeneous, consisting as it does of a great hierarchy of insti-
tutions in a state of would-be upward social mobility towards the
coveted status of university. The first institutions to Join the
universities at the %op of the ladder were the "polytechnical
schools" which succeeded in becoming Technische Hochschulen and
finally- full universities, when they were authorised to award
doctorates. But their promotion left a vacuum lower down, which
was gradually filled by Ingenieurschulen, recruiting students from
the middle level of secondary schools, and by other colleges specia-
lising in commerce, social work, seamanship, and other trades and
crafts. And gradually they too, though not seeking to make the Abitur
their criterion of admission but rather seeking to make it possible
for many students to come up through apprenticeship plus qualified
vocational school, have aspired to" become professional colleges
(Fachhochschulen 5. In fact, the key motive for the upgrading of the
Ingenieurschulen was not so much vocational and professional needs ¢
gthough that was the argument) as the status interests of students
qualification being measured by the number of years spent attaining
it) and of staff (wishing to become "professors" and achieve a higher
ranking in the civil service pay scale). -

The Padagogische Hochschulen, or teachersiggpiiéges, however,
do require the Abitur and thus their entrants have the option of

going to the university; and they recruited in 1969 much the same |,
proportionr of all students as the Fachhochschulen & 12.7 per cent as
against 14.5 per cent - compared to 65 per cent in the universities.

. The teachers' colleges, having achieved the right to confer doctorates,
that symbol of status in German society, had already achieved Hochschul
status when the proposals for the creation of the Gesamthochschulen

or comprehensive universities were agreed in 1970 after some years
of intensive discussion. The system of teacher education at that time
corresponded to the pattern described in Chapter II. Teachers far the
primary and short-course compulsory secondary schools (age 6-15) were
trained for three years in teachers' colleges, plus, as a rule,

12 months of in-service training in a Studienseminar; teachers for the
Gymnasium (age 16-19) were educated at universities for four or more
(often many more) years, followed by 18 months in a Studienseminar;

and teachers for the middle range of the secondary school (age 10-16)
received their training-cum-education for three years either in the
university or college, plus 12-18 months in a Studienseminar. On the
.whole the colleges' courses had only recently acquired some "scienti-
fic" strengthening and awareness of research studies in -education;
while the university regime was based on research-oriented and highly
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specialised courses in languages and the historical and natural
sciences. The one was as narrowly professional as the other was

" narrowly academic, and the latter was inadequately redeemed by the

quite separate course of practical studies offered in the seminars.

This system came ianqr increasing criticism during the
sixties, and opinion was particularly impatient with the

"tradionalism which was characteristic of the educational
system reconstructed after World War II. The o0ld educational
system was based upon early selection between the more or
less 'talented' and upon the ideology of talent given by

.- nature and hardly affected by education, thas affirming
gocial discrimination and unequality of opportunities. This
traditional system was definitely unable to cope with those
educational needs of a developing economy and proved unable
to answer the new social and political demands that were
raised at the same time by groups of social and educational
reformists: students and some of the teacher organisations,
trade unions and internationally minded pedagogues and -
scientists. These aimed at fuller democratisation of
educational opportunities, freedom of p onal development,
free accegs of everybody to higher education, free choic
of profession and qualification levels"(51). . :

Out of this growing volume of discussion arose proposals
for the establishment of Gesamthochschulen, proposals which were
taken up initially in some of the L#nder (for according to the
constitution each Land is responsible for its own system of teacher
training), and then incorporated ‘into a proposed "Basic Law on
Institutions of Higher Education” by the Federal Ministry of

cation and Science in 1970 - the Bill has not yet been passed.
The feature of this stage of the discussions was the degree to which
a gonsensus developed b&tween the Federal Government, whose Social
mocratic principles naturally led it to favour a measure which
seemed calculated tc promote greater equality of opportunity, and
the eleven Linder with their divided political loyalties, together

.with the West German Rectors' Conference, for whom such proposals
‘might well have seemed a threqt. However, the Secretary-General of

the Rectors' Conference, Dr. Jurgen Fischer, has enumerated a long
list of "hopes which are placed in the development of the
Gesamthochschulen"

"with or without the adoption of common admission

o requirements, to open doors in the walls separating
institutions, or even better, draw them all together
within a common framework; by means of a reform, to
co-ordinate or integrate related courses of study in
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different institutions, thus making it possible for
everyone to pursuc his studies up to a level corresg?rd—
ing to his interects and abilities; .

to Semper or correct the uncontrolled growth of
institutions in their federal setting by regrouping

them physically and by co-ordinating curricula in a
manner consonant with the needs of a modern industrial
etate; no longer to reserve exclusively for universities
the concept of teaching ani learning bacged on rggearch -
a generally reco;* sed principle in modern education;

to replace the universality of the wider range of
teaching in each individual university by the

s universality of the wider range of teaching which can
- be offereé by a group of ifitegrated institutionsy

to bridge the gap separating the literary and the
scientific and technological 'cultures' wifhin the
framework o an 'inner' Gesamthnrhschule;

to replace the multinlicity of administrative structures
by crewti» : large unified and self-governing bodies" (52).

Well misht Torstea Husér, the Swedish expert on comprehensive
school reform, have crm.>nied on the Germar idee of the

Gesamthochschule: "The Germans overdo the case!"(53).

Dr. Fischer sums un this catologue of hopes and objec-
tives by caying that the Gesamthochschule "is envisaged not as
the beginning but as the culmination of all reforms". That
depends, however, on the form which the particular reforms
talke. The atmosphere rf apreement was undoubtedly only possible
because the idea of the Gesamthochschule, as a national policy,
~vas formulated in terms so general as to allow the association
between the institutions ol higher education to take two quite
distinct forms: gco-nperation between institutions which remain
essentially independent but linkec, and integration which
involves the creation of a unif.ed institution with a single
governing body and 'a measure of common curricula. Broadly
speaking it ic the integrated model which is favoured by Ldnder
with Social Democratic majorities, by the Rectors' Conference,
and by the main teachers' unions (other than the union of
teachers in the Gymnasium)., And it is clear that this model
involves the moct radical changes educationally, at least in
theory. .

The diviscion between the two main political parties
about integration or co-operation turns on the degree to which
education is viewed as a major agent of social and economic
conservatism or change., The hierarchical structure of higher
education in Germany has been particularly evident in the case

- 1




_touch with research. A representative

46 :

N
qf teacher training, because here separate colleges and
universities have been recruiting students of ostensibly the same
but, in practice, rather different calibre and returnggg/ﬁhem, after
a period of training/education which itself embodied nobberies to
do with research versus practical studies, to quite separate '
schools. From this social point pf view, the co-operative model is
liKely to seem relatively inrffectual, for the separate’ institutions
might retain their distinct professional functions with their
distinct recrubtment policies; whereas in the integrated institution
students presumably enter together and pursue, at least for a time,
common curricula and are comp tively free to move to and fro
between different specialist 2§?eams. It is also said that among
the main ‘reasons for integration has been the pressure to equalise
the different categories of teachers and that many of the parties
involved in the reform of teacher training found it easier to
upgrade and integrate the colleges into the universities (whatever
their drawbacks) than to change the whole salary structure and system
of payment to teachers working under the old system of gradez, From
this point of view, expressed by an officer of the Federal-State .,
Planning Commission (which brings together the Land governments and
the Federal Government), the upgrading of teacher training colleges
may take place.at the expense of the integration of practical and
theoretical studies within the colleges, for their syllabuses may

\now become more like the universities.

It is at this point that the political-social case merges
into an analysis of the comparative prestige of differeént modes of
study, and of "the gap separating the literary end the scientific
and technological 'cultures'", to quote Dr. Fischer. The criticism.
of colleges of education which seems to be wide spread in Germany
is that their curricula and studies have been too wide, training
"the pedagogical decathlon man and woman", and too"unscientific".
This term (which is not commonly used in this way in English) ~
implies that the colleges' educational studies were insufficiently
grounded in. the social sciences and a}so that they were not in

of the G.E.W., the large and
inclusive teachers' union, has expressed-ghe view that "all teachers
should have a very broad scientific education" and this unquestiona~
bly meant, in his view, that "it should be carried through in
universities and not only in teacher training colleges which were
at that time below the standard of the universities". In particular :

"the standard of research work in the teacher training
colleges is lower than at the university. It is not
their fault, but they don't have the means and resources
to do it the same way. It is also a consequence of the
history of their development that the teacher training
colleges were originally founded to teach only cultural-
subjects for all-round teachers,’ and research work in
the subject is not done at all. So this work is done

at the universities. We want the teacher to know the

»
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problems oi his cubject down to the roots so that he

is able to understand what is done in his subject and
to learn later on if he wants to follow up the way of
researc#l work in his subject. This is impossible in

a teachers' training college where this kind of work

is not done but only education research work."

In fact the colleges have found it hard to obtain the
recources to promote much research in education. ‘

It is important to qualify these strictures on the
coileges in two respects. They have brought professional
sociologists and psychologists onto their staff. And during
the pact decade and more they have strongly developed the branch
of educational studies which the Germans call "Didaktik". The
role of didactics:

"is to revise the school curriculum and establish its
fundamental criteria for the selection of elements, to
develop and evaluate the methods of school learning anc
teaching,; to investigate the individual and social
learning 'situation and draw consequences for the
. concept and organisation of “he learning processes in

N the school and finally to er-ble the teacher to draw
all these elementc and insiglits together in his own
task of planning and evaluoting the day-to-day learning
process- of the children and his owvm teaching
activities"(54). - ,

Didactics apart, however, the unscientific character ol
much educational study in the collegec has no doubt been in
striking contrast to the intense academic traditions of the
universities. The great weight and prestige of these traditions

have led, understandably enough, to the conviction that only
thrcugh scme form of integraticn will the colleges be drawn out
of their intellectual isolation and underdevelopment. It
remains to be seei, It is at least prguable that the university
tradition may prove overwhelming. IlMumerically, as has already
been obcerved, the student population of the colleges is about
one-fifth of the university student population. And .
ccademically the universities have revealed{ in the judgment of
M. Ceorges Daillant, Deputy Director of the International
[i.sgoclation of Universities:

"a remarkable uniformity in their curricula, their

ideas and their teaching methods. University educa-

tion as a whole is based on intensive study, nourished
in princinle by research, of one particular scientific
discipline. Lven if in certain so~chlled 'mass subjecto’
(Ilassenflcher) the nourishment provided by research
tends to become watered down and deficient in calories,
the approach remains the same: narrcw specialisation
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along the line of a breakdown of disciplines designed -
to meet the needs of research and governed by criteria
of 'scientificness' (Wissenschaftlichkeit) which exalt
o the purely intellectual aptitudes above all others.
The system is sometimes criticised for doing nothing
AN but produce 'Fachidioten', roughly translatable
perhaps as ‘'expert idiot'"'(55).

It was the view of Professor Heinz Heckhausen of the
University of the Ruhr, contributing to the seminar at which
M., Daillant acted as rapporteur, that this university tradition
is incompatible with the academic needs of the professional in,
training, for whom teaching ideally "consists of a multi-
disciplinary approach to complex technical situations in their
concrete, everyday reality". Professor Heckhausen argued that
the educational objectives of this professional education:

"are directed, generally speaking, towards a more
comprehensive understanding of problems and even
towards the development of the personality. The
object is to enhance the interests, values and
complex human aptitudes (outside the sophistication '
of a single discipline) which will enable the ’
graduate to master in a critical, responsible,
decisive and creative way the complex human and
technical situations which his profession involves. -
This is not merely a question of professional

) efficiency, but also a matter of the qualities of a
life style which is fundamentally political. The
following short and random list may make clear what
I mean: '

ability to recognise complex problem situations;

readiness to assume responsibility and take
initiatives for problem solving;

ability to develop social institutions for
problem-solving;

ability to assess and to classify the factors

of a problem according to their casual relation-
ships and the deg®#ee to which they can be
affected by suitable action;

immunity to oversimplification and critical .
distance vis-a-%is ideologies;

‘aversion to activities which, vhile they may
earn money, power and prestige, are in fact
meaningless and socially worthless;

versatility in assuming different roles in order
to cope with all situations as they arise;

‘ ' persistence in pursuing difficult. and frustrating
taslis if ,tliey premise to be worthwhils in *he '
Q lorng run;- N
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P ability to adopt different points of view and to
sustain a high degree of cognitive complexity;

ability to cb-operate and to communicate with
others;

tolerance for the views and habits of others;

ability to understand social situations, to
recognise the motivations of views and actions,
and to solve social conflicts, etc,"”

. And he concluded his argumént by asserting that such
qualities as these are:

"scarcely sought or required in university education
today., Indeed, intellectual preoccupation with_ the
advancement of larowledge in single dlsciplines leaves
little room for 1t"(56%

Holding these viewe, which add up to a fQQMidable warg}\\
ing, it is not surprising that Professor Heckhausen invites lis
compatriots to "bid a fond farewell" to a number of "articles
of faith and belief of educational nolicy".’ In particular:

"1. The belief that the factor of physical proximity
can itself produce a measure of mutual co-operation,
inter-relationship and agreement;

2. The belief that the centrallsatioé of decision-
making and the further piling up of bodies for self-
governance and planning can stimulate and maintdin
educational reforms and co-ordinate everything. ....

3. The belief that distinct disciplines can be
integrated, and that so-called 'interdisciplinary'
teaching and research can be made feasible by the
addition of new subjects or the holding of joint
sessions;

4, The belief that living together irons out and
levels off differences in social status. In a
Gesamthochschule which absorbs the former para-
university courses of study, the internal differences
in status distribution will become more sharply
defined" (57).

The main premis® on which Professor Heckhausen's argu-
ment rests is that the West German university is so firmly
entrenched in its particular traditions that it will inevitably
destroy the interdisciplinary modes of study appropriate to ]
the education of professionals, in the event of integration
with the teachers' collegez. It may be that this thesis is ohe
of the main reasons which prompts those who prefer the
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co-operative model. 3ut this is to raise a question which
Professor leckhausen did not Bltogether answer, which is the
sanctity as distinct from the jolidity of this university
~tradition., He spoke, he said, /"without any anti-academic pre-
judice. Highly sophisticated,/ even one-sided academic
intellectuality is indispensable." It is just that "on its
own it is not enough to master a career and to master life"(58).
But though it may be indispensable, it may not be needed in
"great quantities". Perhaps "one-sided academic intellectuality",
in an age of mass.higher education, is only appropriate to the
realm of doctoral studies - and even there is liable to produce
Fachidioten. 1In short, perhaps the traditions "so firmly
entrenched" need to be chwllenged and even extirpated?

This is certainly not the place to enter into an
examination of the German academic tradition as such, but it is
true that the wide range of academic opinion which has come to
favour the idea of the Gesamthochgchule seems to be responding to
three simultaneous urges : to "horizontalize" teacher training so
as to correspond to the reformed school structure; to make the
education and training of the teacher more scientific and acade-
mically prestigious; and to shift university curricula in the
direction of professional involvement. It is this last shift
which Professor Heckhausen thinks so unlikely. On the other hand
one finds the Rector of the University of Constance, Professor
Gerhard Hess, saying that s

o

"It will certainly be difficult to avoid the

Gesamtho chschule belng subordinated to the require-
ments of training. The concern of the State to
provide training facilities for the growing number

of students is the first argument in this direction.
The vast majority of students will either be studving
-to be teachers or be Studylnp the technical and
applied sciences. "It ic evident that this development
will tal®e place at the expense of those university
disciplines not specifically concerned with professional
training. ... It is obvious that this tendency to
give priority to profecsional training conotltutes a
danger to the 'university'! element of the
Gecamthochschule" (59).

And it is his belief that the inclusion in the Gesamthochschule
of courses of study formerly taught in teacher training colleges
and engineering collegeg will "strengthen the career training
function" of the institution as a whole.

- Ixactly how this professionalisation of university
studies will be achieved and organised is open to considerable
difference of opinion. 1In part it may be achieved as a by-
product cf moves to reshape existing curricula, such as the
move to loosen up the traditional discipline of German
literature and language and incorporate studies in modern

¢
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literature, the press, and "Trivialliteratur", as well as
linguistic studies - all of which would undoubtedly bring the
discipline far closer to the needs of the teacher. Partly it
may be achieved by restructuring the pattern of studies, -
instituting, sometimes in the college, an initial period of
common and general studies followed by specialisation. And
partly the professionalisation of university studies may be
achieved by bringing into the university the professors of -
didactics from the coleges. Indeed, it might be argued that
there will not be much curricular change of relevance to the

teaching profession until the faculty, the staff, is augmented
in this way. :

The initial tendency has been for the educational staff
from the college to swell the small numbers of education and
pedagogic professors in the university department of education -
bearing ir nmind that the provisions of the laws ou higher
education assume that departments are the units of teaching and
research, But in the University of Frankfurt, for instance, in’
1971, the education department was broken up and the didactic
professors were distributed amorng the specialist subject
departments. One can see the arguvment for this attempt to
iritegrate the didactic professors ’‘h their main subject
professors, But in the case of ma . ~matics, for instance, it.
has proved a singularly unsuccessiu. integration of” the three
full didactic professors of maths into a reluctant department
of some 15 ordinary professors who apparently nave no interest
in high school teaching and who claim anyway, to "know what
didactics are, we've been teaching it for twenty years. 1Tobody
can tell us what a maths lecture should be." As a result the
didactics professprs find themselves academically ostracigsed,
starved of funds, and without control over doctoral students.
In their view, the disparity of numbers within the departments
creates inseperdhle problems which could perhaps only be over-
come hy grouping the didactic professors together within each
major faculty so that they become a semi-independent nucleus of
a viable size, 3

The senior officials at the Ministry of Culture for
Hessen, whose Minister had decreed this particular policy of
departmental integration, did not make any secret of the fact
that the university was probably somewhat reluctant ‘to have
teacher traiwing wished on it in this fashion. But they saw-
the problems of the mathgmaticians, for instance, as essentially
transitional: and interestingly they also believed that the
integration of staff within the departments, which has the grea?
advantage (theoretically) of enabling them to become members of
a large jeam of colleagues in their field, would be strongly
supported by the new asscemblies which are responsible for the
further development of the university and in which more and more
students participate. As for the stiudents, the officials seemed
convinced that they could cnly gain academically and profes-
sionally, for "now the education ciudents have a choice bhetween
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profesgors :ud ll.ey qdo not all have to go to a cingle subject
professor"., ALi .he reprec.entative of the teachers! union, the
G.E.W., put it, "if -somebody has as his subject the history of
the German language, it is better for him to work together with
all people studying German language in the university so that

he can see the whole scenery of the structure of the disciplined
German language, and he can decide whether he wants to go this
way or that: If he is brought up in a teachers! training
college his view on life is maybe, not inevitably but maybe, too
narrow if he is from the beginning only looking at children and
adolescents". Illoreover, within each department the student will
find not only subject specialists but also the professor in
didactics for the subject, and also, quite often, an educational
professor concerred with bcientific studies within the field.
Time, 1t is felt, is on the side of the implementation of the
rew law and of the grudual acceptance of the integration by the
professoriate of the university. '

To help the education professors develop their own
cohesion and sense of status, they are also being organised in
Frankfurt into a didac#i¢cs centre which will bring them together
with the educational psychologists «nd sociologists. There are,

of course, many ways of linking cr¢ _.zlists from separate fields
and disciplines and the structure ° .- irtroduced at Frankfurt
is only one model. Vhat many of t. experimente reflect is o

departure, more-or less radical, from the single gubject cur-
riculum and the attenpt to incorporate into it optional elemente
of didactics, educational studiec, and even a certain amcunt of
practical woxrl, The argument over the range ot studies to be
purcued has, somewhat oddly, divided along politicnl lines, the
five C.D.U. Linder of Duadenu-.uUrttenbery, Ravaria, Rhineland-
Palatiuate, Saarland and Schleswig-Holstein pressing for a
differentiated system of trairing and for a university cource

of four years in two subjec*s, one of them advanced. liow thes.
new patterns of study will worlr out remains to be seen over the

»next few years; but there is certainly evidence of a concider-

able and in nlaces elabcrate process of curriculum planning,
cven 11 a foreign observer has recently remarked thot a good
deal of this activity is de_haut en bac and that there isc a
singular reluctance to take risits: ~ "Thile they are swimming
scientifically in the waters of curriculum research, Il1litech, cr
nis successors, will have ruil off with their clothes",

In the Linder where the policy is one of co-operation
rather than integration, the co-ordination of tlie courses of
study involwves agreement on the regpective academic roles of the
institutions and on the contert of the curricula, and it also
implies the establishment of joirt cemmittees both @t depart-
mental and governing level., But essentially the institutions
remain separate, they retain, especially the colleges, many of
their former characteristice and intellectual assumptions, and
their regpective staffs continue to view each other with a sensc
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of their dissimilarity of standard and commitment. The ques-
tion which seens to be almost wholly unanswered is whether the
co-onerative model provides a helpful intermediary stage on the
road to integration, or whether the separate institutions will
achieve a working partnership of sufficient equilibrium to
enable them to continue on their independent paths. At pr@%ent
the situation does not appear to have achieved anything like
this degree of stability or ecuanimity. -

The discussion so far has circled around two distinct
conceptc of integration: integration between institutions, and
integratiqn of the sevarate elements of the professional and
aczdemie chrriculum. Though distinct, these two concepts bear
somevlial ironidally on each other, for it seems probable that
as the institutions become integrated so the integration of
studies in the college curriculum will give way to a looser
pattern of study somewhat on thne university model, at the came
time as the university may be attempting to introduce into its
subject-oriented curriculum elements of professional training.

- There remains to consider a majoer issue which 1links the two

levels of integration, and that is the Stulien ceiinar. The
seminar, out of which the college originally developed in the
nineteentil century, is a separate institution under the direct
control of the Land Hinister of Culture. Often the seminar is
based on a school and it will have a staff of three or more
tecchers particularly cualified to act as tutors and supervisora.
Ecsentially the semirnar provides the most practical element in
the %eacher's training, and it is cormonly oriented towards
teaching in one category of school or one age level. The
college sStudent, whuse course will (in its integratec vray) have
ircluded practical work in school assisting with lessons, roec’
on alter obtaining his first state examination to a-post in a
school, -and attends the seminar for 1! years. \hereas the "
university student, having (ai least formally) pursued.no.. .
oracticzl studies, attends the seminar for 2 years. In both
cuses attercdance at the seminar is on a day-release basis, and
during this period, the second or practical phase of training,
the student reccives a part-salary. )
<

It is immediately anparent that the seminar as commonly

organised at present is not comprehensive and that ii runs

tional and hedagogic level, The Lducation Council recommends

~ counter to\RZe nhilosophy of integration, both at the organtsa-
t

the fulil in

gration of theoretical and practical studies and
alsc the integration of universities, colleges and seminars.
But though the Standing Conference, representing the 11 L&nder,
supported full institutional irtc;ration, it decided to retain
the 2-phase pattern of training, with the result that the
seminar, excent in one or two areas such as Stuttgart, remains
unintegrated. Tron' the academic-professional point of view,
this is a major cap in the concent of integration, for the
2-phase system makes serious feed-back impossible. Challenged
about this, the most common explanation for retaining the

a -

o)




54

o

2—phése system is a political cne: wuniversity students are

free to ergage in political activities and in many centres the
more radical students have achieved considerable powerfwhich
they have not hesitated to wield "destructively" and "sub-
versively". It is not tolerable, so the argument zoes. that the
practical stage of the teacher's training, which he undettakes
as someone who is now a paid Beamter (or civil servant), should
be subject to these radical political pressures. Understandably
enough the state,ggr the Land, wishes to keep control over the
final stage of training and it does so by controlling the
seminars., _Nonetheless, the tendency is to say that the seminar
should become part .of the Gesamthochschule. The G.E.VW. for
instance, while accepting for the present the 2-phase pattern,
says it would like to see experiments. carried out with the
1-phase organisation of studies; but it is not cuite clear how
this might be organised without the seminar losing its close
integration with the school. Talking with staff and students

of a seminar in .Frankfurt training for the upper stage of the
secondary school, it was striking that most of them accepted the
integration of university and college, if without much !
enthusiasm, but none of them believed that theé seminar should

be integrated with the university. For they saw the university,
which they know at first hand, as going in for a "scientificaticn
of studies which leads people to be predetermined and too
academic", and for being insensitive to the fact that the needs
of the student teacher are as much social as intellectual. TFor
these reasons they felt it to be imperative that the seminar
should remain "quite another institution.from the university
because of all the processes of innovation which are sponsored
there", and because the sefinar can set in motion ."processes
which may animate the whole school institution which, like the
Gesamtuniversit¥t, is too big and heavy to be moved by itself"
Vere the, seminar absorbed into the integrated university -
structure, they felt, it would go the way of the integrated
teachers! colleges where "the practical studies are now rather
to the worse than the better", .

fuestioned as to how the idea of the Gesamthochschule will
work out, oificials of all kinds, whether in ministries,
universities, colleges, unions, tend to be optimistic and|yet,
when it comes to describing actual academic relations, vague.
Opinion is clearly very divided, and not only politically,| about
the integrated or co-operative models., In Stuttgart an official
view was that about 60-70 per cent of the staff of the teachers'
college were in favour of the Gesamthochschule, but only about
half of these were in favour of it being integrated. At the
student seminars, nearly 100 per cent say they want the
Gesamthochschule, but hardly anytody says it should be integrated.
Very many people feel that the organisational difficulties of
making the Gesamthochschule integrated are very great. As for
the universities, it seems that opinion is not very strong for
integration, perhaps about 30 to 40 per cent, who reclly, so it

. i¢ suggested, interpret the -integrated Gesamthochachule as

meaning a greater university.
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This is one view from one city, but it 1is not possible
to visit Germany without feeling that the issue underlying most
others is the question of "great universities™" and how much
greater they are to become. Many of them are already very
large indeed, over 20,000 or some over 25,000, And yet it is
apparently intended to integrate within them, in some cases,
the teachers' and engineering colleges, and schools of social
work and of art as well. The Vissenschaftsrat has suggested
that ‘institutions which are amr lour's journey apart are still
suitable for integration, thou . an outside observer might
think that they would then finua that co-cperation "suited" them
even better. ' . N

The scale o6n which Germany is planning to reshape its
further and higher education and the speed with which it intends
to build up its Gesamthoci.schulen is impressive. 4And 1t has
been scrething of a trium.n that the Federal Govern:ent and the
11 I¥-.2r have -been able o work out these plans wi*h so much
agreércent. The whole edifice rests on two msjor ascumptions:
that the university, with its scientific and research-centred
tradition~, is and should be the major partner in a comprehensive
structure; and that these university traditions should be and
zre capable of being harnessed to the needs of the teaching and
other professicns. These are assumpiions that are shared in
Sweden and denied in Ingland, at le..3t by the former Government.
A sumnary judgment, offered at far too earlg a stage and on
far too cursory an acquaintance with the situation,
might be that the concept of the Gesamthochschule, considered
simply from the roint of view of the teaching prnfession, is too
grandiose, its gestures are too large to mee% e particular
and delicate needs of tomnrrow'!s teachers. A less dramatic

course, but one which migiit be far harder to bring about by N

governmental edict, was put forward by Professor Heckhausen;
at any rate it is a ccurre which stéﬁg from a concern for
academic and professional standards arld inter-relationships::
N .
"the in‘tegration of university and professional courses
/ of study should take place only in new and small
institutions of higher education. Existing institutions,
universities and colleges, should remain independent,
but each should transform itself internally into an
integrated Gesamthochschule, diversifying and splitting
up its traditional courses of study horizontally as
— well as vertically, and in particular seeking and
developing the potential for reform within the fields
of study themselves'"(60), \
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2. Plans for centralisation and reg;onalism in Sweden

Education in Sweden is much planned. In the fifties there

was a decade of experiment. in comprehensive schooling which
culminated in the establis
But in the Juagment%of‘an off{cer of the Teachers' Union, the
reform of 1962 may have been

ent of the 9-year compulsory school.
ertaken too hastily, for it had to

be revised in 1969; there were some difficulties in the schools vhich
led to the suggestion that teacher education might be to blame.

So" the .sixties was the decade of teacher training discussion,:

_which saw the establishment of schools of education for primary

and secondary teacher training and for educational :-research

(in fact, the Stockholm School was established in 1965) and which

culminated in the 1968 Teacher Training law. But clearly that

could not be the end of the process, and in that same year there
was set up a Commission known as the U68 to plan the overall size,
gstructure and regionalisation of post-secondary education - the

Minister of Education who set it up appropriately became Prime
Minister. As a result the seventies is on the way to being the

decade of planning, discussing and re~organising higher education.

At this time it is hard to be sure which exactly of the proposals
and plans will be accepted’and what changes they will succeed in
bringing about. U68's full report is being discussed for a year

and proposals will then be put to Parliament in the autumn of
1974, Clearly, then, this Chapter is written in the midst of
flux, albeit a familiar Swedish flux,

g -

If the 1i11tles were 2 period or secondary school experi-
ment, they were also a period of considerable 5chool eXpansion.,
For some 20 years there was a grcat lack of teachers, and as a
result the teachers' seminaries and above all the universities
grew larger and larger and it was said that virtually everyone
who wished could get a job immediately.as a teacher, This boom
period in the teacher market coincided with a problem period for

teachers working in the re-organised school system, and the two

combined to bring problems of teacher training to the fore. 4
Teacher Training Committee worked for five years and then, in
1967, it put forward comprehensive proposals for strengthening
and upgrading the teachers' colleges.. In particular the
Committee proposed reducing the number of cclleges from 20,
many of them small and local, to 3-major collegeés which would
give all types of teachet training, including greater oppor-
tunity for specialisation, both.pedagogic and methodological
courses, and a half-year or school practice; also these colleges
would be made centres of educational research, As for the
prospective teachers taking their academic studies at the
universities, the Committee wiched to see their studies far
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more intermixed so that there would be no initial difference
between being trained to become a‘steacher and a research worker,
At the same time, the Committee argued for a greater congruence
between- the subjects studied in their own academic right at the
university and the subjects subsequently taught in schools.

This Committee's proposals had a mixed success. The

pressure of local loyalties saved 9 of the 20 former colleges

and they became minor colleges, apart from the 6 colleges which had
been enlarged into schools of education and classified as major
colleges. This led to a tripartite structure of teacher, education
and training, with minor colleges training class teachers, major
colleges also training graduates from the universities, and
universities providing specialist«subject teachers with their
initial education - this might include the academic study of
education, which has apparently become a popular subject. The
-creation of the schools of education and the allocation to

them of funds for research had the result of raising the prestige
of teacher education, so that today one can hear it responsibly
said that lecturers at the university tend to be of an appreciably
lower prestige than at the major colleges, because the latter

are necessarily more senior, especially in the research institutes,
whereas many of the lecturers at the university are little more
than young students. Nonetheless, the situation in 1968 hardly
presented the rational pattern envisaged by the Committee or by
Dr. Marklund and his colleagues on the secretariat.

One of the tasks facing U68 when it was set up in 1968 was '
the complexity of the structure of post-secondary education and
whether its simplification would mean providing a central authority

* for higher education - at that time the universities were under
the Chancellor's Office, the teacher education colleges were
under the National Board of Education, *we social institutes,

“journalist institutes, and so on were under separate Boards. In
fact the current system might be described as a multiplicity of
centralisations. If U68 were to propose rationalising this structure,
it was also determined to introduce some decentralisation into
it as well. Its proposals envisage the division of the country
into 19 higher educational areas, each with a Board of Higher
Education concerned with the planning of higher education in its
area, including where applicable research and research training.
The whole structure would be placed under an enlar,ged Chancellor's
Office to be called the Office of the Swedish University and
Colleges., As far as teacher education is concerned, the idea is
that basic education will be carried on in the 19 local college
units and no doubt class teachers will complete their

_ training in these local colleges. But specialist teachers,
both subject specialists and professional specialists
such as teachers of physical education, home economics,
handicraft, will then go on to one of the six major

L




regional centres for further specialist training at post-
gradusate level., A  distinguishi feature of the six main
centres is that they include un1vé§81t1es and concentrations of
resear¢h and other academic resources, and it is proposed that
there shall be some regional macninery corresponding to the
local Boards in order to co-ordinate plars.

If the proposals of U68 went no further than that, they
would produce a tidy structure but not one which is radically
different, gn academic terms, from the.kind of planring already
described. “Whe radical departure, though of coursg it has its
roots and antecedents, i1s the premise from which U68 started
its deliberations, which 1is:

"the premise that higher education is to prepare \Qf

students for subsequent occupational activities,
. This has"consequences for its capacity and
organisation, and to some extent also its location.
Obviously, it does not imply that every study unit
in a university or college should be directly linked
to an occupation. The intention is rather that the
. Iindividual's basic education as a whole should pre-
pare him for an occupation. In the opinion of the
Commission, working life should constitute an
important source of renewal for education, at the:
game time as education should function as an important
. Instrument for the development of working’llfe"(61)
RTY
ficcordingly the Commission proposed that the educational
programmes in higher education be sub-divided 1@&0 five occupa-
tional training sectors: medicine and social woétk, technology,
administration and economics, te~ching, and cultural work and
information. In each local area there would be a Commission
for each sector, responsible to the area Board and composed, it
is suggested, of one-third teachers, one-third students, and
oneé-third drawn from professional 1life. It Seems probable that
there wild be a numerus clausus
within each institution. Exactly how the existing institutions
are to be re- shapell is not clear, and to a great extent the
existing departmental structure will apparently continue.  In-
deed, it is suggested that the present small educational
institutions would be restructured so as to fit into the present
university departmental pattern, or where they are already
professionally orientec they might constitute departments within
the comprehensive organisation.

Looked at from the point of view of the universities, the
professionalisation of higher ecucation into these five distinct
sectors is certainly a radical departure; but in reality it
corresponds very much to the existing structure among the non-
university institutions. And in large part the decision
reflects the change in the job market: graduates can no longer
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count on a Jjob being available if they postpone their decision
too long. As a result, there has been a tendency to advance the
moment of professional decision and commitment. It is particularly
interesting to find this trend strongly sUpported by the main
student organisations of the centre\and left; the demand, which
has until recently been attributed to students as a whole, for
more openness of choice and for ease of transfer from sector to
sector is now the policy, in Sweden at least, of the radical left
who are in a minority. The inexorable facts of @ contracting or
at least satiated employment market for professionals has had its
effect on current ideologies. It has led, one gathers, to the
concept of academic study pursued "for its own sake" within the
university being viewed with rather general, certainly with
increasing, disfavour. In fact,one of the most awkward opinions
to fit into a coherent plan is the view that the university as
such will cease to exist at the undergraduate level. Part of the
difficulty may be one of communication, for probably the very
word university doesn't signify quite the same in England as
in Sweden, where university is one type of higher education,
teacher training another one. As for whether both types will
exist tomorrow, the answer tends to be that they will, but that
what is now called the university will become smaller and smaller
and that more of higher education will become directly work and
~ Job-oriented. To have a degree now without any professional Y\
earmarking apparently carries no prestige. On the other hand,
the pressure to get into teaching has dropped in the last few
years, nerhaps because being a teacher today is thought to b
rather tough. "

The universities do not appear to share this view of
their gradual diminishment, though there is undoubtedly a
recognition that the traditional image of the Swedish university
is changing. Maybe it will even be transformed. une of the main
recent rcasons for this growing recognition of change within
the universities is that a large proportion of undergraduates
have gone into teaching. Indeed, in the fifties and
sixties it almost seemed as if the education of people intend-
ing to become teachers was the main business of the university,
particularly in the sectors of languages, philosophy and the
natural sciences. Gradually the teaching staff of the university
became aware “that they must adjust to this reality and modify
their curricula accordingly, for they had decidedly not been
designed for this specialist clientele. This kind of change
did not happen suddenly, though it was aided by Jjudicious
pressure from the central authorities - and the Chancellor's
Office is able to exercise considerable influence over the
universities and the broad pattern of their curricula. Then,
of course, the schools were in the process of being re~organised,
and new schools need new teachers and new teachers, it is to be
hoped need new curricula.
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During these decades, then the universities ad)
their curricula to some extent, to the needs of the schoo¥s.
New subjects were introduced and the teaching and examination of
subjects found themselves slanted towards the profession of
teaching. For instance, students studying social science with
a view to teaching it in school had previously had to piece
together their programme of studies from a number of places;
now it became possible, in some universities, to make a package
deal of it and to take a co-ordinated curriculum of studies
leading directly to social science teaching in the schools.
Similarly, students intending to teach Swedish at schools had
previously been obliged to study two separate subjects which were
traditional in the Swedish university, history of literature and
Scandinavian languages. It now came %o be felt, if under some
pressure, that this wag a very academic diet for a future school
teacher of Swedish, and so there was created the new academic
subject of Swedish which brings Swedish language and literature
together as a single field. The departments of Scandinavian
languages and of the history of literature or of practical lite-
rature still (need one say!) remain separate but at least there
are now instances of them coming together to design a joint
curriculum oriented towards teaching. Again it is clear that a
good deal of initigi¢ive has been taken by the Chancellor's Office
in an attempt to ¢ te inter-disciplinary courses, for instance
a foundation course in biology, or a course for students going
into administration which brings together sociology, education,
economics and other subjects.

U68's pr0p05als, insofar as they affect academic studies,
are for the most part organisational, except that in the case
of the present philosophical faculties it notes that :

"U68's draft educational programmesr%ean a change in - -
relation to the existing situation at, above all, the
present philosophical faculties. The educational
programmes at these do not always have a clear occupational
relevancy. However, by the introduction of occupationally
geared courses at the philosophical faculties, and by
experiments with educational programmes combining courses
at philosophical faculties and upper secondary school,
procedures have been developed to make studies at these
faculties more occupationally oriented" (62).

i 4
Otherwise U68's proposals have to do with the organisation
of studies into: N

".,.. educational programmes, which can be general,
local or Individual. It Is proposed that general
programmes oI education be established by the’

!
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Government, while local and individual educational
programmes be set up by the local higher education
authorities, in the case of an individual programme
after application by the student"(63),

"The important thing is that the combination of .
courses making up the programme should constitute . .
a good preparation for future occupational activities.
This means that courses must not be seen as isolated
units, Particular measures must be considered for 7/
each educational programme to ensure internal
coherency and an overall view of instruction, I

guch efforts are to succeed, it is of great impoxtance
that the planning and administrative organisation,>—
at toth the local and central level, should have
satisfactory contacts with the occupational field
corresponding to the programme"(64). ‘ '

In view of the developing situation at the university it
was interesting to examine how far the proposals of U68 would
be likely to strengthen subject groupirge, for within the ‘new
irntegrated structure it might be thought that, for example,
mathematicians of all kind$ in a particular area, whether
intending to become school teachers, accountants, engineers,
architects, or "to remain pure mathematicians, would find t
institutional barriers between them greatly reduced and tha ‘
they would then naturally tend to form an inter-professional
groon of mathematicians; and so on in the other subjects- and
fields. Trom the point ¢f view of the future school teacher,
thic widening of his professional horizons would be an enormous
gain. It was hard to disecover whether U6 had felt this ques=
ticn interesting encugh tn examine, but +the common impression
wag that the professional orientation would be likely to exert
a stronger null than the disciplinary and that the tendency
would be for separate disciplines to be drawn together. Yet it
was generelly arsreed that the departmental structure within the
universities, and the institutes for each discipline, remain very
- strong and U6> gseems to have accepted that the existing
departmental structures will remain intact.

Lventc and pressures external to itsell may already be
pushing the university towards an awareness of the needs of
teachers, but how far, one wonders, does this extend beyond
resiiaping some of the curricula? Ilow far have the universities
accepted the requirement of 1972 to participate in professional
education, accepted the need to integrate academic disciplines
with the relevant pedagogy and practice? And how far do the
propncals ol tne U6T seem lilkely to promote this kind of under-
stending and integration of professional studies, and a _
corresponding underctanding and integration between the
university ard the colleges? Certainly the institutions are
likkely to be brought together, nationally and on a regional
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level, within a much more coherent planning structure. But

there is little evidence that the university sector itself feels
any great need for this : the universities may have no objection
to "enclosing the teacher training colleges" (to put it in

their terms), but they would not have come up with the idea
themselves, out of their own needs. Insdfar as the universities
have had to do with education, in the sense of having departments
of education, this has been at a purely academic and research
level and the professional developments aliready described have
mostiy taken place in the non-education departments; though

it is true that a certain number of people hold joint education
appointments in the universjties and the colleges. None the less,
the subject departments or institutes are being required to
become more conscious of the professional needs of their students
and to offer then preparatory pedagogic courses; and also to-
admit lecturers of methodology from the schools of education

to their meetings. ‘

One of the important themes of U68 is that it :

"considers contacts between basic education and resedrch
to be essential; this partly tc promote a continuous
renewal of educational content, It is desirable that
such contacts be expanded to cover all higher education,
e.g£. by collaboration with research workers in the
planning and realisation of instruction"(65).

A large proportion of.,the research in education,
especially research into immediate and ongoing problems, 1is
located in the major teachers' colleges, though the research
workers do not at present seem to be closely integrated with.

“the teaching staff and the students do not encounter them much

in the course of their studies. The Swcdish Union of Students,
in its memorandum to U68, emphasi-ed that :

"teacher training should be based on scientific findings

: and the teacher trainees should take part in current
educational research and development work, sd that,
within the general methodology of teaching, they could"
test, encourage and find out new working methods or-aids
within the educational field. Teacher training would
thereby become a means of reforming the school."

/ But the students from the training colleges, in a
separate memorandum commenting on the U6s report, seem to fear
that the pedagogic institutes within the colleges will be
transformed in some way, in their view the colleges
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"must be permitted.to lreep their present research

institutes and also to expand them. There :is a

serious danger, in our view, that the work hitherto

done by the pedagogic institutes of the teacher

“training colleges to root pedagogic research in the

school world, would be less efficient i1f the

institutes were to disappear as a result of being

integrated into a general organigation for teacher

training." .

}n opinion one. hears in the university, however, is that
the whole structure of higher education proposed by U68 seems
to be conceived from the point of view of undergraduate teach-
ing with a job orientation, and the fear is expressed that the
new organisation will, contrary to the hopes of U68, tend to
separate research and the research worker from student teaching.
One can see that, in the field of education, this could well
be so, not because university-based research tends to be
theoretical and fundamental and the undergraduate teachin
profesgioral, but (if swift impressions are to be trusted§ be-
cause neither tends at present to be sufficiently profecsional
in the full sense, or at least to be professional in the same
sense. Vhat U6C's proposals would provide if fully realised,
would be unrivalled opportunity for research within the
university into the disciplines underlying professional study
and into the concept of the integration of theoretical and
practical studies. '

~ Pinally, it is important to ask how the developing .
situation appears from vithin a major school of education. A
college of this kind will already have been restructured once
and been given a considerable increase in the range and prestige
of its studies, and it maf have grown to about 1,500 students.
A major college will in all probability have its specialist
research institute, and also its staff, teaching between 10 and
16 periods a weelk, are expected to engage in research in
teaching methods. -On the other hand the gollege does not offex
higher or research degrees, though some o%,its professors may
2lso be professors in the university and have research students
there. Thus there is already a good deal of interchange between
a major college and the university at this individual level.
The fear, already referred to\.is that the college might somehow
lose its research institute inda restructured system. It is
not easy to see how such a chnge could emerge directiy out ol
U68's proposals, unless it were argued, with some sly force,
that if the research institute tends to be a separate institu-
tion -withir. the college, 'very little integrated with the
teachi.g functior, then it might as well be located in the
university where it would be accessihle to research students.
This kind of ambiguity of argument arises, perhaps, out of the
compromise which UGC's proposals seem to represent. Tor while

P




tre colleges, after all, are already job-oriented and thus
conform to UGl's first principle, their inability to engage in
higher degree work makes them dependent on the universities,
and yet the exact nature of that relationship is not spelled
Out . ' A&

What seems to emerge from the discussions surrounding
U68 is the way the mechanism of planning is dealing inevitably
with larger national and regional structures, without seeming
to enquire how these, or the relations between institutions,
will affect the intellectual and professional relations bétween
individuacls. 1If the gap between research and undergraduate
teaching is in danger of being widened within the university,
and if this applies to education as well as to other disciplines,
how will it beneflit the individual staff and students of the
schools of education to be brought into closer association with
the universities? What can possibly be meant, in terms of a
change in this or that individual's teaching and research
duties, by the claim that the university as such will become
smaller and smeller? And how precisely will the education and
training of teachers be integrated as they move between the
still separate institutions which make up the larger, theore-
tically unified, structure of higher education? To ask these
cuestions is not to suggest that they cannot be answered, but
it remains to be seen how the discussion initiated by U68
answers them or, indeed, whether it asks them.




65

(1’ :
. Q
3. Institutes and Schools of FEducation

in Ingland and VWales

C

The two simplest or at least most direct ways of dealing
with teachers’ colleges and universities are to leave them on
their own, separate and unrelated, -or to fuse them into single
institutions. A more complex and delicate solution is to find
ways of linking them academically while leaving them organisa-
tionally independent. In England and lales the university
institutes of education have, since the second world war, pro-
vided the framework for this latter form of relationship, and
however patchy their success, virtually everyone engaged in
teacher education deplores the recent governmental decision to
dismantle a large part of this structure and to move the
collegec, as far as possible, into the polytechnics' sphere of
influehce. Vhatever degree of organisational tidiness this
policy may achieve, there are cogent reasons for believing that
it will do a very considerable academic and intellectual dis-
cervice to both the colleges and the universities.

. : v
The milestones in the development of educationél ideas

and practice in England - or rather to be more precise, the

milestones which marlk the translation of new ideas into official
““opinion and eventually, with luck, into general practice - are
mostly named after the chairmen of officially sponsored commit-
tees. The name on the milepost marking a new era-in teacher
training imr~diately after the second world war was licilair. °
The Mcllair Committee, which was set up during the war, issued
its report simultaneously with the new Education Act of 1944,

an Act which trarsformed Inglish secondary education and created
an immediate need for large numbers of secondary teachers ofl a
new outlook and calibre.

- The Mcliair Report represents the great half-missed
opportunity in English higher education, for it tackled the
problems of teacher training and teacher education, and of
their organisation, with a quite unusual corncern for the life
of the intellect. It began with the question of the size of
the 8% existing colleges:

"The majority of the training colleges are small in
size, many of them being too small for either effectiv.
staffing or economical management. In 193C, 64 of the
colleges had fewer than 150 students in attendance and
22 of these hdd fewer than 100. TIurther, many of the
colleges are exceedingly ill-equipped and housed not
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only from the point of view of adequate teaching

facilities but also as regards reasonable living
conditions for students and staff alike. We give

in the next two paragraphs some facts and figures

based on returns made to the committee by 77 of the
colleges. In this connection it is only fair to say .
that, in 1938, new buildings and other improvements

‘were being planned for about 20 colleges, but the

own, ho

outbreak of war caused their indefinite postponement"( 66).

What can institutions of this size, operating on their -
pe to provide in the way of training, let alone academic .

education? The answer is not much:

D

"In 50 per.cent of the colleges the laboratories,
studios, workshops and gymnasia are inadequate. -

More than 50 per cent have no music room. In wore

than 25 per cent of the colleges the assembly halls,
libraries, lecture rooms or dining accommodation are
inadequate. Nearly 60 per cent have no cinema pro- -
Jector and more than 30 per cent have no broadcasting
reception equipment for teaching purposes; and these
figures do not mean that the remainder are adeéquately
equipped in these respects. Such figures are depres-
sing enough, but in the form of totals covering the
whole field they fail to reveal the conditions in the
most unfortunate of the colleges, in one of which there
is no gymnasium, craft room or music room and the hall,
common rooms, laboratories and art rooms are inadequate.
On the other hahd some colleges, but they are very few
in number, appear to be adequately housed and equipped
in almost every way"(67).

This state of affairs shocked a Committee which came to

its task with civilised expectations, and which was concerned
to rais€ the standing of education so that the profession might
become Yattractive to intelligent and cultured men and women'.
Essentially, in the Committee's view "education is a unity":

"It does not make .sense to regard the education of
young people as one thring and that of adults as
another and quite different thing; or to consider

" that though- it may be desirable to have cultured

And if

teachers in charge of the sixth form of a grammar

school it does not matter what kind of a person is
entrusted with the education of infants, so long as
shj is fond of childrenig_

education is a wiity, .1t follows that the arrangement for

preparing people for working in education, for .teaching, cannot
be a disuhity. 1In particular, the universities:

—

J
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",.. obviously have an important role to play. " As
centres of study and research they ought to give
education a high place in their range of studies,

and as institutions maintaining high cultural
standards they ought to exercise a profound influence
upon the education of teachers"(68). ° '

: Thus the Committee as a whole ggreed that the university
teacher training departments and the teacher training colleges
must be brought intb a working relationship. But the members
split on the way this central recommendation should be achieved.
One group (which included the chairman) was clear that the
training colleges: ' :

n,.. would welcome closer contact with the universities,
provided that it takes the form of a partnership between
~  equals and ‘does not lead to the universities having a
» predominant influence in the training of the students
in the training colleges... We appeal to them, in the
first place, 'to ensure that their training departments
shall be as efficient as care and money can make them,
and shall be regarded as important in every yay as a
department engaged in preparing students for their
" degrees; and, in the second place, to accept the view
that the universitiés' contribution towards the improve-
ment of our public educational system should be .the
concern of the universities as a whole and not be looked
upon as the duty of their -training departments alone"(69).

This group went on to propose a loose bureaucratic link
between universitiec and colleges, based on the joint Bgards
which had been set up 15 years previously to organise the..
examinations for students in training colleges. The other
group began by "wholly dissenting ... from any sharp distinction
Setween oducation and training, as though the one were the
proper concern of the best institutions and teachers and the
cther were not." These committee members had severe expecta-
tions of "the best institutions", and it was this that enabled
them to insist with so-much weight that no system for the
training of teachers: ,

"ecan be effective unless those who shoulder the
responsibilities derive their authority from a

source whigh, because of its recognised standards

and its st¥ding in the educational world, coqyands
the respect of all the paritners concerned and which,
because of its established independence, is powerful
enough to resist the encroachments of centralisation.
The universities embody these standards and have thig
gtanding and this independence. But quite apart from
these considerations the universities have an obliga-
tion to the whole educational system. Their vitality
depends in part upon the kind of education given in
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the schools, both primary and secondary; and the

., schools, in turn, look to the universities for

. ‘some measure of leadership in educational, as
distinct from administrative matters. There is no -
more significant way in which this mutual dependence
can be expressed than for the universities to play a
-, leading part in the initial eQucation and training
* . of teachers and for them to maintain a creative

~relationship with practising teachers and others

- concerned with tHe 'conduct of the schools.”

" And so .this group concluded that the universities.should
set up University Scheols of Education; and lest anyone should
suppose that thesea.Schobls would simply be grandiose joint
boards, it went on to state "with the iutmost franknhess" that.
it was not proposing "something comparatively unimportant which
will make no substantial difference to the work of the universi-
ties. On the contrary our scheme asks much of them. It demands
of the universities a richer conception of their responsibility
towards education: it will also involve additional staff, both

0

- teaching awd administrative'(70 ).

The schoodls of education, -in the recommendation. of this
group, would 'be "an:organic federation of approved training -
institutions" with responsibility for "the training and, the
assessment of the work of .all students..seeking to be recognised.,.
as qualified teachers"(71). - E s . :

: ) , < g . -

’ Its concept'of an "organic federation" was very different
from the traditional academic snobbery which distinguishes
sharply betweeh the education of high school teachers in
universities and the training of middle and pyimary teachers
in colleges, (The English tradition was anyway somewhat
eccentrig, for university graduates did not need to take a
training course at all in order to be ocwalified to teach; so
that, till the war, the majority of men and women taking the
university training courses were those going into elementary
schools, for whom training was compulscry.) The words in which
the group rejected the divided pattern are worth quoting in
full, because they are still so relevant to contemporary thirk-
ing and planning - well might the group remark in its conclusion
that "we are not looking a few years but twenty-five years
ahead": ﬂ

"Such a proposal is both undesirable and impracticable.

It is.undesirable because the teachers of younger

children need to be well educated and well trained,

because the kind of education given in the primary
schools profoundly affects the educational prospects

of children when they reach the secondary schools, -_

-and because, particularly when the educational :

system is being unified, it would be doing a great

disservice to education to take a step which divided
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_the teaching profession. It is impracticable

because some students, very sensibly, do not make .

up their minds about the type of school in which - y
they intend to teach until towards the end of

their course of training, and because thewe is and
should be mobility of teaching scaff between primary
and secondary schools. Further the fumdamental
studies and disciplines of all teacﬁ§¥2; primary and
secondary alike, are, at their apex, the concern of
the universities. A School of Education of the kind -
we have in mind could enrich the work of the depart-
ments of the university which deal with physiology,
psychology and sociology, and not least because of
the 1nclu51on of /teachers of younger children."

Finally,: the gy
colleges!' proximity +t
other 1nst1tut10ns i

oup dealt with the question of the
the university and their relations with
their own locality:

"Nor does odr proposal 1nvolve the concentratlon of
training institutions within a certain mileage of the
university, There should be nothing disturbing,
though there may be something new, in the idea of a
school or department of a university having an outpost
in the form of an affiliated institution fifty miles
away. If a university has a department of education
the nature of educational provision makes 1t desirable
that it should have,such outposts. Of course a
~University School o% Education would not admit to
affiliation a distant institution unless the authori-
ties of the School were satisfied that the institutign
* was co- operatlng with other educational institutions
in the area, for example, technigal colleges, schools
of arts, aorlcultural institutes, in such a way that it
became a centre of cultural interest for the neighbour-
hood and was not merely an institution for the training
of students isolated from the community." [

! "~ The group summed up its account of a dispersed federation
by insisting that its success would depend on ensuring academic
traffic both ways: "To brealk down the isolation of staff is
even more important than mitigating the segregation of
utudents"C72 , \

The government decided to leave it to the universities
to opt for one or other of the main pﬁ?bosals, and in the event
virtually all of them, with ar Inglish genius for the middle
way, adopted tame versions of the more radical scheme and set
up Institutes of Lducation. The essential difference between
a schcol of education as proposed by the Mcilair group and an
institute of education is that a school would have provided a
framewori: of relationships between the university as a whole,
and certainly its educational staff as a whole, and the N
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neighbouring colleges and institutions of further education;
whereas an institute was to be a modest university set-up,
separate from the existing education department 4and all too
easily. treated as a weak institution within the university
hierarchy, housed most often even further down the road than
the department of education. Most of these new institutesd
comprised a library for the use of college staff and teachers,
and a small staff which arranged in-service courses for teachers
and which organised panels of university and college subject
specialists, with a brief to look at syllabuses and above all

to, be responsible for the machinery of examinations and assess-
ment. Some of the institutes. set up quite considerable research
departments. And finally the institutes (or technically the

“~—~ Area Training Organisations which they incorporated) were

A,

responsible for recommending students for certification as

~“qualified teachers - this applied also to those university,

graduates who chose to take the one~year’®training course in
the department of education - which meant, ironically, that

. only those graduates who decided to undergo training could fail

X0 acquire thed.qualified teacher status which, by the mere Tact
of graduating, they had already accuired.

During the next 15 to 20 years the training colleges,
like the universities and technical institutions,\ came under
enormous pressure from the greatly int¢reased numbers wanting to
enter higher education. They had, more or less simul taneously,

- to find extra places for students and to extend considerably
the range of theil academic curricula when their course wvas
lengthened in 1960 from two to three years. These two develop-
ments naturally reinforced each other, for the growth in student
numbers enabled the colleges to recruit new staff who tended to
be .younger and more innovative, and also they brought into the
celleges strong academic qualifications both in the area of the
school-teaching subjects and above all in the social sciences
which contribute to the study of education. But while the
enlargement of,K the colleges was decided for them by the Depart-
ment of Lducation, the strengthening of their academic and
professional 1ife was the product, almost erntirely, of their
developing relations with the universities and with each other.
If the 31 universities as total institutions probably did not
have much to do with the 146 .troining colleges except tolerate
them as neighbours with. whom they had some kird of association®,
individual members of the universities, from the main subject
departments as well/és from education, were increasingly drawn
into the work of the subject panels (or Boards of Studies, as
they were mostly called). And if the links between universities
and the training colleges were very much less far-reaching than

(¥*) In fact only 17 universities had institutes of education,
because, for instance, there was only one institute for
the whole of London, and a number of newly established
universities had not set up institutes. '
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had been envisaged in the lMcllair Report, they were still, by
continental standards, substantial and to a great extent
autonomous, The institute machinery of joint consultation and
joint decision about the academie and professional development
of the colleges seemed, to those involved, to be working un-
expectedly well. To cite only one testimony out of a great
many, from the University of London Institute of Education:

",..we hope it will be clear that there are overwhelming
advantages in this technique of development and progress
as contrasted with one of directives from above that,
however politely phrased, just have to be followed with -
or without the real assent of those proiessionally =
concerned, This is something that a forceful adminis-
frator may not easily understand, but it has become
seconpd nature to those whose work is in the universities.,..
This is at the root of the feeling, which is virtgally
unanimous in the colleges, that ... the licNair framework
has been a good one in these last twenty years"(73).

However that may be, it was not to last for very many more years
and today it is in the process of being dismantled,

It is not ‘easy.to say what factor was mainly responsible
for upsetting the equilibrium which had apparently been
achieved. Perhaps it was the very success of the colleges in
establishing their three-year curriculum, for under ‘the guidance
of the universities-they used the extra year, not so much to
intensify thqér pyYogramme of educational training &s to widen

-5

their syllabus- 38 to include academic studies in their own
right, fer the pérsonal.education of the student. There can be
no doubt that this appealed 'to the students, many of whom were
university applicants who had failed to obtain a place and whose
commitment to teaching and thus to a purely professional train-
ing was not very strong. Also there can be no doubt that it
appealed to many of the newer college staff who thought of them-

. selves as subject. specialists,- teaching philosophy, sociology,
psychology, literature, scierice, mathematies, languages, history,
the arts, music and other subjects in an educational context,
rather tfan’as comparatively undisciplined, or at least non-
discipliged, teachers of method on the o0ld pattern. The
colleges \became, in short, more serious academic institutions
and this |gave considerable impetus to two related demands, -
ne&ther them at all new: the demand that the colleges should
be treatgd as part .of higher, as distinct from further, educa-
tion: and tl.e demand for a graduate profession. These two
demands, anc¢ all that they entailed, formed the substance of the
recomgendations which were put forward by the-Robbins Committee
in 1963, . ‘

The Robbins Committee (one of whose most influential
members, Sir(?hilip Morris, the Vice-Chancellor of Bristol
University, had been a leading member of the more radical
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McNair group) was established by the Prime Minister to review
the pattern of full-time higher education in Great Britain and
to advise the government on its long-term development., In a
country whose education has largely been kept on the move,
either forwards or occasionally backwards, by the deliberations
and reports of eminent committees, the Report of the Robbins
Committee proved to be an exceptional document. In the first
place it was a momental publication, running to a main Report
and five volumes of statistical and other material. The
importance of this great apparatus of special studies was that

it provided the first clear picture of the demand for .higher

education, of the "pool of ability", and of the diverse re-
sources of the institutions of further and higher education
throughout the country. It was on the basis of these extensive
studies that the Robbins Committee advanced its major argument
about the scale of higher education, which it wished to se
related to the "push'" of qualified student demand and not to
the uncertain "pull" of the employment market. The expansion
it proposed for England and Vales was asfollowp(?h):

win

I : Thousands

. .4+: o Colleges of Further All higher

Universities Education L[ducation education
1952/3 (actual) 105 49 @ o0 105
1973/4 179 . 111 45 335,
1920/1 291 131 59 431
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The number of\SQu%eﬂL\hin the training college. in 1953/9 had
been 31,000, so That ¢ ‘RgbbinS‘proposals, which were related
to its estimate of the n ers of teachers needed in the
schools and the proportion\of these coming {rom the universi-
ties, involved a very rapid expansion indeed.

. But what kind of institutions should the colleges be?
The Committee recognised that though the colleges were. provid-
ing "teachers of the future /with/ the opportunity to be better
educated than their predecegssors, ... Lthex7 feel a lack of
public recognition of their standdrds of work"(75). Partly,
the Committee felt, this was bound up with their size and
spread of subjects. Of the 146 colleges, only one at that time
had more .than 1,000 students and 126 had fewer than 500 - ~
indeed, 46 colleges had fewer than 250 students, Yet a college
of 500, with a staff of about 50, was inescapably having to
teach a very wide range of subjects, for the field of education
had steadily been enlarged and in addition the colleges were
offering academic coursec for the studerfts' nersonal education.
"In our view", the Committee wrote, "the staff of any college
should be large enough to permit of specialised teaching in
many subjects"(76). It therelore recommended that as the

~I
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numbers of students increased, so the individual colleges must
be enlarged to a size of at least 750 students, They would
then all be able to runcticn at an academic level commensurate
with "higher education" - levels and hierarchies have loomegd
over English post-secondary education even more powerfully than
in most of the continent. In Ingland and Vales, this "level"”
is measured in relation to the university undergraduate degree,
which is offered at honours' or at pass standard. Some of the
worlt of some of the colleges, it was the Committee's opinion,
was already of pass degree standard, yet it remalned the case
that:

"As things stand, a student entering a Training College ..,
automatically sacrifices the possibility of working for

a degree, This barrier stands in the way of the many
students who are fully capable of work at degree level,
however strictly that might be {defined."

The Committee came to the conclusion, or more probably
it started with the conclusion, that "The opportunity to
graduate must be created". But it imflediately added its
conviction that:

"thousrh the academic standard of the degree must be
broadly related to what is customary in universities,
the nature of the course and the approach to the
various subjects should be such as to suit the needs !
of future teéachers, o one would wish to see present
university syllabuces arbitrarily imposed on the
Training Colleges as a condition of making degrees
available to theMr students"(77).
o
The Committee therefore proposed that a new four-year degree,
the B.Ed. (Bachelor of Education), should be created for students
in the colleges, ard it assumed that about one student in four
would probably be eligible and would wish to stay on for the
xtra year in order to talte it. TIssentially it would be a
professional depree, based on the existing three-year integrated
college course and providing an opportuwity for a further year
of more intensive educational and academic study. -

The B.Ild. was the first of the Committee's major proposals
for the colleges. Though it went only part of the way towards
establishing an all-graduate profession, it undoubtedly repre-
cented a very important stride along that route and was generally
welcomed. But when the Committee went c¢n to consider how the
colleses should be administered in the future, it entered a far
rnore contentlous area of discussion. For the céntral fact about
the colleges, not so far mentioned, is that though linked
academically to the universities through the institutes of
education, they \'belonged" either to the local education
authorities or 4o the voluntary (or religious) bodies, by whom
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they were administered and, together with the Exchequer,
financed, This was the ingenious partnership which arose out
of Mcllair, and the Committee spoke of it in warm terms:
"remarkable progress... a notable record". 1lone the less, the
Committee rejected this pattern for the future because it:

I3

"... does not - and cannot - go far enough., In our

view the pronosals do not sufficiently reflect the
colleges' development into national institutions
draw1ng their students from far beyond their own \\
localities and sending them out to serve anywhere in
the country. Nor do the proposals significantly -
strengthen the link between the colleges and
universities. To this objective we attach great
importance, because we thinlz that it would greatly
help and encourage the colleges and would at the

same time give the universities a major responsibility
for direct leadership 1n\a vital sector of higher .
education that has so far been only marginal to their
main activities"(78).s

But if, in spite of the institutes of education, the

colleges remained marginal to the univercities, could it not
be argued that they would do better to establish themselves on
their own like the colleges of technology, under the aegis of
the local authorities and taking their academic ‘awards through
some central non-university body? This was indeed argued, but
not by the colleges themselves which were virtually unanimoug
in wishing to remain linked to ‘he universities. The tee
rejected this argument, at any rate, and produced a pgizooﬂf
"very much in line with the proposals im the IllcNair Repori
(whose worde it had already been echoing). Recommend
return to the concept of the schools of education, the committee

proposed that the B.ILd. degree of the Colleges of Iducation
" they ought to be renamed) should be a degree of unlversitles,
and .that university schools of education should assume

responsibility for the government and financing of the colleges,
for:

“we do not believe that the colleges can develop in
the wayc we have advo-ated and achieve their full ;
standirg in higher ecucation unless they are accorded
collectively vithln the university orbit a sufficient
degree of autonomy. This bein{ so, it is highly
desirable that academic and admlnistratlve respon-
sibi)}ity should go hand in hand"(79).

Of course there was a powerful logic to this argument, but was
it perhaps the logic of the "forceful administrator" intent on
schematising 4hstitutional relationships and 1mpat1emt with
anorialy?

S
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Tor the cuestion was not simply one of desirability, hut
of willingness on the part of the universities, Being autonornus
institations, it would have been very difficult to 1impose the
Robbins scheme upon them and there was little evidence that
they were in the mood for such a radical development at a time
vwher. they were in the throes of their own very considerable
-xpansion programmes. It may be that the enormity of the
larger propocal made them rather more willing to accept the
lesser one; at any rate, with a dispatch which would have seemed
anbelievable ten years previously, they accepted the idea of
the B.Ed., though for some time they were divided as to wh2ther
it should be offered as ar honours or only as a pass degree.
“nilish universities, perhaps all universitigs anywhere, are
notably slow to introduce new fields of study and education has
1lwoeys seemed to them éﬁpén—subject. They are also jealous of
their own degrees, So the suggestion that nor.-university
instituticng should t6ach for their degree in a field in which
they were Act prepared to teach Themselves (moreover, .a field.
nortaining cuch signally non-university degree subjects as
one Econ@gics,;@hysical Education, Art, Dance anc Movement),
this was to ask\guite enough of Senates for the time being.

{he TNobbins Report was the second major attempt to knit
the teachers treining colleges and the universities more clocely
together, not only im order to upgrade the status and academic
calibre of teacher education, but also in order to strengthen
+he universities! concern for education and for schooling, and
in ligbbins, ac in Mcl'air, the academic argument rémained upper-
most. The ten years since Robbins kave ceen that policy chal-
lenred, thwarted, and finally all but destroyed. By the end
5L “he seventies the area training organisations and a large
oart of the work of the university institutes of education wilt,
‘1 present reckoning, have been wound up, and it is highly
‘robable that many universities will have withdrawn from their
_resent asscociation with the colleges. This reversal of some
74 years of lairly steady academic development is being carried
~ut in, the name of what has come to be known as the Binary policy.
‘or higher education.

( ‘o

The binary policy was first announced in public by
‘&. Crosland, the Labour Party's Secretary of State for ILduca-
+fon, in his Voolwich gpeech in 1965. A belated reply to the
Hobbins Report, it offered the pathetic vision ol a "healthy
rivalrv" between two sectors of higher edugotion; one of them
the publiec, and in so many words the public-spirited, sector
~onsiotiny of colleges of edugation and the various categories
of noslytechnics and technical, professional, and further
cdacation colleges; and the other sector consisting of the
~utonomous universities (including oscme new technological
ariverscities formed out of the existing cclleces of advanced
technology), :

N
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"In the opinion of many, particularly the students,
the binary system is an exercise in discrimination -
against the‘pagorlty of ctuderits in higher education.
It is maintained that the fundamental difference
between the two sectors is not to be found in the
courses provided but in the profound difference in the
conditions under which the courses are studied. Tor
instance, in 1967/63 the cost per student in universi-
ties was £1,625, compared with £1,120 for students in
advanced further education and w925 for college: of
education students.

The Union believes that the quality of education
provided must suffer when a limitation of resources
means that colleges are unable to support recearch
projects, adequately equipped laboratories, in-service
courses and appropriate library facilities. As a
regsult the status and standards of the colleges are
adveruely alfected., ... It is this scrt of "built-in"
inequality in higher education of which the binary
gsystem is both a cause and an effect. Can it be argued,
in justice, that there are two distinct categories of
studeiit, one of which requires the expenditure of
substantially less money *han the other? Can it be
rgued that it is desirable {to duplicdate courses,

ibrary and laboratory facilities, and to under-use
and misuse staff? The Union has never accepted this
type of argument and rejects its philosophy in higher
education, as it ha“ done in prlmaly and secondary
education"( 80),

But advocates of the Ehnary policy were not seeking,
they claimed:

"to create a depressed, second-class, and under-financed
sectbr of higher education, as their opponents scmetimes
contend, but to give regognition to the possibility

- that there might be more thanh one valid philosophy of

’ higher education, or such differences of emphasis within
a philosophy as to require more than one institutional
model. They wished less to create a new peclting order
of colleges than to cuestion the right of all universi-
ties to be above all non-university establishments in
the order. They hoped to encourage educational innova-
tion in a ‘separate csystem strong enough to resigt the
temptation of assimilation to what was thought to be
the university patterr"(81),.

What this policy meant for the colleges of educatlon, at
that stage, was nothing very different. In view of their very
firm wich to remain linked tn the universities with whom they
were collaborating in the creation of the new B.Ed. it was
clearly not posolble to move them ever academically into the
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rublic sector. So the colleges, which constituted at that time
much the largest part of the public sector, continued to straddlc
the tinary dividing line - a state of inconsistency that must
have baffled continental opinion. 4And when, shortly afterwards,
they were given far more independent governing bodies, it seemed
as if the collepges were having rather the best of both worlds.

At the same time, an encuiry specifically into teacher
training and education seemed long overdue if the new perspec-
tives for schools and for teachers outlined in the earlier
chapters of this report were to be realised. Concepts of
training, habits of mind about integrated courses, §y11abuses,
relations with schools, inexperience about research, had survived
from an earlier era and had then been modified under high pres- .
sure, A\ new cormittee, the James Committee, set about examinins
the role of the colleges and the content and organisation of
their courses also under high pressure so as to complete its
work in a year., and as a result its report, which appeared in
1972, was almost as devoid of evidence as the Robbins Report had
been generous with it. On the matter of relations between the
colleges and the universities, the Committee (with two dissen-
tients from the college and school of education world) virtually
proposed that tigey be discontinued., It ddvocated an all-graduatc
profession on t cheap, proposing a 2-year degree made up of
“ﬁemi—academic and semi-professional bits and pieces awarded by
a new non-university National Council for Teacher Education and
Training. 'fhe area traiming organisations and with them, in all
probability, the university institutes of education should be >
closed down. The universities; n the view of the Committee,
were not suitably employed busying themselves with-the trdining o
of teachers or with validating the B.Ld. degree; they had far '
better withdraw to their more serious academgt pursuits,

If the James Report was intended to provoke, it succeeded,
for it aroused hostile reactions frem the’university institutecg,
from the colleges, from the teachers' unions, and from the
students, Yet its thesis was only tr carry the binary policy
to its logical cnnclusion, even if that meant putting the clocic
back to the nineteenth century. On the other hand, the Committec
put forward some fashionable twentieth cehtury ideas about
diversifying the monotechnic colleges and giving priority to o
in-service education: but all at the expense of an integrated
curriculum.

After a period for discucadon, the Government issued it
policy decisions in a V'hite Paper entitled LGucation: _a Trame-
work ior xpansion - "a staggeringly deprecsing document
badly written and badly argued"(82). The months of discussion
‘at least induced the Government not to adopt some of the more
surreolist proposals in the James Report, such as the new
Lepree, the B..., (I'ducation). Inctead, the Government decicded
to retain the recently created B.I:d. degree, "to the developnent
of which much careful thought has been given"(83), and to male
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it, at pass level, into the normal award for the 3-year teaghoer
trairing course; and they hoped it would bd validated by the

exiztins bodies, including the universities. Some studenty, it
was agsumed, would stay on as at present for a fourth year, ang

would be awarded the B.Ed. at honours level. Though this mguni
that the colleges would retain an important link with the
universiticss, the White Paper accepted the James proposal thak
che area training organisations, based on the universitiec,
should be replaced by a new apparatus of regional committeesS.
As for the colleges themselves, it was stated that the supply
of teachers had so improved that the number of teachers in
training in the colleges could be greatly reduced. At the time
the White Paper was published there were 114,000 college
students in training, and the Robbins.Committee had suggested
that this number might rise to 131,000 in 1980/1; but the
;overnment now proposed that this number should come down to
75,000-85,000. So whatever the title of the White Paper, the
cnlleges collectively were not going to expand, though some
individual colleges "either singly or jointly should develop
over the years into major institutions of higher education con-
centrating op the arts and human egciences, with particular
reference to their application in teaching and other profes-
sions"(84), These colleges would cease to be monotechnics;

but many of thé other smaller colleges would probably continue
to concentrate on teacher education, including in-service
education. The remainder face a most uncertain future of
amalgamation with nolytechnics or with each other, of absorption
fully into the public sector, or of closure altogether.

The White Paper is a "depressing document" because, among
other reasons, it shows so little awareness that the relation.
between educational institutions are not (or should not be)
described simply in terms _of validating awards or of loglsticso-
“What is in great danger ot being lost under the arrangements it
proposes are the developing intellectual and academic relation-
chips, carried on in subject boards of studies and elsewvhere,
which extend far beyond examining functions. The institutes of
education have, over the past twenty years, put very consider-
able resources into strengthening these relations between the
staffs of the colleges and the universities. An account ol
+this kind of work, and an indication of the academic commitment
and enthusiasm it can arouse, is very well conveyed in the
following extracts from the text of a discussion held at Leeds
Iniversity between members of the staffs af the University
(lavelled "U") and of some of its associated colleges of
education ("C"): '

&

Tord (U) The Leeds University Institute of Education was
one of the first to be set up shortly after the
war, and, yike the other Institutes its main
function was to bring together the teachers!
training colleges, as they were then called, and
the University with its owr graduate trainirg




Shields (C)

Iickering (C)

Spencer (U)

GChields (C)
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programme for teachers, So it would be very
interesting to ask you, who come from the
University and the Colleges in this region, to
describe the way things developed at Leeds.

‘What developments do you see as you look back

over the 25 years of these relations? And what
gains? ' Of course the really interesting ques-
tion is: how would you measure the gains in
academié or pedagogical terms?

When the colleges were running Certificate
courges only, the value of the University
Institute, as I see it, lay in promoting shared
activities between the colleges as they began to
form some kind of community, i.e. when it came

" to the degree the relationship was much more

significant, because then we met together on a
different wavelength with different targets, and
we had to meet university gemands of .a different
nature from those which were being made of the
Certificate courses. Of course the-colleges
have undoubtedly had difficulties in meeting the
standards which the university has required. It
has been through the shared activities that the
colleges have come to terms with the nature of

- the higher standards required for a first degree.

Certainly since the B.ELd. degrees have been .
established, contacts have been much closer and
very, very valuable to the colleges - and I
think interesting and sometimes perhaps even
enlightening to the universities,

When I have visited the colleges of education I
have been struck by the enormous enthusiasm of
those who taught my special subject in the
colleges and how much we had in common in the
way of interest in edwcation as in our specialist
subject, and also I felt the very considerable
isolation they worized in, especi y in the

field of a degree course which the university
examined and which the university awarded. I
have never felt happy about the lack of any kind
of integrated arrangements whereby specialist
departments in the university and specialists in
those fields in the colleges could have a closer
relation. : '

~

I thinlr we need to particularise: ours is a
combined subject.course of academic and educa-
tional studies, together with the practical,
professional studies. 1low in the colleges,
certainly when they are small, it's diffieult

i
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"advice and opinion was always willingly given,
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.for tutors to specialise completely in one arc-.

like Mr. Spencer with his speciality of
linguictics, The tutor has:- to play various roler
with different groups, the role of the specialis:
within his discipline, of a specilalist in the
teaching of this at varying age ranges, and as
someone able to give a rationale about this in
terms of educational theory. I would think this
ig not unrelated to the question of isolation.

When it comes to thé academic side of the B.EA4.

in the final year, you are in difficultiés be-
cause the university lecturer has been appointed
probably because of ability in research, and, we
hope, ability in leeturing at university level;
the college lecturer has been appointed on
entirely different grounds, usually because of ais
ability to produce a good teacher 'in various wals.
He is not necessarily required to be a researcher
or to be able to lecture at university level or
to appreciate what the university person 1is

doing. And so, of course, we have difficulties
when we try to put the two together, particularly
in a subject like my own (mathematics) where you
can_compare levels throughout very clearly.

Iy subject is also mathematics, and at first,
there was very little conversation with member“
of the uniwversity mathematics staff., Their

but they never forced anything upon us....
Tive or six years ago, if I had been asked to
prepare a syllabus - a course structure and a
syklabus - to be awarded an honours degree in
mathematics, I could not have done it. I have
no experience of degree lecturing. I'or the
B.FEd., the university people met with members
from the college of education and we planned the
course between us. .

I first became involved with the college: of
education through the B.Ld. and before that

time I think it's fair to say that neither I

nor many of my colleagues felt any link whatso-
ever .with the colleges. Illormally in a science
department, and I take it in other departmentc
too, the worik that you do with your honours
students is very near the boundary of knowledge -
one is talking‘ébout one's own researches and v ¢
regearches of colleasgues, and wve have the v
facilities of @ library and ecuipment which are
not always available to colleges. .ow the P.5I~,
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“
being an honours degree has to be of honours
standard, and the question was, how do you .
create work of honours standard when many of the
people involved in teaching it did not have the
kind of experiencehthat;you’need.éfr teaching to -
honours standard? -

I wonder whether you have noticed an improvement
in the qualifications of the staff of the col-
leges? If colleges consulted the relevant

~university department about the possible new

appointees, it could have quite a marked in-

fluence on the college staff, and this would

probably iron out some of the difficulties of
collaboration in honours degrees.

I think history is probably a rather different
subject from mathematics or even biology. My
ewn view over the years is that there has been

a distinct change in the calibre of the staff in

" history departments in the colleges; that there

has been, I think very largely under the in-
fluence of the demands of the B.Ed., a greater
emphasis on.the academic side. But I should-be
surprised if ‘thi's had been at the expense of
what I would.call the pedagogic skills. It ,

.doesn't seem to me that in fact the two are in-
- compatible. On the whole the people in the

colleges, wliose academic capacity I respect and
which is attested sometimes in -their own higher
degrees, strike me (from the outside, anyway) as
‘people who are probably very good teachers and
very good inspirers of teachers, if I may put it
that way. My particular subject is one in which
there is a less sharp distinction to be noted
between theé sort of thing that is taught gn the
colleges and in the university, or even in the
owalityof the students. I think there is a
gradation, which is what you would expect if ‘our
selection procedures have any validity at all,
but it's a shading off and at the margin there
are students.in the colleges who are clearly as
good, ‘pwrticularly at the end of 3 or 4 years,

1

i L ‘
We have beel thlking mostly about the academic
influence of the university on the colleges.
But there is no\doubt that the academic intel-
lectual problem ‘that is involved in helping a
college answer tle question:"WHat is a B,Ld?"
has had a quite nfticeably broadening effect cn

one's academic colleagues, what Bruner is insist-

ing on when he say "Teaching is surely an

o
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extension of the general exercise whereby one
clarifies ideas™o oneself. All of us who have
worked on currictilum have learnt tremendous
amounts about our subject matter simply by try-
ing to convert it into a form that would be
courteous and comprehensible to a young learner",
I think this is an extremely important thesis |

. that rather few of one’g academic colleagues
céds

have previously had oc ion to ponder, but that
one's colleagues in the colleges have been
compelled to ponder, because in a sense it is
their bread and butter.

When I talked about ‘isolation earlier on, I
wasn't only thinking of isolation on the part

of colleges; I think that it is reciprocal. I
felt extremely isolated from this great pulsating
activity which is going on in the coqlleges
associated with the university of which I am a
part, and I think that a wvast number of my

4colleagu%s-are still isolated from that. Ve are,

after all, in a sense all members of a community

of teachers.,..and the relation of the courses )
that our students follow to the whole educational e
process in the terms of what Professor Bruner is
talking about, seems to me very important. ...

I think it behoves us all to ask what practical
steps have we taken to develop and increase the
dialogue that we have with our colleagues in
similar disciplines in the colleges. low many
members, if any, of the colleges' staff have been
asked to lecture to our university students? In
our specialist departments? Illow many of them

have been given the opportunity actually to teach
and examine in our devartments during a term or
year, in order, ii you lilke, to develop this
dialogue and give them experience? 'How many of

us go out and actually -lecture to their 'students

in colleges?

The period under discussion has been one where
colleges and universities were working towards the
definition of a degree. We are in fact struggling
with the questions "What is a degree?" and "When is a
degree not a degree?" and possibly the solution to
which we are coming is that there must be different
degrees5 and need they all be taught within the univer-
sity and/or within colleges? In a university degree,
traditionally, we have expected to work with our
students at a particular intellectual level. Now it ma
very well be that we can combine this with the ability
to teach, and to teach even yourig children (to take

up Bruner's point). :
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It seems to me that the new arrangements suggested
in the White Paper, which will tend to separate the

" academic work from the professional, will in practice

make the three year college student much more like

the four year student in the university and will make

it much easier for one to look at the matter academical-
ly in isolation from the professional. Many of my
colleagues will deplore this. They will say this is

the last thing we should in fact be doing. Yet it -
seems to me that it will enable us to give that kind

of concentrated effort to academic work which in present
circumstances wa cannot do, since we are all the time
concerned not only with the academic subject but with
methodology and the practical teaching in the schools.

I wonder if I may disagrée with that pretty strongly.
I belive the mos% challenging ac&demic thing we have
to do in the coming generation is to explore and find
some answers to the question "What is a professional
degree?" or at least a professional course of study.
There is a wide expanse of social life for which this
has become an absolutely key question, quite as
chellenging as any we have encountered in teaching our
special subject. What do we believe "theory" and
"practice" are, conceptually” How do we believe they
actually do and might inter-relate -:in what rhythm

and sequence? And whaf’is the relation between both of
them and the academig¢ disciplines we teach? If we don't
tackle this problem, or if we tackle it by simply
putting theory and practice end on to each other, it
is because we don't know conceptually how to.do it in
an integrated way.

We at universities think we know what we mean by a
degree. So we do, in a rather narrow sense. And we do
have some fair idea of what different types of person
our degrees are best suited to. But we do need to
examine more thoroughly what is meant by the B.Id.
degree, and I think this question of the linking studies
should be thought about much more closely. In mathe-
matics there is a formidable body of knowledge in link
studies and it must be studied in its own right; and

it is necessary and useful and proper for a teacher

to be doing that. The difficulty, of ctourse, is that he
does need, in most cases, toc come to it after a certain
minimum of academic mathematics; and that is why I
would be in favour of doing the academic work first

and then we would understand what we are doing in the
linking studies. And I think we could well develop

a proper degree including a professional qualification
as well as an academic qualification. !
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Taylor (U) I do think that it would be a great pity if the
fruitful relationship which has developed so far
couldn't be enabled to mature into something much’
more considerable than at present, I think if,
either by our own decision or in the course of
circumstances, we are cut off from the colleges,
in the long run this is going to be a much more
serious deprivation than we and our colleagues
realise,

Connell (C) Mr. Perrott's prescription for a professional
degree is so simple, I am worried whether it is
complete., 1Is his description not a description
of a teacher ofi mathematics, and is a teacher of
mathematics the same thing as a teacher or is it
only part of being a teacher? I don't lrnow the
answer. :

Ford (U) The point is that the cort of people who are
going to aclk that cuestion in its most challeng-
ing form are people from colleges and universi-
ties who have had to confront each others!'
ascumptions and exporiences, who have worked and
argued together, : '

Taylor (U) Could I take that up and return for the moment
to what lMr, Spencer said earlier, because T
thought it was extremely challenging. One of
the cuestions raiced at the outset was what the
university nuad got out c¢f this relationship ac
dictinct from what the colleges have got out of
this, and I think this is a cuestion that nceds
to be asked and asled again. Vhat I think it
demands on the nart of the univercity and its
stafi is a very proper hwnility. I think that
we nave got a great deal out of it. .nd I think
that the conditicn of our gaining a great deal
more is that we should give a good deal more. T
thinlt that i% is recessary for the univercity to
involve itcelf, at one level or ancther, with the
whole educational vrocess(85). . )

These extracts from the digcussion convey, far better than any
ariount ¢f theoretical argument, the mutual academic value of
collaboration between academics working in different settingc,
with different objectives, It seems to be of indispensable
value,
C . &

But thic Find of relationship must have a framework a: !

it reeds rescurces. Vith the closing down of the S.T,0,.0, the

2

universities run the danger of being deprived of these recourd®s

A
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and the colleges will suffer accordingly. This case was for-
cibly argued by the Association of ,Teachers in Colleges and

Departments of Education in their memorandum to the James
Committee: ) : '

"The colleges are at present and have been since the
Mcliair Report was implemented, constituent colleges of
university institutes or schools of education. They

are already in relationship with institutions of the
highest academic ahd professional standing and they

csee no reasons why they should be forced to look else-//
where. The fversities since the establishment of
Joint Boardsuﬁﬁ 1926 have been responsible for setting
the standards for entrance to the teaching profession, .
lobody familiar with colleges before the lcllair Report
will seriously doubt the contribution of the universi-
ties have made to raising the professional standards of
teachers. e recommend that they should continue to
didcharge this responsibility. Ve would consider the
removal of this responsibility and the termination of
the relationchip which has been developed over the last
forty-five years, wantonly destructive"(86).

/nd in this memorandum, the collepes (which are mainly repre-
cented in the ATCDE) expressed their hope that they would also
be able to divercify their cources and loolk towards horiuens
other than teachi: ¥ thev were especially keen to devewwp the
rrofeccional wducation of social worliers alongside teachers, for:
"a411 teachers should be better inlormed about the
nersonal cocial services wliich are available to help ///“\\
thelr nupils anl their familiec,.. Childrer musct be
seen by teachers - as menbers of a family and a neighbous-
hood and not mevrely as menber: of a school class”(87),
.
Lonwing back over vost-llellnir yenrs o1 arsociation
between ~olleres and w.iversities, cne must feel that in the
erv an idea and an oppertunity were lost rather than seized. }
The cchene meant far less to thie universities themselves thaun
the Iinlair comnittee hoped - though probably it did not cxpect
very ouch more, Univercities are fairly hide-bound institu-
tiors and they are rot moved easily - esvecially, in Britairn,
wiere they continue to enjoy a conciderable measure of autonony
But thisc view oi universities can alsc be over-stated, and in
relaticn to teacher training they have moved wery conciderably '
in what ic, by their standards, a comparatively short space of
tire. Though the licllair Commiytee may have been divided down .
tlHe middle, the university responce was aimest ununimously to
accept a considerable involvemeht with the teacher training
colleges, and at that time thege colleges were not very attrac-

‘tive academically. But undouw¥tedly the universities! major
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test came with the publication of the Robbins Report,; becausc
not orly were they invited to create for the colleges a no
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professional deg{Le, tut they were also invited to take over

firancial and adminictrative recponeibility for the collegec,

It ir profitless tr -speculate whether they would have accepted

sugh a propocsal any more readily than German and Swedish - °
cuniversitiec have uccepted comparable measures of integration,

because in Britain the propocil was never accepted by the

Government.

Vhat was accepted by the universities was the B.Dd., and
thourh some of them accepted it with bad grace, refusing, for
instunce, to award the degree at honours level or insisting on
dqlng‘a good deal of the teaching themselves, the great majority
o wrivercities instituted this rew degree at a quite un-
vrecedented pace, for they accepted the arpument of the colleges
ard of the teaching profescion that it would be very unfair to
| qeprive new teachers of this deree onge it had beern apgreed to
| Litraduse 1t,  The BE.3d, wac, [or a time, a motley affair,
| lirlering a pood deal from one uriversity area to another. PEut
| over the fcllowing few years it was greatly discussed and its
| distirctive character estab’iched. One of its central [igurec,
|

wihilchymay be gaid to symbelise the acunciation of the universi-
tles and the cnllerec, is itc corbinration ol academic and
professional studies; -after the t!- ~c-year course is completed
| with the award of the teacher's ce - - “icate, these are carried
| Jorward Ier a funther yeur of move —..tensive study at degree
| level,  In many colleges these two nirandc are kept ceparate and
they are plaited topether (1f ot all) only in the minds of
studentco,  Dut irn ceolleper acsonlated with a fev univercities,
cuch ug Leeds and Luscoex, the fourth year syllabus includer o
“hird elecent, o "lirk" study in which the acuademic and educ s
g } S have to be e:plicitly related, usually in the
cormoaf o speciar ciudy which may involve come field weric, LDome
Vitleo w0 linl ctudlies from cne of the Jusgsex colleges are:

| Shaucntion apd: Art An Irnvestigatiorn into I'irst
| Ceheol children's avareness and
| \ enjoyment of colour, and its
pocsible effect upon their
cornitive and affective
cdevcelopment.

N Lnelion : A critical analyolia of some
{ vorular children's novelgs
rerating to moral judgenments
emergsing in children of lMiddle

wchool age,

. Jorkshop dramn as the solulion
to come problems of adolescence,

Hictory * The child's ecrncept ofi 31aciH

Africa as revealed througsh throe
tenchiing methoede, y

88 .
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Education and: Home Dconcmics Railsing of the school leaving
&
. are and home economics,

‘ ]
laghematics Ilathematical attitudes in
adolescents.

Primary children's concepts of
meacuremenrt and the mathematical
definitionc of measure and
‘metric.

Yhyciecal Aneinvestigation into cultural
Educaticn differences of Indian girle that

. may raice problems in physical

. ' education in secondary schools,

azice Mugic dis not a subject: the
lace of music ac a resocurce in
n interrated curriculum, tc

- 13 year-olds,

NGRS

Ccierce .v. ttemnt to improve the con-

revs of weather among a group of

£ ~ticnally sub-normal

Cii .uren,

- Factors affecting pupils' choice
of science in the secondary
schonl,

Gengraphy An examination of the Junicr
‘ School child!'s understanding:
of the concepts of "village",

"town'" and "country".

Religicus The functicrn of myth and cymbol
Jtudies in religious education,
Cociology A study of the help given by~
schocle in preparing pupils for
(&\ the transitien froem cchocl to
. WOTK.,

Trhic attenmpt te find a way of integrating the various

A

~elenents of the B.Id. course presents conciderable acadenic

difficultiec for the students, but it alsc imposes cwnsiderable
demar.dc corn the univercity and collece stoff when they come to
teach and eramire the s*udents! werk.,  Certoinly the univerocity
staff, mnst of +them cgubject gpecialicts rather than educa-
ticnicts, who have exnnined these link studiec have not been
unalfected by the tasl nor have they found it a simple one.

ERIC

Aruitoxt provided by Eic:

o




88

¢
-

It is at least pogcible - and there is ample testimony to this
effect = that the task has given them a more sympathetic .and a
wilcer view of their uwn specialicms, and of the problems in-
volved in teaching them, -

A comprehenciwe study of the B.Ed. made by the Principal
of a college of educaticn, concludes with this assessment of

what has essentially been a combined university-college
uperation:

.

" "The achievement of the B.Id., is surely that it has
achieved the recuired standards and at the same time
established whole new areas of curriculum.

The evidence on standards is well ectablished.
leporting to the Comméittee of Vice Chancellors and
: Principals in 1971 U,C.E.T. commented: 'Comparison
v between honours B,Ed. and other honours degree \
. results suggest that standards are being required in )
. _ the former which are at least as demanding as those
of other degrees!

e
iy

2
1 I.Rgﬂ

Some university teachers mi~Li+ harbour residual fears

of -inappropriate subject 1 “~rial being accepted for
degree study. ,Inually some ccllege tutors might

resent presscure to stiffen course content. The.last -
nine yeayi have seen thece polarities reduced, brought
some understanding of opposing positions and have been
marlkted by vorking compromise,-experiment and evaluation.
Out of these hac come substantial progrecss in curriculunm
dﬁvplupl(nt Apart from the progress outlined above
there i cignificance in where inter(isciplinary cources
may be Iound. For i% ic not only those new univercities
(suchk ac Sunser) who had seized opportunities to build
their cvm curricoulum in a nev style in the 1900s who
rioneered new subject arecas for the B.Bd. 1In the larger
attempts at intesration within Lducational OStudies and
between dicciplines well ectablished red-briclt universi-
ties have been bold innovators. The bolder the changec
in curriculum the more challenging have been the con-
comitant assescment needs. ... new curriculum can mean
new methods of acsessment. Again those universities
which have made curriculum innovations have also been

prepared to find new, appropriate assessment
procedures"(88).,

; It is at these academic and curricular levels that the

| cuestion of the relations between colleges and universities

| needs to be exanmined, at the level of professionals engaged on

, - A s - . A Joh ;

i ~their particular tas:s, malling use of their distinctive skills.

E I'or very many yearc, in England and VYales, the universities

: and colleges executed a dance togetlier which barely brought
them intc touch with each other. The Iicllair Report chanred

30
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that, with the result that they now know each other far better
as institutions and they have also learned a congiderable
amount about each other's intellectual outlock and methods,
During this period, and largely throdﬁ% this contact, the
colleges have been transformed into more mature and academically
serious professional institutions; and the universities have
developed a sympathy for the business of educating teachers.

It seems a perverse decision to enforce, for the coming pericd,
a divisive binary policy which, however much it may exemplify
logical and forceful administration, is not likely to give much
acalemic support to the colleges as they undertake the develop-
ments and transformations that lie ahead of them.




4. The independent college system in ﬁqgmark

Dernmar!s provides a moet interesting and thorough example
of a divided system of teacher training, though even there the
first stages of integration have now been created. The division
is immediately related to the two main types and stages of N
school, the T'olk Cchool talting all children for the first 10
grades, followed by the Gymnasium for the more acadeinic child-
ren: these are virtually "closed worlds", to quote a teacher
from a [olk school, and it is "simply impossible to move as a
teacher from one to the other" (in fact it is not absolutely
impossible). ’ -

The gymnasium tradition is a very old one. Originally
they were cathedral schools, and then later they were accepted
ag preparatory schools for the university. Thus they have a
very strong tradition of scientific studies and of classical
lanpguagec, Today, of course, the gymnasia are more modern, but
it i§ still insisted that the teachers in the gymnasia must be
cducated in the universities:; they must normally take two
subjects, one main subject and ore minor subject, almost twe
degrees, in fact. The training colleges, on the other hand,
wvere institutec¢ to supply the needs of the folk schcols. The
cchool law ‘or 17514 introduced teaching for all children and the -
nced for teachers in the schools was very great. Training
collegec were started and their philosophy was that "the man
who teaches the children of peasants must be & peasant himself";
he had to belcng to the population he taught. )

or a long time the training colleges provided an alter-
native form ol further education for those unable to enter the
gymnasia, but in the sixties the colleges were established by
law within higher education but no attempt was made to introduce
2 form of integration between the colleges and the w iversities,

The feeling in the teacher training institutions wvas,
generally speaking, very much opposed to this becausec they felt
their identity might be threatened. ‘As a result, the division
betweer. the colleges and'the universities is fairly complete
and as far as teuchers are concerhed there are caite distinct
forms oi training, separate unions, salary scales and hours of
work., And there is virtually no centact\between thé two systems
nr betwee. their recpective gstalfs: the {wo systems are now
"structurec in their separateness”.

The strilting fact abowt this situatien, however, is not
that it is divided, .for there are divisions of this kind else-
where, but that the social prestige of the college sector is
almost as high as that of tge university sector. All college

.
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ctudents must now have matriculated, but whereas wnyone who hac
m: triculated zan o to the univbrsity, entry to the training
~1lege ic by selectlon cnly. Tlorecver the demard to get intc
the enllepes ic rreater, ecpecially from womern, partly no doubt
vecause the collepe cource lactc Jor 3 to 4 years, whereas the
usiveroity coursce lacts for anythin?z between 5 to 7 years and,
moreowe s, it ceems that only about half the students survive

the ecource, There is apparently no quection, on the whole, of
celless gtudents beine disappointed university aspirants. They
~p*t t- enter the cnlleres either because they are already
comitted 40 teachine, becaouce they want to werk with children,
~r.i/cr becince they wany to start earning @ salary in a securc
o~b sooner (though they will be paid less thar gymnasium
teacher., they will still be paid very handsomely compared to
virtually a7l other 4eachers in Europe). And they are no longer
ligely to be put off by the feelins that the training college
Syoten Lootec in—orown, thourh to tell the truth it probably ic
0.  Irn reyply te thio eritieciocm the Kector of one of the
colle e hos ndrmitted that he‘Hys alwayc ecriticised:

"the in-;oown character éf the training ccllege, thougt
it was uorce ten years aX, Ther a training college

cenc o notriarchal institutign, and the Rectnr vas a sort
ct Jsther to all the students. It was quite unbearable.
Sut T othinlt eur new law ic mueh better because how we
trert the students us grown up people; we hLave no
recroneibility for their private liver at all"(89).

f1othe other hand 1t seenms that the universitiec are not par-
ticularly oryular ot the moment with "ordinary people’ who view
ther, ac "geme cort of Jchocl Tfor Scandal™ - though eoming at
tre ~ulminatic. -f come years of student cor frontation, thig
Mopdiiary peorlel's" viow of universitiecs i not pecullar to
Denter’t. It io apparently tre case that while the collegec have
poeore alterether rmore tolerant in thelir attitudes towards the
ctulents, their nenderic repine has become nore regulated and
thelr sctuardnrdrs mrre demanding,

0o

$, e Tpeaved with o this cituatiorn, one then acsls what
+he: cellerer mic-ht Yuve 4o galn from acsceociatior with the
diivercitien, ihe immedinte ancwer tends to be " othing"!  But
the:e 1o 2leaxrly o« feelirg that the univercitier uight well hove
v preat ol to ail Cron osome ind of arsociation: in fact they
vauld e tale: out of thelr secure world and forced to develorp
o ~loser reloticon with soclety and a greater degree of practical
sonmitnert toweris it,  In the nrocecs they well might aloo be
Tevoe D ote piveey o come o thelr autonomy However, the moaot

WA

2

R oot

: xnp1¢jiu”‘&<; Hf tihiic negutive rerponse 1o to relr oorn
to tie ioval laniclhi~ehool of Dducaticenzl Studies, whish i
wriolubitedly ooovery o ificiot Institution, - Toundcd v 1
tLe Pornl Danish ochbol exists today to provide conrsens I
tesoners who weve trikdined in trainins cellepes amd who T
teoshin~ in {21 cehpels feor at leact two years, o Ior
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in the training colleges themselves. The Royal School is situated

in Copenhagen and has 7 branches or divisions in different parts

of Denmark. It offers courses in all the main subjects of the folk
school curriculum, both in the pedagogy of the subject and in the
subject discipline; and also it offers courses in the disciplines

of education, particularly various courses in psyghology. These
courses vary a great deal: there are 1-year coun courses of much
shorter duration, of 20 to 30 hours and of 3 mo , full-time and
part-time courses. But much the largest part of the Schoo3ls activi-
ties are its graduate studies in education, which culminate in the
master's degree in education : there i5 a degree course in educational
psychology for college lecturers and to train school psychologists;
and a joint course in a subject, for instance English, maths,
physicsu tbgether'with the study of education, including psychology,
didactics, methodology and so on; and thirdly a course in education
aiming at qualifying people to work in training colleges as
lecturers in education. These degree courses, which may be completed
in 3 years full-time or 4 to 6 years part-time, are held to be of
the standard of a Master's degree - it is also possible to take a
Master's degree in psychology at some universities and, at
Copenhagen University, in education (though in the 15 years it has
been taught, only 10 people have taken it). The Royal School has
cdesigned these degree courses specially for the needs of the folk
schools : for teachers in these schools, for the teachers of these
teachers in the training colleges, and for the subject consultants
who support the schools and who may undertake research in the
schools, There were, in-197/, about 1,100 students taking these
degree courses, though the bulk of the School's teaching is in its
ordinary,courses, in which some 9,000 teachers were participating,
and these do not include its short couirses, including holiday courses,
with about 5,000 students,

The 29 teacher training collepes in Denmark have no formal
relationship with the foyal Gchool, though they have a common
Council. But clearly their informal relations are very close, not
only because the Koyal Gchool draws many of its students from the
stalf of the colleges but also because its depree students are now
increasiéngly gaining teaching posts in the collepes in competition
with graduates from the universities. Thus +he collefFes may have
v.rtually no links with the universities, but thev have corsiderable
"inks at various levels with the i‘oyal [ciool, and the ltoval Gchool
makes & specialist contribution to teachers at a university standard
of study and award. The training collefe view is apparently that
the Hoyal 3chool is comparable to a un.versity. The view of the fnlk
school teachers' union is that it is regarded as being on a par
with the universities and that the only reason it is not a university
ls that it is a specialist institution. lut the niceties of the
koyal lchool's status vis-i1-vis the univers.ties matters far less
thar the effectiveness 5f its educational function vis-h-vis the
colleges. It explicity sets out to®provide a great deal of the
academit survor® 'which colilegee mirht hove to gain, probably in a
much less organised fashion, from universities., /ind its flourishing
existence may have a good deal to do with the fact the collepes and
universities continue to pass each other by on either side of the
academic road.




Yet, vher. all hac been said on behalf of the Royal

School, it is not a university, and if the training college

system is in-grown, the Koyal School may well malke it rather

more £o. For it closes the pedagogic circle. In spite of all

that it offerc, ite tendency is to leep teacher-students "in

. limited boxzes", as cne of its own students put it. One feels
that the Royal Uchool itself might derive considerable support,

, that it would be strengthened rather than undermined, if there

were also academic relations between the colleges and the
universities. The two systems are so different structurally and
they are propped up by such contrasting and long-established
traditions that this is not likely to happep easily, but none
the lecs the nmatter is now on the agenda of educational planning.
And while there are the natural fears among people concerned
with teacher training that links with the universitiés and the
irtroduction of some X%Xind of modular curriculum might destroy
the interraticn of studies in the colleges, the continued y
existence of the Koyal School, with its carefully articulated |
and integrated courses of professional study, might provide an:

! enuilibrium,

How are liplks between the tvo cystens likely to come about
in Dermarl:? They do not seem likely to be initiated, at present,
by the professicral bodies in the field of education, and they '
will certainly not come atout by some process gf osmosis. They
seenm lilkkely to be initiated, in Denmarlt ag el@swhere, at a
pclitical level, During the sixties ipg@ inr, there was
a4 censiderable concern to raice the st&nd@gﬁﬁ & prectige of
educaticn for the teachers in the I-1lk-sehuolgid@nd to embody
there rbjectives in an appropriate Lok ol Pardiament. /And it
Las been larprely as a result of politieal initisdive that the
rew. Univercity Centre of Roskilde wag egtablishediand started
teuchiing in 19772, to be followed by two other Cenires. The
dictinctive features of Roskilde are its:common basic education
curriculum [or the firct year, its explicit conceyn with pro-
feccinnal elucation at the "“Jower" ac well ‘as the "higher"
levels (i.e. i+ the cuse of teaching;, with the T.eeds of the
follz cohenl oo well as the gymnasium)f a1.d the 'interdisciplinary
structurc o itc curriculum centred on "problema!", rerhaps one
chould aleo acd o fourth important feature, which ir that the
coursec of studicc will mogtly be completed in considerably leco
thar the traditional 9 tc 7 years: indeed, the concept of
"cempleting studiec at this level is probably inaccurate at
Reoclzilde. TFor these reascons, mary people in teacher training
cay thit Roclilde students are not properly trained ac teachers
and that they cannoct iulfil all the necessary obligations of
teachers, " a )

¥ As a matter of fact the new University €entre of Roskilde was not
allowed to establish a programme for trainingAprimaF@ and lower
secondary school teachers. The reason for the refusal, given by .
the Ministry of Education, was $hat'the Ministry did not consider
the two years of common basic education as satisfactory.

? . M
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‘ Roskilde is tco new for it to be pussible to say how its
pedagonlc cources are. chaping and what-impact they w1ll have on
the schools and the collefes,  Nor can orne begin to estimate
what impact koslkilde will have on the other traditional )
universities. 3But one notec that Someone as vell placed as
HMr, K. Helveg Petersen, who was formerly Minister for Cultural
Affa1r° and Chairmar of the Planning Committee for Highex
Education, has stuted that he ic "not very sanguine" about the
introduction o7 new appr0uch€~ ty education. within the tradi-
tiornal universities: . '
"In my view we have to create a1 new sort of university,
a centre where you have new courses introduced, shorter
courses and the possibility of innovation, and then you
might get a new dynamic restored, 1 would still main-
tain that you ocught to huiver the teacher training
college nn the same campus. At least cn-operaficn
should be guaranteed., But I would not be content with
Just having the training courses there, I would want

%f to have a new cutlool: throughout the institution &s a

XU

X

whole, they shculd be more oriented towards, society,
more onen to scociety, oo that they could take in people
who come with other cualifications than the ordinary
cries, And particularly they have to change the e
relatiorns between the' theoretical.studies and practical
vorlz (of whicl: the universcities at present do virtually
none), and.find out how they car place their studente
outside the universities for a while and then biinc

them baerlr again.” In a sence this would'garing their |
studies ivto lire with *he idea of life-long learning®(90),

7

Ve
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It remains to be seen if Roskilde and the other new Centres
manage to achieve this. The very success of the Rayal School may
tend to perpetuate the d¢v1ded system in Denmark rather longer
than elsewheré, :
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CHAPTER IV

The ambiguitiesh of relations between Universities and
Teachers' Colleges :

-

1, Social change and the education of the teacher

The main theme of an earlier chapter of. this Report
was the emancipation of the teacher and of teacher education
and training. This theme was discussed in terms, very
broadly, of changing assumptions about the structure of °
schooling after the Second World War; of the growing recogni-
tion of teaching as a profession of a serious intellectual
calibre and of a complex range of inter-dependent sub-
professions; of the developing role and image,of the teacher;
and finally in terms of his or her academic and professiqgnal
education.» These developments, in the years after the Second
War, were no -doubt deeply pondered upon by individual members
of the profession at all levels, and undoubtedly innovations,,
whether of role or structure or performance, résulted in one

place or another. Yet .the broad picture seemed one of rather’

amorphous, or at least haphazard, developuent - not unlike
the species of Progress described by a British Prime Minister
in the early thirties, Ramsay MacDonald, in the immortally
vacuous phrase: "On, and on, and on - up, and Hp, and up".

s . i B

W .

, . That is not quite. fair: because education is pre-

;eminently the profession of individual initiative and thus
its development rests, ultimately, on the work and vision of

thousapnds of individual teachers. Until falrly recently,

.that was about all there was to say abouf teaching, for

training, in any serious contemporary sense, was minimal and

.often irrelevant and. teachers found their way forward by

"sitting next to (or at least somewhere near3 Nellie" and
"through the school of hard knocks". /4 few charismatic and
thrustful individuals managed to systematise whaft they were
doing and create noted schools- or-philosophies yhich exerted
considerable influence; but they have been surptrisingly *few,
when one thinks of the enormous numbers of schools and ;
teachers, mpany of them working outside the state system any
way. A Lurt - lahn here, a-Neil there, and the rest nowhere
very much as far as society was aware - though not, of
courSe, as far as individual parents were aware, for paren
have alwars responded to the exceptional teacher of their
children. ‘ . . L

O *

In a cerious seuse, teacher training has now, at long
last, come into its own and has graduated into higher educa-.
tion. Yet as one looks ot what has been happening in a
number: of countries, its pedagogic development still seems
‘to have been erratic and unscientific; for the most part it
has followed belatedly the drift of developments in the

wider educational- field rather than initiating them:
3

. /
- g
) i ¥i




olinCilihadi e

o

96

"It is however salutary to recognise thatk teacher
education cannot adopt goals or methods that are
contrary“to those of the wider educational .system. .
Teacher educators understand very well that their
work is constantly subject to evaluation by those

who control the schools and that they can do little
themselves to change the schools." (91)

Moreover, it is the view of these two guthors, study-
ing teacher education in England, France and West Germanv
that: -

"..s.change is impeded by the fact that teacher-. o
education institutions in all three -societies seem
to have partially insulated themselves from their
social contexts and often from the active experimenta-
tion thati occurs in the scHools. In this sense the
challenge that has been felt within many organiza-
tions to update information, to-question traditional
assumptions, to consider new methods of worklng and
possible new structures and relationships, is.not'
being met and in some cases may not even be genergllv
recognlzed It is the schools rather than the train-
ing institutions that are confronting and grappling_
with the problems of minorities, environmental
disadvantage and poor motivation." (92) ’

Of. course there are teacher ;Faln%pg 1nst1tut10ns,
whether functioning as departments of universities or as
independent colleges, which have recently been engaged in
serious experiment and which are animated by a concern to
promote innovation. "Yet they only accentuate one of the
serious difficulties of teacher education, which is how to
temper the impatience and zest of otudents, eager to trans-
form the educational system, to the humdrum, conservative
character of the schools in which the;” do their practice
teaching and in which they hold their first appointments.
There are ways and ways of undertakindg this process of
'temperlng,/‘above all it is not accommodation that one has

in mind, but an analysis of the social dynamic of the educa-
tional task which uncovers. the nature of its inbuilt eon-
servatism. It may well be that teacher training institutions
often ignore this kind of study, or shy away from the apparent
pessimism it seems to generate. .

"The institutions of teacher education in Ingland,
France and West Germany may not have shown the same
responsiveness to social change as other social
institutions, such as the mass media and.certain

areas of goevelnment. Some undoubtedly rezard this E}

as a measure of the cultural-limitations of these,
institutions, and. therefore of the training that
they can hope to - offer to futui® teachers. But in
so far as they have not adjusted to newer social
pressures it.- could also be argued that the function
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4 . of teacher training and of other educatignal
institutions is to build a bridge betweén tradition
and modernity by making a continuous and considered
response to social change. However different the
detailed prescriptions for the refarm of teacher
education to which these commitments have given
rise, the logic of both sets of assumptions confirms
‘the need for\efficient means by which issues concern-
ing reforms in the social process, curricula and
organisation of teacher education can be identified,
raised and resolved." (93)

If the emancipation of teachipg and. of tkhe teacher is
unlikely to happen by spontaneous combustion or by a myrlad
of isolated good intentiots and good practices, how far wil
it be (and, indeced, has it been) affected by national,
governmental, or otherw1se centralised 1n1t1at1ves” How far,
as one looks from one Countrj to another, have governments
been directly interested in promoting any such cause, as
distinct from seeing it promoted as a spln—off from something
else? Since the war, the major initiatives have been socio-
political in character and their architects have been
political and social &cientists working, in Europe, through-
political parties of a liberal and social-democratic per-
suasion. 'Thus it is not surprising that these post-war
years have scecen the claims of the ordinary and of the dis-
advantaged child dominate social argument and planning.
Couprehensive schools and compensatory education, those
somewhat contradictory panacea, have been the response of
governments in country after country. and more receutly, the
elite character of higher educatlon, with its restricted
entry and its hierarchy of 1nst1tut10ns, nas led to proposqls
for comprehensive universities or for binary structures.

~.Broadly speaking, then, the iood in western Lurope
has been towards openness of opportunity and a lessening of
privilege and restraint. The rate of technological develop-
ment a d obsolescence has undermined early commltment to a

¢

long 'initial trainiug or apprenticeship, and this has combined

with the shortening of horizgns which result from insecurity
and . disturbance. Or perhaps a more exact image is of a
series of shorter vistas across the span of a person's life:
it is impossible for most people outside the major. rock-like
professions, and to an increasing degree inside them, %o
envisage what they will be doing in 10, let alone 20, years'
time or what new sxills they will need by then; they may well
change, their professions or Jjobs, or see their jobs change
dlrect{on, as many gs five times in the course nf their work-
ing lives. o doubt many people, especially.of student age
or young professionals, will hope to have had a hand in
changing the social structure and rewards of employment, &s
well as the character and satisfactions of their lives out-
~side work. The condemnation of capitalism as a predatory way
OT Aife, end the pursuit, however confused and bemused, of
communal alternatives, the distrust of science and the
lcultlvatlon of the transcendental and occult,
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the all-preveding permisciveuess and tlie genial hedonism,
that characterise ,the culture.of the younger urbah genera-
tions are only the more farouche (and, incidentally, heavily
exploited) manifestations ,of the state of profound moral
insecurity that coes along with, say, hijacking and Water-
-ate and pollution. The extreme educational response is to
drop or stride out of the system altogether. Thus the hope-
ful theories and practices of compensatory education in the
sixtie§ seem to have been succeeded, i the-seventies, by a
sense among sociologists of the comparative impotence of
education to rectify. problems of gocial deprivation and
inequality. 'fhe <urrent twin sollitions are to "dekschool"
edutation and/or to extend it for the total span of Iife
which may well institute the reign of the amateur and the
Wig&gggry (neither of them as yet professionalised).

( For thosg who remain within the system, however, the
themes which are in the air and which recur 'in all varieties
of educational setting are: . R

)
e

{ - comprehensive structures ' %

rd

-modular coursgs of study o
-inter- and multi-disciplinary curricul7

. [ .
-variety of choice

f —uncérﬁainty over professigqallcommitment
' >

-varying duration of ‘study, plus recurrent and
lifelong education. N

~team and gxplorator; modes of study

: This list *of themes coulc easil;” be extended, though
it would still retain ite disticnctive flavour. What is
evident, however, is that these themes come up in-the context
of teacher education and its emancipation as much as they do
in the context of re-shaping higher education. Wherever they
teach, the task of teachers is changing and to a great exteat
it' feels like  an emancipation, though it may be some time
before it alse looks like it, for educational moulds and
habits are hard to break. DBut that, presumably depencs on
~ the teachers of teachers, and on their assumption of a
formative role near the centre of higher education. .4and it
depends also on the degree to which the shaping of higher
education is undertaken with explicit and even calculated
attention to the pedazogic and not cimply the institutional
. neceds of teacher, education and training.

~8 one looks from Ipgland to Scandinavia to West:
Germany, what do these needs appear to be? If there is, in
all these countries, a malaise about teacher gducation,
especially in the colleges, what does it add up to? The main
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elements of this mood of uaecsiness are, to some extent, the
obverse of the themes listed above: ‘

—~the isolation of teacher—studeqts and of their staff
-the monotechnic character of the colleges
~the need to upgrade their studies s

-the lack of a serious intégration of theory
and practice °

~the paucit, of research in the colleges

, 411 of these issues have forced out into the open the
question of the relations between the two separate systems of
, teacher education, and between universities and colleges'as
institutions. .nd they have also revealed the way in whlgh
universities,and colleges have been developinz in somewhat
complemengary, and at times even contradictory ways.
Teachers'' colleges feel under pressure to extend their range
of both professiona%ﬁand academic courses, develoning into &
cross between liberal arts colleges and polytechnics. Looking
ower their shoulders at universities, they tend to strengthen
their academic specialisms at a time when many,universlples
are tryinr to break down the power and isolation of thelr own
specialist departments. “he colleges are lengthening the}r
courses while man, universities are trying to shorten theilrs.
And the colleges' faith in intesrated studies is under & good
deal of attack at the same time as universities are being
much criticised for their lack of serious interest in inter-
disciplinary study. 7Thus the picture is & contradictory one,
and it is agravated at the precsent time by the quite rapid
change in the market scituation: tecchi»rs, having recently

- been hard to recruit in sufficient uuibers, wre now being
trained in ample numbers and there 15 cven a hint, here or

. there, of teacher unemployment. Inevitably this sets up a
conflict between the studenbts' urge for less structured,

less professionally oriented courses, and their anxiety to
see cgurses planned in relatioa to employment needs. How far
have some of these problems been tackled, and with how much
success? ..nd what major difficulties will still remain to be
solved? In so far as the eyidence from four or five countries
provides the basis for an answery it will have to be both a
tentative and a subjective answer.

2. Curreny developments

Granted %wo separate institutions conceruned to produce
teachers, eaci with a long history of <etachment from the
other, functioning with different objectives in mind, with
different patterns: of study and nmost often at different lcvels
of academié prestige: et sranted also that today both
institutions find themselves subject to pressures that are
forcing them to reconsiuer their stance ian relation to each
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other: what, in theory aud iu practice, is the range of
possibilities opea to them? The structuralist would reply,
no doubt, that the alternatives are Fusion, Federation, Co-\\
operation, and Independence. .nd it could be said that
versions of these alternatives are in the process of being
established in Sweden, West Germany, Ingland and Wales, and
Denmark. i .

in alternative way, and perhaps the more realistic
way, of putting the question i1s to consider the possibilities
open separately to The teachers' college and to the universit,.
For it is the college which is, in general, the more vulner-
zble institution and which is thought to be in the greater
need of transformation. So much so, indeed, that it is being
asked in Ingland whether it should continue to exist as an
independent institution at all. Recent proposals by the
James Committee and recent policy decisions by the present
Government clearly stem from fundamental doubts whether ﬂgé
teachers' college is any longer a viable institution; ‘
essentially, in this view, it is too small and weak to survive
in a world of large-scale, if not mass, universities and
polytechnics. 'he ideal solution, therefore, is to fuse the
colleges with the polytechnics within the public sector of
higher education, probably making them into departments of
humanities or liberal studies which most polytechnics at
present lack. 4Alternatively, a college could be fused into
theé neighbouring. university, but this alternative has, in
practice, had all the cards stacked against it ana it seems
unlikely that there will be more than one or two university-
college fusions. '

In England, the pursuit .of the binary policy is being
pursued fairly energetically, with its avowed intention of
creating two separate and virtuall; u.connected sectors of
higher education. In the interim, tie colleges are being
given the chance to show whether the; can reshape themselves
in various ways, mostly as smell "poly-artnics'", as someone
has neatly described this concept. DNone the less, officieal
policy is dominated by a belief in the economics of size and
the long-term future of the colleges as independgnt institu-
tions is in great doubt. But what is more immedlately to the
point of this Report, the' advocates of binary policy challerge
the view that there néed be any fundamental relation between
the colleges and the university, and they are oblivious to
the arguments of the McNair Report. . At the most they have,
come round to accepting the expedient of the university as a
validating body for the colleges' courses.

‘'he integrated model of the Gesamthochschule also
appears to prgﬁose the disappearance of the independent
college through its absorption into the larger university

v

structure. But in this case the argument is not that the = °.
college will supply something which the other institution

locks, as the polytechnics may lack a humanivies department,
‘but that the university will supply something which the

college lacks: large snecialist departmertts, a "scientific"
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basis of study, andaconsiderable volume of research. These
arguments -are at least related to some of the obvious needs
of the colleges, even though in Germany the colleges are
comparatively large. Whether taking over the colleges in
this fashion will supply these needs or simply obliterate
them is the still open question. , £

The proposals of UG8 which are under discussion in
Sweden seem at times, under certain lighting conditions, to
be even more radical than the integrated Gesamthochgchule, in
that it is suggested that both universities é&and colleges, as
such, will cease to exist and will give way to a single realm
of higher education. The creation of 19 higher education
areas organised around 6 major institutions of higher educa-
tion may well, on paper at least, implement this basic
concept. In another light, however, the retention of subject
departments, with their strong base in the universities, and
the subdivision of higher education into occupational train-
ing sectors, one of them being teaching with its strong base
in the teachers' colleges, suggests that, to all intents and
purposes, the universities and colleges will continue in
being, though obviously under joint planning and directing
agencies; and out in the smaller areas, they may well be
virtually integrated. At the undergraduate level, these
proposals seem likely to transform the universities rather
more than the colleges if their curricula are indeed to
become occupation-oriented. At the same time, the professors
in the colleges will become members of larger departments and
the students will have & wider range of both subjects and
staff from which to choose; and thus in theory both should
gain.

The less radical proposal is the co-operative model
of the Gesamthochschule, in which the college stays where it.
is, and remains a more or less incependent institution,
though it is brought' into a commou plunning structure with
fhe university. The staff of the college acquire membership
of a wider academic community, though it seems, if only for
geographica]l reasons, likely to be a fairly loose membership.
And the students gain a measure of additional curricular
opportunity. This measure really seems to amount to
rationalising the state of affairs-which obtained yesterday.

In many ways the English and Welsh system of institutes
or schools of education based on universities, which is in the
process of being slowly dismantled, is an extention of the co-
operative model of the Gesamthochschule, though the McNair
concept of a school of education would have carried this’
considerably further. Indeed, in many respects it would have
been the most educationally radical solution of all, for it °
was based on the idea of building up close academic and
educational relations between institutions which were to
rémain functionally distinct and largely independent; which
is probably a good deal harder to achieve than fusing them
into a single mish-mash of an organisation. The McNair
proposal was never fully implemented, but the institute of
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education structure, with its range of boards of studies

and its department of in-service studies, proved strong enough
o’help the colleges build up their academic strength and,

eventually, introduce successfully the B.xd. degree course in

conjunction with the universities.

Ve

Laotlj, theré is the Danish system in which the

. colleges remain wholly separate from the universities, but

have a close link with their own university-college, as the
. Royal School might be described, In addition there is the-
.creation of three new university-centres, including & strong
element of teacher education but not 1ncorporat1nb a college

- as such.

-

Looking bacli to the five major issues ariging out of
the "malaise about teacher education" ( see above), one can
see that many of the developments. summarised go some way, even
- quite a long way, to dealing with them. Whether or not these
developmenta have been designed for this express purpose, the
diseussions which they have involved have inescapably placed
questions about teacher training and education high on the
. agenda: c¢ongciences have been pricked and prejudices have been
disturbed. The colleges are bound to be very different places
in the future: their staffs will certainly feel less isolated
academically and their students less cut off from theé main

_thoroughfare of higher educatiop. Only in England and Wales

does there appear to,be a fairl;” determined attempt to move
forwards backwards, amid the dip of much protest.

But having chalked up the undoubted progress that has
been made during the past few years, one is forced to recog-
nise that many of the deeper needs of teacher education,
especially if it is to educate the teacher to master his new
‘role, have still barely been identifiéd, let alone met; and
alse one can see that new problems arc being created as the
larger structural developments take shape. To examine the
whole of this field of continuing needs and new problems in
teacher education .is obviously beyond the scope of this
Report, and only those aspects of the matter which arise out
of the developing relations between universities and colleges
can be taken up here (and somewhat summarily at tHat).

3. Unresolved problems

As one thinks back over the history and development of
teacher training, and latterly, teachdr education, and if one
then looks at the contrasting situations in these four

opean countries, it is strilking that a number of factors
3§§ch seem likely to have considerable influence on thé

libre of tomorrow s teachers have &pparently been so little
discussed from this point of view. lough teachers' tralnlng
institutions and their patterns and curricula of study are in_
the melting pot, in a number of instances, there has been far’
too little attempt (or so it seems) to calculate the impact of
these developments upon the life of the individual student and
member of staff, and thus upon thg emerging teacher. The plans
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are drawn up, the structures are articulated in all their ¥
ingenuity, and there then ensues & gieat hopefulness, amount-
ing beforé long to a conviction, tha all will be for the
_ best for the individuals concerned. But it is striking that
there appear togbe no plans, in any of the ‘countries visited,
and not even in Sweden, to mount an accompanying study of the
* way these plans are implemented and to attempt to evaluate
the degree to which they "produce better teachers", to put it
in.rather crude’.shorthand terms. Enormous changes are being
proposed - institutions are being fused together or wrenched
. . apart, patterns of study are being given a new-orientation
across the whole of higher education, ahd one can only
express once again one's weary regret, not at theé blandness
e

of the planners (for one has, after all, been a planner onese
and one knows that a form of blandness 1is endemic to, the
task), but at the lack.of study and research which should
already be on the design-board if crucial steps during the
formative stages are not to go unscrutinised. Among the
questions that will clearly need ta be kept under continuous
study are those to do with the size of institutions, with
professionalisation ang flexibility, with integration of
studies, including relations between initial and in-service
education, with inter-professional education, questions to

do with the .unity of the profession itself, and finally and, . N
throughout, questions bearing on the intellectual calibre of
he undertaking as.a whole. : I

‘ . /s
(a) Size: ,) : , . .

{

;
It has been one.of the7gain criticisms of teachers’

colleges that they are too small. But if they have been too

,small in the- past, it is not-certain that the solution is to
ingorporate them, as in West Germauny and, to some extent, in
Sweden, "in mammoth establishments ... /this/ is likely to
counteract the effects of organisation Into subject units and
lead to the creation of the type of hypertrophied imstitution
that other countries are trying to dismantle, e.g. the
University of Paris", or so critics of the integrated

. Gesamthochschule claim. (94) In relation to teacher training, .’

the sheer size of these institutions seems likely to generate
three problems in particular. The first problem must be how
to organise the relationship between research and teaching.
In the small elite institutions of. an earlier era, it was
possible to believe that the Humboldtian unity of teaching
and research manifested itself in every member of the
professoriate. Today, for most academics, this 'unity' is
bound to be at best a loose link between an individual's
teaching and the aggregate of research undertaken by himself
and his colleagues® The "basic and very serious question”
posed by Georges Daillant is: i

"whether it will be possible to maintain the linlk &
in the Gesamthochschule. Even in’the university, s
teaching responsibilities are becoming increasingly -
heavy as student numbers continue to grow, and *
everywhere the size of the university's share in the
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"overall-research effort is getting smaller. Im
Germany, only a few years ago, it was estimated that
some 50% of all research,was carried out in uni- "
versigies. The percentage is now steadily decreasing
and the process ,ofgerosion is one which could
ultimately lead to the virtually complete exclusion
of research from the univérsity.

This stage has nof yet been reached but it could be
« hastened by the creation of the Gesamthochschule, in
which the emphe<is on teaching iwill be much greater
than in the unive¢rsity. Scholarly and academic work
is likely to become more and more marginal ...
Professor Heckhausen suggested that the establishment
of Gesamthochschulen will lead to there being created
beyond the tertiary sector, a quaternary sector, in
which research-will really be done. The Gesamthoch-
schule might thus not only fail to achieve one of
its aims - that of enabling more students. to benefit
from research-related edycation - it might also be a
contributing factor in the disappearance from the
-university of. that teaching-~research link which is
one of its remaining virtues." (95)

. The gecond major problem is that in a large, let alone
a vast, organisation, a pattern of closely integrated study
is only likely to be achieved by a group of colleagues work-
1ng more or less as a team. In-so far as this is likely to
happen at all in universities, it will happen within -a o
departmental structure, or one brokéen dovm, as i5 now happen-
ing, into subject fields: byt this is the worst way of
organising educational studies, which are necessarily inter-
disciplinary. So within ®he Gesamthochschule or- the larger of
the major institutions of higher education in Sweden, the
educational curriculum may well have to choose between an
integrated but impoverished (because departmentally isolated)
interdisciplinary culture, or a diverse but essentially ‘non-
integrated programme of options drawn from a variety of depart-
mental specialisms. Neither is likely .to foster the qualities

that go to mike upthoe "mew" teacher, outlined in an earlier
chapter,

The third problem which results from gathering a .
variety of institutiong together on a commgn site hits the
training of teacher more than most categories of professional
study. For one of the main reasons why teachers' colleges
are distributed fairly widely in a region is so as to enable

_them to build up working relations with their own groups of

schools., A vast concentration of student-teachers in an urban
university must inevitably diminish contacts with schools as
part of an integrated curriculum, and it must postpone the
major element of practical study to a second and disconnected

. phase based on seminars. If there are organigation ingenuities

which can overcome these problems, they do not seem to have
been adequately publicised. The most obvieous ingenuity might
be to resist the temptation to congregate all institutions in
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. the same ph,sical centre. -The ticory one nears expresseq in
West Germany is that when a Gesamthochschule reaches a slze

of about 20,000, the time has come to start another in the
same area rather than expand it further; but in fact there are
Gesamthochschulen considerably larger thah this alrea@y, anq
there is a good deal of evidence to suggest that, as 1n Paris
“and the United States, the multi-versity almost inevitably
creates an anonymity, a lonely crowd of students, and.,a lack
of meaningful relations with the faculty which lead to .
student untest and protest, of which West Germany has hgd its
share. For students training to become teachers, learning
(one hopes) how to promote individualised study and sgppo?tlye
‘relationships in the classroom, the large-scale organisation
of a "mammoth" institution provides about as unsuitable an
environment for study as one could devise. In such a setting,
the greater academic opportunities are being bought at too
great an expense. ‘ ' -

Certainly the experience of. university institutions

in England leads one to believe that a number of 7—8,009 is
much nearer the optimum., Within that number it is possible

to accommodate a very wide range of academic and professional
departments and schoolsg and yet enable them to keep in some
kind of contact with each other. It also provides a senlor -
academic community of about 700/300 which is.amply large
enough if the -toncept of an academic community is to continue
to mean anything at all, as it must for people concerned with
teacher education. The arguments in favour of great silze:
mostly cloak policies of expediency and they are often i
supported by economic calculcations of very doubtful validity.
- Obviously colleges of less than 1,000 are too small for morst
purposes; but at least one purpose has been well served in

the best of the small colleges, which is the creation of a
sense of community. And though today's students rightly demand
to be treated as responsible adults wnd resent any maternalism
on the part of their universities and colleges, they have a

far greater concern for community and for the primacy of

human relations within an institution than most of their
elders,- As far as they are concerned, and as far as the
‘ teaciers of teachers are concerned, this question of size is
anything but a dying cause, though it may well be an
inconvenient one politically. ’

(b) Integration of studies

The question of size is closely bound up with the
integration of the students' studies, and Professor Heckhausen
has already been quoted to thisz effect: "the-integration of
university and professional courses of study should take
place only in new and small institutions of: higher ecudation.”

The integration of university and professional
courses of study which he wishes to see establighed in small
institutions can already be found in many coiéfges of
education, especially in England and Wales, -whHere the students
pursue, in addition\to their educational sludies, a "main" * .
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subject in its own academic fight; This wag one of the

central recommendations'®f the McNair Report, and it was one
of tle main reasons for éxtending the college course in ’
England and Wales to three years and subsequently, for degree
students, to four years. At .this stage the main subject
studies can be accurately described as university studies.

.The concept of integrated studies for the prospective
teacher seems to be strongly held in all countries and at all
levels. It is to be found in practice, however, only in the
teachers' colleges in England and Wales (of the countries h
being discussed), for only here are all the elements of the '
teacher's training and education brought together within the
single institution. In the course of his three or four
years in college, an English student will pursue one or mayve
two main subjects for the sake of his own personal education,
then a group of  educational and pedagogic and curriculum
"studies, and thirdly he will undertake his teaching practice
and observation in neighbouring schools. Colleges differ
considerably in the way they organise these various studies
into a coherent programme, but what is common to all their
plans is that these separate studies are pursued concurrently
and . that they are, as far ag possible, explicitly integrated
with each other. ILet it be admitted -that while concurrence
can be achieved through time-tabling, integration can only
be achieved through tekching and in the mind of the students.
However, the ideal is .firmly held. It is also held onh the
Continent, but there the quite separate institution of the
seminar means that the teacher's education and tra§ﬁing cannot:
be integrated nor concurrent, except for his academfic and
theoretical studies. But if Professor Heckhausen fears for
the integration ‘of what he terms university and professional
studies within the vast structure of the Gesamthochschule, how
much more remote must be the prospect of a comprehensive
integration of all the elements of the teacher's education
and training. For not only is the seminar still conducted
under separate augpices and at a subsequent period, but the
concentration of very many thousands of students in one
centre must mean that accegss to schools becomes almost
impossible to organise except on a most superficial level.

This argument, moreover, is not simply related to size.
The assimilation of the colleges to the university patterw of
study, which is proposed in Germany and possibly in Sweden,
means substituting a sequential for a concurrent pattern of
studies: a period Qé/academic study followed by e shorter
period of professiodal study. This pattern may suit the uni-
versity graduate aspiring to teach in the upper reaches of the
secondary -school 6r in higher education; or if it doesn't
necessarily suit him, it may be an inescapable arrangement.
But there is every reason to doubt whether it will suit the
class teacher, for reasons which do not need to be rehearsed
here.- From thi# point of view, the absorption of colleges
into vastep univergities will involve a severe pedagogic loss,
which will hot be fundamentally mitigated by the proposal
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that the .student's studies in the university should include

an element of professional study:.such an grrangement may be
better than nothing, but it will not amoun® to serious ‘
integration, . And one must insist that integratidn is not a
shibboleth: it is of the essence-of a professional education
for dcademic, prafessional and practical studies to confront
-each other, .for concepts to be tested and reinforced in. .
practice, and 'for practice to embody and to be.guided by
disciplined- theoretical study. If the structures that are
being erected in Sweden and West Germany do not make thi# kind
of interpenetration of studies feasible, then the prop&sed.
.orientation of higher education towards the needs of the _
professions will, as far as teaching is concerned, be somer
‘thing of a hoa¥«e.The institutions may be integrated: for
very many teacher-gtudents, their -studies are likely to-be de-
integrated. - : ‘ . e

" :There 1s an important” extension of this argument
which can only be raised here, and this is %o question whether
the creation of the new teather, ‘along the lines described
earlier, can possibly be achieved in‘any other than a highly
gspecialised institution devoted specifically to this task.

Can a normal university course follewed by or interspersed

With professigﬁal studies, and then followed by- a period of

practical training, begin to .offer a serious preparation for
the intensely difficult role of being a teacler in tomorrow's
world? A% present there is an almost grotesque discrepancy
between the new c¢bnéepts of teaching and the plans for train-
ing teachers. At least one can envisage getting somewhére

near a serious ‘soluticn te this problem in Denmark, where the
specialist colleges are serviced by the eyen more specialis®t
Royal School operating at the level of a uUniversity within its
own field; or perhaps in England and Wales, if the McNair plan
for schools of education, linking specialist colleges to the
full resources of the university, had been properly implement-
ed., The thrust of this line of argument is that teachers' _ .
colleges need to becpme more, and not less specialised: no ,Jf
doubt larger than many of them are at present, and certainly ‘
in close association with universities. But this is ‘to run
counter to more fashionable theories, such as that that the
colleges neeg to be diversified, maybe into multi-professional
institutions or into species of liberal arts colleges, or -
that they need to b€ incorporated into department-dominated
universities or polytechnics. Such policies may conceivably
minister to other important needs: they do not obviously
minister to the innovative needs of the teaching profession.

: It has, of course, been argued (for instance, in the
Report of the James Comnittee in England on the education
and training of teachers) that it is not possible, either in - ‘
the 1longer college course and certainly not in the absurdly
short post-gradudte .course, to produce the fully trained
teacher and that the training programme needs therefore to
be organised into an initial introductory period follzﬁ?d by
et
v

recurrent periods of in-service education and re-traink
This is surely right, and it 1is therefore somewhat su
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not to find any such schede- svstematlcally worked out in the
four.countries visited. The James,Commi}tee's proposals werc
partially accepted by the British G&ber ent, and as in .
Scandinavia teachers, it is proposed, should be able to claim
‘ one term of ip-service educatlon for every seven years oi
service. The obvious dlfflcultJ of arranglng a life- 10ng _
programme of training for the teacher is that it cannot' easily
be made obligatory and very many teachers, who either leave
the profession early or who decide not to avail. themselves of
their in-service opportunities,,will.have an even more in-
complete initial trainiumg tham they receive at present.¢ It
seems probable, at any rate, that any such’ scheme would only
work if it:were far more tizhtly organised and integrated
than seems either feasible or likely, and that in-the absence .
of such organlsatlon it would render the training of the
teacher an even less integrated whole then it is at present.

¢ - : - . '

' Lastly, one hears a good deal of talk about a thlrd
level of 1ntegrat10n, between thé primary and secondary trein-
ing sectors. In many countries the differences in prestlge
between the two have been greatly reduced, though the intemse
.academic specialist, who might go on to teach in a universi-ty
as much as in a school, will probably retain. his pre—eminenoe.
That, one supposes, matters less than that the two kinds of
teacher, the class and.the specialist teachers, should not
continue to be trained wholly apart. Both have a good deal
~to learn from aspects of each other's syllabuses, and from
developing a sense of being cdlleagues. - In England and Wales,
the separation of the two categorlés of teacher in separate
institutions was considerably reduced in the years after the.
war: the colleges began training secondary teachers and the
universities accepted graduate students who wished to teach in
primary schools. This trend was reversed some years later in
order to ensure that the colleges continped to train the
necessary numbers of prlmary teachers, for as their course was
extended to three years and as they strengthened their academic
studies, so their students tended increasingly to opt for
secondary work. As a result a "balance of training" policy
was introduced which to a great extent re—estahllshed the
pattern of colleges training primary and“gnlvers1t1es training
secondary teachers. Dlsewhere, that remains the pattern, and
it is not really clear how the proposals of U65 or of the
architects of the Gesamthochschulen will affect the matter.

In this respect, as in others, the profession, and the training
it recelves, is likely to. rémain unintegrated.

(c) Thg.profess1onal orientation of courses

This trend undoubtedly presents the most surpr1s1nb
picture to an observer from England. For the drift of much
- recent discussion there has been to deplore the monotechnic
professional character of the teachers' colleges and the early
comritment to teaching which they have to demand of their
students. Students should not be asked to commit themselves
so s%cn, it. is arguec, and thus it would be preferable if the
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lcollegds were to organise their studies on the basis of an

.initial\period of general study followed by various alterna-
.. "tive prdfessional courses. The non-professional characefter of
many of ‘the university undergraduaté courses was held to .
provide an altogether preferable pattern from the students
point of view, and on the whole the students' organisations
seemed to corroborate this view. As a resulf very many of-
the English and Welsh colleges are reorganising their studigs
accordingly, into a Part I.of more general stuydies, followed
by a one or two-year Part II of professional training. To
this extent the college course will come to resemble the | o
university's 3-plus~l pattern of education and training.

In Germany and Sweden, however, the trend is in exact-
1v the opposite directionm, with the universities! courses
being orientkd towards the needs of the professions and with
entry tending to be restricted in accordance with the needs
of the market. In these countries, then, the university ’
courses will presuppose an-early commitment. to one or other'of
the main professional sectors, and to this extent they will
come to share the main assumptions of the college course.

This will mean that the colleges need have less fear than they
would formerly have had of being over-academicised in the
event of peing absorbed by the universities. Indeed, such a
trend must make their absorption a good deal easier to
implement, and one would suppose that they could have a good
deal to teach the universities about the design and organi-
sation of profesdionally-oriented studies at the undergraduate _
levél. But oddlf&enough, one \does not hear this much discussed
and there is little evidence of the colleges béing used as
models of professional education in the large schemes which

are being proposed.

Indeed, while these larger schemes may be structured
on a professional basis, they seem at present to incorporate
a minimum of thinking about , the nature of a professional
education. It is simple enough to divide higher education
into five professional sectors, each with its numerous chug, tnt’
what, in terms of a curriculum of academic and professional
studies, is to go on in each of these sectors? Though there L
was some evidence that the universities in Sweden, or at
least in Stockholm, have begun to reshape their humanities and
social science curricula- to meet some of the needs of the
large numbers of potential teachers among their students, this
trend does not amount to a serious study of what a professional
e®ication for teachers should “be at the undergraduate level.
The assumption seems to be that an academic curriculum is
meaningfully oriented towards the profession of teaching by
the addition of some pedagogic courses;-and this kind of
naivete is all too likely in 4 university situation where so
little systematic study has been undertaken into the nature of

~professional education for teaching. |

)

) In this situation the ccachiné\gégfession may run tThe
danger of gettihg the worst of both wor + Tor the ¢olleges,
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assimilated .into the universities or morg vaguely into higher
education, may find ‘themselves giving up some of the integra-
tion of study that has been their hallmark; while the universi-
ties may be pusgggginto dilu#ing the academic rigour of their.

-

curricula in the terests of making room for would-be 3
professional studies. In other words, there really can bé

no substitute for a serious and "scientific" professional:
education, and the. profession of teaehing is now of a moral
and pedagogic complexity which places a very considerable .
burden of responsibility én its initial training. The trend,
on the Continent, towards the professional orientation-of
undergraduate education may or may not be justified on social
grounds (though one must note that manpower planning has, in
the past, provided a«very shaky basis for educational
planningj. And of course various sectors of undergraduate
education have long been directed towards the profegsions.

If the same is to go for teaching, this lends an additional
reason for the close association of the colleges with the uni-
versities, especially in those countries where the universities
lack departments of education with their expertise in’
professional training, as in Ergland: ahd so long as the
colleges are not effectuallebbliterated in the process of
~association. ‘

«

» One of the possible outcomes of organising higher
education into five or so very wide sectors of professional
concern might be a growth of interprofessional studies, were
it not that education.or teaching seems invariably to figure

‘as a sector on its own. /Thus in Sweden, U68's five -
"occupational training sectors'" are technology, .administration
and’' economics, medicine and social work, teaching, and cultural
work and information. Within this pattern, it would clearly
be very hard to establislf even the beginnings of a professional
and democratic participation at the training level between
education and social work or administration or cultural work,
whatever igterprofessional study may go on within each sector..

It is probably less than helpful for teachers of all
professionals to be educated and trained on their own,
separated from students going on to work in adjacent professions
such as social work and counselling. - That may be an argument
against the specialised teachers' college; but it is hardly an
argument for a sectorial arrangement that isolates teaching,

. or for a generdl university course for everyone, followed by
separate specialised seminars, for in none of these cases is
there likely to be much training in professional teamwork. It
is true that the problems of planning the curriculum #nd time-
table of interprofessiomal courses f training are very con-
siderable; on the other hand the mood of young people goinsg
into the '"helping" professions today is probably.very
sympathetic towards this kind-of particigation compared to
the mood of thelr established elders in the professions. It
may. be that a programmewQf initial training may be less
important than in-service programmes designed notwxonly for
teachers but also for administrators, advisers, and heads,
and for social workers and doctors, among others.» iSuch
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* to part with them. And there is the problem also that the

. the teachers, being out of touch with each other; in one case

“the relations between institutious and between fields of
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programmes could well be tied in with field projects and N ;
research programmes of a collaborative kind (like those of the.

\

U.K. Schools Council, for {nstance), which may well be - -
structured-oh new lines as far as the distribution of author-
ity and of complementary roles is concerned. .

. . In Eggland and Wales there has been’'a considerable
amount of discussion abeut interprofessjional links for the-
past twenty years, but all too 1ittle to6 show for it. The
guestion is.now coming up with renewed force, :for the,
teacherg' colleges face the prospect of a severe drop in their-
teacher-student numbers and they are therefore having to
consider how*to fill these vacant places. Undoubtedly many
colleges would like to take in students for closely-related
profescions like nursery nursing, or rhysiotherapy, or mental
nursing, as well as for the major soci-al service professions.
One of the main problems is that training for these professions
is already fairly welllestablished in other instivutions,
universities and colleges of technology, which may not want

numbers training for these other professions ane very con-
siderably smaller than for teaching. ,

2

But the méjbr igsue remains an outstandingly important
one. In England, a number of much-publicised recent cases of
cruelty to small children have revealed a deplorable picture
of the various professionals who work with children, including

at least, the upshot of this lack of co-operation was the
death of the .child. But there is no need to go to such
dramatic instances to paint the need for teachers to be not
only in touch but above all.~in sympathy with the social
workers who will often be dealing with the same children and
their parents. Yet there appears to be no discussion of this
problem in the countries visited on the Continent, and none of$////ﬂ~<¢
the sthemes of reorganisation appears to- make any provision
for serious interprofessional study and training. To this
extent, though the teachers' colleges may have come under fire
as isolated and single-profession institutions, the main plans
.anywhere continue, in their parochial way, to treat teachingy
as ‘a profession on its own, shut up within its own sector. -
In so far as teacher-students meet other students, it will be
in the course of their non-professional academic studies:

which is hardly the point. : .y

DY
FR=4

(d) The academic and intellectual life of the staff

The main issues considered so far have had to do with

study. . What of the professional and- intellectual relations
between the individuals who work in these colleges and
universities and who engage on these studies? What is the -
quality of their academic 1ife? From what sources do they
feed their continuing academic and professional energies,
their capacity for invention and innovation, their sense of
nrelevance"? How do they keep in touch with the '"moving
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centres" .of their own d1501p11nes? How far do they establish
close academic relations with students?

. These are questions Wthh deserve a report on their
own, for they go to the heart of. academic life and renewal.
Here it will only be- possible to indicate a few lines of
thought, the main one being that these matters are clearly
thought about far teo little. There is, of course, a
traddtional answer to this tange of questions, which is that
these matters are attended to, or even that they attend to
‘themselves, within the "academic community": that comparative-
ly small, intense demoecracy of scholars and ‘students (where
ideally everyone is both scholar and student), which has )
remained the ideal of innumerable phllosophers of education
and academics the world over. - It is very easy to dismiss this
concept as wholly irrelevant to the ruthless, mass-organising,
megapolitan world we and our students inhabit today. A few
rare institutions -~ a ‘liberal arts college here, a teachers'
college there4 or a "new" university somewhe?e else -~ may
manage Fo exploit some unusually favourable circumstances and
create, for a timey~something like an academic community; but
before long, so the harsh verdict goes, they will become
corrupted and their staff will fall either 1nto larger (and
richer) temptations or smaller circles of isol flon.

It m4y be so. But what if the proces
means entering into community? What if the ta
teacner discussed earlier - the greater attent
individual needs and capabilities, the greater\ understanding
of the process of child development, the shift wards team
methods of planning and teaching and learning, the concern
for the school as a community within a larger community -
what if these tasks can be fostered within an imstitution and
setting that can only be described as an "academic community"?.
Until evidence is forthcoming - hard, irrefutable evidence
emerging out of research - that these,qualities and concerns
can be fostered in, for instance, an integrated
Gesamthochschule of 25,000 people, one will continue to believe
the exact opposite; for all the probabilities are against it.
If the concept of the academic community is no more than-

. nostalgic idealigm, the concept of the "new" teacher as ‘
promulgated by OECD, UNESCO, the NUT, and all the Uncle Tom
Cobleys of education, must be no more than wishful idealism.
As far as this Repgort is concerned, at any rate, one must
continue to belisve that thc two uoncepts are closely related
and that they both retain con51derab1e force. ‘

f education .
<y of the "new"
on to

It is quite obvious, however, that the concept of the
academic community has to be recreated in terms of higher
education as it exists or reasonably might exist today. One
would have thought that it might feature in someone's plans,
that there might have been a reference or two to the problem
\of establishing a network of meaningful academic and
professional relationships as a condition of undertaking to
educate and train tomorrow's teachers. For 1nstance, one of
the most important skills which a teacher now “has to acquire
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~is how to work in teams with his colleagues of all kinds, and
how to engage his pupils in working teanms. low is this to be
achieved in a training environment if it lacks any of the

. qualities of an academic community -~ the point being that the

educational team i's a microcosm of the academic community?
This kind of contradiction between the needs af the teacher-
student and of the tedcher of teachers and the character of
the social-academic environment in which they pursue their
studies is often very marked, and yet there is little evidence

_of such questions being discussed among those wha are re-

shaping higher education.

) The- form in which the question can most easily be put
(as it has been put in the earlier pages of this Report)%/is
to enquire what provision the new arrangements make for- the
teachers,of, say, mathematics or literature or psychology in
neighbouring institutions, teaching at different levels and
with different objectiveg in mind, to come together function- -
ally (for if their meetings do not have a function they -
probably won't come together at all) and yet creatively, in
terms of exploring their own disciplines. The replies tend
to be quite vague. It is suggested that the college
mathematicians or psychologists will now become members of
the larger university departments of mathematics or psychology,
or that they are already courtesy members - which is to omit

to ask what kind of intellectual life a department as- such *

carries on, especially at departmental meetings. The

evidence gathered about this suggests that the college
lecturers find themselves ill-at-ease, treated by the uni-
versity "collesgues" as visitors from another, if not an alien,
world. The quality of the discussion between hembers of the
university and the colleges of Leeds is in yery striking
contrast to almost any.other evidence that was forthcoming.
This discussion was the product of a machinery of encounter
and academic relationship; and both sides felt that they had
gained significantly in relation to their differing needs as
academics. It was this kind of intercourse that the more
radical McNeir group had in mind when proposing the esgtablish-
ment of schools of education linking the universities and
colleges, and which the boards of studies have often .(as at
Leeds% done a great deal to promote. Within these boards,
university and college staff function as cglleagues, discuss-~
ing new syllabus proposals and how they might be best
examined, but also, and far more valuably, discussing questions
of teaching their common subject in. different settings, or
discussing some development in research or pedagogics; and
perhaps even going on to mount a study-project, or a series

of seminars, or a conference for teachers. The, possibilities
are endless, even if one kpows (and the James Repprt certalmly
rubbed it in) that a great many of these boards of studies,
meeting under the aegis of the institutes or schools of
education, have been content to function as little more than
exam-minding committees. The boards represent the expression
of an important need, the need of an academic. to learn and
extend himself and probe his subject through communication
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with his colleagues; and this need is felt particularly
strongly by the staff of teachers' colleges, who may not be
engaging in research and who may be living and working in very
small subject groups, with comparatively small libraries.

But the important point about the boards of studies is that
they were established and serviced by an institution whose
very function has been to promote academic relationships
acrosy institutional boundaries. There will certainly be
boundaries, whether between institutions or departments or
functional groups or professional sectors, within the field -
of higher education on its present scale: the Gesamthochschule
does not do away with the kind of boundaries which are under
discussion here, nor does it lessen the need to plan quite
explicitly for forms or analogues of academic community.

It was s&%gested above tpat one of the areas™where
the staff of the colleges most need to establish links is in
research. The idea that every academic supports his teaching
out of his own research has become absurd: research is now
far to specialised for that. But certainly he draws upon the
collective research of his colleagues; and ideally he brings
to his teaching a mind informed and disciplined by having
engaged in research. The same cannot, however, be said of
the vast majority of college lecturers, who do not have the
funds or the time or, most of them, the qualifications to
engage in research (as distinct from enquiry). They are
therefore all the more dependent on the work of others, and to
a great extent they will draw upon this work as they find it
in journals and publications. But in so far as this is the -
situation, it is not one which ghould pérsist any longer thaun
necessary if colleges are to juptify their elevation into the
ranks of higher education. It was suggested earlier in this
Report that one of the characteristics of a profession is that
its training and education "must be informed by research and

‘experiment", and there are good grounds for believing that

each institution's work should, to some extent, be informed

by its own research or at least by a spirit of research.

There are two distinct categories of research that are
relevant here: one is research within subject disciplines,

both -the subjects which are taught in school and the
disciplines which provide the basis for the study of educatiou;
and the second is research into the pedagogy and methodology
of the subjects. ‘A college staff, however generously augmentcd
and endowegd, is unlikely to be able to conduct much research
of the first kind, and in this area it should be able to draw
on the work being done in the university with whic¢h it is
linked. But the college staff could well undertake research
within the second category; indeed, if it does not do so, it

is not clear who else will, unless specially equipped agencies
funded by the state or by private foundations.

At present, at any rate, the amount of research being
carried on in the colleges seems to be minimal, except in
Sweden where the colleges' research budget in education is
larger than the universities'. There is tallk of the colleges
doing research in England, but so far no particular plans vo
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promote this. As the Lnglish c¢olleges are being studiously
rised away from the universities, one cannot suppose that the
fniversities will be invited, or will feel much inclined to
take a large part in helping the colleme staffs to acgquire
research skills and launch resezarch projects. But.in any
rational plan that uld seem one @bvious ground for
strengthenins the relasticns totueen the universities and the
colleges. Tne Swelish erpericuce is not altogether a satis-
factory one, for the resc:irch tends to be carried on in a
special institvte lodged within the college, rather than by
the college si-if ag a whcle; and the relations between the
institute resezrch staff and the teaching staff arg¢ feirly
slight. None the less, the prestige of the major colleges
concerned has unquestionably been greatly raised as a result’
of Qpis policy. -

Phere is one further point to be madei, when consider-
ing the intellectual life of the college. staff, and that is
that the staff at present, in many countries, have no time
for a serious intellectual life or for research. Colleges
seem to have a deplorable record of over-teaching their
students, and one finds many instances of members of the staff
teaching for 15 and 20 dnd even more hours per week. This is
not the place to lecture the principals and rectors of
colleges, it need hardly be said. The reason for mentioning
this matter of teaching hours is to illustrate that the
process of coming to maturity as an institution of higher
education is awkward and painful; and moreover, the academic
culture of such an institution is not learned ovephight. If
the colleges are to remain in being, whatever kind of being
that may prove to be, they will need to be helped to acquire
a grasp of what it means to function intellectually in the
realm of concepts and of testing\out concepts, of teaching at
a diversity of academic levels aly of them informed by
research. Most of them will not eygily achieve this under-
standing by guesswork or by inspiration, but through contact
and through woriking with colleagues in universities. There
seems to be rather little evidence of this kind of contact and
working relationship at present. . -

4, Positive ideaswknd developments

The last section has discussed a number of factors
which present a somewhat discouraging picture of the degree
to which the reshaping of higher education and of the relations
between universities and teachers' colleges seems likely to
produce teachers of an innovative outlook and a new sense of
professionalism. There are a nunber of other developments,
however, which incorporate very positive ideas, and though
they have already been described in one or other of the four
country case-studies, they need to be re-introduced in this
summing-up section of the Report.

d
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(8) The institute of education and the B.EZ.

Since the war, the school which has perhaps gained the
greatest .reputation has been the primary schyol in England
and Wales. At its best (and its best is remArkably widespread
throughout the country), it is a place of opfdered and yet
relaxed exploration. It has experimented with a considerable
range of innovative ideas and methods in maths, language work,
the arts and music, science. It has become a cemntre of
communal talk and music and of individual expression in .paint
and words. And together with ,all of this, it has not surpris-
ingly been an understanding apd happy place. This revolution,
which has given reality to the concept of the new teacher,
has been the product of the fraining college. It would be
very valuable to examine thjs piece of history in detail in
order to disd¢over how this fparticular revolution was launched
and developed. But most iAformed observers would undoubtedly
give a large part of the ¢redit to the radical wing of the

- McNair Committee; for this group argued for the unity and

continuity of education, for primary teachers to be trained
and educated as fully other teachers and to be given the
same links with univergitiks. And also it argued for an
education fthat would atypnce humane, attentive to individua
needs, and in touch iZh the most vigorous standards of S
academic life., One .might describe the "new" maths as a
notable product of -that formula, whose organisational form

was the university or institute of education.

.collaboration between college and unifersity has been the

The secoﬁd/considerable achi;Zement of this concept of

B.Ed. degree. This has been descriped earlier, but it is
worth underlining its salient features:

N’ /
-it is a new and not a revamped degree course;

-each separate universityjschool of education hes
worked out its own vergion of the B.Ed.;

~within this pattern, each constituent college
has shaped its own courses - in a number of
colleges, the B.Ed. syllabus in the fourth year
includes linked as well as separate education
and main subject studies; the linked study tries
to give some explicit curricular meaning to the
concept of a professional degree;

-the colleges, with varying degrees of help or
with no help from the univdisities, have taught
their own B.Ed. courses;

-a majority of the universities now award honours
degrees-for the D.Ed., and the B.Ed. students
have achieved results comparable with the
universities' sown;
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-and finally, the B.Ld. is a professional education
degree which oue would have said, only a few years:
earlier, the universities would not feel competent 4
or inclined to validate or the colleges to teach. -

V? . .

The B.Ed. experiment has upgraded the colleges and the
teachers they train: and it has resulted in the colleges send-
ing out into the schools a wholly new kind of. graduate teacher.
In spite of the criticism to which it has been subjected, it

'has_been a model of good and close collaboration between the
universities and the colleges, for it has been based on the
continuing independence of both institutions. This, admittedly,
is something more highly prized in England than on the
Continent where neither colleges nor universities are independ~
ent of the state and thus may not so greatly yalue retaining
some independence of each other as the basis of the

b ‘relationship.

-~

(b) The Danish Royal School and Ue8's major colleges

The Royal School is of universal interest because it
recognises that the colleges' Tresources are bound to be ,
limited, perhaps too limited and thinly-spread to make it easy
for them to work consistently as solo institutions of higher
education; and therefore it exists to provide a high level of{
academic support for the staff of the colleges. To English
eyes this arrangement might scem to be a second-best, for the
Royel School cannot easily offer the rance and depth of ;
academic support of a university except perhaps in the field |
of educational studips. Even here there are many reasons why
the universities shdﬁld be inyolved in eucation and in the !
training for education; and there might seem no point in their
duplicating the resources of a Royal School. Nomne the less,"
the concept is well worth exploring further, as supplementing
the work which universities might undertake in the field of
education, and because of the largse-scale services 1t can also

offer to practising teachers.

!
!
]
!
.
:

¥

One feature of the U68 propogals in Sweden could be
very similar to the idea represented by the R¢yal School, and
that is the proposed creation of six major colleges, one 1n
each main area, which would offer courses for higher degrees
in education and be the centre of research programmes. 1t is
not altogether clear how far these major colleges will provide

_a network of in-service courses for teachers from the smaller
colleges and the schools, or whether they will exclusively
offer higher level courses for teacpers in training: to do the
latter only would seem to be an unnecessary restriction of
their potential scope. Indeed, their scope should be consider-
ably greater than the Royal School's, since they will form
part of higher education clusters or centres, including
academic courses related other professional sectors as well
as university higher degTree courses.
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" (¢) The role of the teachers' colleues

) The ‘major question posed by all these developments . is
whether the teachers' collége is to contirue in being at all
as a.distfnct institution; and if so, as a college related
only to the needs of teachers or at least of education. In
all the countries visited, except Denmark, it looks as if many -
colleges, though not all of them, will virtually disgppear into
the maws of larger institutions or conglomerations;achoming
departments within polytechnics or centres of higher education
or comprehensive universities. In England, during the past
few years, this has happened with the colleges of art: they
are now mostly within polytechnics, though they have remained
physically where they were and have retained a large measure
of apparent independence; the amalgamations have had very
little impact on the day to day life of their staff and
students. And so it may be elsewhere, with teachers' colleges,
though in West Germany a number of them are likely, it seems,

to be moved onto +the university sites.

Were colleges to disappear in fact, were the kind of

" more or less-integrated curriculum they stand for to be dis-

contigued in favour of a university pattern of teacher train-
ing and education, the losa to the teaching profession would
be a very serious one. The university pattern, however much
it is being modified in Sweden and West Germany, is not only
unintegrated (in any serious’ sense of the termg but the
pedagogic element is either too scattered across a number of
years or is too crammed into a very limited period at the end
to be able to take up the formidably complex needs of
tomorrow's teacher, especially the class teacher. It was not
possible to discover any university pattern of teacher train-
ing that begins to measure up to the range of concerns and
issues discussed in an earlier chapter of this Report,
certainly on the Continent where .the seminar functions as a
separate institution, and even in England where the course
based on the university is all-inclusive but hopelessly short.
As suggested earlier, the needs of teaching points towards a
greater and not a lesser degree of special provision and |
integration of curriculum, towards strengthening and perhaps -
broadening the colleges as separate institutions with a clear ~
function of their own rather than modifying their distinctive
patterns ofxstudy in order to be accommodated to the altogether
vaguer university pattern - vaguer, that isg from a profession-
al standpoint.

At least, until a satisfactory university model of
professional education and training for teachers, particularly
cless teachers, has been evolved and tested, it would seem

prenature to destroy the colleges. There would seem to be
every reasou, in the meantime, to enlarge and strengthen the
colleges, for many of them are still too small. There is
every reason to find ways - and here the models have been
tried out - of linking the ¢olleges and universities at a
number of levels. And there are most important reasons for
seelkting to give academic support to the staffs of the colleges,
and wider horizons to the stzaffs of tie universities: for .
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trying to recreate, in terms of contemporary institutionil
structures, the ideal of the academic comxunity. The appxoach
suggested by Professor Heckhausen, which in West Germany cbuld
apply to colleges organised on the co~operative pattern, has

a great deal to commend it and is worth re-quoting here:

"Existing institutions, universities and colleges,
should remain independent, but each should trans-
form itseélf internally into an integrated
Gesamthochschule, diversifying and splitting up its
traditional courses of study horizontally as well

as vertically, and in particular seeling and develop-
inc the potential for reform within the fields of
study themselves." ‘ :

Something of this kind is being proposed by some of the
English colleges, and perhaps by Roskilde in Denmark. And the
larrer college centres in Gweden could, effectually,, take this

form. But onlv, in ell these instances, if certain priorities

are observed, priorities which this Repor} has been concerned
to underline.

5., Conclusion

This Report has revolved around omne question above
all, which is how to contrive and ensure that the changing
structures of higher education attend to the very special need
of the teaching profession, in particular the need for
innovation and renewal. Is that to expect too much? One, can’
only hope not. For the concept of higher education, the
concept of the university, must surely embrace the kinds of
preoccupations outlined in this Report: the vitality of the
life of the intellect, the relation between teaching and study.
the academic implication of nrofessionalism, the process of
innovation. Yet it would be absurd to pretend that this is
universally or even commonly the way things are. On all sides
one hears it asserted that there is a crisis of higher
education and that its structures and curricula are in the
nelting pot: or that the massive inertia of universities is
holding up the process of re-thinking and innovation. An evenr
more serious questioln than these, from the point of view of
this Renort is whether the gradual opening up of higher educa-
tion and the movement from elite to mass to universal higher
education, as onc is witmnessing- it in various parts of the
world anpd most strikinely in North America, whether this move-
ment is bound to be actompanied by such organisational diffi-
culties, by such problems of size and dehumanisation, by
confusion abgut academic  standards and evaluation, by staff-
student conf ations, as to make it hard if not absurd to
propound a thesis which depends upon:the concept of "the
intellectual life™ of’universities and higher education.

L4 -

Tn the midst of these "crises" of higher education, it
might seem unduly parochial to suppose that the needs of
teacher education are going to have much influénce on the way

things are re-shaped, or that tomorrow's structures and
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academic philosophies in higher education will provide at all
adequately for the needs of the teaching profegsion. There -
are, however, two factors (or complex of facto?s) which give
grounds for a modest parochial optimism. The first is the

-sheer size of the teaching profeéession. In many countries,

»

until recently, one of the few jobs the great majority of
university students gould look forward to has been teaching.
Ministries of Education are necessarily preoccupied with the
supply of teachers to schools and thus, whether or-not it is
their direct responsibility, with the shape and organisation
of post-secondary and higher education. A4g an illustration, °
the recent U.K. James Committee was-established under the ;
aegis of the Department of Education ‘and Science to consider
the organisation of teacher education, the needs, that is, of
a single profession. The Chairman of the Committee was,
almost inévitably, a university vice-chancellor, and the -
Committee, almost inevitably, made far-reaching proposals for
the re- shaplng of higher education as a whole - and did not
feel deterred from d01ng so even though this meant eXceeding
both its brief and its professional qualifications. To
adumbrate the mneeds of teacher education is, in effect, to set
in motion a large and powerful juggernaut of an army whose
clamour is not likely to be imamdible. o~

The seéond factor, which\ironically is very often over-,
looked, 'is that the institutions of higher education are all
teaching institutions; university academics may be pre-

domlnantly untrained as teachers but®they share certain

pédagogic needs with teachers in schools, however little they
may be disposed to admit this blood-relationship to themselves
or to society at large. The changing roles and horizons of

the teacher apply also to those who teach in higher education,

‘and problems perceived in the explicit business of training

teachers for schools are likely to apply, however much con-
cealed and however modified in form, to those who teach '
students in universities and colleges. The students, after
all, are the same individuals as they move from school to
unlver51tv and college, carrying their developing needs with
them (and not always silently). For this reason, the educa-
tional needs of the teadhing profession have a more direct ~
bearing on the pattern of"higher education than those of any
other profession, however much more prestigious it may be in
the eyes of itself and of the community. And-in the long or
even in the medium run, this communality of pedagogic 1nterests
is likely to make itself felt.

Out of these common pedagogic interests, and out of
the linked and, hopefully, integrated initial training work
of universities and colleges, there may emerse into the schools .
a generation of potentiallJ new teachers. One of the hopeful
pieces of evidence is that very many of the new recruits to
teachlﬁg are enterlng the profession, not because they "can't",
in Bernard Shaw's phrase, but because they believe they "can',
because they see education as one of the few areas where,
short of violence and confrontation, they can hope to make an/

_impact on the social order. They see it as a "helping" and
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"changing" profession, and they do not readily accept the

idea that their task is %one of socialisation if that méans
accommodation to the existing order. They are concerned

Tabout the problems of.racial, religious or ethnic minorities

and ... the achievement of just and open societiesyy concern- . ,
ed to ask fundamental questions about "the ‘more affective and

ultimate issues of life and educaticu for living". t is with

an insistence on these three major concerns that the -
International Council on ysation for Teaching conc¢luded its

Tecent symposium, Innovatifp’in Teacher Education: an ~° ’
a symposium of sqme substance and

International Perspective

- range. Eegi%ggtasfhey d%; they are anxious to accept the

' new image of the teacher -and to learn the ney perspectives

_ and skills that this implies (questions which this symposium

«~ rather oddly omitted to consider). The more successful the
training programme, the more urgently will they feel all
this. ' Mo o . a

. But one, cannot conclude this Report on this euphoric
note. For what do they find? They find that they become
absorbed into institutions which seem compelled, if not _ ‘
specifically designed, to deny their ideals, institutions 1un !
which the sheer weight of traditional practices and attitudes,
the sheer burden of recalcitrant behaviour, the sheer obstacles
of inappropriate architeécture and inadequate resources, and
the sheer indifference of the environment, tombine to.dampen

senthusiasm and reduce feachers to demoralisation. They find,

“"as a result, that the turn-over of teachers in industrial
cities is depressingly high, as high as 30% annually in some
cases. They look round, in their common rooms, at the
conservatism of many of their colleagues who remain. And
they wonder, aghast and depressed, whether they will survive
any longer, and certainly whether any of their "new roles"
.will nave a chance %to .gain 'a footing at all. bven if tuey
_are fortunate in getting an appointment at a "good" school in
which humane attitudes and progressive methods are encouraged,
they have the great problem of working out a balance between
the traditional and the new, and this Ag such a severe
problem precisely because temperamentally they are not
interested in balance, Before long, however, they will feel
contrary forces at work within themselves, not simply the
contrary forces of, say, innovation and conservatism, of
expending energy in working out and applying a new idea, as
against settling, once in a while,for the safer familiar lesson;
but the seemingly contrary forces of exploration & consolida~
tion, of the -inspired impromptu sortie .into the unknown as
against the painstaking rehearsal- of theé’ familiar. It is the
achievement of this kind of Thythm and balance in teaching
which presents a new and impetuous teacher with perhaps his
greatest test, and if one says that it can only be achieved
with E}me, with patience and expedrience and flair, one is not
wishing, on that account, to minikise the degree to which it
can be studied as a specific problem during initial training.
The important lesson a would-be innovative teacher has to '
learn is not so much how to master his new roles as to how to
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incorporate them into a developing repertoire of skills and
traditions; "The constantly recurring problem for the teacher
is how to introduce his direct teach%ng opportunity without
reverting to a type of relatinmship in which the pupii is
reduced to a passive role"; for the teacher '"continues to be

the adult who has knoWledge to impart". (96)

This ie what one understands, presumably, by "leapning
how to go on learning", by continuing and lifelong education:
the capaci{y to be responsive to new ideas and to take
possession of theém within.a working philosophy and.pattern of
behaviour, This, and not a brash and knowing radicalism, is
the mark of the emancipated teacher whose education and train-
ing-has enabled him to assume his new roles responsibly. For
there is the problem of the intolerant orthodoxy which seems,
sooner or later, to overtake innovators: "the problem&§§7 how
to make teachers changeable, not just to change them, because
a changed teacher can become very resistant to news —
changes".. (97).

The meaning of this is that:'developmental work, while
it must b ntred in individual schools and kust involve
individual#achers, cannot be carried very far or for very °
long unless it is supported and above all inspired from out-
side the single institution. The problem is how to maiatain
a high level of inwention and'commitmént, backed by access to
research findings and resources. Teachers find it exceédingly
difficult to 1lift themselves by their own bootstraps; and
they are not going to be lifted far by political action either.
The kind of "1ift" that is germane to this whole Report pre-
supposes a netwocrkx of specialists, ideally known to have
peen formerly experienced teachers, working from linked
centres of educational training and research. Their 4
influence and teaching will have -made itself felt first at the
initial training stage, so.that teachers go out to their first
appointments equipped to work.in teams both with colleagues
and with pupils, seeking opportunities for innovative work
wherever they can find them. ~ But then the teachers' college
and the university are inclined to feel, or have been so
inclined in the past, that their job vis-d-vis theé teacher is

.finished: whereas it has only begun. For both of them must

in reality be resource centres for schools and for the continu-

. ing education of teachers. The staff of the colleges, and the

education departments or schools of education have to become

* & source of innovative ideas, of experiments in curriculum

development, in conjunction with teachers in neighbouring
schools. For most schools it must be these institutions which
provide continuing inspiration from outside; just as the
institution from which the college derives its own inspiration
and academic support must be the university. How often is it

" so in fact?
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The purpose ot this study is to revieuw the institutional .
constraints and opportunities vhich led to the development of normal
schoolls into higher education programs in the USA and Canada. In
addition, the effect of non-academic institutions on the develonment of
‘teacher education progsans is ereuinod. Issues of certification and
accreditation, degree program requirements, state and Ifederal legal
and financial influences and developments such as alternative schools

and community involvement are examined as they influence changes in
ipstitutional responsibilities. :

) The study attempts to analyze the legal, structural and
programmatic shifts and changes based in American and Canadian tradi-
tions of higher -education. Materials from various states and provinces
were examined to discover the most cogent examples of alternative

gtructure:s and.nrosraws presently in existence. The state and provincial

independence in the matter of control and program develdbment in
education is analyzed as the basis for new efforts to establish
competency-based certification in many states and to allow for the
elimination of veak preparation in some provinces, particularly Quebec. -

The main conclusions of the study are that whild legal
responsibility remains uith the various states each higher education
institution has built programs based on accreditation procedures often
tied to historical certification regulations which have created a
cadre of tenured' academiciars who are now protected by academic freedom
and tenure. In addition the separation of higher education control
from the State Boand of Education has created a history of academic
prestige and auton from responsiveness and accountability to
political or community pressures. The further separation of the
Preparation of teachers by the creation of colleges of education and
multiple degree programs hag crcated a’ duplication. of academic courses
where students may wvell never &8tep out of the professional sequence,
often their first year of advanced training. The counter forces in
nén-university institutions are developing programs which replicate

"the original normal school program and enphasize the learning of the

craft of teaching through an apprenticeshiv system.

The major policy implications of these findings are:

(a) Careful control of diffusion of programs and degrees must be
maintained vhen div%ergent institutions are amalgamated to
increase the quality of education or when a low status
training oriented program with high societal need is placed in
an organization structure with a high status, high quality
education program. .

“(b) Gertiffcation rather than accreditation should be used as the
vehicle to determine competency of professional training since
it 1s more responsive to constituent pressure and not so liable
to academic subterfuge.




(¢) In established acadewic comumunities the selection of
tenured or senior faculty to provide the- needed training
program is the critical point of influence on developing

. innovative programs. : ' '

(4) In situations where rapid development of special type
teachers is required, special purpose ad hoc arrangements
such as Teacher Corps, the Career Opportunities Program
allow for more rapid adjustment of program content,
quality, and recruitment, particularly if the intent is
training for an appropriate certification. -
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This étudy initiated by OEGD comes af‘a time when teacher

education is under heavy pressures in the USA and €anada. Major .

demands are being made for justifying the existencé of programs which, -
up to now, have been taken for granted as a societal need. The US
federal effort capped by the Education Profession Developnment Act .
(EPDA) hac not accomplished the cignificant hope it held out as little
as two years mgo. Changing political forces, including the emergence’

ed

of the NEA as a teachers association, has at least temporarily retard-
creative and inventive development. At the same. time, Canada is '

noving firmly snd systematically to place teacher education.en a par " -
with other professional training in the university. There is much to -.
eamine and to Xearn from the past and present of these events.- This
paper represents one person's attempt to articulate the present state-
of affairs in a‘*manner that uvould be helpful for those geeking
direction for public policy from the gacrd organization or govern-

mental level. It presents selected detai

There is certainly inaccu

s
rate dnd inccmplete information present%é. The hope is that. the report
errg in the direction of reality rather than-:desire or belief.

w

" This study‘éxamihes the changing relations between univer-

sitles and other institutions involved in fhe education and training
of teachers in .the UL/ and Canada. The study is not
a comprehensive survey nor does it eixtamine all trends and arrangements
in detail. The study does report changes that seem to energize the
new or developing relations in teacher education in selected places

- throughout both countries. The repoft is based on materials and reports
received from most of the states and provinces. Some federal documents -
vere also examined, es well as reports and materials from national
education organizrtions in the USA.

One ,0of the_persons who has influenced the major commitments

of federal funds to the improvement of programs offered by higher
educdtion insvitutions-has made the following statement:

" American higher education has always been elitist; its
faculties, are still so, from Harvard to the latest community
college trying to emulate either Harvard or its midwife, the
1ocal land grant university ...

"Once in our history, the democratic normal schocls provided
all of the training in teaching and in the liberal arts such as
it was. Their functions were taken over by the teacher's colleges,
many of which followed the Bagley plan and included liberal arts
training in their curriculum. Columbia T&achers College was among
these. But once the arts and sciences colleges had been defeated
in their efforts to preserve higher education as an old style
Ivy League sort of preserve, once the teachers' colleges were
converted .into state universities what happened was that the
democratization of education on the horizon - over 50 percent of
our high school graduates beginning college though not staying
long -~ went ahead while the foreground was ignored where one-fourth
of our people remain fuctional illiterates, about one-fourth
dropped out before finishing high school, and culture after
culture was - suashed on the iceberg of 'curriculum standards',
'structured curricula', College Boards. They were crushed by
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centralized educational authority controlled by WASP
hierarchies, * and by thg research and scholarship establishment.

"The liberal arts ?ﬂgleges ... must find a new democratic
purpose; and it is haTd to see how that purpose will be all
that different from that of the old normal schools, though
teaching styles, and curricula, and the level of profundity

| will assuredly be different.

w... It does not matter which dies - tne old arts college
or the college of education; both are dead so far as American
education is concerned. What matters is that the war cease and
democratic education begin,"1%"

The statement is characteristically blunt. What one gathers
between the lines is frustration with the protective mechanisms of
the higher education institutions; the incredible energy breaking
against standards and curricula. What is not said is the analogous
application to standards and curricula for teacher education. - 2

The responsibility for control and development of education
in both the USA and Canada rests with the states and provinces. While
in the USA extemsive leverage is provided by federal support to
education, and in particular to education professions development,
the major locus of statutory power and financiml investment for
teacher education remains at the state and provincial level.

Within each state, teacher education has long been the
captive of higher education institutions - be they normal schools,
teacher colleges, liberal art c¢olleges, universities - private or
state supported,

As the latest report on the education professions pointsout:

"Planners of undergraduate programs in the universities
must distinguish between the problems. of students in many
State universities and those of students in prestige schools
(some of them State universities), as these two types of

. schools cater to different types of student btecdies. In most
State universities, such as Ohio State, Indiana, and the like,
much of the undergraduate student body is trained for careers
in teaching. The problems of their undergraduate departments
are not very different from those of the 4-year colleges...

"... The hundred thousand or so new teachers of under . )
graduate students in 4-year institutions and universities will
have to resist falling into three traps : (a) They must not
succumb to the temptation to provide low-level technical
training fo fit their students .for the boring jobs which they
will have to fill before they get a chance to climb the career
ladder; (B) they must not imitate high prestige institutions
in shaping their curricula solely to the preparation of students

./ /f“‘\\\’”/’

% WASP hierarchies means the White Anglo Saxon Protestant . 4/;&

power structure developed from family and Ivy League College an.'
private preparatory school connections, also called old school Aie
connectijons. ' ’
M v,

a

## See Bibliography.
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-undergraduates. Thus the prestige institutions are adapting rapidly

~same. One must look elsewhere for the constraining influence and for

. 136
for graduate school, since the opportunities for persons with
graduate training are likely to be less promising than those
for persons with bacheldr's degrees; (c) they must not continuc
to train students only for today's jobs many of which will
disappear. Instead, they should prepare studénts for new
careers, human services, where more job opportunities are
likely to,materialize."2 -

It cah at least be identified ag cries of concern that
any existing acknowledged or approved institution is responding
rapidly to basic societal needs be they democracy, the education of
the populace, or, the preparation-of personnel for human services. Yet
at this same time, norel and more of the prestige liberal arts and
sciences institutions (Yale, Wesleyan, Dartmouth, as well as Harvard),-
are instituting new programs in educati on for human services for their

to meet the employment outlook of the 1970‘s and the trend towards
completing one's education at the bachelor's level, and so the -training
patterns for the intellectual or at least the academically achieving
elite are changing drastically.

od It may be safe to assume again that this new pool of
persodfiel for human services will not find its way permanently into
general education in any significant number to change the historical
character of the education profession. Certainly the experience with
the innovative:Master of Arts in Teaching degree programs initiated
at Hgxvard and broadly copied by elite and high status institutions
throughout the USA proves that this new breed quickly disperses to
new careers or alternative schools and general education remains the

the dominant influence in American teacher education. Where are the
standards and curricula coming from? Why the ongoing cries? Where is

this dominant underground force that  egplains the following major
change in the staffing of general educ®tion in the USA?

o

F
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TABLE 7
N Level of Preparacion and Deprec level orf Teschers in Lle Losa
LEVEL OF PREFARATION JAO },‘lﬁ,\-'}'.la__\vOI‘ PREPARAVLG
1doz . . - I it It~ e sl Ea
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¥4 25% 50% 157 1005
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* Fachcelor's Degree {7
257 Y Master's Dggre% or Higher* [::::;] _
\ ‘ . )
\\‘\\\‘~ : #Trciudes a small percentage of
. "*-~.._j_ teachcrs with six-year-diplomas—ox

doctor's degrees.
1947-8 1955-6 1960-1 1965~-6 1967-8 :

.Bachelor'é Degree or higher .....
Less than Bachelor's Degree

Source: NEA Research Division Teacher Supply and Demand in Public
) Schicols. Research Report 1969 R-%4, Washington D.C., p.60,

0

.y

These teachers did not come from the elite prestige institutions.
It is estimated that over 90% came firom the following institutions
listed in Table II and that 80% of these came from Hational Council
"or Adcreditation of Teacher Educalion (NCATE) accredited inst%tutfonsa

The destiny of improved teacher education has been in the hands. . w
of those persons in thése institutionz, persons who are not identified
as teacher educators. What person would be certificd as qualified to
teach was, and in many instances «ctill is, the private domain of these |
academics. Any study about teacher ecaucation rust ~eécognize that the . j
formal structures created by and for inctitutional change or improvement ;
are only as effective as they are allowed to be by the teacher
educators and academicians who control entry, and a significant
proportion (some say a3 much as 8C%)of the formal proflessional training
of teachers.
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TABLE 2

TEACHEﬁ‘EDUCATION INSTITUTIONS

S

NUMBER OF INSTITUTIONS . NUMBER OF INSTITUTIONS
Aceredited Accredited
State by NCATEj, Totaly, State by NCATE, Totaly
[a7)

Alabama 8 . 25 Montana 5 8
Alaska 0 1 Nebraska . 13 22
Arizona 3 4 Nevada -1 2
Arkausas 10 20 New Hampshire 3 9
Califorhia 17 55 New Jersey 7 21

“"Colorado 7 13 New Mexico 4 10
Connecticut 7 T 16 New York 23 96
Delaware 0 2 North Carolina 13 1 41
District of Columbia 3 8 North Dakota 6 8
Florida 5 17 Ouio 19 53
Georgia 7 30 Oklzahoma 14 ' 18

- Hawaii 0 3 Orcgon -9 15
Idaho 3 9 Pennsylvania. ~ Z5 80
Illinois 23 61 Puerto Rico 1 5
Indiana 18 34 Rhode Island 1 10
Iowa 13 29 South Carolina i 24
Kansa's , 13 24 South Dakota 8 . 14
Kentucky 8 22 Tennessce 12 33 °
Louisiana 7 20 Texas 21 53
Maine : * 3 16 Utah 5 6
Maryland -6 24 Vermont 1 13
Massachusetts 16 56 Virginia 6 34
Michigan 11 26 Washington - 12 15
Minnesota 20 23 . West Virginia 10 17
Mississippi 6 16 Wisconsin 21 .45
Missouri 14 39 Wyoming - 1 1
TOTAL ' . 470 1,246

8, Source: National Council for Accreditq}ion of Teacher Education. Sixteenth

Annual List, 1969-1970, Washington, D.C.: the Council, 1969. (Effective

September 1, 1969-Augus§.31& 1970.)
4 7

a

De Source: Stinnett, op.cit., 1970 Edition.
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Since neither the USA nor Canada has created any appreciable
number of totally new higher educatiorr institutions directed to
teacher education, the dominance and control of those persons who
are already in the institutions constrains efforts to amalgamate, .
nodify, improve or change. The new dollars for education professions
development have not in either country been used to create an insti-
tution from scratch;. instead, most of the money has been expended for
"pilot" projects, or add-on activities, not for basic reform of the
ongoing practice aof the teacher educators of an institution nor for
basic reform of the structure and program of an institution.

The great majority of these institutions, begun as normal
schools, became teachers colleges, then state colleges and some even
state universities. .

" A large number of state schools, which had previously been
teacher-training institutions, expanded within only a few years
into full-status universities with expensive and often presti-
gious graduate departments... The majority of postsecondary
institutions changed their admission requirements to accommodate
the changing student body, although the more well-established,
prestigious institutions did not. Those institutions with less
selective entrance requirements increased-enrollments faster
than those which catered to academically gifted students."d

, As enrolments increased, programs were expanded by increasing
the number of already approved and accredited courses. This also meant
that existing faculty remained in the key courses which they had by
choice, tenure and seniority. Thus over a relatively short period of
20 years and with little effort,a faculty member hired as a teacher
of elementary grade five in a normal school became a tenured faculty
member in elementary education at the teachers college. Subsequently
le became a faculty member of the state college sometimes shifting to
a discipline field such as science as a result of training under the
National Defense Education Act (NDEA) grant auspices, and finally
ending up as a senior mewber of a faculty of a state university. An
excellent practitioner for an eleuentary classrooi now found .
himself in a job that required a different academic frame of reference
In protection of his or her sel interest, ' salary, tenure, prestige,
this person turned to the accreditation and certification regulations

as a safeguard. In addition

" As experienced elementary and high school teachers will need
retraining to teach preschool, it will be only natural for them
to obtain am advanced degree as part of their retraining.

" ... The big boom in graduate education, which was aided and
abetted by various forms of assistance to set up, operate, improve
strengthen, and expand graduate education with the help of

Federal grants, has whetted the appetite of numerous schools to
upgrade themselves in the academic pecking order of postsecondary
education."4 R :

The preparation of teachers initiated in the 19th century
in the normal school with its short one-year or two-year supervised
practice in teaching and methods curricula, had come full circle. This
basic component was replicated as the professional component in some
form or other in Master of Arts in Teaching programs and’'in adaptetion
of programs for teachers for urban or other neglected and difficult
O tings. This component was seen as essential and required of
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graduates of undergraduate teacher education curric rograms
had now become so full of academic requirements tha d only
fit in six weeks (!) of practice and as a major stu. ut:

"The teacher training programs, the general educa.. rograms
based on Cardinal Principles (The Report of the Cor n on the.
Reorganisation of Education] worked as training chers

came to be increasingly located in universities ' .normal schools!'

were made over into 1State Teachers Colleges' (anu. then into
'State Colleges' and branch 'State Universities'), the view that
~what a good teacher primarily needed to receive was a 'good general
education’ came to be increasingly received. The special 'courses
for teachers' of normal school days went out, the plans for locating
courses in the disciplines in Colleges of Education which were
tried at Columbia in the early part of the century and pushed at a
° number of institutions influenced by the Carnegie Study of Teacher
Education in Missouri (1920) did not finally prevail. And the notion
that liberal arts courses within fﬁe,aisciprnes prepared people to
do many things (usually advocated by spokesmen for the disciplines)
came to be accepted widely by Education people. The presidents of
the teachers college wanted to make their schools over into general
liberal arts schools. Under that pressure, teacher educators came
increasingly to see that what was needed, by secondary teachers. was
a good general education, a major in a conventional academic
department plus certain 'professional' courses taken in the pedagogi-
cal division the position which Borrowman calls that of the
, 'harmonizers'. The elementary teacher took a major in a discipline
called 'Elementary Education' or 'Curriculum and Instruction'.
"After a century of ups and downs, the 'harmonizers' position
received its final seal of approval in the Second Bowling Green
Conference; as the conference report says, 'the major outcomes
.0f the conference are to be found in better attitudes, better
communication and better understanding among all segments of the
profession regarding the complex tasks of preparing teachers
rather than in the significance of any agreements on content and
procedures', That a Bowling Green kind of arrangement did not
So much constitute a program as a truce was not widely perceived.
"+.. @ workshop might be thrown in (Mr. Conant's book gave
some 'support to these notions). Considerable efforts were made in
some states, nutably in C2lifernia (1961), to require elementary
teachers to take full academic undergraduate majors. Other
states allowed or encoura%ed academic departments to require of
elementary and secondary teachers in nreparation a larger number
of hours of undergraduate training in the academic departments." 6

5

Teacher Education became thus a listing of courses with
appropriate description, course outline, evaluation tool and biblio-
graphy. The teacher educator academician set out to mimic and one-up
his academic idols from the arts and sciences while carefully protec-
ting the college of education from any. encroachment from the others
on campus. The -vehicle for academic protection and isolation became
NCATE accreditation.

C . The Olsen description as well as many other of .the academician
statements about the transjition from normal schools neglected to

mention a significant origin for the list of courses found in most
higher education institution catalogues. This list came from the
certification requirements regulations in most states. The basic list
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Found2tions of Education (S
Educotionel Psychology
Curriculus ~nd Methods -
Superviced Proktice Teaching

\
[oTH ¢ I o 2E0]

The normel schools end| te:xcherc colleges greu up &s an integral
part of the Stcte Deportrent of «Education in the USA. Sinilerly in '
Corade uacny of the normel zchools ‘znd. terchers colleges cources in
teocher education prr-lleled the certification requirements. In the
U3A, most of thoce institutions came under the Jjurisdiction of ¢ nei
board of tructee: hen they became state colleges but even then the
faculties iere very sensitive to keep close .orking reletionc with |
the teacher cortification office in the State Depertiient of Educction.

, In Con~ds ‘here the Ministry controls 2ll of cducction in the
Province, the trancfer of ' norncl uchools znd teccher. college. to
trhe university wec ~ccompliched primerily uith (through) legcl
ckorters. The ultincte control reuains in the seme ploce though the
1: scedurec for certificction -nd progren opprovel bec e subject o,
nore ecodenic control then to - chool or teacher asoociation control.
131> ermerience is yet rnome.h~t short to determine the cctual effect
on quality control though there is evidence slrendy of - more ration-l
c.locntion ~nd developrent of needed educction.l perronnel. Thuc k
¢~rtification in Canada has become cleerly tied to an academic prczram
Loth of which are controlled ultimately by the ministry, by statutory

1 zht and by budget allocation. W

L Certification in the USA is in e period of rapid flux.
I'>rforniance~or competency-based certification procedures are
extensively proposed throughout the 9SA. The key states in this
rovenent have joined in a consortium/to assist gach-other-in the
development of this nev type of regulation and in-convincing other -
states to join the movement. Florida has additionally passed new
statutes with cufficient cpproprietions ($ 1,200 per teacher) to
én.eble the development of competency~based prograus for experienced
classroom teachers. This is a major nev event in teagger education
in the U3A where most of certification and teacher edidcation effort
un to nou has focussed on preservice education.

Another forck for fluxz is the Interstate Compact for
Certification which develops enabling legislation to

", provide the necessary legal authority for state éducation
agencies to vork out procedures that ease the recognition by
many states of decisions on educational personnel already made
in another state. At the same time, safeguards are provided to
assure each participating state that the system will not progucé
interstate acceptance of substandard educational personnel."

Twenty-nine states already participate in this program: It is importan
+o note that this compact does not yet reach out to higher education
institutions. They still make their arrangemonts in their state of-
residence. There, the old alliances still pertain, State Colleges
8511l maintain the standard approved program that fits the State
Department regulations. There the private or parochial.institutionc
”Sn_ ropose teachers “accent these same regulations or simplylasseff

v ERi(ﬂ program as related to the courses listed for certification. Cnc

1
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can see why after havins lost control of the state colleges, the gtate
iepartments now seek mechanisas such as competency-based certification
"0 re-establish %ome ccnfidence that the state department of education
is fulfilling its mandate under law. '

On the other hand, acad®mic’ pressures have led academic
institutiond to develop extensive accreditation procedures. Not only
is a higher education institution in the USA subject to state approval
(oftgn perfunctory), but also to approval for accreditation by a
regional higher education agency and by various professional accredi-
tation agencies (in teacher education, the National Council for
Accreditation of Teacher Education). In Canada, the various ministriec
have established-closer control over the general academic accredita-
tion,procedures through internal commissions and evaluation procedures
It is not clear from the material at hand if accreditation of profes-
sional program is undertaken.

Accreditation of professional program in teacher education-
in *he USA is accomplished under the jurisdiction of the National
Council for Accreditation of Teacher Education. This body
is authorized by the National Commission on Accrediting to adopt
stardards and procedures for accreditation of institutions preparing:
teachers. This accreditation is voluntary for the institution of
higher education. The accreditation is made by site visitation by
peers ‘according to a standard Yooklet (&) provided by NCATE and (b)
neveloped by a committee of peers, and approved for practice by the
«merican Association of Colleges for Teacher Education (AACTE). The
standapds are developed as minimal standards for

"the quality of preparation programs and signifies that

persons recommended by the institution can be expected to
perform satisfactorily in typical teaching and 8ther professione
. school positions throughout the United States.”

Historicslly, this accreditation procedure has parallieled the
course structure and requirements,for certification. The NCATE
handbook for preparing for a site review provides sample curriculum
for elementary and secondary teacher preparation programs stated in
terms of courses and number of credit hours. As a result, college
curricula duplicate the recommended format. '

This approach emphasizes the formalization of higher
education standards and curricula. As higher education institutions
~have sought out the status and rewards of respectability they seem to

have forgotten not only their democratic origins, but also their
unique characteristic and opportunity as academic institutions. The
development of knowledge about teaching and learning is the most
difficult of academic pursuits. Those few who have made discoveries
in this area of knowledge have helped us all remain at a minimal
cultural and social level. Could it be that the normal school creatcl
= to bring literacy to young children, and the teachers college, created
to bring the liberal arts to secondary schools, were actually the °
nodels for academic renewal of higher education institutions? Their
knovledge development and transmittal characteristics, and their
arrangement of faculty, students, practice and analysis provided n.:.t
only for literacy snd acculturcticn of teachers and-their student.
buv wls3c tor the integrated practice of an academic institution. Tic
\Pistorical evidence of the preaent higher education institution
ERJ(jrangement does clearly delineate a movement to rules, regulations
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and structures vhere -st.ndeg.rds of quality are subordinated to standard
of quantity and abstraction. : -~

s
The USA may have left much that was good behind when higher
ecucation institutions grasped at status and prestige By increasing
guantity of courses to meet a demand to increase the quantity of
~ducated persons. Some new institutions working to help educate or
train teachers have started to develop throughout the nation. Some
a8 centefts for in-service workshops, somg as meeting places, some
as experimental schools or alternative schools. Yet very few of these
are staffed by the teacher educator academicians from the established
institutions nor are they provided with any long-term funding from
the state or local tax base. Started with federal funds, they continuc
as long as these funds and the pnergy of the resident reformers last.
And at this point in time in tqk USA, they live with the political
and economic debacle that surrounds the defeat of the education
renewal concept at the federal level, In Canada, lengthy negotiations
for absorption of structures seem to be the norm.

The Canada experience where the cycle came a little later in
‘time may well evade some of the sacrifices to elitism and status.
The decision of the Province of Quebec to prune existing normal school
- programs and to redirect them into established academic institutions
was a hard risky decision. It did increase the possibility for quality
programs in teacher education if the higher education institutions
now find the invention which allows academic teacher educators to
practice and develop new knowleGge about the theory and practice of
teaching. The USA has now created so many institutions, regulations
and standards all of which look alike, reviev and certify the same
thing, the same way, that it is most difficult to make visible the
sensible fact that the practice of teaching which research shows to
be the major experience in learning to teach, now covers less than
1/30th of the curriculum in the standard teacher preparation at most
of the institutions listed earlier in this chapter.

Q _ ' | 1514,
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TABLE 3

NUMBER OF STATES ENFORCING THE DEGREE REQUIRFMENT
FOR LOWEST REGULAR TEACHING CERTIFICATES

4G—=

3q

20 ELEMENTARY

1900 . 1910 1920 1930 1940 1950 ~ 1960 1964 1957 1970

a. Includes the District of Columbia and Puerto Rico; also three states
wiaich require five years.

b. Includcs the Disivict of Columbiz. ‘
Scucces: Armstrong, W. Eerl and Stinnect, T.M., A ii-nael or Certification
Requirements foyr Sciool Peorsornsl din the United Stoces, Washington D.C.,

1

National Commission on Teachcer Lducacion and Professioaal Standards,
National Education Associatiom 1964, 15567, 1970.
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II. PRESENT STRUCTURE OF TEACHER EDUCATION AND TRAINING e

- A - = ey

In North America, teacher education is normally divided into
two distinct types

- preservice is that teacher education provided before a person is
hired for a regular (permanent or temporary) teaching assignment;

- in-service is that teacher education or training proviged after
one is hired - this training occurs mostly during the summer vacatiou

The purpose of this chapter is to describe in a general way the types
of existing institutions that prepare teachers id the USA and Canada.
The degree programs, types of degrees, certification requirement and
certificates will be outlined. ‘ .

In the USA, in-service teacher educatién most often leads to
an advanced degree/and at least to the accruing of degree credits. In
Canada continueg”employment and promotion is also tied to these in--
service coursed. Most salary schedules (determined through local
towns or district negotiations) provide for salary advancewent when
a certain number of credits and/or degrees are collected. Typically,
schedules have the following categories Bachelors, Bachelors and '
15 credits, Masters, Masters and 15 credits, lMasters and 30 credits.
Thus, much teacher education provided for practising teachers is in
3 credits components and often independent of a degree prograim. The
degree program can and often will include many of the same courses
or credits as a teacher can take independently; the difference lies
in admission to matriculate for.a graduate degree. This admission 1is
made by a committee of university instructors. In some instances,
training for teachers is provided by the local districts in the USA
(rarely in the USA by the state) and in Canada by the Ministry of
Education. These courses or training activities usually called
workshops are more specific methodology training and usually do not
carry credit though they are considered a normal part of professiongt_
employment. While one might expect in--service training of teachers as

. extensive and gquite systematically organized, one finds instead that
while offerings are extensive therc is little effcrt to require or
organizo in-service training for the teacher in the USA neither by thc
lpcal district, the state nor the teachers associatiom. The single
exception may be the State of Florida though the complexity of the
undertaking of tying re-certification of teaching to competency based
training makes it presently difficult to discover if the training
is actually systematic or simply looks systematic because of the
pre-determined catolog of competencies. In Canada, teacher re®training
is provided by the Ministry based on a plan for program development
in the schools for the coming year, or if no new or different programs
are planned, teachers are assumed to pursue further study at the
university. It seems also that the integration of teacher education
in the university sysgem includes assumption of the re-training and
up-grading responsibility.

In-service training and up-grading have been discussed first
to point out that universities assumed to perceive this on-going
training as a teacher responsibility. The evidence in the USA is that
once a teacher has the first professional degree, further involvenent
MHJM the university at the university initiative is only for more
E}{U:ialized and advanced degree work leading to a professional role
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or status outside of the regular classroom. This may not be true for
scconlary level content teachers taking an MA or M3 in that content
expertise. But from the university perspective those are not reelly
degrees they are only filtering points on the way to a research
degree. The point is thgt very few institutions of higher education
or any other agency have developed programs for the continuing up--
grading, training, and education of persons to make then more
effective in elementary, secondary or even higher education institu.-
tions. This assertion stands in' the face of the magsive federal
investments in National Defense Education Act (NDEA), National
Science Foundation (NSF) or Education Profession Development Act
(EPDA) institutes. These institutes and their affiliated major
curriculum developrent activities such as the science, nath or
social studies materials developed have not been part of a systeuatic
targeted plan for clagssroou teachers but rather eiforts at
curriculunm (materials) reform for learners.

As a result many small temperary teacher centers based on
permutations of the more systematic English system have sprung up
through out the USA. Thege "centers" are usually voluntary organiza-
tions providing workshop% at the request of a group of teachers and
very rarely at the request of any administrator or education official.
While this may continue the USA tradition of local control, it does
rortend a viable, wseful advance in learning about teaching which
will die unless funds and pernanence are provided. One need only
loo’. at the trials and tribulations of the development of the Bank
3treet School of Education to see what resources and personnel neerw.
to be accrued to assure an on-going systematic service and lipact.

Some in the USA perceive the Regional Laboratories ox the
Research and Development Centers as serving the systematic developuent
of meterials and programs for the upgrading of teachers. Political
forces over the lact years have seriously dauaged the viability and
effgctiveness of these agencies. Few state departments of education
havefieen these agencies as serving them and fewer higher education
instiR®utions.~The programs are national in scope and delivery, but,
as mentioned earlier, the reality oi teacher education is local.

In Crnada, there is some evidence that the creation of the
Research -Institutes such as the Atlantic Institute and the Ontario
Institute has provided a vehicle for research while leaving the
education and training to the wniversity system. Exccpt in Quebec
and Manitoba, where there is soune evidence of interest in pedagogy,
there is little evidence of a developing systematic program for
development of the classroom teacher. Most of the energy, resources
and money seem to be going again to structural reform of schools and
curricular reform for learners.

In sumnary, then, in-service teacher education for both
elementary and secondary teachers is in a state of neglect in the
USA and Cenada. There are signs of efforts by State Departments to
assert leadership in this area due to their statutéry nandate. There
i; little evidence of any higher educatior invectument of personnel
or progran development in on- going teacher development. Rather one
finls the effort focussin~ on curriculum reform and structural refoi
£ schools. Some other institutions addressing the teacher developuent
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-2ed have developcd primarily through the interest. and energy of some
1ocal educators and are almost exclusively primary or elementary
“encher in focus. They are successful only as long as local energy
survives 'and to the extent that local leadership knows their way
around the local and state sanctioning bodies for certification and
funding. At the in-service level then, it is possible to Xdnd training
programs that count towards further certification levels a} well_as
‘academic programs that .are somewhat independent. — o

%
»

There is an evident clear distinction made here between degree
programs and certification programs. Such is not always the case. In
many instances where a state university has come from normal school
origins, the B. Ed. degree has been replaced by the B.A. or B.S.degree
with minimal modification of program. Pre-service education is rampant
with these types of confusions and variations in the USA. Cansads,

on the other hand, has been more careful to standardize the degree
sequences. The B.A. is clearly an academic discipline degree, while
the B. Bd. is a pre-service training program, totally independent of
the B.A. program and often occuwxriyg 1in a fifth year for secondary
teachers. .

Thus we make a transition to pre-service education. The
training offered by higher education institutions is extensive, sys-
tematic and firmly implanted. Territorial rights are definite and
well protected academically ard politically. Here the higher educaticn -
institutions are +the dominant 1orce. In fact even teachers association,
talk of the first professional degree and when they seek to upgrade
elementary preparation have asked for undergraduate degree level
‘nreparation. In the USA one finds the following degrees offered by

approved teacher training progrems in higher education institutions

approved by.a state as equivalent to first professional certification
or accredited by NCATE. B o
) TABLE 4 ‘
TYPES OF AC DEMI% DE%B%E% G%%%TE% FQR TEACHFR EDUCATION
FRE=0 i HE USA
—A973-
Llementary ' Secondary
4 year sequence e 4 year sequence
B. Ed. Bachelor of Education B. Ed. Bachelor of Bducation
B.S. Bacholor of Gcience B.S. Bachelor of Science
B.A. Bachelor of Arts in B.A. Bachelor of Arts in
Education Education
B.A.T. Bachelor of Arts in Teaching B.A.T. Bachelor of Arts in

Teaching
B.T. Bachelor in Teaching (rare) - B.T. Bachelor in Teaching(rar:

special Bequences for liberal arts graduates

1. Ed. Master of Education (elementary) ‘
: : M.A.T. Master of Arts in Tecachii

M.S.T. Master of Scicnce -
Teaching
\ . M.Ed. Master of Education
- 1438 (secondary)
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A1l of these degrce programs are ugde up of three components:
general education, specializatiqn, and professional education. For
the lasters degree programs, students accepted ‘are usually assumed
to have acquired the general education and most af what is provided
is the standard professional -sequence,: foundations, educational
psychology, methods, and some form of practice in teaching.

In the USA for the most part secondary school teachers tend

to have been trained in the B.A. in Ed. 4 year sequence or the B.A.
and Masters sequence; most elementary school teachers have becn
trained in the B.Ed. 4 year sequence and a very few remain who gre
being trained in the professional sequence only. That smaller propor-
tion of teachers prepared in private. or parochial colleges usually
follow the B.A. in Ed. 4 year sequence which it will -be noted provide:
for the least (minimal) amount of supervised practice in teaching.

One should note that the academic sequence is not usually
specified in the certification requirements, only the basic profec-
sional sequence is. It has been asserted by bsome that this specific
inclusion in the regulation is not only a remnant of the origins of
the present structure of teacher education, when the dominant training
institutions were under the direct control of the State Departments,
but more a result of the political power of teacher educators in the
state department and the state legislatures to protect their jobs
by making their courses obligatory, ¢ °

Be that as it may, many of former normal schools were the
only Higher education institutions serving a specific geographic
region in a state at low .cost. The change of normal school to teachers
college offering a 4 year degree also came at a time in the USA when
many more persons sought a college education and before'the expansion
of the community college. Many young people used the teachers collegec
as routes to upward mobility and a good number of these chose local

+ and state politics as a career, while those who went to the regional

or national constituency -institutions— wostly private and parochial -
sought national ‘or corporate careers.

- One should also note that elementary preparation programs
have tended to be more professional practice dominated. If any academi
discipline was taught it was psychology, little other academic content
was taught including language. Even today most curricula continue
to be dominated by child development and learning ‘theory courses with
content in language (reading) fand sciences or social studies being
presented as add-ons. This fact has kept elementary education out of
the main stream of intellectual and academic development in the USA.
With the minimal public interest in early childhood programs - there

‘are still few public kindergartens - even the major discoveries of

psychology and early learning have found their way very slowly into
the public schools. Some evidence suggests that the Office of Econonic
Opportunity Headstart Programs while quite effective for young .childre
and communities where they existed, were used as a reason to further
limit elementary preparatioh to the existing practice in classrooms
and as described in the state certification regulations. '

In contrast in Quebec, the Institut Familial movement was
supported and strengthened,by the Ministry and the universities. The
movement of normal schools into existing universities has the i
opportunity to bring elementary teacher education closer to the early
Gvildhood research and training that is on-going.in most of the

; []{U:iversities. ‘
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TABLE 5
CONTENTwOF‘DEGREE PROGRANMS. IN ACADEMIC INSTITUTiONS IN THE USA
| - 1973 -
/
ey K
- o
supervised
* practice in further :
Jteaching . specialization
ID‘/ ‘ . |
supervised prggfice professional professional ﬁ
in teachin education : education professional
& academic : ‘ academic specialization,

J// spccialization (1) |, /

" ‘ lspecialization (2) academic
gencral specialization
liberal 1 - |general /

methods education %?;E:al liberal -
: a education

bsych education
foundations
professional B.Ed. B.A. in Ed. ‘B.A. or M.Ed. or
sequence 4 year sequence 4 year sequence certificate

’ - ‘ 5 year sequence

P

-

;
(1) usually consists of courses whicl present only that discipline subject
matter relevent to elementary or secondary classroom teaching.
A .

(2) usually is.an academic major cevering more of the subject matter
a discipli;g\hagdf would cover. .

. o & -

150




., In the USA, isolation of learning was reinforced by the
creatioh of separate, equal and powerful colleges : the Liberal Arts -
College to supervise genéral education, and the College of Education
~ the core made up of the former normal school or teachers college

- faculty - to supervise professional teacher education. Even the
creation of university programs for preparing B.A. graduates of
liberal arts sequences for teaching suffered from the isolation of

. elementary education from secondary education as well as the isola-
tion of both for the research and teaching in learning going on in
other parts of the university - usually psychology or home economics.

. There exist pre-service training programs of high specifi-

. cation and extensive numerical velopment. Many programs graduate
oveir 250 teachers per year..One will usually find that there exists
one *approved elementary sequence and one approved secondary sequence
which are fundamentally quite similar. The increased numbers are
provided for by -increasing the number of sections of a course. Some
institutions report as many as 20 (!) sections of the same course
in Foundations, Human Growth and Development and elementary or

% secondary Curriculum.

The experience of the developers of the massive federal
effort to develop model, teacher education programs has been.slowed
) down by the existence o& such complete and- sophisticated programs
- and sequences.

"Two curricular patterns have dominated elementary teacher
preparation programs. The first includes an academic major-
minor, general education as prescribed by the college, and -
special courses in/educational foundations and teaching 'skills.

) The second type of] program seeks to integrate academic content
‘ and pedagogy in a Isingle series of courses covering elementary
school subjects. " Beth patverns, however, include a period of
student teaching preceded by other experiences in working with
children. The academic major-minor and elective courses may
be taken outside the department of education, and frequently
beyond its"influence, so that the student finds it necessary 4 -
to comply with requirements established by two or more college
authorities. - - .
"... The difficulties inherent in models based on achievement
levels and proficiency, rather than completion of classes '
through eight cemesters, imply grave consequences for the
character of American higher education. Although each model
deals with these issueg, no one of them has found it possible
to move entirely beyond the institution." 0. .

: © s . As one reviews the structure of teacher education in the
USA;\Qeﬂ’is amazed by the inventiveness and proliferation of programs
and institutions involved in teacher education.
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fuse oy unrwany

A o
;NSTITUTIONS'INVOLVED IN TEACHER EDUCATION .IN THE USA
& —10 2 N B

1. State Department of Education
2. Higher Education Institutions

a. state colleges

-+~ liberal arts
- teacher education

b. state universities

c. private colleges . -
- liberal arts :
- teacher education

d. private universities '

e. teachers colleges i

3. Associations
4. Alternative Agencies

a. street academies

b. COP/Teachers Corps . . : . _ o
. c..alternative and community schools

d. teacher centers. .
- e. R & D centers in" teaching

f. association conferences/workshops
5. The Federal Government

a. ESEA T - a
b. ESEA III, NDmA, EPDA :
.¢. Head Start and Follow -Through

, An academic catalog has been variously described as an
effective vehicle for obfuscation, bad history and good public
relations. It does describe the basic skeletal structure of the
programs: of a higher education institution from the academician point
of view.,Such a representation of teacher education in the USA and
‘Canada demonstrates the dominance of courses as the  organizing
patterns of the curriculum, the basic dependence on a féw curriculun
pabbterns, the use of different degrees (B. ED., B.A., B.S.) to
credential what are basically the same programsof studies, and the
isolation of the preparation of teachers from the schools they would
serve in. One would wonder what those who invented the normal schools
as professional training grounds would think of the programs and
institutions they originated. There are a few who believe they would
find Career Opportunity Program (COP) or Teacher Corps type progranm
more acceptable Po their tradigion. ‘ ,

III. FORMAL RELAPIONS BETWEEN UNIVERSITY AND - NON-UNIVERSITY
. IWSTITUTIONS ' : )

The universities in North America have grown along with
- the society they serve. Asnﬁ result, legal, financial and administra-
- tive linkages with other i stitutions have varied throughout at least
'>" last 100 years. From a legal point of view, most higher education

| s - ,
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institutions are chartered or approved by a legal state body. Some) .
Partigularly the original institutions, such as Yale and Harvard,
have individual charters passed by the state legislature as part of
the ‘state constitution. Others such as the institutions developed as

8 result of the Morrill Act are created as a result of a state law..
Other institutions developed through the efforts of religious groups

who sought to charter the new institutions based on ties to Western
European institutions or as non-profit educational corporations in

the respective states or provinces. Offering a degree program to

Prepare teachers are the following institutions independently

developed and with independent controlling boards:

1. former normal ‘schools now at least authorized as state
- Colleges, e.g. Mankato State College; oo

2. former normal schools now established as private colleges
of education, e.g. Bank Street College of Education (N.Y),
National College of Education (Evanston, Illinois);

3. [former state agriculture or land grant colieges now state
universities; Vil ;

4. state universities, some of which were also land grant
colleges; ' '

5. private dehomina€ional normal schools and private denomina-
tional liberal arts colleges;

6. private dgnominational universities;
7. private universities. ' !
It is only in the last ten yéars - with very few exceptidns
that a state coordinating or supervising body has been created %o
oversee all of higher education and in many states this supervision
is advisory only for private institutions. Even the state supported

institutions in many states are supervised by multiple boards. For
example, Connecticut has the following ’

1. a Commission of Higher Education
- budget review for state institutions
- new program approval - all institutions

2. Board of Trustees ffor the State University
3. Board of Trustees fdr the State Colleges
4. Board of Trustees for the Community Colleges

1

/

Independent of any of the above are the Board of Trustees of each
private institution. The State Board of Education serves also as the.
Board of Trustees for the Vocational and Technical Colleges of the

, State. Legal resgonsibility for institution program is thus quite

¥ diffuse. In contrast, in Camada the Provincial Ministry of Education
supervises all of education including -all private' or parochial
institutions. The following charts, in Table 7, gtrace some of the

legal, programmatic, and financial structures in the US%;
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TABLE 7

. . ' ¢
& TYPES OF FORMAL RELATIONS
‘ " Type A

Pederal | - formula grants . .ESEA - \\\\L
Funds . ' Voc. Ed ‘\\
Grants baged (A) | State legislature | '
on competition ’ -.budget approved v

B funds authorized °

e LStaCe Board|

Q
ERIC

A

i f

-

all institutions eli

for certification -
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-

ible and receive funds directly

l ' I
~ \f, v J/ . C ) r
State Univ.J Stale College| (Private| [Cormmunity {Voc. Tech.| | {Elem. & Sec.
Board Board Instituq [College Board Board
| tion 1 Board ‘
v Boards . -
. . l ‘~' N fed y
.| College Department Department . Teacher
of of of ’ Certification
Education Education Education, ¢ L
Teacher Teacher ‘ Teacher Certification |
Education EducationJ Education [—HH+Ht+H—t—+—+4+—t+—-t-+
-} Program Program Program Recommendation -
I [ o approved program
certification recommendation
‘ Type B
ederal formula grants, . - e ‘Budget  |State l
.| Funds | ESEA STATE BOARD (REGENTS) proposed  |Government |
..) Voc. Ed. _ : L
‘ Higher i Elem. & | Other
training - Education l Secondary | -- State
grants (A) o Legislature
based advisory : N\ funds_ 1
on —T T authorized
competition private - ]wéfate"r~w—m~“ [teacher
i [—;nstitutions | supported tcertification | .
- institutions !
g A
EPDA +
Handicapped = program approval !
NSF 1
NHF - recommendation . ) .
CPSE . et = = ’
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‘TABLE 7 )
Type C
P
o 11 (1 1| authorization ]| ~-State funds T AT T I
L LA 7 ¥ }
1 funds lLegislature authorization [ I 1T 77 177111
l State , -
. Government‘ .- -
rISt;te Board| _ budget > budget » - | Commission for 1 -
—t— approval approval = ~ -~ ~ — — Higher Education’é—'
Voc Teacher - ' 2 7]
) Tech| Certification ' Advisory . 3
. ) \ : consultative -
Elem Sec ' '—-. —t——— U N N | l-
-4 ‘ Boards X + "—:LIIT —t t—
| Private l Community| |State State
) iInstitutiong College College| |{University,
] Boards | |Board l Board
4 , ) , , |
Department Department] College
s . of of of
Education Education | [Education
! ' i
| R AN
v Teacher Teacher Teacher
Education Education| |[Education
Program Program | |Program
le— formula ., ESEA . Federal grants based (A)
grants ~ Voc Ed _ Funds on competition R

Legally then, a higher education institution is responsible to a
Board of Trustees. Any further legal relation is the result of a negotiated
arrangement usually for more access to dollars, more independence of program
or -more facilities. .

In case of the State Colleges, a significant legal shift occurred
when they moved from teachers college status to state college status. Legal
authority for their supervision moved from the State Board of Education
to an independent Board of Trustees for each institution. This was seen
ac public acknowledgement and recognition of the regional service function
vf each of these institutions. It also made public the extensive state
Jinancial commitment to higher education. In Canada, this legal exchange
usually takes the form of a contract between the Ministry of Education and
the Higher Education institution clearly spelling out what ccnsiderations
( facilities, personnel and budgets)are being turned over to the higher
education institution. In the USA, the exchange occurred by creation of a
new legal agency to receive the facilities and funds already available and
to a legal recipient of the ongoing allocation from the legislature.

158




| 155"

’ Today in the USA the followinngodigs usually have the
rollovin; responsibilities:

“ - comprehensive planning ,
general program approval, o
resource development and’ allocation
standards -
B. Board of Trustees of an Inéfitqﬂigg
- budget approval
- program approval
- facilities approval 4

i
C. State Board_gg;ggggggggg‘(Eleme§$ary and Secondary)
- certification of teachers

i

1. Coordinating Council on Teacher Education

- —— i —

~ develops regulations !
- devedops procedures )

2. Joint Teacher Education Committee

type a
- develop coordinated programs to meet needs

- allocate resources
- develop standards

type b T C )

- negotiate certification requirements

- develop standards for university training
type ¢

--approve candidates for certification
.= approve DTagTams

“ua

3. Advisory Board on State Certification

- advise and recommend certification standards and
procedures ‘ :
- gerve as appeals and review}Board
& .

Most of these boards are broadly representative of the
constituencies interested in education. Some political influences by
organizations as well as the party in power are evidenced in
appointment. The number of persons on the Board (12--15) typically
diffuses thts effect. Additionally, without the power of the purse,
most of these bodies depend cn persuasion and prestige for effect.

Opne can trace the formal, legal relations from a normal
school created by the state department of education - or by some
private group - for the purpose of preparing teachers. As the insti-
tution grew, its legal status did not change until it became a state
college. Even if the private institution grew in size and program
to the level of college, its legal relations or structure did not
change. Given the broad language for higher education institution
approval in most states, even the ctate colleges would not be

re
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required to change status.# It is only due’ to some interest on the
part of the faculty and administration of these institutions to -
become independent; of the state board of education and to publicly
viewed as equivaldﬁt higher education institutions *%2t the chan

was made. ' ‘
b TABLE 8
TYPES OF TRANSITION FROM NORMAL SCHOOL
TO PRESENT ACADENIC STUDIES

Original State Intermediate State State at Present
1. Normal 3chool Normal School Type I

2 years 5 years College/University
2. Normal 3chool Teachers College Type 1I
' 2 years or 3 yr. and 4 yr. College/University

2 yr. and 3 yr. Dept. of Educatvion

State College
3. Normal School Teachers College (as in 2 ) Type III

College of Ed. at Univ. College/University
3 yr. and 4 yr. prograns Dept. of Ed.
. School of Ed.
+. Normal School- College of Ed. at Univ. Type IV
4 yr. program College University
: Dept. of Ed. )
Teachers College * School of Ed.

5 yr. and 4 yr. program

State College
4 yr. and liberal arts

State College
4 yr. and Masters

State University
with College of Ed.

School of E4d. '
5.. State Colleges State University College and Type V

4 yr. Elem. 4 yr. Elem. and Sec. University full academic
specialist some Masters 4 yr. Elem. »rogram
‘ Masters
Specialist
Doctorate

- - - —

* As a result of abundant abuses the Education Commission of Stater
in the USA has proposed model legislation for each state to
establish clear control for post—secondary education.
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Teacher education institutions did not see their proram as
legally controlled by the state department of education. They were
very careful to maintain the distinction between degree granting
and credentialling. Degree granting was the province of the institu-
tion as soon as it was recognized as a higher education institution.¥
In fact, each institution decides what degrees to grant for what
work. The credentialling was acknowledged as the province of the stov
d.epartment through the laws and regulations for teachers and
zducational perconnel. This the state departments still hold today
.3 a legal right even in those cases where the institution acts for
the state department in issuing the first professional certificate.

In addition to accreditation of the institution of higher
cducation and the legal charter granting authority in each state,
the higher education institution with a teacher education progran
has a legal relation to the state department of education with regard
to its teacher education program. While there is some debate raging
Jthether the approval of the higher education institution is for the
thole 4-year sequence or for the professional education sequence only,
105t states have developed working arrangements with the higher
education institutions in the state whereby the state department
approves the teacher education program of an institution and the
aigher education institution takes responsibility fo# recommending
successful graduates of this program for certifgcation. In practice
in many instances, the certificate is issued a he higher education .
institution for the state department; this quasi legal arrangement
assures even greater control of certification by the state supported
kher education institution much to the consternation of private,
arochial and experimental colleges. In some cases, then, the majorit,
,f teacher certification in a state is ‘kandled by an oui-campus
'representative” of the statc department of education. While the legal
suthority remains with the state, this higher education institution
1as practical proprammatic control of the application of the state
lepartment regulations to individual cases and the appropriateness
of proposed changes in the regulations. The legal distinctien is
facilitated by administrative arrangenent. This also seems to be the
~ase in some of the provinces of Canada.

P

# In the USA most institutions are acknowledped as degree granting
jf they have a charter and produce graduates. Reputable institutions
:1s0 seek approval frown the appropriate regional accrediting agency
vt this is totally voluntary. These accreciting agencies approves
both secondary and higher education institutions. This procedure is
yeer review based on an extensive report of philosophy, program staffl,
facilities made by the institution itself. It may be noteworthy that
pmany respectable institutions, e.g. Harvard, have rarely sought
accreditation. Most state supported institutions have sought thic
route to respectability and their interest may well be the support
this approach gives to public acceptance of an institution's quality.

In Canada, and developing in very few states, the ‘acdrediting
and approval function belongs to and is exercised by the provincial
ninistry. Most USA states who still bother to try to approve and
accredit higher education-institutions at all treat the whole matter
with kid gloves. ,

Accreditation is also used for cross state acceptance of
raduates and by the federal government as eligibility requirement

O grants. The approved institution list grows more by history than

Eﬂ&“;eview, though.
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In some states, the state denartments are beginning to
question this type-of administrative arrangement as they foresse
the 'evolution of formerly predominant teacher education institutions
~ whgre such an arrangement was appropriate it seems - -
to multi-purpose, multi-constituency institutions - where the new
forces at work in academia would tend to at least confuse the issue.
Some vehicles developed to address ‘this issue are Coordinating or
Advisory Councils on Teacher Education. These bodies bring together
higher education, public schools, teachers, and the community to
reconmend teacher certificcticn policy, law and regulations.

Thus thc higher education institutions formal tie is .
weakened. In the state of Washington and Vermont many such councils
are being Created for metropolitan or county areas. Thse consortia,
as they are called, are seen as bodies that design an appropriate
training sequence and training program for a defined school
population which is then approved by the state. Such an effort
radically changes the formal relations of higher education institu-
tions to the state department by requiring the building of a new
group - the consortia which would have the formal relation - not
simply the higher education institution.

Financial relations between the higher education institutio;
and the state have followed the legal changes. At this time no -~
legislature in the USA allocgtes teacher education funds as a discret
pool of dollars to be allocated to programs in higher education
institutions or elsewhere. The teacher education allocation is a
part of the regular allocation to the institutions. Thus teacher
cduca®}on programs are in the position of having to battle the
bud#et*%ar within the higher education institution. As the institu-
tion becomes more multi-purpose, the lower the chance of significant
allocation. In fact, in many institutions, teacher education direct
allocation has been kept deliberately lower with the expectation of
high student enrollment fees. Funds for development or improvement
have been seen as coming from federal sources primarily - National
Defense Education Act (NDEA), the Education Profession Development
Act (EPDA) and the National Science Foundation (NSF). In Canada it
scens that the absorption of teacher education programs into the
higher education institutions will create a situation similar to
that in the USA where such funds will not be traceable, not directly
controllable as they are when normal schools exist. This is true even
when the College of Education is an independent budget item. Progran
budgeting efforts could provide a method for identifying these
resources more clearly. There is not enough practice as yet to
detcrmine this; in fact no state was able to provide even an estimate
of state and federal funds allocatedsfor teacher education pre-scrvic
as lin-scrvice.

Formal relations with the state are legal, financial and
administrative. The state departuent relations are mostly aduinis-
trative. Within the higher education institution, the relations
between teacher education programs are rather confused primarily,
the confusions stem from the fact that the four-year sequence requirc
working arrangements with many other sections of the university. Suci
arrangeuents are not traceable in present budget procedures. The
‘aduinistrative structures of joint committees or university wide
committees is tacit recognition of this. Yet even this arrangement

Q
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is confused by whatever arrangements are developed with the state
lepartment of education for program approval for certification pur-
soses. The conflict is lessened in states or provinces where the
total responsibility for education resides in one body at the state
( Rhode Island, New York) or at the province level (yQuebec).

Institutiohs of higher education have formal relations one
with the other and with other agencies involved in teacher education.
Many institutions of higher education belong to the American
Association of Colleges for Teacher Education (AACTE) which facilitat.
the dissemination of new practices and coordinates national projects
such as the ERIC Clearinghouse on Teacher Education and the Journal
of Teacher Education. Also many institutions seek NCATE accreditation.
fn addition, some regional groups or agencles have developed with
interests in teacher education. The New England Program in Teacher
Zducation (NEPTE) is one example of this, so are the Western Inter-
state Compact in Higher Education CWICHEj, the Texas Teacher Center,
ind the Washington, D.C. Metropolitan Staff Development Council.®

Each of these originated from outside the higher education
jnstitutions by governmental bodies or local school agenciles
attempting to develop a mechanism for attracting the attention of
higher educatien institutions to regional or local staff development
problems. Higher education institutionshave used in these arrangements
as mechanisms for developing cooperative programs using resources
8cross institutions and across state lines. Other examples provide
"administrative arrangements for facilitating student exchange for
courses as well as for special training site assignment. Antioch
college ( Yellow Springs, Ohio) is presently operating almest all
if its teacher education program through a series of sites spread
throughout the country where legal and financial arrangements were
negotiated with local and state education officials. These consortia
have the advantage of praviding vehicles for on-site preparation of
t~achers and on-site program development. They are other examples of
the state department initiated efforts af Washington, Florida, Texas
and Vermont.

P l

% 'The New England Program in Teacher Education (NEPTE) is a .non-
profit educational agency developed by the federal government and the
states in New England to improve education as an economic asset through
better teacher education.

The Western Interstate Compact for Higher Education (WICHE)
as a chartered agency legally constituted by the rar West states to
develop cooperative programs of student exchange and program exchange.
some program effort has been undertaken in cooperative training for
the human services professions.

The Washington, D.C. Metropolitan Staff Development Council
(M3UC) is a voluntary arrangemen®.of higher education institutions
programs in education and the District of Columbia public schools fer
coordinated staff development for all the D.C. personnel. There are
analogous groups throughout the USA.

The Texas Teacher Center is a voluntary partnership of the
Texas State Department of Education, selected higher education insti-
tutions, particularly the University of Houston, selected colleges and
public school sites, and the American Association for Colleges of '

O er Education (AACTE). Again, other examples of such voluntary
igements, particularly to test a given concept (here Performance

TESTU Teacher Education ) exists elsewhere in the USA.
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Higher education relatioans to teacher centers developed by ,
local groups\and relations with local school districts or personnel
are basically|\ dependent on the motivation of individual faculty
members. Even\in those insthnces whére many years' experience exist
between a publiic school system or an individual sehool and-a higher
education agen¢y, few permanent, legal arrangements exist. The

5 study is that higher education institutions are
reluctant partngrs in cooperative arrangementswith schools. Higher
education instifutions predominantly read their mission as broader
and different than those of the other institutions particularly
schools which ark to be used as training sites. Their mission is the
education of the\students for larger societal ‘-roles-and the transmit-
tal of knowledge. This mission makes it difficult for many to see

the need for cooperative arrangements with the lower schools whose
purpose is seen a8 literary and) reparation for higher schooling

or with the state|whose purpose gs seen as legal sanctioning,

The encouragement of federal dollars through such vehicles a
Career Opportunities Program (COP) or Teacher Corps have yet to
demonstrate an effpct on modifying the traditional, formal, legal
and financial arrahgements within the higher education institution
“nd with its traditional partner for teacher education, the state
.tpartment of education.
assoclations grow in independence and responsi-
stituency, they demand changes in teacher educa-

As teache
veness to their co )
tion. A major campaign in the State of Maine has barely budged the
higher education institution or its program. The only effective
formal relations hgve been teacher association -status on the
admissions committees to degree programs and on state wide commission
Study commissions &t the state or federal level do not create formal
relations. Those hgve only come from deliberate legal or fiscal
action. The compet¢ncy-based effort has an impact on the formal
relations only if massive on-going commitment of funds is gained
from the state legislature or the federal government. With the, demise
of significant federal .funds for teacher education, one can expect
the present formal relations to continue except in those few states
where special allocations for teacher education are provided for by
the legislature. Florida is the only such state to date and thosé
funds are clearly for in-service education, not pre-service where
the basic formal relations have been ¢stablished and continue. N

In summary, formal relations between higher education ins-
titutions and other institutions involved in teachér education are
1inimal. A few legal arrangements have been mandated tied to changec
in certification procedures. A few voluntary administrative arrange-
aents on regional, state or local issues such as information exchange
student exchange, cooperative programs, are devq;oping mostly
energized by federal funds. Most arrangementswith local districts
are carefully worked out arrangements for the use of a school as
" training site and have limited time clauses. The basic, secure
-unding of teacher education comes frowm the state legislature-and
3tudent tuition. The fiscal relations with others are therefore seen
as temporary. These permanent fiscal relations require internal
degotiations in the higher educatien -institution, each college or
lepartment using its academic status and constituency to assure itc
allocation. Few states in the USA have systems of control and allo-
cation which seem to exist in some provinces of Canada where the
@ 1istry can and does determine institutional allocation for teacher

{ ERi(ﬁcation within a total educational builget. The board structure for

==g@>h institution or groups of inswifutions in the USA makes such

. .
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IV. ISOIATION OF TEACHER EDUCATICH AND TRAINING,

Simply put, in both the USA and Canada, very few -
cases were found of actual programs in operation where teachers
were tpalned in programs or at training sites with persons
preparing for other professions. There is a developing
rhetoric and call for coordination between teacher education,
nursing educatign, social work education or any other human
service profession. The actual practice reported demonstrates
a long history of isolation. In some instances, kindergarten

--or other early childhood teachers have been prepared in the
home economics OT psychology department. These programs are
described as (and those observed are) also isolated prograns;
they are deliberatsly and by regulation isolatcd from other
reuley, alelentary or early childhood teacher preparation pro-
graus in the college or university).®

a As mentioned earlier, there is evidence of a close
working relation in Canada between hospital programs for young
children and parents and the early childhood programs. The
regular elementary school program does not seem affected by
this effort, though. The only areas where persons preparing
for the teaching profession join the rest of the student
population is during the first two years at the university
during what is called the general education nortion of the
bachelors degree. In many instances formal admission to the
teacher education program comes only after these first two
years. After admission to the teacher education program, few
contacts outside this prozraw are aoproved,
encouraged or authorized. There is abundant evidence that this
isolatian extends to content courses for students preparing to be
teachers. They are required to take a course in a contéent

‘area offered in the department of education rather than in
the content department of the institution. For example
requiring Ed. 201: Elementary Curriculém - Mathematics, rather
than a course in Math 201: lathematics - Elementary Concepts.

The exciting experiment with the iiaster of Arts in
Teaching (MAT) degree concept attempted to budge this content
knowledge isolation by building prograns jointly sponsored by
the content department and the teacher education department.
There is much evidence that this noble experiment has ended as
most major status institutions promoting this idea have closed
or radically restricted their VMAT programs. Among these are
Harvard, Yale, Wesleyan (€onn.), and Oberlin (Ohio).

In April 1973, a major university (Vermont) did
qurove a major reorganization creating a College of Education
a8 Human Resources with the mission of preparing a variety of
learning specialists for the helping professions. The '
helping professions identified are

1% -
% Iven the nowigpecialist programs suifcr from this icolation.

v
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"Some of the key helping professions identified are
-—- Education for the elderly #

-— Leisure time education

-- Rghabilitation teaching

-= Alternative schools

-- Drug education.

-- Environmental education .

—— Adolescent community centers

-~ Human potential centers sy

—-- Day care and primary. ,school centers

-- Teaching in industry

-— Family education
~ "... The task is to convert the preSent faculty to
learning specialists whose skills, knowledge, attitudes and
experience will enable them to prepare students in a variety of
human service areas.

"... The planning, development, and delivery of a
variety of human services require common competencies, The
competencies represented by this program will be treated as a
bank of options which can be delivered through a variety of
facilitators courses, seminar, modules, independent study,
laboratory practicums, internship, etc.

"The following is a summary of/ the .general competencies
and knowledge areas that will be représented by this progran :

COMPETENCIES KNOWLEDGE AREAS

Counselling Theories of individual and groun
change

Planning Organizational theory

Administration Theories. of indjvidual dnd group

Systems Analysis
Organizational Analysis
Educational program
Development
Community developmecn
Communications '

Group dynamics

Advocacy

Conzulting
Coordimnation

Policy analysis
Dissemination skills

* Research

Evaluation
Individual appraisal

counselling
General systems theory
Political processes

Futuristics

Organizational development
Theories of learning and human
development i
Personality develofument and
nental health

Analysis of social systems:

Schools

Colleges

Government agencies
Hospitals

Families

Comnunities
Correctional facilities
llental health agencies

1(33 Other social service agencies,®
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Ultimately, the broader classification suggested
by the new progran will afford graduating students additional
professional career options in schools, colleges, governmental

. and social agencies, hospitals, .correctional fac%%ities and

other social service organizations and agencies.

By

It is clear from this document that much work remains"
at this Institution to develop a functioning program which '
integrates and bridges professional preparation, faculty and
training sites. It may be that, while the university program
suffers from the present academic structures, developing
arrangements with practice sites in hospitals, pristns, social
agencies in the major step in reducing the isolation. Thus,
practice would be learned and applied in many professional envi-
ronments while the academic integration of theory will await
the breaking down of academic departments. The fascinating fact
is that there is extensive borrowing across the professions from
theoretical and research discoveries, e.g. Piaget, Skinner,
Friere, etc. Each profession chooses to present these men and
their ideas or their discoveries only from what can be assumed
to be their unique perspective. One is amazed to find on the .
same campus & home ecopomics department, a psychology department,
an elementary education program, and a special  education
program, all sponsoring, developing and staffing a nursery
school to demonstrate and train teachers. These clearly
affiliated academicians choose isolation rather than collabo-
ration. It seems that our search for academic freedom,which we
consider so vital, does infringe on the rights of students to
examine all the available truth.

It may be thought that the teacher and lawyer over-

'supply will encourage colleges to take seriously the federal

suggestion :
b
’ One suggested professional program for the
managers of human services would consist of a
mixture of courses in social sciences (e«g.
economics, sociology, psychology and anthropology),
integrated with fieldwork, and practicums in settlings
where social services are dispensed. Starting with
the sophomore year, the program would include field-
work. In succeeding years, the students would be
rotated among a number of institutions : the schools,
where they could participate in highly structured
coaching programs; the home, where demonstration
programs of cognitive child development and good
nutritional patterns would be given in situ; recrea-
tion and adult training centers, health cen%ers, and
well-baby clinics. In the later phases, e students
should not act as observers, but be employed as
demonstrators. The fieldwork would become
increasingly demanding as students become thoroughly
immersed in the diagnosis of an area's social
pathology. They should not only administer tests
and discuss the results, but should assert also 1n

%

164




7
-164

in what is commonly known as "casework", following
up the progress of a group or a family. Concurrent-
ly with the fieldwork, the program of social studies
should be continued, with the students going from
the general introductory courses to more specialized
coursgs. These. courses would fit in very well with
the advocated broader, non-professionalized bache-
lor's degree program. While the-attraction and the
use of the program will probably be limited to a -

~ small segment of students, not éxceeding 10 percent
of the total enrollment in- undergraduate programs,
such a program might wel% be a worthwhile under- - B
taking for univerpgities. e , '

. V. RECENT DEVELOPMENTS IN RELATIONS BETWEEN UNIVERSITY AND

NON- ITY LN

V.

One of the major recent developments in relations

"between university and non-university institutions is the

7

public acknowledgement by the federal and some state
governments that one of their major goals is, institutional
change and that they select strategies that "address the entire
teacher education system by concentrating on selected points of
ipfluenceﬁ.13 By investing its discretionary funds in acti-
vities such as the Teacher Corps, the Career Opportunities

-Program (COP), the Training of Trainers‘of Teachers program

(TTT), and emerging efforts in Performance Based Teacher.
Equcation (FPBTE), the federal government has opened the door

to new direct influences on teacher education by the community
and the public schools. Developments in.the USA are best ’
described as changes in perspective which allqcate‘powgr and
control for teacher education to new localities, the schools.
Along "the way many state departments .of eddcation have defini-
tely re-asserted their authority and control. This new

Perspective-has caused much strain in the formal relations. Yet

5 3

many -have bégn,restquctured as a result of the pressure.

In Canada, most of the developments have focused on

~the amalgamation of institutions which has brought - the normal

school "‘programs into the mainstream of higher education. This
héds been accomplished mostly by legal means described in )
contracts. The programmatic change in teacher education has for
the most part been minimal., As one dean put it, "We now repqrt
to a different boss, but most of us do and teach the same things

‘we always have". )

The basic programmatic ciinge;in both countries is
the clear attention to community. 8 involvement is :
demonstrated in boards and groups (often as:-equal partners)

who decide about what teaching will occur in schools, as well as
an increase in the number of .courses about the community and
involving commupity activity for the learner. The evident
power of the carrot of federal discretionary dollars here has
not been lost, though the amount of change in prermanent
institutiontl program is still quite limited. The rather -
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painful history of.the New School at the University of North -
Dakota is an example. for three years‘now a‘community based’
‘program for preparing teachers in th. schools of .lorth’ -
Dakota has been an exciting-venture for all involved. Today -
the New School impetus js béing slowly deadened by the amal- °
gamation of the School of Education and the New School.. As
the tommunity involved program moves on .campus, theé -academic
structure slowly. wears down much of the .exciting .give and take.
that takes place in the field. . In the community where persons
have learned to teach and b take on responsibility for their
prgfessional roles]4 plternative schools have sprung up with
built-in teacher development activities. They do not resemble
the aiademic courses and programs.- Understanding and acceptance
e slow. . : ' ’ o

Many of .these changes have received sanction and ~-
approval from other higher education institutions (é.g«
Antioch or U. Mass. - Amherst). Antioch now qperates an
extensive program of sitc-based teacher:training ,
throughout . the Unit.d States. U, Mass, - Amherst has creatively
solved welding the traditional and %he emerging trends by. )
inventing "Simultaneous Alternative Teacher Preparation
Programs"15, " The vehicule is quite simple : (&) - a Teacher
Preparation Program Council fakés,policy and obtains resoufrces
for teacher educatiom ‘for the School of Education; (h) the .
Council has a budget : 65 supervisory assistantships, salariesy
15 teaching assistantships, salaries and‘'travel momies. This
Council approves programs by faculty or graduate students of
the School. At present, 14 programs have been ‘authorized -°
ranging from secondary social studies for suburban schools ‘
to Off-Campus Teacher Education.in creative alternative and
experimental schools throughout the worlg-- an effort to
"deprovincialize" prospective teachers 90% of whom come from
‘Massachusetts. The fourteen programs have’ multiple forms of.
arrangements with the schools which serve as training sites.
And in a few cases the publice,h school personnel and community
persons determine and provide the majority of the training. Yet .
the program still exists as an exception so agproved by the
State Commissioner of Education for certification purposes,
isolated by the general education and other university programs
outside the School of Education. Those relations have not yet
changed. -The community and the schools are still held at o
distance and are not privy to the academic deliberations of the
institutions. ' : ‘

_ Earlier in the paper thicre is & quotu, calling for the
redemocratization of higher education. Until the formal
university committees for teacher preparation and the other
university wide Committee on Teacher Education hdve school and
community representaﬁives voting as equal .members, the schools
and community will not believe that things have changed. The
New School structure has such a voting system, anc Dean
gerone has said that this issue of voting rights is the key
Assue upon which the present amalgamation will succeed or fail.
Arranging a legal or administrative mechanism among peers is

I _ 166 %
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significantly different from sharing accrued power with

significant and involved persons and institutions who educate
teachers and utilize the teachers prepared for thelr schools

and children. ( v

: Other strategies and values are involved in the
Performance Based Teacher Education effort. The models were
developed Pprimarily in traditional academic institutions and
are being-carried into the schools and communities by state
department - of education personnel. This effort has led to the
devélopment of many quasi-~legal consortia called variously ¢
Staff Development Cooperatlves, .Teacher Centers or Eaucatlon
Renewal Sites. -In each instance a body, clusive of

all the .affected constituencies,is drawn /together to design a
program for the tralnlng and re-training/ of staff. The basic
entry point then is certification of teachers through a
clearly defined evaluation system agre d to by some or all of
the follow1ng : . -

Teachers

Parents

College Teacher Education Department

Public School Admlnlstrators

Students

Citizens

Community .

‘State Department of’ Educatlon ;

Teachers Association .
. Administrator Association

School Boards Association - NG

<«
.

¢ ,

The simple choice to get -this group together is a
new development. How and on what basis decisions are made and
1mplemented is a challenging question, as is what,if any,’
change in the on-going teacher education program pre- or in-
service-will occur.

Most states who have created these new - structures for
involvement have suggested the development of criteria for
evaluation of teacher performance as the vehicule for deter-
mining certification. While how much mandate by the state is
involved varies, it is clear that a collaborated approach,
to determining the appropriate competenc1es requlres a new
relation between the higher ecucation institutions, the hools,
the. community and the other education institutions as well as
a new relation between higher education 1nst1tut10ns and the
State Department of Education. ) -

States such as Oregon, New York, Vermont and
Washington have written general process guldellnes s
for consortia to follow in terms of program

“evaluation. Typically, they concentrate ‘on roles
and responsibilities of the groups in the consortia.

These states have very general consortium ﬁ
guidelines and place the primary responsibility for

L 107
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evaluation of competencies on the Institution of Higher
Education, for example, Florida, ask the higher education
institution to identify the procedures by which their set
of competencies are to be measured. Control is with the

”\\\ college with directign established by the state.1?
TABLE 9
- “
DEGREE OF STATE CONTROL OVER CERTIFICATION
. Est}matedeCurye
“ e
0 5 40 60 75 95 100
Information Collepe developed, approved program approach.
on CBTE Consortia required, but: State now | State sets Stat
given to no set ccupetencies or adds all compe- : :12°:
any who evaluation criteria -- | generic tencies estabiishes
: all evalu-
request. operatlional guidelines teacher and evalu- ative cri-’
for consortia increase competen- ative guide teri cnd
as one moves from cies and lines but, a:tuzli
5-60. : other evaluation evalu ty
evaluative!{ done by candiia:ss
. criteria. | institution. | es-
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On the other hand this is a new way to report and no
longer does the institution of higher education determine
program, evaluation, and recommendations. Florida State
pepartment of Education statements about the major differences
in old and new certification are an interesting articulation

of this difference.

TABLE 10
L8545 10

A

MAJORiD‘ FERENCES BETWEEN PROPOSED STANDARDS VII AND VITII

A

AND PRESENT STANDARDS VII AND VIII

(Florida State Department of Education)

Present Standards .

Completion of courses and/or

.examinations to establish credit

Program schematic is given in
terms of minimum semester hours'
credit required

Géneral ¥cucation is
approximately 50 percant of

total with no statement about

Related Studies to support
teacher preparation. '

Professional Education totals
18 semester hours, including
six semester hours of Student

Teaching.

Student Teaching emphasize .
but limited to six semestdr

hours.

o

Single teaching field is
of 24 semester hours; broa
field iz 4& semester hours
minimum.,

nimum-

"Eighteen of the 48 semester

hours required for a composite
field must be advanced.
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Prornsed Standarda

. Competencies may be proved in

courses or in other ways
through regularly established
institutional policy. ‘

Program schematic is given
sin terms of percents of
total degree program

General Education is
approximately 30 percent

of total degree with an
addition of Related Studies
approximately 10 percent of
total.

Professional Education totals
approximately 10 percent of
total. Field Experiences,
ingluding Student Teaching,
.totals approximately 15
bercent of the total.

Greater emphasis on field
experiences, including
Student Teaching, which
totals approximately 15

A single teaching field is
approximately. 18 percent of
total and broad field is

ﬁé percent

Cne half of work in single
teaching field must be
advanced (junior or senior
level).
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This move to the public arena has also created some new
strains in old relations. State legislatures have begun to
probe deeply into the effect of changes in teacher certifica-
tion and teacher education programs. Some of the' reports from
these legislative bodies (on which higher education institu-
tions are represented) make interestgng reading. For example

Obstacles to innovation. Theproblems most o
commonly cited in program improvement were, not
surprisingly, staff time and money. Where more
detailed responses were given, a number of factors
were revealed. These included the natural resis-
tance of some individuals to change, the fact that
many public school personnel who are expected to
participate in student training have not themselves
been trained in the newer skills, the absence of a
well-defined management system and funding pattern
for«the implementation of the 1971 guidelines for
teacher certification, and the need for greater
assurance that, the competency-based approach is
more e¢ffective ggan the traditional "Courses and
Credifs" model. ' .

Univgrsities are also finding their relations with
teachers changing. The transition of the National Education
Associafion /4o an active teacher-professional organization 4
(or union) 8 placed Thigher education in a defensive
posture. o longer can the higher education institution
assume acdeptance of its ideas about pre~ or in-service educatio
The local and state education associations are taking clear
positions about what will be taught and what the teachers want
as training as an integral part of salary negociation. Many of
teachers unions are publishgng studies of their membership
which indicates significant dissatisfaction with the college
training received. '

TABLE 1
REPORT OF SURVEY OF TEACHERS IN THE STATE OF RHODE ISLAND

: My pre-service training has sufficiently prepared me for
the kind of teaching I would like to do.

% . 10 42 11 - 28 9
Strongly Agree 'No Opinion Disagree Stzongly
Ayvee ‘ Disa;ree

17 N

No. responding to this item : O, 7%,
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. The development of such information about teacher,
community, and school attitude and perception of training need
18 becoming an integral part of needs assessment activities.
?rograms will need to respond more realistically to such
information as it becomes more scientifiecally accurate.
Opinion, relief, and tradition will not suffice in the face

of pressure organized as statistically representative informa-

tion by interest groups about the quality of teacher education
Programs. ‘

) ) New non-t{raditional training developed in alterna-
tive institutions has also sought to Jjustify itself in
this fashion. Objective test results developed with the
help of the psychology department of higher education insti-
tutions to measure the effect of encounter group training by a
free standing teacher development center in providing more
"open" teachers. &

SUMMARY OF RESULTS:

Data collected for the first year of the study
were subjected to analysis of variance and
subsequent t-tests. In addition, means of

v differences (FIRO-B* minus FIRO-F for each
individual) were computed for the FIRO-B and
FIRO-F data as a method of comparison of wanted-
expressed and behavior-feeling factors.

The three interpersonal needs’ measured by the
FIRO instruments (in terms of affection, control,
and inclusion) are defined beisw :

1. Affection ~ "The interpersonal need for
affection is defined behaviorally as the need to
establish and maintain a satisfactory relation with
others with respect to love and*affection. Affec-
tion always refers to a two-person (dyadic)
relation ... At the feeling level the need for
affection is defined as the need to establish and
maintain a feeling of mutual affection with others.
This feeling includes (a) being able to love other
people to a patisfactory degree and (b) having
others love the self to a satisfactory degree ...
The need for affection, defined at the level of
the self-concept, is the need to feel that the

self is lovable."** T

¥ FIRO 1s a code name for a test of Interpersonal Behavior
.developed by William Shultz and reported in The Interpersonal
Underworld. FIRO: A Three Dimensional Theory of Interpersonal
Behavior (Palo Alto, California;’yEfénpe and Behavior Books,
1960), P. 20 o . )

**Tbid:, p. 20,
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2. Coatrol - "The interpersonal need for control

~is defined behaviorally as the need to establish
and maintain a satisfactory relation with people
with respect to control and power ... With regard
to feelings, the need for control is defined as
the need to establish and maintain a feeling of
mutual respect for the competence and responsi-
bleness of others ... The need for control,
defined at the level of perceiving the self, is the
need to feel that one is a competent, responsible
person."*

3. Inclusion - The interpersonal need for inclusion
is defined behaviorally as the need to establish
and maintain a satisfactory relation with-people
with respect to interaction and association ...
On the level of feelings the need for inclusion
is defined as the need to establish and maintain a
feeling of mutual interest with other people ...
With regard to self-concept, the need for

] inclusion is the need to feel that the self is
significant and worthwhile."#*

#sapaphic presentation of data and an analysis of
‘Lesults of statistical computations follow in
categor.2al order :

.
/\/’\ N

-~

* William C. Schutz, The Interpersonal Underworld., opscit., pp.13-2(
** Ibid., p. 18. |

——
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Opinionaire

On the Opinionaire one found a significant
difference when one considered the combination of
types of encounter group and campuses tested. On the
Colby campus the spaced group. received the highest
negative scores, these being significantly higher
than the control group. The massed group failed to
reach a significant difference when compared to
either the spaced or control groups at Colby. At
Farmington there were no statistical differences
between the three types of encounter groups.

The joint publication of this research demonstrates a new
relation. Other examples of school and community based initiatives
in teacher education are found throughout the U.S. Some other insti-
tutions ‘who have forged new arrangements with higher education
institutions for research and development in training are the
Federation of Community Schools (Boston, Mass.) with Harvard
University - Training of Trainers ef Teachers (TTT) program; the
Mass. Experimental School with the U. Mass. - Boston; Institute
for Learning and Teaching, and the Nueva Country Day School
(Hillsboro, Calif.) with Stanford University«

Recent developments have emphasized a reconnection with
schools, the community, the classroom teacher. The renew 1 of
teacher education in the USA has been definitely tied to’ the o
rebuilding  of the local and state constituency. Higher education
institutions traditionally independent of this political activity
and tied to the constituency of students and the development of
knowledge have found it difficult to respond to these new tendencies
even with massive federal dollars supporting the community. Whether
higher education institutions will be effected still depends on
who will receive the tenured full professorship appointments in
the next five years. If the persons involved in the recent
developments in teacher education out in the community and schools
are chosen, teacher education in the USA will significantly shift
in higher education institutions; if not, teacher education in
higher education institutions may well become more and more precious
and smaller and smaller in number. These full professors will
block or encourage the present evolution to joint and shared
authority and responsibility for teacher education. Enough relaticns
now exist. The question is will the legal route overcome the change
of perspective(Ldemocratization")rnute. :

1
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vI. THE CHANGING PATTERN OF TEACHER EDUCATION

This section attempts to-.draw together the influences and
patterns emerging in the USA and Canada as a result of extensive ac-
tivity and investment in education reform with its concomitant elfect
on teacher .edication. Yet, one observer of the scene has pointed out:

«o. After 1957 came the curriculum reformers intent
on seizing the initiative from the "educationists";
along ‘with them came newly hatched educational
technologists, convinced they.held the magic key.
Most recently, as Broudy sees it, there has been
the New Establishment : a number .of philanthropic
foundations (Carnegie, Kettering, Ford), the U.S.
Office of Education, the education industries, the
teacher organizations, a variety of enterprises "that
generated enormous power and prestige -and dollar
rewards also for scores of men -~ the men who
constituted the New Establishment in education during
the sixties and extending into the seventies ...
After the years of exposing, grant-giving,
innovating, and reorganizing, the schools are still
considered failures in nany places. Teachersgare
saying "mep culpa" daily; the increasingly confused
-controversy goes on and on ....Focal in this world

is teacher education, which has not yet provided a
"layer of professional competence" for the school
system.

-

Still the "foundations" approach to professional
training is the dominant theory leading to the state of affairs
that created the major concern in the early sixties about
teacher education in the USA. The movement back across the
trench of professional education and liberal arts represented N
by the lMajter of Arts in Teaching (M.A.T.) program developed
at Harvard and elsewhere has not-re-connected teacher education
to the philosophical and intellectual resources implied in this
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approach. Somewhat as a résult, but more probably tied to the
pent up frustrations of racism and urban decay, the community

)and then the classrooms asserted and demanded morew=relevant

quality education for the community, often thrdugh violent
confrontation far from the ivory towers. The demand did not
come from persons grounded in an academic tradition. Few were
about who could tr%nslate the pressures and demands into the

agademic traditions’. As a result the practice of teaching in

classrooms changed while the academic program for preparation
of teacherswas maintainod in splendid isolation. When the
student teacher: came out to the schools for six weeks of
teacliing; prertic:, what they found first in the cities, and
lately more and more in the other schools in the USA and Canada,

were teachins practices that no one had described, explalned_
or nredicted.

A great many American institutions now preparing
# teachers represent, by virtue of théir unique t{radition,
one or another of the earlier states of the art of
preparing teachers; for instance, the emphasis upon
pedagogy in tralnlng for the elementary school and upon,
the disciplines in training for the secondary school has
become something approaching a constant tradition in
many schools. Many schools repreésent, in various parts
of their program, a series of ossifications of older
strata. What the whole task of preparing teachers means
the entire social and institutional setting in which
tge preparation of. teachers takes place, has not ”
_seriously been addressed either by the American Higher
- Education or by the schools until recently. Such
‘projects as the National TTT Proaect and Tri-University
Project do make an effort to examine the schooling of
teachers in the broad context of 1ts s001al and insti-
: tutional setting.

The pressures for such an examlnatlon are now cComing

primarily from America's schools and its alienated

. communities, as it endeavors to deal with poverty, injus--
tice, and the failure of the 'educational system' to
allow men to develop their full sense of power to act
within the system. The primary responsibilities for
developing programs to answer the needs of America's
alienated groups has falled, for hetter or for worse, to
the local public school systems under Title I of the

. ESEA*. Title I and its evaluations have given the
schools an opportunity to see how crucial is the total
classroom situation or school situation created by
teachers or teams of teachers, aides, and so forth;
to look in ways never. cons1dered before at the quallty
of teaching which goes on in circumstances where teaching
is difficult, and to see how egregiously teaching in
these schools has sometimes failed. Now we are seelng
the development of fairly extensive training programs for

© EBEL — Tho Ale mentar“ and Secondary FEdunation Act passed by
boie Uese Conrress (xrﬁaral Lewvel) in 1963,
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-elemeﬂtary teachers under Title I. These training
. .. programs have until recently been almost\entireig
. divorced from institutions of Higher Education.

Due to federal intervention with agencies such as
the Job Corps, the Peace Corps, the. Tedchér Corps & Headstart,
a bridge to practice was accomplished. What remained to
develop was a bridge to the theoreticians and academicians.
But having gained the power to have persons in power come'to
them, the community, and more precisely the school,were not
willing to allow another retreat by teacher educatiqn into
academia. Field-based training became a non-negotidble demand
for those who sought to link to the money and the revolution
which had occurred in American education. When this community
related student revolt hit the campuses, many became too busy )
provecting their programs to find time to link to the community %
and tne school. Those few who did found themselves rapidly
unoving towards (a) the minority ‘student-body position, (bt
high demand for the equivalents of on-the-job or life expe- "
rience to college credit,(c) lack of senior faculty able to
communicate and accept these changes,(d) lack of funds for
scholarship,(e) lack of programs and certification categories
for actual roles in practice.* Thus, in the USA the traditional
conflict -between the practitioner arfid the academician was
increased. The information available from Csnada indicates
that this particular problem was handled through legislative
processes rather than social and academic upheavel. The
bilingual school bills seem to have served to focus and more
carcfully define the issue there than in the USA. Wh;le ‘
conflict existed and continues, the radical change of schools
did not occur outside . the profession and its normal limits.
There is evidence also that teacher education is also isolated
and irrelevant in many cases in Canada, but the intense socio-
political pressures on the schools have not had the dominant
effect on education professional training there as in the USA.

This change in teacher education is best exemplified
by the rapid increase of free or alternative schools developing ,
in the USA,** and of the numerous alternatives one must create /
to be responsive to all practitioners even in the schools. And
as these alternative schools have dovecloped they have found a
need- to seek state approval for their programs., At this point
certification of teachers becomes an issue.

One event which it is difficult to document but
which was observed is the origin of the Performance Based .
Teacher Education movement. This effort,which State Departments
have.now accepted and are using for certificatign .
and evaluation control purposes, grew from a signifieantly
different set of concerns. Some persons observed the social

% In fact, both the teacher specialist and teacher aid roles
were in place before certification or degree programs were
authorized. o .

** From a minimal amount in 1970'to a projected 2,500 in 1973, °
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upheaval and its resultant shift of power to community and
schools as anti-intellectual, others saw the need to contain
the diffuse energetic changes in practice developing through
the school reform rovement in such a way as to assure
dissemination and instaiiation, some sovzht a vehi to
attract more resources for education. From this osely
related group with conflictirng values germin=ted”an idea
-- developing model (researchable) elementary teacher educa-
tion programs which would make it possible to dewplop a large-
scale systematic scientific body of knowledge abotit teaching
and the practice of teaching. This often inflormal and
certainly intuitive activity led to the development of the
ten model Teacher Education Programs founded by the United

States Office of Education (USOF) division of research and

development. Out of this effort grew a significant list of
performances or competencies. At the same time,field projects
in places and in institutions near many of the researchers,
were developing lists of performance objectives for teachers.
Syracuse and the Syracuse Model are a good example, as &
result the documents formed an enormous encyclopedia of
performance of this informal interchange. And,as at most other
points in human history when man saw all the pieces 1in one
place,he invented a mechanism for understanding and control.
Such is one explanation of the present Performance Based
Teacher Education movement. This mechanism has the following

characteristics

" (a) A group representing multiple constituency determines
' competencies (was this a result of the community
control efforts 7) |
(b) A comprehensive system (was this the result of
building a coherent theory 7)

(c) A listing of performances on which one would be
_evaluated. (was this the effort to assure academically
respectable controls 7)

(d) A modular approach to presenting training (was this
a mechanism invented to tie the movement of existing
- higher education arrangements )

In any event massive federal dollars for an overall systematic

approach were delivered. And more and more tate ‘epartments

. joined the club, as well as the American Association for

Colleges of Teacher Education. Certification and accreditation
were thus tied in. Now as teacher education programs and
institutions stand on the brink of accepting-a major refocus

__ the federal funds are disappearing. One wonders jf State
funds will be available gquickly enough to continue to support
the movement. At least fifteen ctate departments of .
Education have certainly made heavy policy and planning
investmenti in this direction by establishing development
consértia. 1 s
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Yet parallel trends are moving teacher education

.at higher education institutions in other directions.. Affec-

tive education, Community Development, Interdisciplinary
Teaching and Learning Teams, Humanistic Educatigg, Futuristics
are ideas and trends that are visible on many campuses.22;Each
assumes a different perspective on the future ‘of education and
teacher education; each represents different formal relations
with institutions dutside the higher education institutions.
How they will affect patterns of teacher education is unclear.
Most. are very tied to the dewvelopment\of lifé styles in the
culture, most are seeking ways to include new persons and places
as resources for the preparation of. teachers. They do .
evidence though:that as always in higher education institutions
someone .is trying to reach beyond the conventional wisdom of
the present, to retain rdots in the past, or to find another

. acceptable way to describe what one has always been doing.

Beformipg education has redched teacher education and that
itself is a significant change in the pattern of teacher
education. ¢ “

a3

_ The two basic approaches people take to teacher
educa’ion reform continue to be:

.

- those-who start fpom what a teacher does to his or
her children or &if§.learner; o

~ those who start from sqme cohceptioh of what a

good ‘teacher does. .

Both approaches now éee,eachﬁother'and have begun a diélogue-
. It may be that- teacher education has finally reached a point

where the clash of its :two cultures will result in a new
culture. Today the pattern ofy,teacher education emphasizes. :

T - Technical competencgé ' ~
. - Critical competemcy ’
-+ = Community building .
.= Constituency control or at least involvement
*=. -Continuous evaluation, ' ' ©
¢ — . Inter institution collaboration ‘ :
~ Continyous refgrm of structure, curriculum and
, faculty. - ¥ -

The ohahge_ofAt'eac]:{er ‘educ_;atibﬁ' in the USA is in

0

\-

- where it is done (more in schools &nd ommunities);

- ggw‘it is done (more exposure and involyemént in -
the practice of teachingy =~ - .

- .who controls ﬁt'(not only more s%gte)dep rtment of .

‘ education control but also more teacher agsociation,

local sphool,‘parent and community control} and

-~ how it is evalugted .(more scientific "approaches to
documentation and evaluation). S

\*\W | L Y |
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The change ;n Canada seems to be along similarﬁlinesrqthough
the change in who controls it does not seem to be as radical

.a shift to the community or schools. Then the closer relation

between the legislative body and the ministry may well make the
programs in education more Quickly responsive than does the
complex American system.

Yet all of the changing patterns may well be most:

. significantly affected by the present underutilization of

‘available teachers.-

<o The supply of persons who traditionally seek jobs
in teaching is likely to exceed the demand by-a
million in the first five years of the 1970's...
Mauch of -it is due to projecting past patterns of
employmeh@. These patterns were established during
a period of brisk demand for teachers during the
1950's and 1960's ... Teaching was convenient interim
oc¢upation between the B.A. and the "lMrs: ... As
teaching jobs become scarce, the decision to embark
on another career will have to be faced-earlier in
life. Teaching positions as port-of-entry jobs will ™
be harder to obtain and, consequently, many may decide
nqt to be certificated as teachers. In all probabi-
1lity teaching will become a more linear and more
consistent career for those w anage to get a
position. This change in the\gharacter of teaching
careers will pose new challenges to those who hire and
train teachers - challenges which will be intensified
by the need to provide enough teachers to meet
projected enrollment increases in the late 1980's. In
this respect, the "surplus" of teachers offers the

> opportunity for school systems to be more selective

‘ in their recruitment %%d more demanding in the
preparation required. : '

: The issue of further enriching the education programs
of the society by increasing the number of teachers and
decreasing student/teacher ratios may not be addressed in the
USA as long as financial allocatipn remains a controlling
factor. On the other hand, Quebec has implemented a ‘program
approach that ties re-structuring and financing. Moving
teacher preparation programs formerly normal schodls into
established and well finapced higher education institutions
carries with it careful allocation of funds to stated program
objectives related to needs iderdtified in the actual educatioral
system. Ideas for alterhativye patterns in. teacher education and
in. the form of institutinng sbound in the USL. The system for .
Asliveriny oavd 21lloceobting resources - finaneial and training
personnel for the good of childrer and conmunitics - isnuch

" more poscible dn Canada.
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VII. CONSEQUENCES OF CIOSER RELATIONS BETWEEN UNIVERSITY
_E@:ﬂ_sow TONS

As the institution of higher edugation opens its
- doors and develops closer legal administra%§Ve and financial
relations with the state department of education, the commu-

. D1ty and the schools, the training programs will gain in
intensity, involvement, and responsiveness. As more and
different persons are continually involved, the amount of
communication will ‘increase. The institution, then, will nee¢
to develop simple direct mechanisms for communication to the
right target while not increasing the bureaucratization
through the addition of other formal channels. The university
will report and communicate more with the community and the
schools through documents other than research publications or
books. One would expect television, radio and newspaper

“coverage to increase and with that the pressure for an immediate
and early solution to what is basically a cultural evolution.

3

If the communication arrangements include as many
of the bodies affected as possible, some of the“strain between
xpectations and resuls can be allocated for solution to the
responsible body. An advantage of having the community there
/is that rather quickly the community becomes aware of the fact

' that part of the solution to the problem is through legisla-
tive or political action. The academicians have not tradi-
-tionally wanted to battle in that arena in the USA and Canada,
even when their analytical abilities make them aware that
political action is where part of the solution is found. Those
ongoing new arrangements are characterized by the university
walting for the community to undertake political action even
in the face of the risk that political action might be directed
towards the university and most likely towards the person or
group who is trying to open the doors. By being more visible,
this Personi:r institution is more vulnerable to attack and

¢

most often ¥s not supported by his academic colleagues who do
nok understand, are not interested or fear. Involvement is
the major mode of learning in this new arrangement. .
Those involved as well as those not involved forget

that each is now educating the other as the change occurs. As
a result, personal and institutional distance develops even
when both has¥e the same values and beliefs. One could describe
this as a group of sailboats setting off across a bay in a fog
and naturally moving somewhat apart. As,each moves across the
bay, visibility is limited to a few feet[around the boat. As a
few of the boats drift close together, they share in each

N other's visibility but then drift apart again. Closer relations
increase the amount of Joint visibility for a time, but as each
agency or individual dogs what they must do, they drift apart
again. At that point, they do not know how cldse Or how
far they are apart and when they rediscover each

g
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other, who is going in the appropriate dire¢tion. While it is
safer to wait for sunlight before leaving, the children of the
schools and their parents have already set out across the bay
and many expect the academicians to be with them and at

least to record where all have been.

Legally, closer relations require the changing of
customs and the rewriting of laws. The higher educatien
institution has the responsibility to describe where the new
movements of culture have taken us so that laws can be
adjusted to assist these new developments. Writing this new
description of reality requires taking on a new perspective
characterized by participation,, intensity, community and
sharing of power. It also requires the development of new
modes of examining reality which are less essentialist and more

existentialist. Discrepancy evaluataon is just such an acadenic
)

format that is developinga Malcolm Brovus at the University of
Virginia, Charlottesville, has begun to articulate a methodology
for describing a reality which changes its description of goals
and objectives as well as process as it moves through time.
Many of us find such relativity hard to accept, but it may well
represent the reality of teaching and teacher education more
accurately than a description or listing g priori of the ideal
teacher or even of what a teacher does. Our laws then would be
written to allow for many alternative types and modes of o
teaching and more careful participation in decision-making by
all parties involved in education. No longer would the society -
allocate with complpte faith the business of teacher education
to the university.

Increasing the number of agencies involved by law
carries with it a social responsibility assumed to be federal

'in the USA and scen as provincial in Canada; that is the

responsibility to provide adequate and sufficient funding
to provide for the education of teachers. The university
bound model was cost efficient. It did produce teachers rather
cheaply. Increcased involvement of the institution and the
trainees in the community and the schools cost more simply
because it takes more time and travel. It also cost more
becausc prescnt higher education arrangements carry some over
burden cost (e.g., tenured faculty selected for the previous
goals who cannot or will not move to more involvement).
Financing the activity requires:recognizing also that with the
sharing of power comes sharing authority over the allocation and
distribution of funds. The school, community and state do in
any instances share with the university the budget making and
authorizing expenditure functions. This is a new behavior for
all to lcarn. The evidence is, though, in at least five states
in the UBA, that tcachcr education funds will soon be allocated
as a pool to be administered under law by the consortia created
by law. If state funding of education in the USA becomes a
reality, such a move will force and establish as standard
practice thc patterns developed now through Teacher Corps or
COP type federal initiatives. Thcre is clearly a movement in
the Canadian direction of provincial authority and control’ over
education.
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Administre ively, the closer relations incrcasc the
amount of communication and discussion. T also inercace: the
pressure on the university to share policy setting authority
program structure, curricula content, and also admission,
recruitment and placement. ho comes to the hiiher egg?ation
institution begomes a shared decision. As a result, ore-cannot
apply purportedly objective academic standards only.

x The creation of consortia increases the need for

clear, direct-communication in forms other than academic
publication. It increases the amount of time needed for clari-
fying expectations. This decreases either.leisure time,thinking
time, research time or teaching time. Afademic life styles thus
change as 4o academic procedures. The adademic senate or faculty
meeting does not lony remain a strictly.faculty domain as students,
comnunity, ‘school personnel join ‘as equal partners in the debate, )
deliberation and vote. :

¥inancial arrangements change. The state department
of education gains more control as the legal channel for funds.
acadenmic budgets are restructured from line item allocations
lfor individual professors to program budgets where a professor
has money as long as he is part of an approved program. The
university no longer can borrow from the teacher education
department to support the philosophy department without the
agreement of the other partners. - And thus the closer relations
draw the liberal arts into the arena .,If for no other reason
than ‘the need for funds, one finds faculty members from English
and History talking and cooperating with teacher education
faculty. It may be that in the capigplistic Uds4, significant
relations among the parties to teach®rs' education can only be .
drawn to;ether by financial pressure. tiany of us believed, and
still do, that academic and professional motives were sufficient
and appronriate. There is evidence that financial motivation
can be a more persuasive argument.

N
Teacher education sits in the crack between academia
and society. The nresent movement +to closer relations between
highar education institutions and non-university institutions
has been centered around be*ter teachers who could educate the
community's children in new ways. bupported by federal dollars
" in the USA this energy has pushed into the deepest reaches of
the higher education institutions, the schools, the community
and the state departments of education. A similar move to more
systematic planning and coordination of education activities
in Canada has led also to the deep reforms.’ What remains is
the-challenge to direct this enerzy to the support of a
qualitative difference in the society rather than quantitative
expansion of opportunity with a qualidative improvement only
for one or another elite. : u§

, —
N
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. The university remains the rudder of our culture.
While reaching out to more students and to more responsive
prograns and curricula, it nust be careful of the possibility-
of ;ts capture by one or another of the other forces and of its
obligation to record, analyze and structure man's experience

VIII. CONCLULION

- with reality and to transmit all of this. Teacher education

is in fact the business of all the university. It just happens
that the teachers and trainers active in society do not all
work at a place called the university. They are all nonetheless
the University as it addresses and affects Soci'ety. They are
also recording, analyzing, structuring and transmitting. ‘ihile
they depend on others more proficient than they to record -
analyze and structure, they are the major transmittors. ‘hile
the university needs to help them become excellent transmittors,
it cannot neglect helping them with the other three. One wonders
er e movement to closer relations is not a polite request
by alienated members of thgluniversity that doors be kept open.

While there are signs that .teache s'associations
will assert their right and responsibility to control, determine,
and improve teacher oreparation, no teacher association origin~
ated and controlled wrojrams have appeared., liost of the asso-
ciation ener{;y scems to be limited to protecting teacher rights
and privileges in negotiation with the existing training insti-
tutions. Teachers associations'fipht to gain the "high ground".
and political compromise has taken the form of a joint coummission,
membershi» on key counittees, not in developing rights and
responsibility for the development, control or improvement of
the standard program for the education of teachers.

All the while, the state and provincial governments
have begun rightful efforts to control the escalating cost of
education. l.ergers of institutions, elimination of weak pro-
grams, efforts which require fortitude and some risk  have
been undertaken throu;hout Canada. In the USA these hard deci-

-sions have been and are still being put off in sbtate after

state. The fact remains that an estimated 355 of existing
student bodies and faculties in higher education institutions
are, in some form, committed to teacher education. That repre-
sents a very significant dollar imnvestment in any state or
province. It also id estimated that at least 30% of the jobs
in most states are education related (in the UsA at least
16 billion dollars in pjublic school teachers'salaries alone).

<

Education revpresents a sipnificant economic building

‘block in both nations. or the most part it is unchallenged .

because of the lon; tradition of academic freedom and the role
of general and higher education in creating a liberated and
educated nopulace. If the energetic efforts’ of the Province
of Quebec and of the State of Florida predict the future,- sone
governmental forces are dware of the crucial nature of the_
variable and intend to direct this resource for ecomomic -

and social ¢ains.
@
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This study sugpests quite strongly that the who of

. teacher education is what needs careful examination., The struc-

tures (laws, programs, budgets) invedbed to help these persons
come into contact, one with the other are important and have
been extensively developed and imitated. Yet the most important
event for teacher,.education and for the university is access to
and involvement in all the practice of teaching as it occurs in
gsociety. All that practice does not occur at. the university or

ith young children. For example, the neglected 11-18 year old
gt%gis and his teachers are a crucial group to have cccess to and te
invoXved with. The neglected non-university attending adults are &
crucial group to have access to and be involved with. For teaching
is occurring out there and it is influencing the future of our -
society and culture. Teacher preparation has slowly become
reconnected with these persons, The academic structures, though
have not responded significantly to the altérnative programs
the .school and society reality requires.

A new effort for institutional reform which origi-
nates more closely with the schools and the parents has also
begun to assert independence as a force in educational reform.
for the most part, alternative ang free schools or programs have
been structured independently (and deliberately so) from either

-the established  higher education forces or government forces.

Particularly in the UsA, there are some public manifestations
of the "people power" movement. As such they seek not to domi-
nate and control the establishment, but rather to develop a
complete,independent,alternative route. These differ from -
early, private or parochial education systems in that they are
very often community or locality identified rather than in-
tellectual movement or religious persuasion identified. The

‘effect at present is not significant in accomplishing the re-

direction of dollars but this movement has in fag¢t accounted
for the expapsion, increased flexibility, and differentiation

of certification and credentialling requirements.  The "institut
familialé"™ status in Quebec and the early childhood program or
special education program status elesewhere is an analogous
trend where somgthini; has grown up aside the system with a
complete and effective teacher egycation program and whlgh has
been granted, often without maj political turmoil, equivalent
status to the traditional credcentialling.by higher education

institutionsas appropriate education or training.

. The governments of Canada or the USA do not-have the
opportunity to re-d their past nor to rc--do tieir idstitutions.
Their options are constrained by who they have within the ins-
titutions - the present and existing institutions doing teacher
education, existing laws, regulations and procedures, present
fihancial commitmen%s, present. facilities, present-politicals
trends. They also have an cnormous (some would say an in-

* ordinate) literature, and research effort continually proposing

\(

some rellinement o1 laws, réguIHtfbnsi‘procedure§7*strucﬁurqsr~ ---------- —
programs, methods and practices. = li0st of what is proposed ‘are
significant improvements on the status quo, but only on the

status quo. Very few efforts attempt to recast the established
higher- education institutions'progrem.
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The clinical professorship where a person lived in
the -school and at the university was one such attempt. Present
evidence is that very few kxtant examples ~f this role exist,
and 'no institution hag yet uilt a program predominantly
ctaffed in this manner. As laboratory schools at training
colleges have, been closed ‘or moved out into general education,
most faculty have opted the higher education staff
position. One wonders why this real life effort at
an arrangement: between the schools and academia, between prac-—
tice and theory has not mutated into clinical professorships
or even differentiated staffing arrangements. The fact is

- that the solution has been again institutional not programmatic.

Programmatic adaptation -has just begun to appear in
a few institutions. One of these is the University of
Massachusetts at Amherst. Here an attemp to find a warking
arrangement for 30 diffuse faculty members led to the deve-
lopment of a structure of alternative programs for teacher
education. This approach assumed that ome couldn't change
most of the 30 and that the 30 wouldn't be going away very
soon. The result was a mutation where many -alternatives are
open to all candidates wlere clear kinds of teaching Jjobs are
identified as the result of each of the training programs. This
is an example of a change in arrangements within an insgtitution,
it does not change any of the programs nor the relations
between higher education and other institutions. This is still
a higher education originated program. Yet it is .a step in
the creation of a profession responsive program.

The relations between universities and other insti-
tutions involved in the education and training of teachers are
directly influenced by : _ ;

1. one's view of the role and function of

institutions, particularly highsz education
institutions;

2. one's view of the profession of teaching and
its role in determining its destiny; : .

.3, one's experience with the practice of
educating others.

4, one's view of learning by others;

5. one's tolerance for ambiguity of humane and
societal goals as well as technological goals;

6. one's view of bhe place and function of an
elementary, secondary or other classroom
teacher.

Few institutions have articulated answers, PTOgrams,
or structures which are real answers to these questions. :

Determining public policy and governmental struc-
.w—~w-%a9§swtevimplementppnhlicwpglicyminmtegghgzmﬁéﬁ9%2192“may —
require the willingness to demand from the higher education = 7
institutions more direct follow-up and involvement in the
schools where the graduates work. The value of .a true higher
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education program for preparation continues to be documented
even in programs wkere experience, on-the-~job training, and

field practice are dominant. There is a need/for reflective
analysis., It is clear, though, that as improbement of prac-
tice is an ongoing effort, so is the improvement of reflec-—
tive analysis and the con-comitaut clarification of values.

Bluntly put, teacher education does not depend as

-much on the institutional structure nor the proposed program

as it does on the ‘quality of practice a teacher i exposed to
and the quality of learning he or she is challenged to reach
out to. As any nation has mrved to educating the populace
beyond literacy, it has faced the challenge of attracting to
and supporting in classroom teaching those who can enhance the
quality of tlfe life of learning without limiting the effort
to some elite. Few nations or states have attained this
level for any sustained period of time. The evidence of this
study is that the USA certainly has few present examples and
that ‘Canada has some unexplored opportunitics. This is a
difficult standard for measuring higher education and the
relations of .higher education to other institutions, yet it
is the essential standard. ’
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