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o~ E“LL[I\LHLS\ of our ndlt&_l S sdmols to meei the ifcreasingly complex demands ) ;

> placed on public education is a growing concern of parents, Iw“xsl.uors and educitors;

“TwBnty-five yearseago. Drucker.(1857) accurately predicted that schools of the future

will be rcquncd to L(lLlL‘\lC all children, with increased emphasis an individualization

i instfuction and a greater degree of .1LL0unmblhtv Today. lcachers are asked o

e proyide appropn.m mstruulon to pupils with a \.muy of handlmppmg conditions,

- who. may be Lullumll) fand hnounsumlly (llH«,ant "Unfortunately, .while these edu-

., cagonal 00dls are laudable. Neachers ﬂanmlly do ot receive pl%f:ambnal preservice . -
training to mect the demands of their roles (Denemark and Nutter, 1980).' Denemark
and Nutter note thgt a basic concept of profcssxonal training progr.lm isethdt its A
graduates have attdined a lével of competence sufhucm 10 insure .*safety to clients’]

- " In their repost. Educating a Profession, Howsdm Comban Denemark and Nash,- -
(l976)»reporl that one of the characteristics 6f a protuslon is that it possesscy a body of
~ knowledge and skills needed in the practice of a profession. Hotvsam et . (1976) state

. that ong¢ of the diferences betweern an educated person and a profcssnonal feacher is

' pulouogy - the scicoee of le.xcth “As a result of research and developmentefforts
over the past twenty years, there is a vast and drowing body of information related to-
dfemw:schools and teachers, If preservice teachers are not acquiring the I\nowledgc .

dnd sl\llls in their preservice trainipg progmms for them tg perform as professionals, it .«
is"not becadse of a lack of information in the ficld, Rathef, it may.belue to both th“
" current content and structure, of m.my teachcr edu’c tlon pro‘gmms < :

. In an attgmpt'to pl’OVldL a forum 1o disciiss contént, structure and i issues related to
the future of lCltht.r cduumon, a-conference was Held in M.\S' 1982 at Texas A&M
University: The conference. was sponsored by the College of Education and the Dean’s ~ #
- Grant Project at Texas A&M Uhiversity.With thie exception of Deuanomoan $ paper, ‘.
the material included in this ext was presented at this conference. The conference
presenters consisted of educational leaders who have been at the forcfront of te.lcer
ucation. It is hop;,d that this collectien of papers on etlccnw schools. teacher |

. clfectivencss and teadher LdULﬂ[lOl] wilktnhance dialogue. among educittovs régarding -

“the futyre of teacher cduumon

. . o k K3 .. v
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' WHAT MAKES SOME: SCHOOLS AND

o - TEACHERS MORE EFFECTIVE?"? . © "
‘“ . . 0, - ‘Richdrd H. Hersh* Tl oo ¢
. ) “ B J . a. . p

‘For the*past two years I have becn reviewing l!terature to determine what, if
anythmg, makes somesschools and teachers more effective than others. Happily, there
emerges from spch research a variety of clues; which when put together into a coherent
whole, seems to make & great deal of intuitive segse.. What is pamcularly pleasmg is

» that different résearchers in a variety of studies are reaching similar conclusmns about
effectivg schooling and that these conclusions are reinforced by school teachers‘and
" administrators who jbring to ‘research *programs- the critical ,eyes of experience. This
conjunction of researchers’ knowledge and professional educators wisdom marks the - -
first time in years that one ml}:,hl believe optlmlstlcally in the possnblluy of improving
" education in Amerlca PR N - . o . .
] N SCHOOLS DO MAKE A DIFFERENCE* .
' o ) . .o !
T During the early, 1970's, 'rechrchers haq the public and policy makers believing
" that variations among schools made no difference in “student learning, Although
teachers’ and administrators’ dally lives denied such a conclusion, theit protests were
_. muted by lhtr media and Critics’ ready condemmation of American schooling. Now
_ research! findings $ind educatlonal reality are congruent. . ® .
— ~ Three ‘powerfal llcts Kave emerged. " First, people run schoole How teacher,s,
admlmstmtors -and students behave in a school setting matters and accopnts heavily'
toward determining a schoo}'s effectlven_ess. Second, quality and not just quantity of
-effort, piaterials, and time is what counts. Previously measwred factors such as the total -
books in the school library, amount spént per cflild, ang the average number of years of ~
teacher experifngec ha)fe({‘ieen shqwn to account for little difference between more and
N less effective Schools,/Third, the curriculum of the school which mcludee both what is -
taught and how it 1¢/taught. is impdrtant. LA v

wf i Ca i . N
» Sy

B “Richard H. Hersh,, Associate Provosl,_‘Rcscz’;'r'ch, U.nivqrg'ily of Oregon i -

‘ Hum(c“ here refers 1o sludem academic achievement 4§ measured by standardized nchlwcmml tests,
uaually in reading and math. This is not to suggest that such schooling outcomes are the only dbjectives we
should consider but rather thal they are, for the momeat, Jht. only variables on which we can casily compau .

s . schools. - : . * A,
' *While individual cmmons are not- found within the body of this papcr. a bibliography reflecting c.ftecuve
schools and teachers literature may be located at its conclusion. . ! t
Q . * . ‘o . ot ) e -




’ATTmi;UTEs OF EFFECTIVE SCHOOLS - ~ =~ . o

Table I lists two SclS of annbulcs .lssou.uul wnh most effective schools. Under

) " the heading of **Social Orgamzalmn are listed those items that pervade the school .,
Vv building. These attributes (Clear A(.adcmlc and Socnal Behavior Goals; Order and

- Discipline; High Expectatfons; Teachet* Efficacy; Pervasive Caring; Public Rewards .

. and Incentives; Administrative Leadership; Community Support) help promote’%hool- A
: wide conditions for teaching and learning across all classrooms. In essence, these are .
N * necessary social Lon\dmOns that ‘help individual teachers and students to excel. )

"The second heading, **Instruction and Cumculum " subsumes those items which’
are found in.the most-effective classrooms. These- attributes (High Academic.Learning
Time; Frequent and Monitored Homework; Frequent Monuorlng_. of Student Prdgress;
Flahtly ‘Coupled Cumculum Vasety of Teaching Strategles; Opportunities for Student
Responsibility), in the context of the prewously mentioned social organization factors,
help promote the classroom conditions for max1mum student engagement with pur-
Jposeful learning activities. Please note that the line. “between the two sets of conditions
(”SO%IH] Organization”’ and “lnslrucuon and Cumculum ") is not hard and fast. In
fact they are both overlappm «vmd interactive, complemcnuuy ind rccxproc.al to each
. other. Clear school- wnde-goals for: example not only may help generate community ;
_ understan(ﬁng and sappoft but also may allow individual teachers to better assess the fit
between their- ‘expectations for students students’ cvxpecmtlons of lhemsclves and the

N

cumculum
‘-‘ . . ! . ’ . ! . .
L : . TABLEL . - . -
ATTRIBUTES OF EFFECTIVE SCHOOLS \
"‘§OCIAL ORGANIZATION . . 1 INS'I’RCCTI(_)N AND CURRICULUM -
C]Bur Academic and Social Behavior Goals High Academic Learning Time (AL-'-I—‘) ) Ce
. Order and, Discipline . Fitquent and Monitored Homework ‘
"« High'Expectutions = Frequent Monttoring of Student Progress
« Teaéher Efficacy - ’ a - - - Tightly Coupled Curriculum
’ Pervasive Curing Variety of Teaching Strategies '
Public Rewards and lnccnmcs ! ()pp(y’lumugs for Student RLSpOllSlblll\\
4 v . Admunistrative Leadership C /'\
- Community Support ™ * ,
. ) . . + ) b8 |
S SOCIAL ORGANIZATION ‘

~ Schools are spcial en_lities‘\rvhose function is purposeful leaining. As with all
sqcial” groypings their organizational existence“is dependent on adherence to some * .
o rrjinimum common sets of values, norms, beliefs, expectations. rules, and sanctions.
/. Rutter refers to this as a school’s “ethos Wynnevéalis it-*‘coherence.’’ Glass uses the
word ““tone.”" | prefer * ‘community.’’ Whatever term.is ileclcd it is important to note
that there is a need in‘a school for such shared agreerpents’on rules gnd the like begause
it is the exmence of common understanding | and assent which créates the Ioundauonf

2 S ' . ‘ ',’ N ~w
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for trustmg and ruspuu for other% — the glue ot soci4l and moral intercourse. The
research suggests that schools which aré most effective create a distinctive sense of
commumty within the school bulldmg, a community derived from conditions that
) profoundly affect how and why edugators‘and students treat each olher,,how much that”
. prc.cnous commodity. lxme is valued, and how Welf\aéztdemﬁ: and’ socml learmng, skills .
are ln;eur.ucd o L ¢ ‘ . R

. Y

, CLEAR ACADEMIC AND SOCIAL BFHAVIOR GOALS

Effecpive schoels h.lve articulated a clear school-wide set of acadenﬂc and socml ¢
‘behavior voals Basic,skill achievement in reading, writing; and mathcmatics is
heavily emphaslzed across the entire teaching staff as is sludent behaviorshat promotes
an’orderly classraom angd school’climate. There is no -afmbiguity. Teachers, parents,
and studems shate ,;hc same undersu(dmg of.the school s goals. o

. O-rder and Dlsqplme ' . . B .

‘
Admxmstralors., teachers, and studems understand and agree to basic rules of

conduct. Each person, may expect thaf such.tules will be uniformiysenforced, be’ they
rules against gum Lhcwmg, rynning in the hallway, hitting another person, or stiowing
" disregard for school property. The attitude of each teacher is that “l have the rightto -
enforce the rules even if the studend is not in my pamcular class.” ¢ 1,
. The concesn for dn orderly and disciplined school climate is not” meant 10 be
- opprusm, The 1960°s crities: b oppressiverschools made their point so well that the
) pcndulum has often swung tdo far the other way with the result that the quest for
‘“‘open’ schools and classrooms hasnfrequemly ended in.near chaos. Effective schools
‘ seem to find that happy medium between too rigid and too Joose discipline. The.
solnude of a tomb is pot rcquxred but neither is the noise of a circus tolerated. Effective
- schools recognize ordér as a social necessity, not too much order as to snuff out
“spontaneity and individualism but enough to get on with_the business of lcarmng
When asked. students in effecuve schools state that the ruléd and teachers are fair, cven
if they don’t like the rules or. pendlues . N ' .

) . -+ -
High Expectations ' o « " :
Teachers arid administrators if effectlve schools*’hold higher dLadenm dnd soual
behavior expectations for their students than do teachers and admxmslmloxsﬂn leds
, effective schools. High expectations carry several messages. First, they symbohzc lhe
demand for excellence and tell the student, *'I think you ought to and can achieve.’
Second, they commumcdtc td the student that the teacher cares by saymg, in effect, . 7
*“The reason I have high expecmuons for you is that I care about you * Third, thh
expectations scr\w’as the adult world’s pt‘otc%%xondljudomcnt which is transiated by ghe -
student as, "l any really more capable than even [at times, think I am. It my tcacpper
. continues to ha %‘fi expcuauons‘for me, even when [ screw up, then md&bc I really
can do better . . - .

o - .
Teacher Efficacy - :

Effective schools have lcaghers who have a strong sense of cfficacy — a belief -
- which says;, "I know 1 can.teach,any dnd all of lbese kids.™’ E“ltdty is a-sense of

3 . . ) i 3
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-persevering effort required to get many students 10 work.: A sense of efficacy combined .
- with high expectations for one's students commumcales powerfully to students that -

,"

4

- Such a person listens-to staff requests and seeks to supporl sﬁcl@que
lons, school-wide
" rules, ahd the establishment of a good tcstmg program. Most cssenually, with such

ERIC
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potency, and it is What provndes a teacher’ wnh the energy neeq,ed for rulentless and

they can le&m and that they will iearn or dantmit, we wxll both dit trying!

Pervasive Caring ‘ " N

« - Students’ in effective schools lel‘ljgrou‘;hdt their leachers and admmlstraloks care

about them. One chlld, wiien"aked” *‘How do you know your teacher. cares?"’

responded, “Becausc she-gets mad at me when I don’t do my homework or do poorly

[ 4

on a test. . . . o
Caring-is expressed in a variety of ways. H15h expectauons strict but air
enforcement of rules, and homework assignments, for example, all tell the student that
the teacher is paying attention to them a&gld cares about their .1ch1evemem Observers of
effective schools see the mnng atmoaphere in the informal patting of children’s heads,
the.riforous dcmands of a high school English teacher symbolized by blue penciled
essays and the. staff’s collective celebration of student achievement, Teachers,

administrators, and parents, too, know when a school i is a caring place fopstudents and

say so when asked,* : o ' 4 NS
! M P .

Public Rewards and Incentlves e ,
Effective sc.hpols have a system of clear and public rewards and incentives tor

student achxevcmcnt Public display of excellent student work, honor roll. assembhes

to honor student excellefice, notes sent home to parents, and verbal and non- verbal
praise’ from teacher as often as possible serve to motivate and sustain .students’
achlevemem of a school’s high expegauons for them. - ' , .

. a .
- T .

Adminfﬁtra;ive Leadership C : ’ o
Effective schools have adminstrative leaders, most often pringipals, who are
active adv()cates for and facilitators of the above set of conditions. Su(_h leadcrshlp
does not mearn that the principal, for example must do the c.urruulum 1pvmon or be
the matster teachcr or conduct the teachers’ cvaluauon Rather, it means that the
principal is a person who helps to make sure these tasks are carried out approprmtcly :
‘Whenever
reasonable. Such a person infliates’ dlalogues concernifig. expecta

leadership, the administration is seen by both tehchers and students as supportive,
carlng and trustworthy, all of which helps create conditions for excellence.

Commumty Support ' ; i

»  Effective schools have been-found to have more parent and wmmumty contact .

!
than less effective schools. Contact with parenls is not limijted to concerns of truancy or

f
mlsbehavxor Parents anid’ other communify members are engaged in school beautifich-
tion programs, tutoring,. fund-raising

,,and just plain being kept informed of" school
and failures. Effective schools usually have more positive
than do less effective schools. . .

-expectations, successes,
parent-initiated ¢ontacts
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.. ‘ INSTRUCTION AND CURR[CULUM ’
. . o
B “fnstruction and Curriculum,”” which comprises the second set of altrlbutes in
“Table 1. refers tp that part of schoohng most familiar to the public. For example,

.

' résults of the post-Sputnik revolution in schooling (with its mcregasd-emphasxs on math -
and science, its extension into'the new curricula, inquiry teaching, open classrooms, 4
and minircourses) were all highly visible and pubhcued alterations in the instructional
wand curricular patterns of the past two gcc.\des .Only recently have researchers, begun .

. to understand the mechanisms underlymg the strengths and we eaknesses of some of the - .

Lomponents of these patkrns Clcarly all of the factors previously discussed as part of '

,the social organization of the,school overlap and complement the instructional

c_umculum 1 haveslabeled these two sets of attributes sepamtely only for the sake of

convenience in this discussion. . Sy

{

High Academic Learning Time (ALT) . .
. Not surprisingly rescarchers have found that up_to a point, the more time one
spends on a-learning task the more one fearns. Although this sounds perfectly obvious
and perhaps hafdly worth mentioning thls redisovery is actually miore complex zlnd
. very important. .
First, researchers have found thatin many classrooms tcachcrs may allocate a
great deal of instructiofial time (for example, reading instruction) but the students are
bchdvmmll) enudoed in lcurmng how to read (readmg, recmng, doing worksheets,

‘SA ,how_tlml bccond and

lhlrd grm.le lcachers nnghl allocalc two' lmur Bm' d,.l _
. 3 ﬂ'é’ ts"a

Lg‘ttd\lt lhstrumon -, 7

Consequently, a more pruw@g:ﬁmuure’ ot nmc has been substituted lot‘"llllOCdtcd
time. Called *time on task,’ T this ks f measure of how much time students actually are
cn(’dged in the study ot a particular Qubjcct er skill. Howéver. although this measure
dpproxmmtes more closely the actual time  student spends on a learning getivity,
.does,not reveal whether or not the student is successfully learning whllc engaged in lhdl
lcurmng task. Imagine a student who has great perscverance and spends many hours

- trying to rcad a history book in class thfat iy four ﬂmdc levels above his/her rcading
level. Clearly this mismatch of instructional material and-time. on task would ot
correlate with#effective. much less efficient. learning. .

‘Finally, therefore,, researchers havée arrived at the notiop of AdeleL Learning
Time (ALT). This is lhc amount of time a student actually spends on a learning activity
in which he or she is achieving a high rate of success (90% or better) at that task. ALT
takes into account the amount of time well spent and requires assessment not only of
the time dimension but-also of the appropriateness of the curriculur and nicasures of
tsuccess. Thekey rescarch finding here is that effective schools-have much higher ALT
ratios lhdn do less effective schools. Not only do teachers in more effective schools (

. ] ‘

:
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waste’ less class time in starting and ending mslrucuondl dctivitics, bul they sc.lcct

curriculum materials that are most appropriate to student. abilities. ¥* y

Frequent and Monltm ed Homework

Teachers in effective schools. after fourth grade, require more homcwork more
often and” provide students with feedback about how well their homework was
Lomplelcd Homework, up to a point, tells thelytudent that learning is more than just a
schoolroom dLllVlly, that expectations go #cyond minimum effort, and lhdl indepen-

- dent learning is valued., Perhaps uumlly important, homework increases ALT. By
checking homework and provndmo ‘Students feedback, teachérs tell students that they
care abouf‘whelhcr or not it"is done (part of the incentive an'a\ aging dimension of
schqohng). as well as find out how well the students are leurmno on lhtg own.
Frequent Monitoring of Student Progress ' " /"

AdminiStrators .md teachers in efféctive whools momton student academic prog-
ress more frequently than do staffs in less effective schools. Such monitoring consists
of 2 combination of more frequent classroom tests and,quizzes: formal dnd informal;
writtén and oral; school-wide, district-wide, and national. Mostemphasis i placed on,
irequml in-class monitoring coupled with direct and immediate feedback tg studénts.
Such frequent monitoring serves an important diagnostic func‘uon prevents students |

- from falling hthind, and tells studems that wlml is being taught is unpormm

. . ki
. . B

Tightly Ceupled Lurnculum .
l:ftc‘,cuvc schools have a Lumu,ulum that is closely rclalcgl to both school-wide and

mdwndual urade level objectives?, Teachers do not rely solelyton commercial products

but tailor or create materials and activities to meet agreed upon goals: The need for a

ughlfu)nnuuon between curriculum and objectives is perhaps best illustrated by a

recent study avhich found that thé five most widely used smndmdm.d test items in the

U.S.. in fourthegride math, had no inore than ‘60% correspondence with any of the

three most popular sclling fourth grade math textbook Ser ies. Effective scheols P

putpdstly link goals, uuf,mllum. and L\dllldtl()n devices in a tightly coupled way to

avoid the Lommon mismatch in testing and tcuLth

Variety of Teacbmg_, Strategies N .

Several studies de found that teachers in effective schools use a greater variety
of* teaching smucmd than tcuchus in less effective schools., That is, teachers in
effective schools A//a/IL 10 .uconnnodam to student. tlnlucmu ‘(as meuasured, by

freduent Lvalu.mon by unplm ing alu.rnauw teaching stmu.uu when studcnts do not

1

seem 10 be succeeding.

\ -
oy . r
. s .

()pportunltlegsfor btudent Responslbllm ‘ ' ‘ o

‘Effcetive schools’ pmvuk students with more opportunities- for Lngumnn in °
responsible behaviors. Such opporlumm« include student umunmuu lmll\m\ v

e
. 3 ° ’ .. . . ! - . o
**Ten minutes of lost mslmumn m each high sehpol eliss per q\l()l.ll\ at least one four of lost instruction
‘ every day. IR0 hours per year. over S00 hours tgr three years of high schopl. Given that ai average high |,
v -
school course requires abouy, 180 10 200 hours of2ig-class instruction per year, \()() k)\l hours i
.
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monitors, discipline panels, peer and cross-age tutoring, and school fund raising-
_ projects; ) S B -

. .~ CUMULATIVE EFFECTS  °

Bach of the attributes above has been shown sepémlely,to exist in some’ effective
N schodl studies. However,.simply creating one, two, or three of such conditions at
~ “random would not necessarily result in a more effective school, measured at least in .

. academic achievement ferms. The more important conclusion that one draws from the -

“ research is that it is the cumulative effects of these conditions that has payoff.“Although '
no one has shown which ories or how many of the above conditions are necéssary. and

_sufficient to guarantee an effective schoo!, observers of such schools suggest that there. -
is an element of synergy involved. That is, it seems that one has to do many things at
“once to do one thing well. It would be folly, for instance, tQ believe that simply

"increasing teacher éxpectations for students would fecessarly lead’to incr_easéd ALTor
teacher efficacy. However, in combination, many of the attributes above may help
create a critical mass of conditions that serve to promote siudent achievement.

G

IMPLICATIONS FOR OTEACHER EDUCAT[ON

» Ret‘lectin‘é&oh the effective schools and teaching literature,sit appears. that teacher
training programs need to attend to personal charicteristics of teachers and effective
curriculum, instruction methods, and classroom management strategies. t.is posited

: * that attention to these factors will.impact both the content and the structure of teacher :
education programs. To train teachers with the personal characteristics and skills in .
curriculim, instruction, and management to be effective will require a more intensive
and extensive process for: +) screening teacher training, applicgnts. 2) pre-service
training. dnd 3) residency training once the.teacher trainée has graduated and is hired
(sce Figure 1).  ~ - e _

_While criteria for entry to teachér training progrhms has been. to a large extent, -
minimal and narrow in focus. teacher trainers_should examine students’ academic
performance both within and outside the field of education, supérvisoreratings and
opservations of students in field settings, and intcrview information from the -candi- .
date. This broader base of screening information will assist teacher trainers to make

* judgments regarding students’ ognitive competence, self-perception. commitment to

#=  -education. and interpersonal competence. - C ‘

T " To insure that pre-service students have the necessary academic foundation and

- “specialized education training to_be effective teachers, the redesign ofe-four yeur

i . training programs will be required®Pre-service training will need to be cxtended onc to

A IW;Q',.)"ears beyond a four year b\achelorﬂs degree to include a variety of ficld exXperi-

encés, one of which-would-be a- full year supervised internship. In addition, students
~ need to be exposed to both the best and worst of instructional settings and [carntobe an— -—- -
effective educator in both situations..Too many students only experience the best of
“instructional settings in their pre-scf\'rice training and are ill-prebarc 0 adjust to thg
" reality of many public school settings. " ' " '

K Finally. supervised training should also be continued once the graduate is hired by~ »
. . N
' (€] : : R e !
E MC : o ‘ L, 3
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~a school district. There ehould be aresidency penod in which the new graduate has less
than a full teaching load and is given frequent supervision. Following this one or two
year supervised residency period, an inservice suppon system should be provnded to
insure maintenance and development of professional skills. -

~

Personal Characteristics -
s Curing
% -Commitment
Ego-Strength
Sense of Efficacy
High Expectations

RN

" Selection
Field Experience
- Excellence in Liberal Ants Studies

Interviews

Evidence of Commitment to Teaching

Figure 1 &
ll\lPLiCA’l‘lON§ FOR TEACHER EDUCATION -

Curriculum & Instruction .

Clear Objectives (Foundations)
Tightly Coupled Curriculum
(Objectives — Curriculum —— Evaluation)
" Variety of Teachifiy Strategies
) dividual Instruction

¢

Curriculum & Instructional Compefence
Management Skills
1-2 Yeurs Beyond Bachelor
Expericnees in Worst of Settings

" Management '
Qrder & Development
Academic Learning Time -
Testing & Feedback
Interpersonal Competence

-

Supervised RcsidcncyA
Less Than Full Teathing Load
Inservice Support System

Tests Full Year Supervised Internship-,

SUMMARY"

_The best summary of this literdture was récently articulated by Tomlinson irra Phi
) Delm Kappan article. He states that school resources are not the first or genenc cause
L of lqammg

~ The dblllIV and effort of the child is the prime cause, -and the task of the schools is to enable children to
use their abilitics and efforts in the most cfficicnt”and effective manner. In the last analysis, that
translates as undistracted work, and ngither schools nor research havc. discovered methods or resources
that obviate this fact . *. We should take comfort from the cmcrgmg evidence: it signifies a situation
we can alter. The common “thread of meaning in all that research has disclosed tells us that
academically cffccnve schools are ** ercly schools organized -on behalf of the consistent and
undeviating pursuit of learning. The pnmes t() the cntdpnsc — principals, tcachers., parents and fail .
accompli students — coalesce on thé purposc Jusufcanon and methods of sehooling. [‘hclr common
.~ Cnergics are spent on teaching and learning in a systematic fashion. They are serious about, even
\,_gcdlcated to. the proposition that children can and shall lcarn in schools. No spccml treatment and no
o magic, just the provision of the necessary conditions for learning.

Tomhnspn reminds us that in the end it is what students do that ultlmdtely causes
student achievement. All the conditions, all of the attributes I have dlscusqed are the
context for maximizing student effort.

Finally, 1 find it hopeful that the conditions for ettectlve, schooling are in our
control, that more than money, it is a will for gxcellence that may best serve as the

B catalyst for school improvement. :

a
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I‘EA(,HER EDULATION NEEDED RESEARCH
'AND PRACTICE FOR THE PREPARATION
OF - TEACHI\IG PROPESSIONALS

‘} }
Judith E. Lan.ler*

3 ‘ ) . 5
2
- . . . . L

» . - . INTRODUCTION °

Discourse for this conference has focused on the future of teacher eéducation, with
particular attention to needed research and practice:, 1.is indeed important that we look
to the future, but in so doing, we must look to the past and present as well, so that our
visions are informed by experiencg and learning that has already occurred; Reflections
and analy$is of past and present research and practice in teacher education can also help
framé niore realistic views of future needs and possible responses. The assumption that

. guides this belief is that educational chglge like most social change evolves out of
o exnstlng conditions; that is, it tends to be more evolutlonary than revolutionary and will
‘thus be determined in large part by past and contemporary research and practlce

teacher education, howgver, the more particulardocus wequested for thts paper was
attention to ‘‘résearch on teachlng and profiles of -the -effectivesteacher.”” Major
altention is therefore. glven to various paradigms of the effective teacher that have
e appeared to frame-past and present research and practice. As the changmg views are

" on professional Judgment is emphasized a¥Three conceptlons of the effective teacher

~ are considered. Twg conceptxons have béen obvious and.prorninent in the thlnkmg and
literature prior to the, past decade and a third. conceptlon is g~radually emerg\ng and is
k_\ represented in more contemporary thifking and literature on the subject of’ teachlng

described, the ‘essence of the gradual shift in research and practlce for teacher.
education is cast as a growing recognition that teaching requires preparatlon for a'truly -
professnonal rolg. The increased need for professiona] teacher preparatlon and research’

2

Within the general context of considering future needs for research and practice in .

The three conceptions that appear to shape and form the proflles of eﬁfectlvc teachlng .

that will e dlscussed lnclude ¢ ‘ .

(l) The leacher asan ejjec'nve person, i.e., the most lmponant pedogogical skills
%re imbedded in unlque personal qualmes and human charactens’ilcs

(2) The.teacher as a skilled performer, i.é., the most lmplonant pedagoglcal skills -

. are imbedded in the behavioral performance of smoothly orchestrated routines
and actions; and 1

_ (%)/I'he teacher as a professwnal demsmn “maker, i.e., The most~mportant
/ pedagoglcal skills are imbedded in the'exercise-of ld rmed human judgment
that. is grounded in a substantive body of formal d practical knowled
concerning the human gndeavors of‘teachlng, learn/nng and schoollng

4
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“not distinguished by a total neglect of,

- teachers were assumed to be of-major importance to effective teaching and if thesé

_ 8
prospective or’ practicing teachérs 10 be testéd, surveyed and/or interviewed for
" purposes- of describing their backgrounds, personalities,

"admlmstrators) were used to 1denufy the more and less effective tdachers and’ tth the
_teachers’ personal characteristics were examined for comparison and contmst

.well- de51gned study of teacher chamctensuc‘: was completed and reported-in 1960 Hls B

a s

: 4 / ' . o
These three general conceptions are rtepresented in the literature and have
paralleled the dowipant rescarch paradigms on effective teachers and. teaching.

Whether the rescarch activity refl®teq or created the canceptions is likely ummportdm '

.and unanswerable, like the classic chicken/egg argument over which came first. We s

should observe and notc, however, that the evolution. of the conceptions appeirs 1o
follow the development of a more gomplex, “sophisticated and respected knowledge
base on the figld of teaching itself.

A point of clarification is needed to ﬂV()ld a polemmllyfs&nous mlslnlerplelalmn
and shdd be emphasized before descnbmg the research on teaching and pracuces in .
te€acher educ.mon that reflect these corceptions. The point is that edch cOncepuon is
¢ other. Rather, each concepuon is distim-
guished by the salience of its point of interest, i.e., by the amount .of attention and

-emphasis given to the particular aspect that, was judged to be most « spromising and

important at the time. Thus, each .concepuon is-considered unique because of the
primary questions and issucs that were placed in the foreground, as opposed to the
backgrod. Viewed in this light, “the copceptions are not totally separate or mutually
e'(cluswe Edugators have and still do see aspects of each conception as worthy ind
1mp0rtant but at various pomts in time, the field has generally attended more tg 0 one
than another aﬁd has not ‘generally allended to interactions amon1, the three /
: . ¢ o . 3
T *  THE PERSONAL CHARACTERISTICS OF .
TEACHERS: RESEARﬂH~ AND_‘PRACTlCE o, et

'

- .
- o . a

. ese'grch is always guided by views about witre the mosl promising rcsults mxght
be f d, and studies of effective teaching have becn no different. The predommam .
focus of the early research, on teaching was on the personal characteristics of teachers
thémselves. This line of work, m‘faclfmlgh! be described more correctly as research
on teacher?, rather than researcn on reachmg‘s’.‘ Neverthéless, the personal qualities of

characteristics could be identified, measured and shown to bc.smenuflcably valid -
predlclors of effective teaching, then they:could be used approprlately for. screcmng
selection, and retention Jpurposes.

The more or less slandard approach to 1an|ry in these.early years was for &

“attitudes, values; under-
standings and beliefs. Superwsom judgments (typically university faculty or school

The -
searchh was for unique personal qualities or characteristics that would consistently
d1sungu1sh ‘teachéts judged to be more effective from those Judged less cffective-by |
sets of external evaluators (Getzels & Jackson, 1963; Biddle & Ellena, .1964).
Although this line of inquify was generally unproductive. for a relatively long
period of time, its logical appeal caused résearchers to attribute their failures to flaws in
instrumentation or research design. They continued to pursue their basically unfrunlul
search. for personal attributes of ‘;the good teacher’” until Ryans’ classic, exceptionally

ST
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wo;k was so well done-and yet so generally dnproductjve of useful ﬁndlngs that the
o ‘feld begag to niove away from this pamcular paradigm.

S A number of standard practu.es in teacher. education at' thls same time" also-
P supported the view that perbona \ﬂualmes were 1mport¢tnt, sta&& and capable of being
r rellably measured for purposes of judging ettectlveness in teaching’ Student teaching
' evaluations often included ratings on. such personal qualities as dress, grooming,

punctyality. humor, tact, poise, commitment, friendliness, vitality, health, and accept-

.~ ance of criticism. Moral character and respectable conformity to predominating socnal
’ values were bmularly emphasized (McNeil & Popham, 1973). -

In the absence of knowledge, or inthe absence of general agreement on what was

. - known aboyt effective engagement in’ teaching practlce the personal qualmes of the
individual quite naturally took on special importance. This_perspective should not be ,,

viewed. as unique from that in other fields when trustworthy knowledge. is not

avallable In the field of medicine, ﬂ{r exam when little was known about many

ailments, and.cven less was known; about effeclive treat ent, bedside manner and

related human qualities played a: much rhore imiportant gole than they do today. As the

. knowledge base relating to medical practrce qualitatively advanced, people became

" less concerned with the personal characteristics of their physicians and more concerned -

* with their professional knowledge.and ablllty to properly diagnose and%reﬂhysncal '
«problems.

\
¢ N
. , I ' CEEAN N

A THE BEHAVIORAL PERFORMANCE OF - -

Y

. The decade ‘of the 1960’s brought a major change “in the dommant research
paradigm employed for studylng effective teaching. The emphasis shifted from a major
' interest in pel sonal characteristics to a primary concern for teacher behavior and actual
performance in school classrooms. This is not to.imply, that teacher, behavior was
totally ignored in earlier years, for a modest amount of atténtion had been given to it, &
g ~although' much of the work involved abstract aaalysns and psychologlcal classification
;. and categohzatlon Nor did this shift to a concern for teacher behavior suggest that’all
concern fo personal teacher variables was abandoned. it was simply one of primary
emphasis; fewer studies continued to examine’ teacher characteristics outside of the
_ classroom and more studiés came to examme teacher behavror insige of the classroom
|-~ . (McNeil, et al., 1973). Referring to the dommant approach to research on teaching
+ prior to the l960 s, Medley and Mltzel (l963) reported m the first Handbook of
" ~Research on Teachmg ' _ s <

o
; A

- ' Ccrtarﬁ; there is 0 more obvrous approach to rescarch or’ teaching than direct observation of the ,

behavior.of tgachcrs while they teach and. puptls while they leam. Yet it s a rare study mdccd that

““includes any formal observation tﬁt .Ina typtcal example of research-on tcachmg, the reséarch

) worker limits himself. to the m%gnpufatnon or study tecedents and consequents of whatever

! . S lnp[';ens in the classroom while the teachmg itself is going Usbut ncver once looks into the classroom
) to su. how the te.tchcr actually tcachcs or how the pupils actually leam. (p. 247) |
1

In the late l950’s, however, Mﬁrw Hughes and a numberpf her colleaLues at the

'versnty “of Utah recewed USOE support to undertake research that would help

Q ' T o
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determined. Hughes held the view that tcfxcl{ing was‘an interactive process. and the
teacher-stydent relationship in the classroom had a reciprocal character. Her work thus
led to a description and analysis of teaching behavior that was based in pMerns of |
interaction between teachers and pupils in actual classroom settings (1959).
Shortly after this work ‘was underway other researchers, such as Ned Flanders,
Bunnie Smith, and_Amo Belack, also began tg enter clagsrooms with a focus on the
“dynamics of lessroom interaction. Though partial, attention was given. to student
behavior, the primary varmbles of interest during this garly work were those associated
with teacher behavior. Among the various teacher behaviors to be studied, major
attention was given to teacher talk (Flanders, 1970). Various analyses were app,llcd to
teacher discourse, and although thé generdl approach was primarily descriptive, the
~ value ofientations that'inevitably became a part-of the work were too easily translated . *
e into prescriptive statements.
' Bu; was more or less teacher talk a mark of effective teaching”? The cvndenu: was ]
simply not there, because the issue of what constituted effective teaching was generally
not taken very se_rlouslv Nevertheless, without knowing how or .in what way the
awareness and use nder’ s'analyses of teacher talk and student talk might leadto
f effective teaching, a number of teat.her educators came 1@ include this work in their
preparation programs. The studies of teaching and the practice in teacher education’in
the sixties can be generally characterized as increasing their focus on teacher befiavior -
in" classrooms, but generally neglecung the serious criterion. problem -of relating
© descriptions of teacher behavior to a clear conception.of effective tcuchmg ot
The research of #m 1970°s brought a change in the,lcnd_em.y to slight the,
effectiveness criteria,and it also gave rise to the third and most recént paradigm for
sttdying effectiveness in teaching. The shift in approach could be atiributed in part 16 .
two classic studics of the sixties, two studies that received sufficient attention that they
truly shook the research on teaching community — though interestingly enough,
rieither of the rescarchers doing these studies entered classrooms or acquirgd any data
whatsoever about.teacher. bchavxor These rescarchers were Coleman and Rosenthal.
Coleman’s somologlcal sludy examined school characteristics and their relation-’
ship tosstudent success-as indicated by a vanety of measufes, including student’s test  «
performance «(Coleman, Campbell, Hobson, McPartland, Mood. Weinfeld. & York,
1966). After finding that the bulk.of the variance relating tq student success could be
accounted for by factors othes than classroom varmblcs Coleman’s' work came to be
interpreted as showing that teachers made litle if any difference. Needless to say, this . .
'ﬁndmg was jolting, but more importantly. it Lhallengcd thg research on teaching -
communityy Jere Biophy, Tom Good, and Bruce Biddté, sfor example, found this
lnterpreum/on of Colerpan s findings to be counter-intuitive — it simply did not make
- sense 10 thml\ that teacher$ didn’t make a difference’ to student lcarmng So they

“devised a means of” esllmaung average mean gain scores for students in elementa ‘ .
' classrooms (using standardued achievement test results) and then identified teachers . _
rwho - consxstently ploduced student gaips that were substanually abovc. that .whnch» ’

would be predleted They studjed these teachers and found that they bch‘ﬁ/cd in some

¢ . consistentways that dxsun&uxshed them from their more average collcagucs (1975). )
o At this same ume the BTES study that Macdonald et al., and subscquently
Bertiner, ct al., cdnducted in ("'ahforma also began lo identify various' teaching
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performances that related to student learniné.rus did Gage, Stallings, Clark, Peterson,
Anderson, Evertson, . and others who were searching for teacher behaviors that i
appeared to corrclate with pupil Icarhing szznfns But these carly studies, in thé main,
seemed to produce generally obvious results that teacher educators already knew, €. g.,
time on task was important to learning, teachers who involved youngsters in meamng-
ful activities could -keep them engaged, for longer periods of time, teacher-pmvnded
instruction was more important to learning than instruction provided through seatwork
.or by other students in the classroom. ctc. (Fisher, Berliner, Filby, Marliave, Cahen,
Dishaw, &*Moore, 1978). Thous,h all of the findings were not obvious, they were not
i sufficiently powerful to génerate great excitement-in the field of teacher education.
/ Nevertheless, the fesearchodid call Coleman’s interpretations and findings into ques-
' tion, and direct evidence was obtained that teachers not only differed, but made a
difference to young chlldrcn s learning ‘o the bdslc skills in reading and math when
= measurgd by standardized paper and pencil exams.
) > other major study offthe late 1960’s that stimulated Lhangc in the teacher
ctfecuvencs‘s rescarch of the 1970's was the Rosenthal study of teacher expectation.
Without entering the classroom Rosenthal examined pupil learning gains that were
apparently achieved after he and his colleague told teachers that particular youngsters
were likely to make rapid strides academically, on the basis of ah examination, when in
fact those children were sclected at random. The Oak School* Experiment that
Rosenthal conducted in 1964 (Rosenthal & Jacobson, 1968) received popular, acclaim -
_ but was also: heavnly criticized on methodological grounds. Nevertheléss, the work -
e ralscﬁe issue of teucher cxpectations, and the extent to which ledeher\)udgmem and
* _teacher lhmkmg (about particular . youngsters, in this case) might also affect pupil
qcammg T;us possibility soon came to feceive' more attentiop. '
Psychokﬁms in agldition tor Rosenthal explored. expectation effects, not gnly in
. schools but in ammal laboratonu as well Gtaduate students, requir fain rats as a
. part -of thefr program of psychologlcal studies, were frequently told that their class :
would be divided and half of them would be asked to train slow rats and the other half, !
- would be asked 1o train the fast, apparently smarter rats. The rats did not really differ in. :
ability, - -of course, and’ the psychologists were simply inquiring further into the
_expgctation questions raised by Rosenthal. Al{houg,h the Icarning taskKs and training
procedures were typically | the same for both sets of trainers and rats, the general results
were;surprisipgly diferent. The -group. of rats considered to be .* smarl”‘leamed
significantly faster than’the rats considered to be “slow’ Unfortunately, like, Rosen-"
thal, researchers in the first studies did” not observe or look for:potential teachmg -
diffesgnces that might have occurred during instruction. But in response to these rather [
powcr ful and unexpected results, some researchers did have the presence to ask the e
“*teachers’* to describe their instructional approaches and lechmques ~— what” they did .
and why. The responses jobtained from the logs and post hoc interviews ‘were
enlightening and, provocative. Trainers of the **smart’’ rats said things like — *‘when.
- the poor little fellow didn’t learn, I knew that I had to be doing something wrong, after ‘
,all, he was supposed to'be a smart rat. I knew that I'had to try a modified '\pproach to
tcachmg‘ encourage him to take st a few more trials, or modify the reward prov:ded
when he came closer to doing it right.)’ In contrast — th& trainers of ithe “*slow”’ rats |

i

said things like — when the poor litte fellow didn’t learn I lc;t sorry for him; atter* o F
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all, he was slow, and | knew thal [JUS[ had 1o be paticnt. eSLLs'hing him too much woiild
- be unfair and might have negative effects, so I let him r t drcasiorally — you could
tell when he was getting tired™” (Rgsenthal, 1968).
'Allh0u0h educators are well known for commenting on the lack of transfer from
animal research, the implications ofthesc and related studies were clear. What teachers
thought, as well the teachirig behaviors relatéd to this thought, ‘needed to be further
examined, especially as both related to effects on student learning. The work of the late
seventies and early eighties has rcaffirmed this position. The predoiminant paradigm
now facuses on teacher judgment and teacher decision-making: teaching performaince
alone is viewed as. insufticient for characterizing effective teaching. -
Thére are a number of other important reasons for the shift from teacher behavxorj
to teacher thinking and teacher judgment, however,Xind it may be helpful to use several
of the earlier studies of teagher behavior to illustrate them. Consider, if you will, the |
+  implicatibns of two scparate lines of research on effective tedching behavior: the work -
- of Mary ‘Budd Rowe and the work of Jacob Kounin. Mary Budd Rowe's studies
- indicated that when teachers ask youngsters thought- provoklng questions during
science lessons, they frequently do not glvc learners sufhcrent time to think about the
- question angd frame an appropriate response (1974) Further, Budd Rowe's work f
-showed that teachers could be trained to adjust their *‘wait-time”’ belmvlor and could,
in turn, obtain qualitatively better responses from pupils. It was somewhat disappoint-
“ing and perplexing to Budd Rowe, however, to find that the teachers trained 1o increase
their wait-time behavior only maintained thls performdnc.t skill for a relatively short . . .
period. When the resecarchers returned after time away from the c.lassroom they found=, )
that the trained teachers had reverted back to their old behavior; in Qencrdl they were
again asking questions too quickly and not omng students sufficient time for
qualitatively better thinking and responding. :
At about this same time, though in a different location, Jacob Kounin was
- studying teacher- behavior that appeared related to off-task behavior on the part of
*studengs. He found that when teachers. failed to move their mstruc.uon -along at a
_ relatively brisk pace;, .youngsters in the class were apt to become borcd and subsequent- o
e " ly engage in off-task behavior that was not felated to the lesson at hand (Kounin &

" Doyle, 1975). Thus, at a.very general level, one could interpret the Bldd Rowe
research” on pacing to be prescriptive of “‘slowing doivn’’ pcrlornmnce while thc’)
Kounis research on pacing was prescriptive of *‘speeding up’ perfornmnce

= Although researchers obvnously have no clear evidence of which approach is apt
10,be more correct than the other, it is likely that both sets of hndmzs have 1mpllumons
for effective teaching. Teachers nced to know and use ko edge related to the
‘potential effects of their pacing decisions: movmé 100 qunckly whp asking thought
provokmg questions can have the negauve conséqumce of. reducmé quality thinking
and responsing on the part of studens being called upon;’ .movmé too slowly,.on the <
other hand, can have the negative consequence of increasing boredom and off-task
behavior on the part of other students in the classroom. Knowing these two potentially
. negative posmblhtles the teachér must obvnously make judgments about what is **too-

- fast” and what is *‘too slow’’ for the particular set of students he or she is working with
¢ at the nfoment. The next line of research questions 'thus needs to focus on mues of

information processing. What factors should the teacher consldcr in ordetﬁfo make an,
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informed judgment related to éllpp'ropriate pacing decisions in the classroom? How
might such judgmcnt differ when introducing new, rather than .familiar, concepts?
What variations in judgment and decisions are appropnate across different subjects and
with different groups of students? ’

The point of this illustration is that research and prattice in teachlng has come to
acknowledge the complexities of the teaching role as it is now practiced in school
classrooms. Effective research and practice in teaching reqmres t%e recognition that the
role demands placed on the occupation of teaching ar¢ multiple and frequently
competing. By the very nature of their charge, teachers must res;Sond to a set of
mu!tlple demands and seek to.mi#ximizé alternative desired outcomes.,

Unlike researchers, teachers cannot select a single goal, ignore the others and
at;end only to factors that might opn\mlze the attainment of the single goal. If the
_'demands of te'achip;, were such that a teacher had onc goal (e.g., achievement in
agithmetic) and one pupil, it nnght be possiblé to profit from research on behavioral

performance alone, although there is reason to be doubtful here as well. But the point is -
. that ‘because’ teachers have in fact, multiple goals and multiple students, they are

prohlblted from optlnnzmg outcomes. Instead they are: required to contlnuously
exergise Judgment regarding the most effective and ethical ‘means.of maximizing gains
adyoss multlple goals and across multiple students. Time..rémains cdnstant and
_attention to ofie student reduces the availdble time and opportunity for attention to other
students; similarly investment in attainment of one goal reduces the available time and
opportunity -for attmnm(ent of others ‘Teaching therefore, is su‘nply too complex for
linear prescriptions about effeative. teachlng behavior. The exercise of professional
Judgment is necessitated by the need fo decide what, when, how, how long, and with
whom are particular sub‘ects and actnon&fppropnate when seeking-to achlcve srmul-
taneously, multiple godls for many different students. .

« The research on teaching community was not alone in comlng= to reahze that the
behavioral paradigm was limited'in terms of its prescriptive power, howéver, for the
teacher education community was-also coming to realize the limitations lof its
behavnoral emphasns The competency/performance -based ‘movement that swept the
country actoss the late sixti® and early seventies paralleled the behavioral emphasis in
research on teaching {Gage & Wiiné, 1975) {Everything worth knowing was broken
down into diserete behav10ral ObJeCllVCS that ‘could be cledrly speufled counted, and
related to behavioral pert jce outcomes in teaching. -

The specificatian of perform nce-based behavioral objectives went on with great -
* enthusiasm across the late 1960’s and throughout the l970 s, until the lists becamc
unwieldy and appeared to have no end. Teachérs could indeed be trained to do most

- anything, but the endless lists of behavioral performances lacked Lohcrcnce in terms of

l’helr overall relationship to the preparation of more effectjve teachers. Questions-thus’

came to be raised by teacher educators as well as researchers, about more appropriate .

anwledge and skills that should be made available to teachers.
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THE PROFESSIONAL DECISION-MAKING OF v .
~ 'HIACHERS: RESEARCH AND PRACTICE Rt

Itis 1mp0rtanl to note that research on teachlng and pracllce in teacher education

“"‘that empha’slzes the cognitive aspects of teacher Judgme“nt an&; decision-making has

! emerged quite, reeently The ‘National Institute of Education created thg Institute for
Research on Teaching in 1976 and charged 1§wnh the advancement of research on the | P,

tWinking and information processmg aspects ofteachlng Involving an interdisciplinary

cadre of researchers and ‘teacher collabomlors, the IRT desxgned and continues to

conduct research that seeks to enhance knowledge and undersmndmg of teacher

©  judgment and-tie numerous factors that influence decisions and actions in teaching.
The IRT is also responsible for- training additional researchers who can become o

qualified to conduct this relatively new line of inquiry. Researchers at the Institute for

'Research’on Teaching are now pursuing: quesuom related to the followmg,

r (1) the information teachers use ‘and interpret as. ‘they diagnose, and prescribe
remedial interventions for youngsters with apparem reading problems.
(2) the knowledge and information teachers use ln' selecting the content they
- scome to cover during mathemancs lessons, .

-(3) the different instructional decnslons and actions that are taken when teaching - -
lower-level courses in mathematics versus more advanced courses.” = s ]

(4) the knowledge and information teachers draw upon ‘and apply in planmnéa aj
+ conducting lessons intended to improve younésteri writing abllm?

(5) the insights, perceptions, beliefs, and actions ot,tedchcrs who appear to work .
most effecnvely with problefn -youngSIers ” . :

(6) the knowledée, information processmg, and actions’teachers e ploy when
teachlng important concepts in science, readlng, and language drts.

-

(7 the 1ns1ghls beliefs, and information teachers use when emphasizing sludent
gﬁ:ammg of appropriate classroom conduct ‘and deportment.

48) thc*pcrcepuons and 1nterpretanons teachers from various sub-cultures cmploy !
when interacting with youngsters of diverse ethnic and social backgrounds.

(9) the knowledge and perceptions prospective teachers bnn;_. to and acquirc from
their own formdl preparation as teachers.

v

The thrust of all these’ 'lines of inquiry is (1) to better understand the complex
information processing that occurs in teaching, and (2) to trace its antecedents and
potential consequences for teacher and student learnings and actions. . -

Work underway at the Institute for Research on Teaching and in oger institutions @
across the nation and world appears to ho’ld promise for significantly greater under- ]
s®inding of the complex demands and requirements of lcachmg Recent findings have  -*
been reported and reviewed and have received widespread attention for their apparent 0
contributionts to better understanding and improvement of teaching practice (Brophy,
1981; Clark & Yinger., 1980; 'Dufty, 1981). But the existing knowledge base is
underslanddbly small at this time; since the new line of research is both reccnt and
limited by modest investments of human and financial resources. Hopefully, the
situation will change in comlng years as the importance and sophistication of research’
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s On thought and dcuon in teachmg becomes better, understoed.
" <", Although ‘advances in the practice of teachetr education should be strongjy

mﬂdenud by the accumulation’ of empifical knowledg_,e that is gradually- being:.
acquired on the cognitive aspegts of tcuchmg, teacher educators need not .depend
totally on available research evidence. lec the research community, thoughtful and
. analytical persons concerned with - teacher education have become aware of tHe
limitations of overly simplistie, technical and behavxoral oncmauons toward ¢ veachmg

The Emerging Profile of Effective Teaching: An lntroductlon s

The observations that. follow are meant~to sumuldlc thought and dlscusslon .
relative to increased effectiveness of schooling, tczu.hmg, and teacher education inthe -+~
United States. “The argument is made that today's schools have comé to need ‘
"professional teachers if they are to better serve .the public/that supports them.®
éimilarly" today’s teachers desperately need the capacities of 'profc‘;sionals" if they are
to realize sufficient rewards from tcaching and eope cHeLuvcly with demands tor
school improvement. In order to remedy the acknawk_d;,ed problems of pubhc.
education, the technician role that has ‘been awgned to and assumed’ by feachess ﬁrm
the technician training that has been provnded by schools and colleges ot educati
needs to be changed. Althoughyc omempa)mry discourse among teacher cducators

" includes references to preparind\:‘professionals,” ‘the contént and prgcess re-
quirements of most preparation programs suggest that the concept of ** rofe SionaN is
either not well understood, or is simply used as rhetoric to achieve an illusive sense of *
status and fmportance. This section bcgms therefore, with, a description of the
requirement$ of professional work. _ . :

The remaining pomons of thé paper address th reasons why professloml teachers.. .
"are needed. The argumént is made that the American public has come to hold multiple
e*(pet.lauons for schools. These precmuons have not been satisfactorily met in the .
eyes of the public, and a general disillusionment with the education establishment has
resulted. Further, most attempts undertaken to remedy thé apparent, problems of
schools have been basically flawed, as they have slighted the centrality, fmportance,
and integrity of teachers and teaching. An unanticipated consequence of the top-down,
“management-dominated school improvement effort for today's career teachers has
been a decrease in their sense of responsibility for the outcomes ofschoolmg and a loss
of satisfaction in their wofk. Facing an .1lre.1dy difficult -and mcmmngly upmplcx
assignment, and then denied the intrinsic rewards that ¢ome from self-initiation,
problem-solvi'ng and the exercise of professional judgment, teachers look more und
‘more 1o extrinsic rewards and alternative employment. :

.. The final section of the paper addresses the needed changes that must oceur in
teu't.hms, and teacher edueation if we are to improve the functioning of schools and

- concomitantly attract, prepare, and retain quahmd professionals to work in them. The

case is made that school improvement is dcpcndenl upon the profcwsxondh/am)n of the
teacher’s role, and such profcssnonallzatlpn cannot be realized unul teacher LdULdllOn
programs change their- predominantly * ‘technician training”” approach to that of
*‘professional preparation.””

Technical teacher training vs. professional teacher education. The claim that past
and present practice in feacher _preparation is primarily directed toward technical
training, and that future_practice should cdme to be derL[Ld toward professional
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education must be ¢laborated,’if the reader is to critically examine the underpinnings of
W the assertion, At'the base of the argument is the distinction belween technical and
‘ protcsslonal work. T " ~
l‘echmcnam,uby definition, are ‘specialists’ in. the' _practical. details of an
ce occupation. They require their practical know-how from on- the-Job training that is

. relauvcly brief and typically facilitated through apprenticeship '\rrangemcnls Techni-

' cians are prepared.to follow the prescriptive directions of engineers or managets who
provide oversight' for the technical performance .they provide. Thus, prospective
teachers receive technical truinin;y for teaching when the pg;gdomjnum portion of their
.. pedagodical studies is comprised of onssite field experiences, how-to-do-it mclhods

courses, and practice teaching. One or two discrete couttes in foundations (be’lhey
. psychological,sociological, or-philosophical) do not coumerbalancc the heavy em-
phasis given to the technical training that presently encompasscs the bulk of the sludy
in education required by typical teacher-training programs. - .
. ) Experience suggests that contemporary teacher training cmphauzcs lhe nced to-

. ledrn and demonstraté smoothly orchestrated behaVioral coutines in rather predictable

* dlassroom environments. far example: how to” write acceptablc Objectives, usually
- implying form, not substance; how to design a unit or lesson plan without deep, prior

_knowledge of a student group; how to be efficient ‘in-the use of time and keep-
distractions and transition-time from gne teaching activity to another at a mininium;
how to preparc bullctin boards and operate various projectors; how to organize the
classroom and arrange student working roups; how to call on students and keep order;

. how to correct, grade, record, and display students’ work; how to adjust to ‘school

: routines; and, how-to get along. with ofie’s pecrs, especially the supervisor-or principal.

' The emphasis tends to be on practical kngow-how. This heavy emphasis.on pfactical
. teuhmque conveys to the prospective teacher (perhaps umntentlonally) that knowledgc

~and decisions about highly important matters will be left to someone **higher up”’

the system. Contcmporary teacher training appears’to give meager attention to the nced

_ to learn and apply serious thought and analysns for’ making difficult Jud;:mcnts under

Londmorfs of uncertainty: for example deciding on |mp0rmnt and specific content that
' must be purposefully selected from a wide array of content possibilities; deciding how.

much instructioral time it might deserve under varying conditions; arranging content ‘;

\Tmo a lO“l_l,\_'.l[ and/or psychologlcally intriguing sequence for diverse groups of learners; '
selecting “ffoni”and @eciding upon various means of monitoring student progress, . $0,

that effective feedback and subsequent decisions regarding new of revised Iearnlng
o  tasks can be appropnalcly related, Surface attentio to the in-depth knowledge required

* for exercising sound judgments on such matters 1mplles that the real decision-makers
- are the specialists, publishers, and administrators whd determine schedules, create-

. curriculum gitides prepare and select text-books and tests, and devise management
systems for tcaLhcrs ‘The exercise of reacher judgment, within the broad policy . ¢
framework of "standard curridula and instructional practices, receives insufficient
attention. Thus. teachers come to enact the role of technicians, a role that requiries

s " them to follow the prescriptive directions of managers.

* In addition, as with most technical training, the training pcnod in pcdagogy is

) relatively brief, i.e., three or four coufses for prospective secondary teachers, in

',addim‘rwto their practice teaching. Though admittedly more for clunenmry than
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secondary teacher candidates, the investment and time fequircd for a college student to
“ipick up” the additional course work needed for obtaining a teaching certificate
(beyond the standard major and minor requirements expected of all college students) is

. clearly small. It is not uncommon, in fact, for education programs to advertise their
. modest academic requireménts and the ease of program access and completion. Many

even point out and take-pride in the fact that their preparation is obviously useful for
many other occupations, thus implying that their knowlcdge base is.not one of in- depth ’
.SpClellLdlIOn for teaching in schools. :

Professionals, in contrast to technicians on-the other hdnd possess a broad body
of specialized knowledge and skills that are acquired during a prolonged. period of -
education and training. Drawing from their broad specialized knowledge base, and
guided by general principles, propositions, and ethical commitments, professionals
exercise judgment and make decisions that apply to the unique and particular situations

- they encounter in practice. Professionals therefore accept responsibility for making

decisions that .are in the best interests of the members of society they serve.
Professionals realize that they,have autonomy “of Judomcnt in re&ard to their pcrlorm-
ance, within the general context of regulations ‘and policies that are set by. the
‘institutions society creates for the facilitation of their work (Schein, 1972). A
professional education, therefore, is characterized by three important qualities: (1) it
provides students with a broad. in-depth, and specialized knowledge base that must be
acquired thgoug‘h long and intensive academiic preparation; (2) it structures a set of
requirements and a socia] milicu that communicates an exceptionally serious commit- N
ment to: the fembers of society to be served. and the standards and-codes of conduct
that must_ guo@]pdny the. prolewondl work itself: and (3) it focuses on the ways and
extent to which professionals have ‘authority and responsibility to make and act upon
their own decisions, within the context of the social institutions created for their work.
A professional education for teachers, therefore, would necess'mjy include serious
attention to the breadth and depth of the knowledge basc that is related to teaching,
learning and schooling. It would also include general knowledge regdrdlng the purpose
and operatipn’ of various education-related systems (i.e., not just classrooms and
schools, but other social entities like communitics, families, and peer groups). It would
include major attention to principles, theories, and propositions which thie protessnon-

_als should draw from and ap’ply to the vareable particular situations they wnll encounter
~ in practice.

The standard **but there is not cnough time’’ responsc that is typlcally used as a
scapegoat for why this is not the case in teacher education siniply does not hold.
Regardless of what little time happens to be available for initial preparation, it could be
used to bégin professional education, whi¢h could be continued following initial
certification, rarher than substituting it with technical training. Thus, it is possible. But
the question still remains: s professional education really needed?

Why feaching professionals are needed. Professional teachers who have. in-depth
knowledgc about education and pedagogy. a serious commitment to their'work, and a
clear understanding of their authority and responsibility to make and act on important
decisions are needed because teachers cannot effectively cope with the public’s
multiple expectations and the unique needs of diverse youngsters by continuing to

“assume a technician’s role.. Although the argument is somewhat detdllcd lt must be
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considered in lightof past and present,expectations, problems, solutians, and failures
in the functioning of America's schools.*

§

The Functions of Schools : ' ‘ o ST

Over the course of the past two centuries, United States citizens have come to
expect four primary functions of public schooling: They éxpect schools to facilitate (1)
academic learning, (2) social integration, (3),custodial child care, and '(4) personal and
social learning. While these functions have emerged over time, there have beer - |
_ _ persistent expectations for the roles of teachers as the primary agents for achieving !
. them. So sure are we of the appropriateness of these functions that when there is pubHc ;. |
- dissatisfactiorwith schools, it is dtmbuted to their failure t0 achieve one or more of -
these functions at an"acééptable level. There has never been a realistic reconsideration
or redefinition of the complex set of functions and numerous tasks that, .acconipany
them (Sizer, 1973), though people regularly decry the fact that schools are attempting
to do too much.
~ When formal schools were .organized durm,\_. the Colonml period, the cxpec.t.mons
for teachers were relauvely clear. The clientele were primarily white males from
(dmllleb of the wealthy, learning to read for purposes of studying the Bible and learning
**to figure ™’ for purposes of computing their plantation and business profits. There was
little or no controversy over limiting public school teaching to these **basics.”*
But f{‘)yllowing the Revolution and Constitutional period, a seepnd legitimate(\
purpose of American schooling emerged. Stimulated by Jefferson’s views, education
- was expected to serve the noble purpose of removing artificial barriers detefrmined by
- bifth and social background to enable one to serve thé” public good. Through
appropriate schooling, *‘those ‘persons whom nature hath endowed with genius and
~virtue!” (T ‘ydcl\ '1982) could achieve the social status that matched their talents. This
meritocratic view of the American school as an instrument for achxevm;_, equality of -
opportunity gamed momentum and strength across the. centunes Horace Mann held
this view so strongly that he described formal education as’ **a great equalizer of the.
conditions of men, the balance wheel of our social machinery.’” He believed that
adequate public schooling *‘does better than disafm the poor of their hosulny toward
the rich: it prevents “being poor. . ."" (Husen, .1979). .
. * The advent of the child labor ldws of the mid-1800s brought more dnd more of
o, Arierica’s poor children out of the factories and into the-schools. The parents of the
: poor were cager to have their children acquire learning that could get them out of the
bondage of poverty. But they also had a very practical reason for supporting their
children’s school attendance. Since both parents of most poor children ‘usually worked
long hours for low wages and they had now lost the income from the labor of their
children, the public:school was needed to provide free child care. The school could
setve both an educative and. a custodial funétion: the custodial function meeting their
immediate needs and the educative function their long-range aspirations. By the carly
part of this century, then, the schools were scen as serving at least three major
functions: providing instruction in basic literacy, providing an education that would

.

o

*This argument was develoned by Drs. Judith Lanier, Susan Melnick. and Robert Floden as a part of their

« planning, tor, major revisions in the professional studies component of Teacher Education Programs at
Michigan State University. -

;24

ERIC - I




courage upward socml mobtltty, and ptoviding safe and healthy chtld carc for

I?orklng parents.

\' ‘Butin the early 1900°s still more came to be expected of the schools. Recognition
grew that £ifildren were more than simply **short adults.”” Children were comphcated
beings dlﬁ' their development deserved untque study an special consideration. The
progressive education view brought a shift in the subject-centered notion of schooling
to that of a child-centered notion. Schools and the educators in them were to provide
knowledge and skills that would meet the child’s **real’’ needs. The **life adjustment’’
of each youngster was to be carefully considered as schoals sought to match instruction
to the appropriate level of the child’s development. 7, ‘

‘However, a_dded pressure for response to the uniqueness of youth was not'the.only
force raised at this time. Dissatisfaction with America’s apparent inability to live up to
2her stated democratic ideals led to increased pressure on schools to help the country

“realize the promised benefits of democratic life. George Counts (1932) and other social .

réconstructionists pushéd for thé schools to create **a new social order’’ rather than to
adjust to an ‘existing imperfect one. Two decades later, Robert Hutchins (1953) and

. other anti- pragmatists brought widespread attention to another set of expectations that

- was formerly implicit in McGuffey’s Reader. The teachtng of values came'to be

E

consciously accepted as an appropriate function of the ‘'schools whether it was the
character, work, thrift, family, and national pride values exemplified in McGuffey’s
book or the *‘habits, ideas, and techniques that they need to continue to educate
themselves’’ as was urged by Hutchins. This view pressured schools to g6 beyond the
expectations related to basic skills, thld tare, and poverty antedote. In short, these

collective pressures brought an additional expectation that the schools could and should

foster constructive personal development.and social responsibility.

.Thus, by the middle of this century, the Ameérican public Held a set of diverse and

v high expect‘tttons for its schools. These public institutions were to assume responsibili-
ty for assuring that all of America’s young people: (1) were. helped to become
functtonally literate; (2) were helped to become sufficiently knowledgeable and skillful
that théy might avoid poverty and. parttcnpate fully as equal members of the social

order, (3) were taken care. of in the parents absence, in"a safe, healthy, and -

constructive manner; and (4) were helped to acquire habits of personal development
and socia] responsibility that would“result in a continued and dedicated cffort to
improve, themselves and- existing social conditions., Since this mdmve charge was
accompanied by public sentiment that the United States could realize ‘whatever goals it
set, there was little doubt that the sehools could rapidly and successfully achleve these
noble endq

v

The Problems and Disappointment: Recent Criticisms of Schooll'ng

But the post-war baby bpom had obvious and massive consequences for our
schools and the education community. The shortage of qualtfted professionals, school
buildings, and adequate resources drove the education establishment into a fr)mcd set
of responses to accommodate the demand. The knowledge explosion. brought more
thlngs to be taught to greatly increased numbers of studente The population shifts to
the vities, combined with_rapid changes in traditional institutions and human values,
left the schools, like the sogiety that created them, in a state of confused direction. And
in the midst of unprecedented growth and $ocial change, the schools were not able to
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!‘ o mobilize effective responses4o their muluple charg,ess : ' .
| With little opportunity -to reflect on the caus%s or inherent nature of their
-problems, and no organized way of reypondmg to the public’s fruslmuon with their
increasingly app}tem failures, professional ‘educators watched their respecmbllny and
credibility deteriorate.
Critics such as Bestor (1953) and Rickover (1959)- decned the deterioration of
basic skills and intellectual rigor on the part of studénts. and teachers. The spectre of
' - Sputnik I convinced the public that the critics wire probably right. Children were not
‘learning academic subject matter up to the standards of the changing socnety and, thus,
the schools were not performmg this central functiong-Other criticisms of school
failures also came to public attention: e
With a growing recognition that schools operate within a sociocultural context, it
became clear that -the school was not 'succeeding as the gredt social equalizer of
opportunity. ‘As a-status-providing, liberating instrument, the school was failing to
keep its promise of potcnual success to unlimited numbérs of young people. Some
* - critics claimed that the schools were purposely working agamst the American Dream of
equal opportunny lnslead they were succeeding in reproducmg the existing social and -
%. -+ economic order — “operating to sort and sift young people in ways that weuld distribute
- status and économic benefits and, thus, maintain social and economic inequities.
% . The_school’s ability to deliver healthy and safe custodial care also became
“ L problemanc As soual rebellion, drugs, vandalism and-violence became more preva-
lent in society, they becime more ¢gommon.in’ schools. Educators were tnable to
prevent or remedy the lncreasmg number of dlsrupuons and problems. The Gallup
® polls consistently showed that.the public’s major concein with- schools and tcachers
‘was their inability to. adequately provide for students’ per%onal safety and welfare. - .
. The schools’ inability to assure the development of personal _competengce and
! - social reaponsnbllmea also became clear. Unable to provide mastery of basic Illeracy.
“skills. they ‘could hardly prepare young people to become independent. critical and
- o responsible citizens, ready and able to exercisc their rights and duties as members of a
’ " complex, democratic and pluralistic society. The changing nature of families. religious
institutiofs, commumly life, and the mass media all competed with the pubhc s

% ncrease dependence on the schools for better social understanding, values develgp-

" “ment and career educdtion. But the failure of the ‘schools to seck a balance with
compeumy factors and to achieve their noble goals was pervasive: and the subsequent
disillusionment was felt and g,enerally recognized.

‘rAn the 1970’s, and into the 1980’s. the public seemcd to be .lbandomng the public -
schools. Accompanied by growing problcms in the LLOﬂOl]]y and, a major decline in
populauon growth, the’ schools’ suppom,rs began to cut bAd\ on the Base of tax"
s support. Community bond and millage requests’ were rejecled in increasing ‘numbers.
Parents turned to private schools. and enrollments in lhesc schools grew as the
-enrollments in public schools declined. .

L]

i

Attempts to Solve the Problems: The Expert Res'f)onse

Through this period of criticism of the public schools. attempts to improve the
schools were made on local. state, and national levels. But the public responses to the
problems of schools typically had two important characteristics. First. although various
groups of' expcrts were asked for proposed solunons to the probiems of schoolmg.
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these groups did not include classroom teachiers. And, second, the solutions proposed
-involved teachers only as technicians to carry out the solutions devised by the experts.
” - Consider those: whe typically .spearheaded the public'responses to problems. of
schobling: . private foundations, the, federal -government, of pubhshlng companies. -
-They would bring together a panel to devise plans for school and educitional reform, a
panel on which teachers were seldom members. While the meéins of getting teachers to
~carry out the plan varied, the passive role assigned to teachers did.not.’ Government
demanded teacher compliance through legal mandates dnd regulatrons. Publishing
'h"(fuses devised ‘‘teacher- prool" urriculum materials to ensure that teachers would
faithfully follow the mode¥” for xeform. The strategy of expert solution aid teacher
impilementation can be seen in responses to fallures ol schools in each of the tour 'major
functions. o ; : L
_ Crmgtsms of schools’ performance in teaching acadeniic subject ‘matter were
widely publicized, and the responses to these criticisms olten had comparable visibili-
ty. Many of the ‘curriculum development . projects sponsored by the newly-formed .
National. Science Foundation boasted Nobel laureates on their steering committees. If ,
th¢ commmittees also |ncluded public school teachers, their presence was scarcely
noticed. In science education’, top scientists were assembled to redesign the teaching of
elementary and secondary school science. - v
In rnathemﬁcs “the influential Cambrtdge conference spec|f|cal1y excluded
teachers from deliberations aboyt the best ways to redesign mathematics teaching. The
assumption was made that whatevcr curriculum the unlverslty mathematicians devised
~ " ‘could be taught with minimal additional teacher fralmhg But the conference planners’
hope to eventually deal wnh the practical problems of teacher education was unfortu-
nately seldom realized. lnstead the conference recommeéndations were mcorporated
-into curriculum projects, whose books were then adopted by school districts With only
. limited provision for problems a teacher might have teaching the new curricuia.
Likewise, coficerns related to equal educational opportunity. weére often attacked
through the development and attempted im lementation of plans designed by experts.
In early civil rights litigation related to edu latioh (beglnmng with Brown v? Board of "
bducatlon) judges heard expert testimgny before deciding . on the appropriate way to 4
.remove sources of racial and ethnlc #écrimination from the school system Tedchers' >
played le part in developing thesg(so]utions, but were expected to chrry through the '
$pirit o lc.gal mandates, in their mewly integrated classrooms. More recently, ¢ wrl
rights Were explicitly extended<ethe handicapped. The major education law extendmg. k
these rights to the area of education, PL 94-142, was developed through ‘consultatiors
with variouis expert groups, with teachers having little say. In fact, teachers have no
” rights specified in the ldw, in contrast to parents, students, and school district
administrators. Yet tea hers are cxpect'ed to implem‘ént each of the specific provisions
of the law. : )
~~ Another aspect ot the public response to school failures to promote equrty were
the numerous goyvernfnent and foundation- supported?efforts to improve the educatlon
.of .the poor (e.g., Title I of the ESEA of 1965). Federally-and- foundation- supported
‘curriculum development projects were designed to give teachers something to teach to
the so-called ‘‘disadvantaged;’’ again, experts were called in and supported for
research that was dlm&d at finding out how teachers should teach those matexials. But,

-
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agam no systemdtlc effort of relatmg the hndmgs to mservncc or preservnce teacher
education was provided. v

. The. problem of ld&l\ of propcr care fot students was also attacked at the nitional

level'oy dex#ling expert solutions and telling teachers to 1mplement thém. The *‘safe-

v o school*” Studies attempted to .determine what approach should be taken tp reducing

’ school vnolence The federal ,government also required teachers to implement their

and nutrition programs such as those that were pa(t of Pr()]Lcts Head Start and Fqsllow
Through - _— “

responsibility often fall into the area of social studies education and health ,education.

embodied an attempt to give teachers specxﬁc ways for teaching a particular.set of

. values, In this case, Congress disavowed the government’s intention to promote this

J . ,setof va)ues.in all classrooms. Large sums ot money were poured into dcvelopmcnt of

o drug-education curricula to, give students a stfonger disposition to take respons:blhty

b for their own actions. Here, as for ther other functions of schooling; teachers’ ‘toles

. were as technical implementers 6f someone else’s ideas for improving the schools. |

Though these examplés.have focused on the national response to problcms of

schooling, the same phenomena have been observable at state and local levels. In each

cage, teachers age presumed to lack good ideas For school ‘improvement, but to have the
wxlhngness and ability to carry out reforms devised by others.

Thesg attempts to improve school§have hdd dlsappomtmg consequences at'best.

. Rather than list the fax{lures in each area,’a representatlve description of the failure in

¢ the area of academic” learning will illustrate sthat broader pattern. Talking of the

cumculum reform movcmem,s in science, Welch (1979), concluded:
“In spite of the c(pcndllurc of millions of dollars and the involyement of some of the most brilliant
> " scientific minds, the science classroom of today is little dlﬁcrcnl fromone of 20 years ago. While there

. may be new books on the shelves and clever gadgets in ‘the storage cabmcts the day-to-day opcration
§ of the class remains largely unchanged. (p. 30'5) ’

cause of the failure is vanousl_y attributed, it is clear that the simple mdédel of teacher

implementation of experts’ solutions is inadequate and mdpproprmtc to solve the
apparent problems of schoolmg

The Problem with the Improvement Strategy The Inverted Pyramld

which decisions are made by some central autherity, tHen passed along the: chain of
. command until they are carried-out by teachers. Like'foot soldiers in the army.(and

especially ““in the trenches’’), the teachers’ role has been to follow orders, not to make-

The public responses to problems of schools have generally followed a model in’

approaches to improving the health of students, through government-designed health

. Attempts to impiov€ the: way in Wthh schools develop pers‘pnal and socml~

i The federally sponsored development of the curriculum, **Man: A Course of Study,”" *

1In other- areas, as well, the retorm madvenients are seen as failures. While the -

decisions. In this model, questions of schobl improvement center around questions of .

(1) what teachers should be 10ld 10 do and (2). how they should be made 10 do w hal they
are told. The events of recent history have shown that this model operates poorly

A more effective model of school 1mprovement mlght center around questions of
(1 what knowledges, commltments, and support systems teachers ineed to make

* schools better able to fulfill their fiinctions; and (2) how they could share authonty and |

responsibility for the lmproved funcuomng of schools. The “tell teachers- what to-do™’

9'28'_,_‘ C o
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‘and “see thét-they-do-it"” model supports a technician role for teacherﬁmther than a-
professional décjsion-making role. This **top-down"’ approach to'schpol improvement
seemsito contain an inherent sct of disfunictions that consistently and predictably
v contributes to the inability "of ioday s schools to effectively accompllsh their inoble
- ends. Such a possibility must be sencksly considered.
ot The “teacher—as-techmclan model assumes that a hierarchical system of authori-
ty can be made to operate. effectively in schools. This assumptlon may be in error since
a nufaber of the conditions necessary for an effectivé hierarchical system of authorlty
_are simply not present .in schools. In a successtul hierarchical system persons in
positions of authority have (1) sufficient knowledge of the situation to formulate
- reasoned and constructive directives, (2) sufficient power to enforce the dlrectlves and
(3), sufficient resources and opportunity to provide oversight and mstructlon to those
. who must carry out the directives. Furthermore, those persons who are expected to
carry ‘out the directives must (1) be able to understand the directives, (2) be able to do
X wht the directives require, and (3) see the directives as being in their own self.intérests o
‘as well as in the best interests of the orgamzatlon These necessary -conditions are
lackm.g and thus prohibit successfil operation of the top- -down authority structure in
schools. The hierarchical authority system that predeminates in today s schools is
o referred tg in the hterature as “*bottom-heavy’’ and *‘loosely coupled.”” The notion of
“*bottom-heavy”’ medns there are many more persons at the bottom of the organization
than there are above. Although this notion is reasonably well understood, the '
magmtude of this **bottom-heavy’’ characteristic is often underestinated.
" When pcople imagine or illustrate the top-down, bottom heavy system of
“authority that exists in schools, they typically envision something like the illustration .
gon the left of Figurg 'L."The problem with such a view is that it does not capture the

£

magnitude of the *‘bottom-heavy’’ reality. If the bottom- -heavy reality were conveyed -t
by an illustration showing the actual proportion of teachers to admlmstratore it would I
look hke the 1llustratlon on the right. . ‘. . . ‘
: . “
. ‘ N -
P . . f

Deputy &
Assist. Supt.

" Supervis., Spe- .
cialists, Managers

. ra - M
/ Principals E
. ) A . o

‘Teachers ’ ¢
e 7 .

- Teachers

Figure 1. Right-hand portioh‘ drawn to scale, indicating proportion of teachers to administrators in
* o 1970 (122,00))- adminfstrators and supervisors to 2,131,000 teachers). . . o
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One tan readily’ see lhal Ihe sma'll number of authormes (4dm1mstratdr’§and
supervisors) compdred with the large numbers of tedchere prohlbus their having,l
suificient knowledge of the many tcachln;2 learnmg situations to formulate spedific,
reasoned directives. The problem is exacerbated by the ‘{act that most teachers are
isolated in separate classrooms with diverse groups Of youngsters” Cemrally madg
directives thus become difficult, .if not impossible, to enforce. If we-were to 'be even
partially assured that directives were being followed in practice, th number of
supervisors or administrators would have to be increased many times. /The magnitude

of the bottorhi-heavy system makes the cost of” adequate regulation ‘and monitoring

. compliance dbviously prohibitive.

**Loosely coupled’” means that the :mfof command has many loose links. l%

difficult for pringipals to ¢losely monitor what teachers do in their classrooms Hen
teachers may act quite differently than their principals think, whether through unclamy

of the request or through resistance. In a system in which rewards are linked to

seniority rather than performance the prmclpdl has few ways o enforce requests, even
if knowledge about each classroom were increased. Similarly, the strength o\'comrol
of supermtendenm over principals, or state education agencies over school districts
much less than the mthry metaphor suggests. Decisions made centr&lly .may or may
not be carried out by classfoom teache”rs

Second; even.if teachers were eager to do ‘no more than carry out exghcu
administrative directives, that option is not usually open to them. The dircctives

. teachers receive are oflen 100 vague to give specific guidance for classroom practice.

Since the directives cover a wide variety of different areas and are designed lp’tr‘cﬁlcvc

niultiple goals, they also often conflict with one another (e.g., as when tehichers are,

told to spend more time on direct instruction at the same time they aré told to increase
the arhount oft sting ‘and.record keeping). Whep vagueness, multiplicity and contra-.-
diction are coup with the’ limjted time available to carry out the multiple directives;:
it simply becomes. Wpossible to follow orders. Teachers must choose for themselves

~ which of the diregtives to carry out, and they must mlcrpret the implications of the

chosen directives in #§rtual classroom pracnce Itis 1romc that the use of a model based -
on teachers’ fdllowmcy orders has led'to a'situation in which teachers cannot possibly
*‘just - follow. orders.”* The multiple, gonflicting, vague demands cannot ‘be blindig
followed. Teachers must, and do, decide what policies to follow and how to interpret,
those policies. (For more thdrough dlscussxon see Schwille. Porter, et al., in press).

Finally, gven if teachers could be centrally directed, itis unhkcl§/ that any central
directive would be appropnale for all classrooms. Classrooms vary enormously in the
characlerxsucs of the students, of the teacher, and of the surrounding community. A
directive lhal produces excellent results with one group of students-is unlikely to

_produce similar results with another. Rather than implementing a standard policy in all

classrooms, asreform must be modified to fit the particulars of each classroom, if the

Thus we believe that there’ are serious flaws in the model of schooi improvement
that is based on a hierarchical modél of top down aulhonly directions. The school
personriel system that predominates today -is”described as™‘botioin-héavy,”
pyramid drawing used, to illustrate ‘the teachers at the, botlom and the chief central

admxmstrauon,at the top. Decisions are made at the top and lransmmed down the cham_
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‘of command to be Ldmed out by the teachers at the base of the pyramid. The natural
nterpretation of such a dmgmm i’ That the persons at the top are the most 1mportant, v .
and the goal is to make the boltom parts of the pyramid best serve the wishies of the top.
This perspective on the schools can be changed by inverting this pyramid, placing
~. classroom leachers at the top, and putting the administration at the base (see Figure2).
In this view, tdachers are. regarded as the most important people, a portrayal consistent
with the fict that they are closest to lhg children and must make decisions about what
© goes on in their classrooms. If well eduCuted, teachers are also in the best position to
-assess needs and design educational strategiés best fitted to the specific characteristics
.of individyal classrooms.” i
ADMINISTRATORS . . TEACHERS
i

‘. . A ‘top-heavy’ system
{e.g., “*How do we get ‘
teachers to do what
they are supposed |
to do?")

Administrators:

{e.g., “*How,

& do we ‘gef teach- |

] “ers.what they m,ed
L ’ 17 to effectively ac-

"~ complish their mul-

A “*boftom-heayy™ system
Wy tiple tasks?'’)

Figure 2. : IR : - . -
- N ) - . - '

. With this changed perspecuve administrators and supervnsors would conie o
~view their r(.sponsnbllmes somewhat differently. They would define thelr roles less as .
authgrity figures and more as _capacity builders. They would work to enhance’ the
professional judgment and ‘capabilities’ of teachers as they carry out the important -
functions of schooly through direct interaction with youngsters.

' Teachers are making decisions about ‘the operation of schools, and renewed T
. efforts 1o wrest *those decisions from the hands of leac‘ers and have them made
' centrally are bound to be futile and harmful. One of the cleaf problems of past attempts
to improve schooling. lnes with the top-down .model, of change and the technician role
assigned to teachers. 1t is ‘ot sxmply a]maner of‘madequ‘ug)allempls in carrying out the
model; and therefore a new perspéctive on school improvement and teachier education
must be taken. ! . : ; T .

The Requlrements of Professmnal Teachmt., and Teacher Educatlon ' b .

- Three categories of important characteristics of teachers and schools are.suggest-
ed: teachers’ I\no»‘vledge teachers’ capacity to make and act on decxsxons, and teachers’ -
. commitmént to take their decigion-making role seriously. Each of these categories
‘doscribes how teachers and their schools must be to make the best use of the people
who have the greatest impact on learners.
N If teachers are to improve the functioning of the schools lhrough bettering their
tlassroom decisions, they need to have a firm understanding of classroom processes,
. their impact on students, and their relationship to the functions of schooling. Though
{ oo ST . - g
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many things contribute to good decision making, in+depth knowledge of the factors and

\ procgsses relevant 1o the alfernatives to be considered is crugial. A decision, . made in
ignorance, or on the basis of meag,cr or inaccurate information, can hardly be expected .

to lead to the solution of difficult “problems, To muke better judgments about teaching
academlc subject' matter, teachers must krnow about the subject matter, its pedagogy,

and its relationship to the individual’s role in society. Having in-depth knowledge

about subject matter requnres going bdyond simple knowing about information that has

K3

come to be accumulated (e.g., empirical facts and various interpretations of them as -

they relate to cengi.n tQpics like World War 1, biological evolution, or Renaissance
Art). Rather, knowing about subJect matter requires nidinientary understanding of th
knowledge is acqu1red in a particular'field and how it evolves and grows as systemdtlc
inquiry and rules of eVidence are applied-and evaluated for thejr apparent integrity and
.~ valye. It requires knowing that knowledge in & field is dynamic and how contmumg
) decmons must be njade relative to priorities for learmngs that are judged most basic
and most negded by an ever changing society. S;mllarly to promote social integration
and educational equity, the teacher must understand past and existing problems related
to equity, understand what would contribute to their solttion, and what role the schools

‘can reasonably play. And so on for the.other functions.
To make better decisions, teachers not only need m-depth knowledge but must
~also have the auronomy required to make decisions and to:act on those dccmons It is
argued that all teachers nust make some decisions among the - various competing . -

are permitted and encouraged to make important pedugogiculgdecis_ions that go beyond
tht would be considered appropriate for *‘just’” any smait and kind person who was.
followmg managerial directives. Teachers need to be prepared for and expected to
exercise informed Judgments and make important decmons within the framework of
- broad institutional pohc _guidelines. Further, tcachers need to. know that their
decisions will not be reverscd’or interferred with, except on the basis of. very serious
grounds The autonomy to carry through.on decisions is particularly important in
C(lU(.dthﬂ since the short- term effects of teaching are uncertain and somewhat unpre-
dictable. Hence, the temptatlon is great to calf for a'new strategy too soon, just because
the effects of the initial, strategy -are not apparent, Yet is likely that the dedicated
adherence to a given plan will be more effective in the long run than a sgries of

different strategies. If teachers are to make such ®mmitments to their decisions, they *

_must know that they will have the right to continue with modest interference. To

. maintain this autonomy, it \is helpful to have a community .of Lolleagues who

understand the difficulties in teaching and share the conviction that one’ must resist the
temptation to change courses at the slightest provacation. )

Finally, for teachers to be professxonal they must be willing .md able to give

proper weight to the important decisions they must make. It is difficult and time-

. consuming to.make good detisions. It requires reflection on the particulars of the

W classroom situation zihq on the probable.consequences of a course of agtion. Given the

¥ other constant demands of the job, a teacher must take the time and have the energy to

. reflect on decisions made and on decisiorfs. to be made. Doing this is bound to require

< more time autside the'classroom than teachers are sometimes able to provide. Teaching.

becomes more than a nine-to-four job. Teachers must constantly push to make the extra
oo [} s . .y .
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ettort required to reﬂect on past performance, and on. the consequengces of future

e performance. This commitment to careful decision-making must also be a commitment

-, to put the needs of learners above teachers’ personal advancement. The improvement -

E
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. sought is assessed in terms of the functions of schooling, and these functions do not

place the personal welfare of teachers in the fore round. Herice, if teachers' decisions.
are to improve the way schools achieve their f ctions, they must also place those
functions, and consequéently the students and the cc)mmunlty, ahead of their own\
persondl interests. Collectwc teacher action, as well ‘as individual teacher action, must

‘coime to emphaslze these commitments so that the public recognizes “this sincere

concern for, learning and schooling and /bewmes eager to provide the support systems
needed to realize a truly protcsslonal role for teachers., . - “
. This _picture of what it would take to usé teachers’ classroom decisions and
judgments to improve the functioning of schoéhng has emphasized teachers’ broad and
in-depth knowledge aiitonotiny, and commltmcnt the concept that encompasses these -
characteristics is professionalism. To say that teachers should be professional implies, |
under this common definition, that tea‘c,hcrs should be hlghly knowledgeable, autono-
mous, and committed: - .

Prog,mms of téacher education that claim to prepare persons for professlonal r‘tsc'
therefore, must adjust their offenngs accordingly. More timé than ‘is presently .
available. for teacher education must come to be systemdtlcally arranged. But time

" alone is not the- key, since a five or six ygar training program could continue to afford

preparation. for a teaching role that is primarily technical in nature; an eventuality that -

“will likely perpetuate the problems in our schools and continue to-drive talented
. teachers into more intellectually challenging ‘and responsible occupations. Practice in

teacher educatiofi must come to afford opportunities to acquire broad and in-depth
knowledgc and oppoﬁunmes to develop understandlngs and attitudes about teaching
that foster a serious commitment and responsibility for informed teacher judgment and

“decision-making. Pedagogical studies, such as the newly developed programs at

Michigan State University, will increasingly reflect this professional orientation. #:
PR ' " .

Stimmary

\TJ‘/ needed research and practice that will most hkely enhance teacher educatlon
in the future will be grounded in a profile of the effective teacher that acknowledges the
professional requirenients of the **school- teaching’ ™ occupation. While some teaching
requtrementLthl always contain aspects of performance that are labor-like, craft-like,
and artistic in nature, the research and teacher preparatlon programs of the future will
increasingly- focus on the knowledge and ‘information processing skills that are
requiSite to lnfomted protesslonal decision-making. Such knowledge and skill will be_
related to the complex lntcrleteacher judgments that are réquiréd for effective’
response to the multiple and diverse youngsters that attend school/ In addition, the
knowledge and skills that are deemed important to professional teaching will also
acknowledge and reflect the multiple and competing functions that schoots are
expected to Lrver By tmmlng future practice in teacher education and future reséarch
on teaching on the requirements of professtonals we should ‘Come to improve the

‘effectiveness of schools and the public’s conception: of effectlve teachmg

o ] ., . ] b
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_CURRICULUM ISSUES IN “
_* THE PREPARATION OF TEACHERS'... .~
- . ] ' .Dean Corrigan*  ‘“ : .

“% . -

. To set 2 Lomext for dlscussmg teacher education, .consider the followmg assump~
tlons concerning the importance, organjzation and curriculum of teacher educauon '

_\‘\The lmportance of teacher educatlon oo AR " »
R I. The education of a society can rise no higher than the quahﬁcauons ofits *
777 - ---teachers. To ignore or neglect the role of teacher education is to ignore the

~  intellectual future of a country itself. -

UnleSs mep and women of mtelhgence spirit, capacuy -for leadersllp and
” dtvotion to human service are drawn into teacher education and into the™
»schools, very little can be expected of education.

. 3. Teachin g is a matter of ll'fc and death. The trag,edy is that most people. do not
recognize the life and déath nature of teaching. Every moment irr the lives of
teachers and pupils brings critical decisions of motivation; reinforcement,
‘reward, ego enhancement, and goal direction. Proper piofessional decisions

. " enhance learning and life; improper decisions send the learner. towards
incremental death in openness to experience and in_ability to..learn and
contribute to society. From this perspective, doctors and lawyers have neither

[ © «more or less to do with life.and death than do teachers. Indeed, if we do not

prepare quality teachers we are not going to have quality doctors or lawyets,

" or, for that matter, quality engineers or musicians. Because teaching is a

’ matter of life and death, it must be entrusted only to the most thoroughly
prepared professxo‘hals .

. : §

Organization-and development “of teacher education .

4. Teacher e(lucauon is the preparation and research arm of the leachmg N
professxon The profession will only be as strong as that arm.

. Organgmonally, the teacher education program operates best when estab-
- lished as.a professlonal school or college on the camipus. Even’ though the
leacher education writ draws upon the resources of the total university, like
other professxonal colleges, it must have the authority as well as the
accountability and reepomlblllty for professiona] education, What is every- .
body $ reeponslbxhty is nobody s responsxbllny

" - . - e

*Dean C Corgigan. Dean C‘ollc“e of Educ.mon 'l'cus A&M University

! Adapted: from a paper dchvcred at the World Asscmbly of the International Counul on Education for
Teaching, Romc ftaly. Jul) 1982, - -

Aruitoxt provided by Eic:




4 S . o 5
6 Teacher prcparauon is. most effecuve when it is campus based and field
oriented.* To be effective, teacher education must be a collaborative effort
which involves the university, the organized teaching profeSSlon and the
operating schools and school systems, including their communmes

- -

The curriculum for teacher education
7. The process of educating personS to be teachers transforms them from lay
citizens to; professional educators. The role performance abilities of the
prospectlve teacher will be impg rlanlly altered during the preparauon

. process. _ d

8. While recognizing the importance of a liberal education and of specialization
~ . - in one or more teaching fields, nothing should obscure the fact that the
difference between an educated: person and a professional teacher is pedago-

- gy = the science of teaching.

9. A profe551en to b worthy, of the name, must possess a clearly deﬁned
common body ¢f knowledge values, and a repertoiré of skills- essenual to
professional practice (professnonal culture).

10 ,The life space (time, resources, access to university faculty) nctessary to-
teach _prospective teachers what they need to know and do to be competent
professnonals must be provided.

1. Quahty controls’ to insure that graduates of teacher education programs
. possess the essential knowledge and skill to be **safe to place with clients’” at
___ the point of éntry into the profession must be established ant ‘enforced. The: -
" teacher-edueation_program must include the means for scregning and selec-
tion. Becoming a teacher is an earned | prmleg&noLJusLan individual choice.
Assessment criteria. and ‘procedures should be in place at anﬁ%\ﬁpmms\
in the preparation program which give teacher candidates an opportunity to
" demonstrate their protcssnonal quahflcuuons Governance structures, institu-
_ tional accreditation- and individual “certification and licensing policies and .
. _procedures must be developed, monn,’ored ands supported by the professxon
itself. : + b .

3

12, Teacher educators have an obligation/to exemplify what they explicate.- The
. professional’ college or school can be no less than a model of the best
educational practice known to the profession and society.
Whlle there are many curriculum issues (.onironung teacher educators loday 1
w1|1 focus on Just two issues that | believe are critical: .

1. Projessmnal knowledge base. How can we gés the teaching profession and its
training arm to identify, accept and teach a common body of knowledge, skill
‘ - and professional values essential to the pmcuce of teaching?

2. ’Qualm controls. How can we gel the profession and other (.oliabomunﬂ'
agencies to c@lablrshand enforce ° ‘quality controls’ which are needed to
Ansure that beginning teachers possess the required knowledge, skills and
values which make them **safe to place with clients’” at the point of. emry 1o
the profession?

" Indeed, if we are uriable or unw1|hn2 to.deal with lhese issues teaching will nol bec.ome

‘6? rea] profession. ~ T :

N v
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ISSUE #1, I\NOWLEDGE BASE

Three cssentxal qucsuons are bung asked today about the content of teacher
_ preparation programs. They are: (1) what should a beginning teacher know?, (2) what -
should a beginning teacher be able to do? and (3) what is the state of the art of the
knowledge dssociated with teaching and learning? .

* A strong case can be made.that the social science research literature associated - d
with teaching and learning is better and more consistent and reliable than we have ever . -
~ known before. Unfortunately, far too little of that knowledge base has been incor-
»porated into the preservice programs of teacher education in the United States.

Sources that “describe the. curriculum of tedcher preparation are worthy of .
mentioning here. They are: (1) The Proteach Project, University of Florida (1980- 82)
and (Dave Smith, 1982); (2) Design for a ScBool of Pedagogy, Teacher Corps,
Washington, D.C. and the Florida Beginning Teacher Pr ogram, Florida Teacher -~
- Education Certification and Inservice Development Department (B. O. $mith, l981),
and (3) Excellenceé in Our Schools, Teacher Education; An Action Plan devefopcd by
the National Education Association, (Sharon Robinson, NEA, .1982); (4) A Common ‘
Bady ef Practice for Teachers, the University of Minnesota, National Support Systems >
Project (Maynard Reynoids, 1980); (5) Extended Prog @"" Curriculum Reform at the , /
University of Kansas (Dale Scannell, 1981); (6) the Case for Extended Programs,
University otchntuc.l\y (George Denemark 1980): and (7) Profiles of E;(ellence
(AACTE, 1982).

‘In my analysis, the most comprehensive description of the knowledge base m
teacher education has been conducted by the teacher education projects in Florida. The -
reconceptualized tcacher education program contains seven basic_components: (1)
extensive general -education; (2) a comprehensive subject matter knowledge base; (3) a
~ pre-education component including sociology, anthropology, psychology and other

\underulrdmg disciplines; (4) a_foundational education area including educational
* psychology, tests and” measurementsT -history or philosophy of ‘education, and other
" telated areas; (Sha genenc pedagogical componéﬁt appropriate-to-teachers &ardless
of level or subject matter; (6) a subject-specific pedagogical component appropriate to———-
the age level.of students being taught or the subject matter for ‘which the teacher is
responsible; and (7) a clinical and laboratory component dealing with the knowledge
and experiences of a laboratory nature pnor: to clinical practice and dunng student
teaching and ‘internships.

The generic pedagogical -component appropriate to teachers regardless of level or

' subject matter is especially intcresting. It is divided into the roles and functions of
teacher as teacher, teacher as person, and teacher as professlonal. Then each of these is
subdivided into other content arcas. For instance, the role of teacher as teacher has
fiye categories: (1) diagnosis; (2) instructional planning; (3) instructional management:.
(4) observation; and (5) interpersonal relations. Each of these areas has appropriate
- knowledge and behaviors specified and each is validated by a research base. Almost all
of the research base for the Florida model comes from research done in classrooms.
Also, feedback and rcview was sought from classroom teachers as well as university
based researchers. ‘

' Many agencies contributed to thgse research efforts. The research ort teacher
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“education was, linked with the rescarch on more effective schools; mastery learning,
time on task, direct instruction, ctc. In the Florida.model, for example, special use was

‘made of research on téachers’ pedagogical judgment, plans, and decisions as de- .
veloped by Shavelson, and the’ Rand Corporation with the support of the National
_*+ Institute for Education. The work of Brophy (1978) on Classroom Organization and
Management which was supported by the Institute for Research on Teaching in:the
Colleae of Education at Michigan State University and tunded by the National Institlite

. - for [‘Acauon was also cited as especially worthwhile. =~ .
The NEA Excellence in Schools; Teac her Education: An Acnon Plan, (Robmsom
1982) which started as a joint eftort ‘with the AACTE Profiles of Excellence Task
Force, focuses on.major functions of teaching in* the classroom: (I) facilitating
learning;'(2) managing the classroom; and (3) making decisions.”These functions are
recommended as the basis for the design, development and implementation.of college
programs. A sample of teacher actions is provided® under each of the aforementioned
major functions. An extensive list of the learnings, skills and ‘field based experiences
are cited in the Action Plan and-are meant to provide teacher prepamuon institutions

‘with the foundation for reorganizing_programs. : '
'1hc American’ Association of Colleges for Teacher Education, in a ¢6mpanion

effort to the one that produced the NEA Action Plan, has described what beginning ‘

teachers should know and'be able to do. AACTE's Prafiles of Excellence 7\1sk Force
through a series of interactions with NEA and other professional groups is trying to
spell out the essential knowledge base for beginning teachers. There appears to be
o agreement that all professional programs should include: (a) the comprehensive study
of pedagogy, including field experiences in teaching and learning settings, foundation-
al studies, generic teaching domains and specialized pedagogical knowledge; (b) a
solid foundation in general education or liberal studies including basiceskills; (c)
advanced study in one or more teaching fields; and (d) an interdisciplinars view of the
disciplines undergirding education. These latter: preprofessional studies include such

- areas as psychology, sociology, anthropology, philosophy, political scicnce and
‘ economics with an emphasis on prescriptions for the work of the teacher in lhe
classroom and not merely memorization (Denemark, 1981).

Also, it is the consensus of all the aforementioned organizations and mdlvxduals
- working on the content of teacher education that the complexities of teaching require
Fgorous preservice preparation:f Teachers need to be well educated in liberal and.
~ general studiess-since all school teachers are. teachers of general education. Further-

. miore, it i$ assumed that an\essem{ preparation component for both elementary and
secondary school teachmg is indepth study oLcademlc disciplines that relate to those
portions of the schoel curriculum for which a teacher- hasmslrucuonal _responsibility.

Another fundaméntal assertion is that all teacher preparauon progr‘um should
have clear and explicit program objectives derived trom the profession’s conccpuon of~—_
the teacher’'s role. There should be a direct and obwous relationship betwcen these
‘objculves and the teacher education curriculum. a

Anyone ‘who does not possess the required knowledge and skills included in the
curriculum is “‘unsafe’” to place with students as their teacher. For cxample, in the
pedagogical area of study all beginping teachers must demonstrate: (1) a knowledge of
le'amers — thelr individual dxfferences and special learning needs and style of

>.40'§" o . B
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le&rhing; (b) /mowledee of teaching methods ihcluding differentiated instruction and
classroom management; (3) knowledge of resources appropriate for specific learning
levels and the use of a wide varicty .of teaching tools including computer aided
instruction; (3) knowledge. of evaluation, iricluding the validation and interpretation of
tests; (e) knowledge of the education setting, the nature of the school as an institution

= and the ability to work with parentsy and (f) knowledge of the professzon of teachzng o
and the ethics that guide it. :

All of these program componems are essential -to the preparauon of a teacher. .

Each contributes to the stﬁ\'e\d systematic and scnelmﬁc knowledge -base for pedagog-
. " rical decfsnons (Corrigan, 1982)." ¢ : .

Also, all, teacher educaquﬂn programs - must mcorporate expenenml as well as -
theoretical components, The proposed Action Plan of the NEA as well as all-of the
other aforementioned programs emphasize the importance of field based experiences
begmmng with the first. education course and continuing lhroughouf the entire
prograny. : . ! '

Even with the aforementioned consensus regarding its importance, it is my view
that field experience continues to be the most neglected aspect of teac&er education.
Teacher preparation programs today too often have been lecture oriented, partly
because of time-and resource limitations which constrain the programs; the format and
teaching trategies have been similar to other areas of university study, (Haberman s+
1982). The fundamental problem is that this dpp'oach grossly: uhderesumales the
complexity of preparing a person for éffective teaching,

Education graduates do not feel that they are particularly competent as a result of
their having been through the programs. And, in fact, they are not. Teacher education
-programs, have insufficient impact on prospective teachers because- what is_ taught has

~ linle t:ansfcr to classroom practice, and there is much that capnot be taught or cannot
be taught well becausé of the place’in which teacher education is conducted. One ddes
not adequately learn to teach by just learning abour it. It is also necessary to develop a’

* strong “‘theory in use’’ foundation in the study of the profession itself which gets at the
role of the teacher as a professional advocate for the educational rights and needs of
children. «Ones semester of student teaching near the end of the teacher educalipn
program is not adequate. o ..

Quality teacher education must include programs dnd facilities for extensive . -
laboratory and field- -based. expcnences as well as for the more traditional approaches. -
Most that prepaie-teachers_have neither program time, resources, nor facilitics for ’
making such experiences adequately available. Such inadequacies have produced a

~ *‘hardening of the categories.’’ There is no reason why we cannot organize education
programs vertically rather than hd¥izontally, so that students can study professional
education, a specific discipline or disciplines, and have direct experiences simultane-
ously: Each of these dimensions adds meaning to the other as they arc mtegmted into -
the professional growth of the prospective teacher.”

Engagement with the real world of teaching should begin as soon as a person

. thinks he or she wants 1o tcach. Useful work divided up into achievable goals for the
“‘most inexperienced, and ggadually increasing the required performance, is- the. ddeal
“form of preparation. All dimensiorfs of teacher education — liberal arts, specialization
in a discipline or broad fields, professnonal studies; and personal study of sclf can be b s

o
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mregrared if they are oftered rhroughour the lifetime career of teachers whlle rhey are

both practicipg and studying new approaches to teaching (Corrigan, '1974). Moreover, :

knowledge about the edlicative process such as the. nature of children and youth, the
nature of subject matter, the nature of the educational setting — school and society, the
nature of the process of learning, the nature of teaching, the nature of instructional

- materials and media, the nature of one’s self, the nature of the profession, and the

nature. of dvaluation ‘cannot be taight meaningfully in, 1solar|on of rhe complex
which they are to be applied (Corrigan, 1974). -

Because 1 believe in the integratign of theory and pmcuce 1 rccommend that the
redchmg profession reject fifth year programs in contrast to five year program models

that propose four years of liberal arts with a fifth year of professmnal work tacked on to .

the end. Such programs do not provide for integration. The concept of * ‘theory in use”’

is as important for the liberal arts courses, especnally the undergirding dlsmplmes as i,

is for protewonal education courses.

.
te N [CI

.. ISSUE #2, QUARITY CONTROL

Unless the loopholes which bypass protessmnal program evaluation are“plugged

efforts at quality control by téacher education institutions and the teaching plofewon

will continue to be undermined, State and local boards of education, school superinten-
dents and state leglsl.uuu;s must begin o be held accountable for holding to ‘‘entry to
profession’” criteria along; with- teachers and teacher-educators. .

In the United States, using the shottage of teachers as a muonalc groups such as
State and National Task Forces on Higher Education, (Scanlon, etal., 1982) Regional
Educational boards (SREB, 1981) and even State Legislatures, such as the Legislature,
of the State of Virginja (Ingall; 1982) aré praposing that graduates with baccalaureate
degrees in science and miithematics be sent into classrooms to learn ‘‘on the job,”’
without adequate profe%xonal preparation. Such recommendations are not only incon-
sistent with a professed commitment to quality control, they demean the. profession of
teaching and.show a lack of understanding of the kind of knowledge and skills needed

~ by. elementary and secondary school teachers. To propose that people who lack

essential *“entry Jevel” professional requirements be placed in classrooms is to invite
the l\md of failure that will further erode the public’s confidence in the teaching
profession. Furthermore, if the future is anything like the past, w¢ can be sure that
colleges of educauon Wthh will have no part in eﬂucarmg or’hiring these unquahhed
“‘teacher substitutest’ will 'be blamed by the critics for lack of quality rcachers in rhe
schools. @ : - '
I’'m sure the medical profcwon would never accept such a rccommcndarl«)n
]nmal qualifications, referred to as ‘‘saféty to client’’ criteria in some orrﬁiprolcs—
sions, must be insured by completion of an approved program of study whic mcludes

“essential knowledge and skills, and demonstrated competence under supurvisinn

Certainly, there should be an induction pcnod under the g guidance of a supervisor in the
local school setting but that penod of induction should be preceded by a period of

student teaching as an integral .part-of all national and state approved pre-scrvice -

teacher education programs. The mtellecrual future of chlldren is at stake here as well

.as the status of the profession.
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As aresult of P, L. 94- ‘42, the Education for All Handicap[}ed Children Act, there
are many mildly handicapped children in regular classrooms who require the skills of
teachers who possess knowledge about the special Iedrmng needs. of handlcapped

children (Gfosenick and Reynolds, Reynolds 1978). In addition to knowledge about -
the various handicapping conditions, teachers ne‘;,d to Know about ‘the wide vanety of R

Ieammg materials for use in developlng Individual, Eddcational Plans that are now
required by law. Science and mathematics teachers niust have this knowledge and skill

~as well as teachers of other disciplines. All teachers toddy have both educatlondL and

legal obligations to the «children’ they serve. s
The teaching profession itself and members of its tralmng arm, fdculty of colleges
of education, must take the lead in establishing quality controls in teacher education as

well as at various levels of the: profession-of teaching. We muist require that tcacher -
_education institutions meét, and improve upon, exXisting standards %four points in.the
_ training of teachers: (l) admisgion to the.college or university, (2) matriculation into a

teacher. education program, (3) prior to’the studerit teaching, and (4) after a ‘period of

. demonstrated competence in the classroom. Llcensmg should pe-awarded only after

this period 6f demonstrated competence during a year’s mtemshlp under the supervi-
sion of a mentor or a local review board of professional peers or a. coopérating teacher
center. This mtem%htp should be an mtegral part of all pre-service teacher education

- progmms . . .

Examinations should be mcluded as one aspect of teacher education programs. All
tests- should be administered by the college responsible for the program and the test

" items should be related to the goals and_objectives of the program. Tests should be
- considered as one iniportant component in a comprehensive assessment’ system; they

should not be “‘laid on’’ as a single definition of teacher competency by_'any state or

" national agency or legislature (Corrigan, 1982). In the United’States today there is

great danger that the public will become prisoners of the idea that testing teachers has
solved all the problems of quality in teacher education (Elam, 1981). At least 34 states
have initiated efforts to use such measures (Sandefur, 1981) and 10 of these are
adyocating admission tests. The fecent Gallup Poll indicates that,a significant majority
of American parents believe that licensure examinations should be instituted.

To develop the public trust that the profession can be accountable and responsible
for its own testing and other forms of qualtty control, new teeth must be put into

. national accreditation dnd state program approval standards. Agencies that accredit and -
-certify teachers must insure the validity and appropriateness of. the instruments and
evaluation procedures used. They must also insure that"a tight coupling exists between '

the goals, curriculum dnd, evaluation aspécts of all teacher preparatton programs that
they approve.

Furthermore, the profession itself must provide incentives by building cntcrm for
excellence into its evaluation policies and procedures as well as maintaining minimum
stindards. The problem with minimum standards is that they are not high standards.
Too often'minimums become maximums.- When this happens the good becomes the

-enemy of the better. | do not mean to minimize the importance of spending profession-
al time and energy in the development of national professionai standards or program

licensing board approval procedures. We must have these minimum standards as a

foundation on which to build. "As a profession, whenever we proposc minimum
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standards we mu<t simultaneously commit ourselves to devotifig an equal a%ount of |

*} / incéntive, time, and energy to the development of creative ways to exceed the
N mlmmums ’, N .,
fia .
_— CONCLUSION . v o

The most important chz:llenge facing colleges of educatlon the teachmg profes-
sion, educational task forces, and legislative subcommittees studying teaching and o
teacher education today is 4o make sure that the shonage of teachers is not used as a
rationale for going sfow on standards, new quality control procedures and needed
improvements in schools and coIIeges of educatlon There is no evidence to show that
lowering standﬁrds in hiring teachers -or Iowermg the requirements for admission into
teacher education programs increases the supply of teachers or increases enrollments in
teacher education. In fact, there is probably more evidence to show that lowering :
standards drives the best students and the Best tgkchers away from teaching as a career.

The problems of teacher education are nofinsoluble, but they are not problems
that simple solutions or:minor tinkering will col rect. More fundamental changes in the
'j educatipn system are needed. These changes must occur in.school settings’ as ‘well as in

: the unlversmes Central to a new design of teacher education for the 1980’s and
beyoncl is recognition of the fact that preservice education, inservice education and the
+ .schools and colleg,es themselves, are interrelated and mteractmg components of one -
.« . education system. e must replace our present disconnected dpproach with a new
- partnership that provides an interlocking process of educati rovement and
» teacher education at all levels of the educational qpectrum Resources both financial .-
and personal, must be directed toward strategles that link schools seekmg to change
with teacher-education -institutions seekmg to break out of obsolete patterns of
+ = preparation.

1
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THE CONTENT IN TEACHER EDUCATION-PROGRAMS

-

Dav1d C. Smith*

There are those who might suggest that, by clear and direct inference; this paper _
‘constitutes am indictment of teacher preparation programs as we know them today.
'Th'it inference is based upon the supposition that if current tgacher preparation
programs are inadequate in their content, they must be fatally flawed in some
fundamental fashion. Not so. l:ducators need not offer an apology for currently
‘e“stmo teacher prcpa{guon progmms For the most part, present programs have served
us acceptably. They have resulted in the preparatiom of a cadre of teachers that, in the
main, have served our youth, our parents, our schools, and our nation well. Within the
last “half century, Amenca ] tJacherngive prepared individuals wiB have led our
nation, contributed to majer medical advances and iaunched satellites and shuttles.

Teacher preparation programs have done especi®ly’ well in view of the restrictions
placed upon them. Teacher education programs enjoy (suffer is perhaps a better word)”
_grossly inadequate funding, inadequate staff and facilities that hardly rank among the
most lavish found on our campuses. The inadequate funding available for teacher
‘education programs has been compellingly documented (Passeau & Orr, 1980). It has
been established that frequently the-cost of programs to preparé teachers is lower than
the cost of pfograms for teachers to teach students. All 100 often, the formulas for
funding programs*in higher education support teacher- preparatlon programs at @ more
frugal level than virtually any other programs on our college campuses. But, perhaps,
the gréatest restriction of all has been that of inadpquate, and, in some cases, even
_ diminishing time to prepare professional educators in an increasingly demanding field
(Smith & Street, 1980). A reduction in the time available for professional preparation
-during a. parallel period of rising expectation for professional perf6imance seems
especially inconsistent and, perhapd, even irrational. It touches the heart of the .
problem faced by teacher educators today. - . o

It is abundantly clear that there is great societal concern over the perceived
inadequacy of teachers and teacher preparation. Evidence of that concern may be found,
in a variety of sources. You may remember with vivid clarity the recent cover of Time ‘
proclaiming to all who had been taught to read that teachers can’t teach. The shocking

\

examples cited in the Time article dealt with 'virtual teacher illiteracy. It dealt, though

less harshly, with the inability of teachers to teach (few evef posed the question as to

‘how teachers could pass presumable rigorous courses offered by -our colleagues in o
colleges of liberal arts and sciences). Network news’specials painted a bleak picture of , i
the ability of teachers to function effectively in classrooms. Newsweek followed wnth a |
pessimistic portrayal of the teachers of our nation. =~ @

*David C. Smith. Dean, College of Educa(ion. University of Florida -
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Educators, who are required to deal with legislators, both at state and national
levels, recognize all too well that we do not fall in the category of the favored few. For
example, a recent report published by the Sduthern Regional Education Board calls for
major action to’ presumably improve the quality of the teaching corps in the schools of

~ our portion of the United States. This report appears to have precipitated increasing
disenchantment with teacher preparation programs and deliberations in a variety of our

state legnsl‘\tures in our region confirfns a substantial crisis of confidence in the
preparation of the teachers who. staff our schools. In some cases, recommendations
within fhe report are clear and explicit. Yet some appear simplistic and recall solutions
which were meffecuve with regard to similar problems faced in the 60’s and offer little
hkehhood of success today. .

" Any argument or assertion ‘that teacher preparatlon ploghnm, as we have known
theni for over half a century, are perfect beyond concepuor} is neither (.redlble nor
accepmble I, for one, am ready to acknowledge that there is much to- be done to
improve the preparation of the teachers who shape the minds End-‘#m—ﬁfé hearts of our
most valued and valuable resource. We need the support of individuals who are,in a
position to help us acquire the resources necessary to accomplish our task at an

increasingly demanding level. In addition, our critics need our heip. Al too often,’
those who are “critical of teacher education have astonishingly little fundamehtal
- understanding of the essential components of teacher preparation programs, their

design,and intended function. For example many critics whofeel that we need more
‘subject matter in teacher preparation programs don't upderstand that it is. typical for
secondary education preparation programs to require between 75% and 83% of the
coursework outside of the College of Education. In some cases between two-thirds and
three-fourths ‘of a four-year program for the preparation of elemémary school teachers
is taken outside the College of Education. Unknowledgeable crities frequently have
inaccurate and distorted views of what constitutes teacher preparation programs. We
can assist them, and pechaps ourselvcs by trying to provide themy with accurate
information abouf the nature and scope of teacher preparation programs as we know
them today. In seeking program improvement, it might also'be helpful to have some
knowledge of the nature of teacher preparation programs as they existed 50 years ago.
For example, those professions that have made major gains in both social estecm and

salary during_the past half century, have almost inevitably becn those professions that

have substantially increased the quahflcauons required to pldLllLC théir craft.
Teacher educators that seek to escape the traditional boundarics or parameters
placed upon training programs need 1o consider the followmo questions:

. What should beginning teachers know in order to funLtlon cffectively for the
majority of their career.in the 7[5( century?

2. What should begmmng lcachers be able to do to functionat a lully professional
level at the time of entry in to the profession? !

3. What is the state of the art 01 the knowledge associated wnh teaching and
learning?

If teacher preparation prégrams are desu,ned wnh these essential questions in mmd we '

<

may define the content of teacher preparation programs in a’substantially different ..

fashion than we may have in the past. To illustrate this process, I will briefly describe
our PROTEACH activities at the University of Florida.
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-PROTEACH

A strong casé' can be made that the social science rescarch literature associated
with teaching and learning is better, more consistent and reliable than we have ever
known before. Unfortun'uely far too little of that knowledge base appears to be in the
process of being incorporated into the preservice preparation programs of teachers.

There is simply not adequate time available in existing prograiis to sufhmemly absorb .

‘the content which needs to be mwrpo\atcd into preparation programs. The literature 1o

which I refer Has been discussed and described by B. O. Smith, MacDonald, De- -~

nemark, "and others. Fragments of that knowledge are known to most, if not all of us.
Buty it should be acknowledged that a. Lomprehenswe review of the full scope of
contcmporary social scignce rcscarch dedlmg with leachmg and leammg is-difficult to
acquire. :

At the University of Honda we have been workmt, since March 1980, on the
quesuon of teacher education ‘content approprmge to reconceptualized program. We

have, been trying to develop a reLonceplualued ‘program based upon the best, most
consistent and reliable knowledge available. In those cases where the rese(arch
knowledge base is inadequate, or appears inadequate, we have relied upon the best
- available conventional wisdom. : ‘

Prior to committing -oyrselves to the design of a reconceptuzlized teacher
~ preparation program. individual meetings were held with key state fjgures. In the vast
ma)omy of cases, those individuals supported our effort in the need to extend the
preparation of teachers. After it was established that we appeared to have a sufficient
‘support base within the state to attempt this task, meetings were held with faculty. The
meetings mth faculty indicated that sufficient support existed within the college to
embark upon our etfort.

Shortly™after the determination that we did want to try to engagc in the
development of a reconceptualized teacher preparation program, we held our PRO- .~
TEACH 1 Conference. At this meeting, we brought together the faculty of our college,
accompanied by approximately an equal number of practitioners from throughout the

. state -——.urban teachers and rural teachers, principals, superintendents,’ representatives

‘of the Departmgnt-of Education-and others. The primary purpose of the meeting was to

address two of the essential questions described earlier. s
What should a beginning teacher know?
What should a beginning teacher be able to do?

» The questions were addressed in angxtraordinarily cqnétruciivé fashion by faculty and -

practitioners alike and that effort was extremely useful as we set about our effort.
Following our PROTEACH 1 Conference, we held our PROTEACH I Canfer-
ence. The purpose of this conference was essentially to draw together our.faculty,

_$upplemented by knowledgeable individuals with an understanding of major-national

activities in teacher preparation. These resource persons were very helpful in"describ-
ing portions of rescarch literature, dlscussmg the nauonal climate for change in teacher
education and in hé¢lpifig us get a better grasp of the scene beyond the State of Florida.
-During that general interval, we formed a steering committee composed of representa-
tive faculty and members of the college administration to help us chart our course
through a long and difficult labyrinth. The Steering Committee has members of the, -
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faculty from our Department of Subject Specialization and Teacher Education (second-
ary education), trom General Teacher Education (elementary educationk our Depart-
ment of Foundations of kducation, the Director of Planning and Development fos the
College, a member of the faculty from Instructional Leadership and Support. the
Assistant and Associate Deans ol the College. and the Dean of the College of
Education who is chair. : l ‘
We also have a Planning Committee which meets less often and reviews the
overall progress of our PROTEACH effort. The Planning Committee is composed of
the members of the Steering Committee and.-in addition, has sepresentative faculty
members from the Collegg of Liberal Arts und Sciences. the College of Fine Arts, the
College of Health, thsiéul Education and Recreation, the Colicge of Agricuityre,
~wepresentatives of the practicing school comuunity (both teachers and administrators)
and representatives ol the State Department of Education. That group has been helpful
and, on occasion, constructively critical. The purpose of the committee is to review the
activity of PROTEACH to, dute and to make suggestions for inid-course corrections as
"'we proceed. with our Tedesign effort. Ranally. and probably most important. a sct of
11cull)'c0mmilt<.cs has developed a series of vurﬁublc materials and statements that we
thL used internaliyto try to describe the elements of the program as théy appear tT)’
.%Q% shape. Those malermls include:

oA smtum&.nl of the assumpuons wlmh appear to support and UndLI‘Llld a
ruonccpluah/ud program;

- 2. A'planning document dulgnud to help us proLLgd ina thoughttul and orderly
‘ manner;

PROTEACH [ Lonfcxcnu report;
4. PROTbACH Il conference report;

.

n

knowledge which appears appropt ag{,/rﬁ) a redesign of our teacher preparation
program; -

-

6. Steering Committee minutes and othu mtunal documents: and

7. Reports of variousTask forces and other tommittees which are probably the
most comprehensive sct of documents describing the "knowledge that we
believe- needs to bc incorporated into a reconceptualized teacher education
program. « . .

Along with these activities in which wehave®een Lﬂé,;l"t.d and materials that we

have developed, it would be useful to describe the basic elements which we believe to
be certral to the development of areconceptualized teacher preparation’ program,
Itsofar as possible. we attempted to use existing, terms and ‘¢ommonly accepted
descriptions and definitions of clements of teacher cducation programs. We felt that
communication among ourselves and others would be hampered by trying to describe -
in unique or navel ways, elements of programs in terms that are inconsistent with
current practice, 1 should aiso indicate that even though the labels may be consistent
with cusrent practice, the scope of the knowledge that we ml“lﬂ include in" those
components may go beyond what-is currently possible. given the restrictions which -
many teacher preparation programs encounter. At any rate, fet me try to ¢numerate
“them and descnbe them very briefly. -

2

N

A brief paper on the nature of kn(fludgc that deals with a dcsulplmn of the




" Program Components : i ‘
& .

We believe that it is essential that our conceptualized teacher education program
contain a rigorous and extensive general education component. The nature of our
society and the expectations for a professional teacher demand that these individualsbe
broadly educated and able to serve as exemplars to the youth whom they teach. In like
manner, we rq.ard a comprehensive and demanding subject matter knowledge base as
centrhl to the preparation of teachers. Teachers should have a clear command of their
; 't matter well beyond any levels expected of their students, and the burgeoning
rate with which man is acquiring new knowledge makes thls_expcuauon more
important - than it 'may have ever been before.

We expect a préeducation: component within our reconceptualized program. In
our view, a preeducation component deals with the set of knowleédge which would
provide a teacher with a better understanding of the societal milieu in which he/she is
likely to function. In all likelihood, such a requnrcmenl will include such areas as urban

sociology, rural souolouy, cultural anthropology, social psychology and general.

a Psychology. We revard this component as essential for teachers, regardless of the level
“SThe subject matter areas for which thcy may be responsible. .

A foundational education component is also expected to be un 1mport'|nl element
‘within our program, The foundational educational component may include educational

_psychology, tests and measurements, brief general background on’ the history and
philosophy of education and, perhaps, other related areas. In addition, we are working
to describe the generic pedagogical component of our program, which deals with a set
of knowledge appropriate to all teachers. I will discuss that element in a little bit more
detail later. We have made special efforts to describe-the knowledge base associated

_ with the generic pedagogical component. The elements of that component were
developad with care after an analysis of practitioners and faculty perceptions regarding
what a beginning teacher should know and be able to do. They also encompassed a
review of a number of major studies of national scope-of teacher preparation.

", We also envision the requirement of a subject-specific pedagogical copponent.
That component deals with the specific pedagogical content appropriate to the age level
of students or the subject matter for which the teacher is responsible. Special methods
~would be included in this, category, as might specific content associated wnh the

S parmuhr devclopmcnml level of the learner.

In addition, a committee has been assigned the task of dcslgmng, a cltmcul and
luboratory component in' our reconceptualized teacher preparation program. This
clinical and laboratory component deals with the knowledge and the experiences which

.we expect to provide students of a laboratory nature prior to the time they begin their
clinical practice and to describe the length and nature of the internship for student
teaching.

These then, constitute the seven baslc areas of our reconceptualized tcmher
preparation program. You will recognize that they are not a dramatic departure in large
measure from the. content of programs with which you may be familiar. To get a sense

. of what we are trying to accomplish, 1 will bnefly describe a portion (_)f the content
associated with thé generic component‘.of reconceptualized teacher preparation pro-
gram. ‘
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We proposed that there are three teacher roles reflected in the generic pedagogical
component: teacher as teacher; teacher as a person; and teacher as a professional. In the
first role, teacher as teacher, five behavioral categories. were specified: diagnosis, -,
instructional planning, instructional nanagement, observation, and interpersonal rela-
tions. In view of time restrictions. I will only attend to task force reports on diagnosis,
instructional planning and instructional management. '

. . Diagnosis _
The Task Force on Diagnosis reported that the most efficient. valid and reliable
~methods for assessing student behavior are grounded in a rich body of empirical
research and demonstration studies. On the other hand, the uses of diagnostic
information by classroom teachers has been, and will continue to be, determined by
conventional wisdom or by current pedagogical theory, mstrucuonal phitosophy ;-
societal £xpectations and even legislative Jfequirements (i.e.; PL 94- [42). It seems
«<xeial to preparc, today’s teachet in both technical aspdets of diagnosis and the - .
utiditarian aspects. To restrict mstrucuon in diagnosis to only the first category wduld
leave the beginning teacher ill- prepafed to deal with the realities ofxclassroom life and
the decisions that he/she must make on a-daily basis . . . We think that it would be .
“vital to teacher preservice teachers to make the dlsuncuon between these different .
types of concepts in a diagnosis. We point out that there'is no such thing as "enduring
truth’ in a dynamic area like educational djagnosis. Even empirical evidence may shift
over time gs student populations and assessment practices change. It would be folly for
a curriculum committee to try to spell out in detail what diagnostic concept should be
included (or excluded) from professional curriculum.’
What do perspectlve teachers need to know about diagnosis? We have concludcd
that ther¢ are five major areas in which teachers should have professxonal diagnostic

training. These include: | - B / L4
.Y ‘t. The role of dlagnosis in educational evaluation and decision making: R
a. What types of evaluation must teachers make? ; )
b. What is the role of diagnosis in educational evaluations? Pl
c. What models of diagnosis and evaluation are useful for educﬁ{ion‘.’- ' -

d. How can these models be appjied in teaching setfings? !

.e. How should teachers set standards for student performance?

Dmgnom of individual learner needs. .

a. What types of information does the teacher need to make dccmons’

b. What methods are useful for diagnosis (including classroom and standar-
dized tests as well a$ more informal procedures)? #

. . %. What skills and concepls do teachers need to judge the quallty of diagpQstic
R procedures and the accuracy of the information they yield?

[y

d. What skills do teachers need to interpret results of diagnostic procedures?

t

3. Diagnosis for group instructional needs: - .
a. What types of information are needed to determine that the group is
meeling instructional goals? .
b. What methods should be used to gather such information?
c. What skills do teaé}hers need to interpret results of these: diagnostic
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«procedures? :
d. What skills do teachers need to assess. the quality of thls information?

4, Dmgnosls in special subject areas.
a. What are the diagnostic needs which every teacher requxres"
b. What does every teacher need to know about selecting, eva]uatmg and
administrating standardized diagnostic tests? .

p c. What does every teacher need to know about mterpretanon of diagnostic
test rcsults for use tn instructional planning?

. Diagnosis for speutlc exceptionalities. .

a. What diagnostic skills and knowledge does every teacher need to 1denufy
children who were not referred for specialized diagnostic procedures?

b. How should the typical classroom teacher interpret and use the resplts of

diagnosti¢ tests in instructional planning for the e\xcepuonal child in the
normal classroom?

+
K3

ences constitute only the tip of the iceberg for the knowledge areas that they represent
‘and they hope that future planning committees who use these materials will keep that in
mind at all times. In dealing with the elements of diagnosi's just described, the
‘committee selected knowledge areas, concepts, behavioral indicators, and illustrative
‘sources for eash insorder to assist subsequent committees in the development of
components for our instructional program. A :«

Instructional Planning +

. A second task force dealt with instructional planning. The Task Force on
lnstrucuonal Planning defined the process as that used by teachers in deciding what and
how to teach. The task force accepted a widely -recognized ‘‘planning model’” which

~prescribed four clements in the sequence of planning:

I.# precise specxﬁcatmn of objectives
2. assessment Of the entry behavior of studems

W

. the design and implementation of an instructional sequence

.*‘

evaluation. ¢

They noted that the simplicity and logic of stich a rauonal model appealed to many
theorists. - ! '

In their review of research on teacher planmng, they gave major emphasis to two
aspects which ‘were regarded as important to beginning teachers — the content of
*‘teacher plans’ and the process of teacher planning. Research pertaining to each of
these areas was reviewed within their task force réport. The task force concluded that,

_**When teachers plan, they plan about: objectives, the content to be taught, learning
_activities, time for instruction, and the methods of evaluating the lesson or the

instructional plan.’” This report discussed research in each of those areas.-While time

" does not permit the discussion of the summarysof the research in detail, suffice it to

indicate that-the task force report does deal with those data in some detail.

I would also like to call your attention to a description of instruction format
developed by ‘the Florida Beginning Teacher Program Coalition for the Development
. - / ) * “
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of a Performance hvaluanon Sysu.m This effort has been coordmated through the
Office of Teacher Education Certification and Insér¥ice Development of the Depart- -
ment of Education in Tallahassee, Florida. would be remiss if I did not acknowledge
the pamcular efforts of Dr. B. O. Smith in quppomng the work of the.coalition: In their
consideratjor: of instruction format, specific, attention was given to the total group/lec-
ture,the total group/lectdre discussign, the total group/recitation, the total group/in-
teraction, the total ﬂroupimdependcnl/ work, sub-group/disparate work and lesson type.
The coalition also Lonsldered/m ctail the management of subject maiter. The
;management of subject matter in¢lyded the management of conceptual knowledge,
explanatory knowledge, content l€vels, discourse, and emphasis. 1 should :call your
attention to a review of research Jf teachers’ pedagoglcalJudgment plans and decisions
developed by Shavelson, the Rand Corporation and UCLA with the support of the "
Natignal Institute for hducallon This review focused upon the teachers’ judgment,
teachers” ‘planning, and feachers’ interactive decision-makifg and contdins an exten-
sive set of annotated references. All of these sources of information, and others, are
being utilized in the development of our generic knowled;_,c base component for
teacher 3 prcparanon '

Instructional Management : - ‘

A third task force dealt with instructional management. The report of the Task
Foree on Instructional Management interpreted the area of their review: to include *all
of: lhose aL[lVlllLs of the teacher that occurred during the conduct of the instruction in
the. classroom, within the domain of what,might be called strategies, method and
methods or techniques of instruction.”” The task force report was divided into the areas
of “‘direct instruction, physical environment in the use of space, individualized
instruction. instructional resources, in the classroom dnd unnmumly small group

instruction. team teaching, and classroom managemeht.” For example, in the area of

direct 1nstruu10n four specific sub-areas were consldc.red

'

I, direct mstructlon ‘
2. ‘engaged time, task on task
3. teachers questioning behavior

*

teacher efficacy : ' .

*In the last five to ten years, the profession of cducation has witnessed the

emergence of an increasingly firm consensus ‘among rescarchers and practitioners
about their relationships between teacher behaviors and the academic achievements of
students‘in thieir clu§ses." Specific new insights have developed in relation to such
factors as the importance of “‘time on task™ as a specific factor in improving student
achievement. The importance of* structure classroom management behaviors and
presence. of low. negative teacher affect is clear. *‘Patterns of- instruction” associated
with what has come to be called ‘direct instruction’ seemed correlated with successful

efforts to improve student achievement in standardized tests of basic skills.”” This

section of the Task Force Report on Instructional Management sampled some of the
more important arcas of that consensus. In the presentation of the task force report, the
-concepts important to beginning teachers were identified. defined, indicators pre-
sented, and sources of information provided. This format was consistently followed
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throughout the Task Force Report on Instructional Munagement. It provides a data-
buscd’ set of concepts wseful and appropriate for b&.gmnmL teachers.

A description of the management of clasy time done by the Florida Beginning
I‘cuLer Program Coalition for the Development of a Pulor’manLL Evaluation System
lhroug.h the Office of Teacher Education Certification and Inservice Staff Developmunt
in the Department of Education was also developed. This effort, too, was assisted by
the insight and expertise of B. O. Smith, "and provides a highly structured and
organized description of the set of skills which are essential for beginning teachers if

~they are to manage class time t.“&.LlI\Cl) I would alstzgall your attention to a paper
developed by Jere Brophy on Classroom Organization al¢ Management which was
supported by the 1nstitute for Research on Teaching in theN\College of Lduumon at

* Michigan Statc University and funded by the National Institth\_for Education for a
conference held at Arlie House in Warrington, Virginia carlicr this YT, e

~ all of these data arc being considered and incorporated into a generic component for the
preparation of beginning teachers.

CONCLUSION

™y >

In like manner, | could continue’with reports of the Task Forces on Obscrvation,
Interpersonal Relations, Teacher as a Person, and“Feacher as a Professional. Rather. |
shall,cite sources in the references for the information to which I refer in this paper.
including the entire sct of task, force reports. plus recently developed information
hich paraligls, but does-not duplicate the cffort of our faculty. All of. this is to
suggest, rather than to document in detail, that a better, more substantive, consistent
and rchablc data base exists for the preparation of truly professional teachers than we
have ever known before. Educators have been so stretched in recent years that we have:
simply not had a legitimate opportunity to incorporate much of this body of knowledge
into our preservice preparation programs. Furthermore, even if we had'the inclination
and made the effort. there ‘is wimply not sufficient available time in -preservice
preparation programs to permit us to deal with the acquisition of this knowledge in a
substantive fashion:. thus the nu.d to press strenuously for cxtcndcd teacher prepara-
tion-programs.

I shouid also denowludLL that [ am painfully aware that | have not attempted to
deal in detail with other important areas of a tedacher preparation program including the
clinical component. the subject spuuliu component. a preeducation component, the
nature of a general cducation component appropriate to the preparation of teachers. and,
the: subject matter component for teachers in a varicty of teaching ficlds. All of this

. represents necessary and difficult work, but clcurly exceeds the scope of this paper.

At this point, let me simply del\nOWlLd”C that the stakes for the extension of the
preparation of beginning teachers are tumblv high and: that:teachers will never realize
genuine professional status until the preparation program represents a genuinely

respectable body of proius;on’ul knowledge. It's very hard work. But, in all candor, 1
belicve that the greater risk s in not pursuing our goal. Business as usual wslmply not
an dLLLpldblC alternative. :
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THE LAW A STEP FORWARD IN OKLAHOMA

+
‘ _ Richard Wlsnlc:WsIu* . .

i : i . : . »

- . “

.lppreLmlL the opportumty to pamupatL ina Lilscussxon of the future of teacher .

edycation. Given ‘the status of teacher education and serious ‘concérns regarding its

. quality, no topic is of more nnporldm.e to teacher educators, Our future will ‘be far

more posmve than our past o we will see a reduction in our number. Unless major !

reforms occur, we will sink, furlher into’ a professionally deblhmtmg malaise that

weakens our fundamental roots — the*tradition of public education. Thcse are somber
words‘but the matters before us must not be taken lighdy. . ., <

Mv comnments are in five parts: 1) an overview of the prOLesﬁ by which Bill 1706

was developed in Okldhom"i 2 the’ major. components of the legislation; 3) the current

status of the bil; 4) Icms]atlve mandates and the future of teacher education; and Sa

/" note on what that future must"lnLlude

1
v

‘ THE HISTORY OF BILL 1706

1

In 1977, the Oklahoma State Dcpartment of Education appomlcd a task force, to
address the certification code, The task force included teachers; .1dm|msuat‘0|s deans |
of educition and others. In’ my judgment, the goal of this effort was essentially to
update the certification code, i.c., to make some cosmetic Lhdnges The discussions
. became substantive, however, and focused on what could. be done to improve the -

quality of teacher education. The' report of the task force went to the Professional

Standards® Board and State Board of Education. Ensuipg events ‘suggested little

“enthusiasm for implementing the proposals. Flowever, the effort LOdlCSLed the deans

and directors of the 20 teacher education programs in Oklahoma. The deans mct .

regularly to debate the preparation process, i.¢., admissions standards, the -gencral ‘
. education component, clinical experiences, and so on. ‘To this day,:thdt coalition has

maintained its commitment to the ideas forged in the’ |dlt, 708 —whlch Wﬂy
*_became part of Bill 1706. '

- During the 1979-80 Legislative session, Represcnmuve Jim Fru.d became chair of
the Hoyse Education Committee. Working with.Speaker Dan qupL‘r_, Senator Roger /-
Randell, Represcntdliyc[CIem Deatheridge and other legislators, Representative Fried
built on the deliberatious of the task force and organized a series of hearings on teacher
education and the quahty of public education. In a process both rare and positive,
ReprLsanuv‘. Fricd and his colleagues criss-¢rossed the state and invited all segments
of the education estgblishment and the public to express views on the quality of teacher’
breparation and the impact of that process on public education. Teacher ¢ducators were

- givena number of opportunities to conteibute ideas to this process. kdeas &Ieaned fromy

" the hLarmgs became Bill 1706. The law was passed in 1980 and became fully effective

.~ on February 1, 1982, Itis lhu most Lomprcthsxve education legislation in the state’s
history.
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Coalescing support for the bill was not easy. The bill is comprehensive and
virtually every segmient of the profession had-ideas, modifications or objections to'its
components. The legislative leadership somehow made sense of all the disparate views
expressed, seeking consensus on points that became the hgart of the leglslanon The
Oklahoma Education Association, for example, initial)ff was not -suppomve of the
législation since teacher pay increases are a part of e bill. Thé OEA argued that

o

" teacher salaries should be separate from legislation fdealing with the preparation of

teachers. The legislators agreed that mcreased salari

After much discussw legislative view' prévailcd and passage of 1706 followed
quickly.

said, however, to indicate that the legislative leadership deserves much of the credit for
passage of the law. Rarely in the legislative process have a group of legislators more
consistently expressed their determination to enact such legl&;l'mon nor could they
have more skillfully navigated the w1de mngc of opinions regarding teacher education.

o : COMPONENTS QF

Bill 1706 is lengthy and begins with a proposal for pay increases for teachefS. My
focus will be only those components directed at teacher educatién.” The bill gequires
that schools of education increasestheir admissions standards. It does not specify those
standards, Ieavmg to the profession the determination®of admissions criteria. It outlmes

.'the need to address more than grade point averages in lhe selection ofleachcrtducauon

candidates.

The ‘law requires additional' clinical and field experience in the' preparation
process. Again, it does not specify how many hours are-to be required, leaving that
decision to professlonal judgment. It does make clear the need to emphasize this aspect
of the preparauon program. Fonunalely teacher education in Oklahoma and nationally
has made good progress on increasing clinical field experiences, at-least as much as is
possible within the four-year prcparauon framework. -

The bill specifies that persons preparing to teach must pass a scTies.of subject-
matter examinations in the a.rezis in which they are to be certified. At should be
emphasized that the test requirements are placed on persons b uation. Many
in teacher education would agree this requirement is more appropriate than the punitive

- approach followed in some states that has required tests of persons already teaching. In

any case, any examination is controversial and all the expected argwments, pro and
con, were heard. The State Department of Education (SDE) was given tull responsibil-
ity for developing these tests. A series of committecs were established and an
appropriate planning process put in place. With the help of a nationat testing firm, the
SDE has now offered the examination twice -— in January and April of 1982. The
January results were fragmentary, as would be expected. Nonetheless, newspaper
coverage” compared one institution to another, even though in some institutions only
two or three students took tests. Their average scores were reported as somehow

. reflecting on the institution. Overall, thére js no evidenct that teacher cducation was

damaged by these returns. ,The majority of students passed the tests and some

were vital but that the public had
"o be guarantéed that changes in how leachers were prepared would also take place.

This example only suggests the heat)of the political process. Enough has been.




msmunons dppeared stronger than others, but, again, thxs isnota Iegmmatejudgmenl
There i is-no doubt that as the tests are repeated year after year, the results will provide
mstghts into the qualu} of preparation at the several institutions in Oklahoma.

. The examinations focus on the subject matter preparation of prospective teachers
and do not deal with pedagogy [n some areas, overlap with pedagogy is inevitable, as
in the area of spectal education since virtually all of that specialty is offereddn schools
of education. The majority of the cxaminations are in the traditional arts and science
subject areas. The law includes appropriate provisions for taking the tests more than
once. The net impact of the tests will no doubt remove some persons from the teacher
preparation process and thatis a desirable goal.

Teacher preparation has never been taken very seriously. Many persons have
breezed through it because it is a routine pracess, other than the possible trauma of
student teaching. The examinations communicate the message that the subject prepara-

tion of teachers is important and that becoming a teacher is a more serious decision

than it has been in the past... “ -

Another component of lht. bill duals with cntry-year assistance, memmees and

“makes a fundamental change in certification practices. Effective this year, all new’

teachers in Oklahoma will receive a license to teach upon completion of their college
program. The-license permits-persons to find a téaching position and is good for one
year. New teachers. calied entry-year ledchers, will have full responsibility for
classrooms and will receive a full salary. Dunng ?ﬁrst year, they will be mentored
and monitored by a three person committee conSisting of a consulting teacher, the
principal of the school. and a professor of teacher education. This three-person
committee is obligated by law to observe the new leacher a prescribed number of times
and to confer with the teacher.” - -

The funetion of the committee is to challenge the *‘sink-or-swim’’ phenomenon
50 prevalent in the induction process. The committees are to help the teacher and to
assess the teacher’s progress. "At the end of the year, the law requires that the entry-
year-agsistance committee must make a decision as to whether the teacher is to be

"~ certified. The recommendation of this commmee replaces the recommendation of the

teacher training institution.

“This is a fundamegntal change in the certification process, not only in Oklahoma

but in the United States. If we vieiv thé three-person committecs as being representa-
tive of the profession, i.e.. tcachers, administrators and teacher trainers, the law in
effect moves control of entry to the profession. In the view of many in the teaching
profession. and in my view, this is a-highly desirable change. While it will take several
years for the entry-year process to become institutionalized, its potential for
strengthening the 4nduction process is incredibly strong. For the first time in the history
of teacher education. every new teacher will receive help and guidance during the entry
period. This is a goal many teacher educators have sought for generations. I am
deh’ahted that Oklahoma is the first state to implement this highly desirable goal.

. The" ]nv provides for continuing education requirements for teachers throughout

‘&helr career. Staff devclopment committees are specified for each school system,-and
each commmee must have a majority of its membership composed of teachers. School

“boards are required to provide salary inducerients as téachers continue inservice .

activities throughout their careers. These activitjes are not limited to college credit.

'
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The emphasis is perfiaps more on inservice activities created at the school system level.
The opportunities “for college and schpol system cooperation are great, and there is
uldum such cooperation is taking place. i

" As part of the continuing education provisions,. protusors ‘mdﬁ’t‘lcans‘ of education
are placed under the same requirements. There is an c\pcudl}gp that each professor of
education will provide evidence each five years of gvays by which he/she has worked

with the  ficld. One specific suggestion, and one that form¥ th\ heart of the re-
quirement, asks professors of L(lLlC'_lQlon to spend a minimum ol ten days in th%
classroom each five years. This requitement has been infgrpreted as not meaning that
each professor must teach in an dummdr) or secohdary school. Rather, cach
professor must work in a school or agency in a role Approprmle to their work, Persons
preparing administrators, for example, can spend time with a superintendent ore
principal. Counselor educators can trade positions with high school counselors, and so
on. Oppaortunities tor the development oi‘ posm\L Imkagc with the profession are very
promising. :

+ While several Lomponcnts of the law are directly aimed at teacher cducauon the
tonc of the law and its requirements arc non-punitive. The law represents what many .
teacher educators have been seeking rot only in-Oklahoma but nationally. The law is
facilitative, one that leaves to teacher educators, the Professional Standards Board and
the State Department of Education the power to implement all phases of the law: Given
that characteristic, I commend Bill 1706 to you as the most positive teacher education
legistation that has thus far beer enacted in the United States. I am not suggesting that_
all teacher educators in Oklahoma share this view, or that there could not be
improvements on, 1706. At this stage, I believe it is exceptionally positive.

It is important that we recognize the omnibus nature of the Bill, Debating any one
of ity components is obviously possible. It is more important to see how the
components fit together. Any attempt to reform a profession dalls for addressing all
aspects of the preparation and induction process. If Bill 1706 has any weakness, it is
that if is not comprehensive enough. For example, efforts to completely close the door
on part-time or temporary ledchmg certificates failed. Arguments regarding such
certificates are well known and need not be elaborated h%e. Temporary certificates

have been the bain of the profession for generations, providing a back door that

sonsistently weakens the profession. The bill also does not address the time needed to
prepare teachers. The bill would have been incredibly powertul if it had called for a

. six-year period to prepare teachers. All the components of the .bill have: my full
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support, however, and I believe the support of the states educational leadership.

EMENTATION PROCESS

Major responsibility for implgMenting regulations appropriate to the law fell on
the State Department of Education. A handful of individuals in the State Dcparlmcnt
have worked hard on developing approprmte guidelines.and Emce(furu They formed
needed committees and have brought 4¢° the ‘Professional Standards Board and State
Board of Education their many (uommendatlons I have dlrcady\ noted the develop-
ment of the competency examinations in subject areas. This was ;sﬁmsswc undertaking
and one that w1ll continue to take much time as the tests arc re ncd '

-
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Making arr dngcmems for cntr) yéar committees has not been easy. Thlb is such a
- new dcvdopmunt in the profession that many questions about the role of the consultmg
teacher, the relationship between the teacher and the principal, the work of the teacher”
éducator on the committee, and related matters have been debated again and again. The
entry-year committee concept will be in place tor the first time this- Seplembcr, though
it ‘has been piloted in a number of school Systems this past year.
- The major decision madc by legisfative lcadecshuwtj&pdst year has been not
. to amend Bill 1706 save in minor ways during the current tegislative session., These
minor changes do not “alter Lhe substance of the law. The legislative leadcrshlp S
_position has been that they w1|l not modlfy the law until it has been given a full
opportunity to be tested. Some school administrators argue that they will circuriwent
Bill 1706 by hiring only teachers with several years experience. They evidently do not
wish to change procedures’ required under the entry-year committee component and
- have sought to undercut the entry-year committee requirements with the leglsldlure .
The legislative leadership has refused to make any change in lhc entry-year compo—
nent, however. seeing it iy an important reform. N
A majog, part of the. 1mplelmnmtlon process is a' 4.7 million approprmuon for
teacher ulucauon This appropriation will be precedent-making in Oklahoma, sihilar
to the Ohio pldn of several ycars ago. The need for support is clear. There are new
. »administrative costs in nnplcmcnung_, Bill 1706. There will be heavy travel costs as
profusors serve on entry-year committees. Most importantly, the réquirements of the
law arc viewed as an overlay over current professional responsibilities. At the -
University o Oklahoma, for cxample, the normal teaching load is three courses per
semester. A formula has been developed so that professors serving ‘on entry-year
committees will be released from one course per semester to do so. This is a vitally
needed course reduction if professors are to seriously participate on committees and
forge new links with the field. Funds must bg allocated to the college so that new or
adjunct faculty can be recruited to release the permanent faculty for entry- comnmtce
assignments. . .
Every person on an education faculty, including colleagues in Arts and Sciences
and Fine Arts who teach methods courses or supervise student teachers, will participate
- on enfry-year committées. This is activity not restricted to faculty who normally are
' involved in teacher education, i.e., professors in elementary, secondary or special .
education. h)r the entry-ycar commmtec concept to work as intended, professors of I
higher education. of educational psycholo;_,y of counseling®and guidance, and in all )
other specialties in _education will participate on entry-year committees. For the first
time in the hlslor_\, of teacher, education in the United States, total faculties within
colleges of education will make an important contribution to the teacher induction
= process. | cannot  over-cmphasize the fmportance of this change for colleges of
‘ educauon We have new. ()pp(ﬁiunltlcs for positive working relduonshlps with the field
*. that bode well for the future., - .-
There arc many l()}_.l%llL problems in mounnn;__ these committees. There wnll be
difficulties on some committees, of course. As experience is gained, I am convinced *
that dgvelopment of entry-year committees are the most positive change in teacher
education with which [ have been associated. It is something teacher education
leadership has sought for generations. The opportunities to gvaluate and conduct
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rescarch on these changes are great and the next several years will find Oklahoma
teacher educators communicating with the profession on outcomes related to the law. 3

[N . .-

LE(,lSLATl,V E MANDA l Eb AND THE 4 :
PUTURE OF-TEACHER EDUCATION /

. .
. .
Let me comment next on what I know is of concern to many in the audicnec.

~Many of us have resisted legislative mandates that affect “te: icher cducgtion. Qur
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conventional wisdom states that lcg_.lsl.uurcs should not force curricular changes on
universities. Legislatures continue to do so, of colirse, and our conventional wisdom
has some merit. ’have also argued that such mandates are not appropriate. [ may
continue to so drgue, but no longer with the same vehemence.

1 have learned muchy from the 1706 experience. chlsl.uors vary in how thLy
approagh problems, the-sameas dny of us’in this room. Some legislators ka the high

“road, others impose changes in a punitive manner. In the caseSof 1706, the high'road -

was taken. The Oklahoma Legislature, like legislatures in other states, is conccrncd
with the quality of public education and’ ‘of teacher education. If they wére not so
concernied they would not be performing. their function. Teacher educators are not
always respected in legislative halls and we know that in some states punitive
legislation will result. We need to ' work with those legislators who take the high road.
We must become part of that process. A legislative mandate to reform any profession is
not necessarily bad — if tlre profession is involved-in the process. Indeed, such:
mandates may be the only mechanism by which important changes will occur.”

.1 have argued for years that the professoriate is a“mechanism for change and

.reform. [ have done so out of idealism, hope and conviction. This is the way | wish the
~world would be.” A realistic assessmem forces the view that the professoriate is not an

appropriate mechanism for LhﬂﬂEC The idiosyncratic nature of being a professor, the

-reward system of universities, the town-gown gulf, and a range of other factors make it

impossible for the professoriate to act as a body. Educators are as divided as those
colleagues in Arts and Sciences and other departments at whom we frequently pointihe
finger and say, “*'Why can't they get together?"+This audicnce knows that at Texas
A&M ot at any institutjon represented in this roonf, many will spead their professional

_ careers secking ways 0 get departments to share responslbllmes and to work coopera-’

tively. This sometimes worl\s it frcquumly docs not work; in cither case, it is an
ongoing struggle.

We only need to look at the maze of educational dssouauons "o underlinc this
point. In respeet’to the acereditation of teacher education, TESCU is openly challeng-
ing NCATEs role. We have an ongoing tension between AACTE and ATE, groups
that ought to be workinL in absolute ‘concert but who continue to meet s‘gbzu‘zuclv and
wagte incredible energy by maintaining a fiction of dlspardle interests, We have groups
such as AERA where the majority of members view themselves as *“above™ teacher -
education. The research-establishment all too often believes itself superior to persons in

' -dlmcal work. One need not even bugm to list the endless disciplinary associations to

which most of Us belong. How often have we gone to conventions where all we would
have to changc is a I\Ly ‘phrase from *‘reading’” to *‘special education™, *‘teacher
education” . **Counselor education™ for the rhetoric to fit our interests? The same
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prnhlcms .un debated at these associations. but always as if they existed only for that
spectal interest group aml no other. :

Chven our lmvmulmtmn. teacher ulummrs Iave I'LdLhLd the stage where they
much preter to undercut one Snother than to work for the common good. Jdo rot make
thiv” xmlnmcm in any cynical or dispiraging sense. The evidence is .slmply clear:
educators arg not committed to interdisciplinary cooperation any more than-colleagues
m Arts and SLlL‘ll\.C\ We act out the \CLnlcnldllOﬁ dnd compartmentalization cndumc
to our ‘OLLLI\ :

1 my diagnosis is correct, then legislative mandates are needed. Legislative
mandates are going to take place whether teacher educators like them or not. I that is
indetd the case. we should be part of the legislative process. We need to influence that
process by providing wdeas and arguing our case. Resisting legislative mandates is
interpreted as @ “cover-up’” on our.part. It is far more realistic to become involved
through coalitons with the ‘teaching profession. admlmslrauvc groups. and Icglshuvc
groups. We need to work on the mandates that will guide otr cfforts. This means a
reversal of our conventiongl wisdom regarding the matter. A positive future for teacher
education requires a rejection of conventional wisdom in many other arenas as well.

" . . -
1

. Coh . ey
THE FUTURE OF TEACHER EDUCATION

Teacher education. obviopsly. has a future. Like any institution. it is not going to
2o away just because it s in trouble. attacked or underfunded. This has been our Jot for
generations and mapy of us m]l reach retirement under these Londmons Indeed,
any pmlusmn there will be & sl/cabl/]mnbu who want to achieve retirement wnh s
little. Lhanuc as possible.

For those who care about the pmluxnon and recognize llml the quality of teacher -

preparation and the quality of public education are absolutely linked. the future cah be
positive. We must cease all excuses and rationalizations regarding teacher preparation.
Instead. we, must apply more rigor to the preparation of educational personnel. [f we do
not do so, we cun'nut expect any increase in rigor or higher expectations in the public
schools. It is not an absolute one-to-one relationship, but it is very close to that r'mo
despite all the protncmc Tatianalizations we voice so easily.
.. George Denemark, Bob Howsam and. others have taught us the phrusc life
spage”” in teacher préparation. Wemust develop programs that go beyond the four-year
norm.' The four yeur pattern to which we now devote our energy is. at best, a
puruprot‘cssionul~prbcéss‘ One can suggest. therefore, that there should be two.layers of
teacher preparation. Current four year programs can continue to prepare persons for a
1 parapmiusmnal role. Protuslonal schools of education. on the ‘other hand, will
requird “an extended and intense period of Prcp'\rauon for teachers of the future — lhe
1nslruulmnal leaders w ho will guide teams of paraprofcwonals in the school.
advocate a six-year prepaggtion process with the sixth year being an {nternship smnlar
1o the Oklahoma entry-y® (&ﬁcher model. Whatever the time period, our future will
-erther go beyond the four-year pattern or, we will suffer a continued decf¥ne in our
"+ efforts. Things will not-get better in the folir year pattern, no matter how. hard we try.
" Al our cfforts will be ameliorative rathtr than structural and the outcome will not bc
much lechnt from our past. : - : .

.
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We must relate the guality of our training to the effectiveness of instruction in the
pubhic schools  We nust help create the conditions. for professional practice this
confercuce has enjomed us to consider. We, can no fonger place student teachers in
anything but {irst-rate school and chinical settings. To do otherwise is unprofessional,
vet we have done precisely that. We have placed our students where we can, rather
thun working ogly- with school systems that provide the best possible learning-
situations for children. It is only in such situations that lcaLhcn ean lrul\ exhibit
professional practices ot the highest order.

The future is also dependent on teacher associations gaining control over entry
into the profession. Coleges of education have for generations controlled the entry
process with the carning ol u certificate being equivalent to getting a position. I the
quality of what we have done had been higher, we would not now be taced with
criticisms all around us. Because of low confidence in our past performance. teacher
assoctations must have a strong voice in the acereditation of teacher ¢ducation and

" control of the entry process. Until we recognize that we are all part of one profession,
to eccho Bob Howsam's words, there is no hope for teacher ¢ducation being dmllmw
but the stepehild of the profession.

Our future also includes the ¢reation of pmlcxsmndl schools of education. While
they may be campus-based, they must be autonomous institutions much like law or
medical schools. -Until we fully control admission to, the content of. and time required
for training, vur cliorts will remain superficial, We cannot expect rigar in the public
schools unless we achieve that same rigor in our own colleges.

"Thére are, of course, other dinensions to our future. I am merely underscoring
some structural changes that are voiced at conventions and meetings of this type. What
we have not yet seen are entire states moving in these directions. We are at the point
where we are still arguing with one another as to the desirability of these changes. As

-we debate them. we doom still another generation of teachers and children to the .

inadequacies of current practices.

We debate these matters as if we had all the time in the world. Qur pmudstmdlmn
is an indication of the fact that many of us want to retive with as little change as
possible in our professional behavior. There is no way to achieve a strong future
without the types of structural changes noted above. There is no way these hopes can
be implemented without fundamental changes in our behavior. Behavior changes must

be made in <the political arena. in the*clinical experience arena, -in the rigor of
expectations for our student, in the scholarship we conduct, ied in all other aspects of

our profession. Enough has been said to at least suggest the magnitude of the work
before us - at least some of us.

1 appruth this opportunity to outline Oklahoma’s efforts to address these issues.
Bill 1706 does not include the structural changes that must characterize the next
generation of teacher education. It is a major step in that dlrutlom however. We'in
Oklahoma can now face the future wnh hope.
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RESEAR(,H NEEDED ON DlRE(,T EXPERIEN(,E

. ¢ Martin Haberman®

- » .
- . . ) . B \

Research related to student teaching can be.characterized as meager, diverse and
trivial. Its meagerness is a funcfion of the fact that the knowledgeable people.are those
who do-it and they are essentiallys practitioners. not reseachers. Its divgrsity is a
function of the fact that there dre few grants available in this arca and that single-shot
doctoral dissertations never cumulaté into usable knowledge: they all simply conclude
with a chapteradvising others on wayy to follow up. The trivial nature of this rescarch
is a function of the fact that those who do-an occasional study,are.unfamiliar with the
basic nature of stidbnt teaching and regard it as teaching behavior rather than learning
behavior. They atso make the mistake of viewing it as an individual behavior driven by
“knowledge and personality rather than an erganizational behavior driven by the press
of variops setings. ‘o
" In order to understand tlu. (lL\LlUpl]]Lﬂ[ of student lcm.hm" it fs heeessary o lm\c
a general grasp of how teacher education has devéloped. Essentially. teacher prepara-
tion has evolved out of the lower levels of schooling into postsccondary and finally into
university forms. As this transformation occurred there was an inevitable shift from the
practicalities of apprenticeship to a broader form of training and ultimately, to a higher
education rooted in theoretic-like concerns. My basic argument is that this develop-
ment. while an improvement in quality. has shifted the locus of preparation from the b}
school to the upiversity and that there is a current.set of pressures which scek to refurn T
teacher preparation to the schools. Related to this argument are issues which deal with
the inevitably dysfunctional nature of lower schools and universities as “*cooperating”’
organizations. . ' "

HISTORICAL DEVELOPMENT
s S
l)urm" the colonial period thn. teacher trainin available was a form of apprentice-
“ship. Its nature was usually of the “*sit-by-Nellie"* variety. For u(amplc the following ° -
agreement was made in 1722

This mndenture tapprenticeshipl w llnL:’\Clh that John Campbell . . . hath put himsell . . . apprentice

to George Brownel Schoolnuister to learn the Art, Trade or \1\ stery of teaching . . . And the said

George Brownell doth hergby covenant to teach or instruct . . . the said apprentice in it trade or

- ;. valling=ot a schoolnaster by the best measure he or his wife may or can. (Cubberly. 1920. p. 386).
- Gradually, a primary school education became the accepted requirement for |
future teachers and mere apprenticeship was replaced by some form of practice S
“tgaching in conjunction-with the study of school subjects. In 1823 Reverend Samuel |

e X o, ] .
*Martin Huberman, Dean. Division of Urbin Qutresch. University of Wisconsin-Milwaukee
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Hall’s School was established in Concord, Vermont as the first private normal school
in America. It was a three-yearprogran. In addition to his Lecrures on Schoolkeeping |
the third-year students 1n Hall's school were offered the opportunity of practicing on a i
few ‘children who were admitted for the specific purpose of demonstration lessons.
Hall’s school alonL wuh thc suond pll\dlL norm.ll school loundud in l.mc.NLr

» ties. (.mcr. howu;r. was suuustul as a Lm mql\Lr and the 1837 faw which LrL.llLd '
. the State -Board of Education and thé first public normal sehéol in Lexington,
Massachusetts carned Carter the title, *Father of the Nm_‘m:ﬁ School,” The school
« _ began with a faculty of onc and a student body of three. Elsbee (1939) noted that the
term “normal’, which was borrowed from the French. derives h'om the Latin term
norma meaning "ta carpenter’s square, a rule, a pattern. a model.” (p 145).
In 1839, Cyrus Pierce was appointed as the first principal of this first state normat - -
school in Lexington, Massachusetts. Heg also conducted a model school for 30 boys and
‘girls aged 6-10. Students in-the normal school were the teachers in the model school.
Mr. Pierce visited the school twice daily and thereby became the first supervisor of
. student teachers. In ene of his letters to Henry Barnard, then Secretary to the
Massachusetts Board of Education, Mr. Pierce outlined his pedagogical goals as:
~ To Teach the papils i ¢, the future teachers) by my own example,as-well s by precepts, the bgs.( way
of teaching the yame things dfeuually tw others. I have four methods of recitation. First, b) question
and answer: second. by conversation; third, by calling one. two, three, or more or less, 10 give an

analysis of the whole subject contained in the lesson; and fourth, by requiring written analysis, in
which tht ideas of the author are stated in the langu‘mg of the pupil.* (Norton, 1926, p, 1.

It is interesting to note that unlike our modern admonition that teacher LdU(.lefS
use the same nmethods with student teachers that they prescribe. for students’ use with -
children, Pierce was attempting to teach the very same contenr goals to his student
teachers in the hope that they would then achieve these goals with their children. Also,
unlike many of today’s teacher educators, Mr. Pierce recognized and accepted -

‘ individual differences among his'student teachers. '
' [ sec morg the distinctive character of my pupils, [ am glud\'{p see them show plainly their individual L

’ ant peculiar characteristies. A little observation would show the visitor that we”have no block or
mould by which we are all cast, so that there may be unifority of character in the Prepared Teachers. I -

would have a way. a mode. a system: but still I would not have it S0 un)lcldmg and restrictive as o
pre\,lude rather than aid individual developments. {Norton, 1926, p.33). -

v me was prophetic since his simple process of muuupg has lasted atmgst 150

years and will persist further. Unfortunately, his willingness to let his student leachcrs

&gperlment and to have them observe his own teaching of (.hlldren are no longer

common supervisory praulces

Prior to the Civil War there were only 11 state- supported normal schools in this

country (New York, Massachusetts, Connecticut (4), Rhode Island. new Jersey.

Illinois, Michigan and Minnesota) and the number of graduates made no appreciabje

. impact on the quality of public education, By 1898 there were 167 public normal

“schools and even more private ones. The public normal schools had graduated 8,188

“teachers and the more numerous private ones another 3,067. This was still a modest

influence on the schools since there were 403,333 practicing teachers at that time plus

an annual necd for 50,000 new ones. It is obvious that the vast majority of teachers
were not receiving even the meager training of the state normal schopls. *"Meager™
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since in TR0 the entrance requirements to normal school training was usually. the
modest prerequisite of an clementary school education.

* o With a few cxeeptions the normal schools prepared only” elementary school
teachers. By. 1890, 114 colleges and universities (there were_ only 400 in total) were
preempting the secondary ﬁeldt The numbt.r of secondary cducauon students num-
bered about 3. 4H4-at this time. : .

In 1900, mosl of the normal schools preparing teachery were really offering high
schooldevel Ldumuon with an infusion of pedagogy. For all ity inadequacies, however,
there was greater felevance in the teacher education of 1900 than there is how since
almast all the \ub_]LLl matter content which teachefs léarned was thessame or a slightly

. adunud version of what they were supposed to teach children. In terms of connec- -
llons llnl\st‘. and relevance, we have deteriorated in the last 80 years,

In addition to the state normal: schools and the private ones, there were cities

- involved in teacher training: B),\\/orld War 1 (1914). every city in the United States
with a population of 100,000 or mote, had a normalfschool or a department-in its high -
school for teacher training. {This amounted to almdst 100 cities). The growth of those
ity trainting schiols tesulted from the demands of a growing population. State aormal
schools simply could not provide enough graduates. By the 1930°s only about 20 of -
these city-run training schools remained and the budgetary probleis of cities in the

~-Depression pusheid these institutions into state subsidies or into oblivion. The common
“criticism of the city normal schools was that they fostered inbreeding and provincial-
ism. The local girls from the local districts werg trained and became teachers in the
samd nerghborhoods, frequently in the very same buildings, where they had grown pp.

At the same time urban areas were lmmmg teachers, rural areas in twenty-four
states were using specially designated high Shoals for training teachers from their arcas
to serve inthese more remote locales. The pattern was to extend high school one year
and pTO\ldL a certifigate. The better programs'(c.g., in anuom) included pldLllLL

o teaching. the poorer ones (e.g., in Kansas) did not.

As we consider the lcuLer training offered by ml\ schools or by sLhools in rural-
aregs. it is clear-that it was highly relevant to the pracmc of training. It was of the
schools. by the schools and for the schools. The content learned by teachers to be
taught to pupils was-essentially the same, with some minimal study in pedagogy tacked
on. There was in this relationship the opportunity to safely assume that teachers would

. be appropriately trained. Once could also assert, with some justification, that this .

situation Of great relevance of training to prqqticc—.s'/mzlld.bcﬂ 0 since it was frequently
~ the very, same bureaucracy (i.c.. the public schools) thaytedined both teacher and pupil

* While these training institutions licked the probletis of relevance and appropri-

ateness, they disappeared due to lack of funds. the primary fagtor. and concerns related
to teacher quality. The fields of human development, learning, educational philosophy
and pedagogy were growing. Similarly. the fields of general knowledge were also
+ © expanding rapidly. It became painfully and increasingly ¢lear that most teachers were
semi-literdte, poorly educated people. in truth, a short step (usually one chapter in a
textbook) above . the ‘myasses they were supposedly extricating from -the pools of C =
dgnorance. The response to this state of affairs was to insist upon more university )
“education for teachers.. As a result, teacher education is now inextricably ensconsed in
the._bosom of higher education. In exchange for high relevant l{ilinihg of an.almost

.‘.& 3
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ignorant corps of teachers, we now have a bcllc’r:%duculcd but kess appropriately trained
teaching professing . a
Under the influence of Dewey, the concept of practice ('nching was dropped and
the notion of a student teacher engaged in professional laboratory experiences was
introduced. The gadet or practice teacher concept emphasized an apprentice pmmung

" the techniques of school teaching. *The notion of a student cxperimenting in a

professional laboratory ‘is intended to convey the continuous scarch of the student of
teaching. The student teacher is expected to make mistakes and to léarn principles as a

result. The practice teacher is expected to practice correet responses. The practice

teacher can be evaluated on the same bases as the regular enservice teacher: the -
performance of effective behaviors. The student teacher is evaluated as a fearner; i.e.
what heshe learned from today’s lesson is of parimount importance. This wntusmn
between the role ot practice and student teacher is a major cause foethe low quality and

© quantity of research on studént teaching. If the neopliyte is essentially an apprentice

who must practice, why bother with special study? Simply appl) the research literature
-on effective teaching to the neophyte. -

Lest this dlsunL[lon Seem new to you, permit me to pmnl out’that it was made in
1904, In drawing the distinction between preparing a student of teaching —— one who
would act on dwclopm;_. pnnuplu and who t%ould continue to grow. — and a
technician who acts with no undurglrdmg rationate, Dewey (190-h noted:

For tmmediate shidl may be got at the cost of power ta go on grawing. The teacher who leases the

- fiz_ fessional school with power in managing.a class of children may appear to superior advantage the
first Q.2 - the first week. the first month. or even-the first year, as compared with some other teacher
who has @ much more vital comnund of the pyychology . fogic, and ethics of development. But later
“progress”™ may with such consist only i’ perfecting and refining skill afready possessed. Such
persons seetn to know how to teich but are not students of teaching. Even though they go on Qlud,\ing
books of pedagogy. reading teachers’ Juul‘nﬁlls; atending teachers institutes, cte., yet the root of the
matter s not in them, unless, they continue to be students of subject matter and students of mind
activity. Unless o teacher is sueh a student, he may continue to improve the mechimics of school
management. but he cannot grow as a teacher, an inspirer and director of soul-life. How often do
candid instructors in training schools acknow ledge disappointment in the' later careers of even their
more promising candidates. They seem to strike twelve at the start. There s an unespeeted and
seemingly unaccountable tailure to maintain steady growth. (p. 8).

‘The difference between the teacher who has one year's experience thirty times and

. the teacher who grows cach year is attributed to the teacher education program. This

debate is the genesis of the gulf that has come to separate those who talk about teacher
training and practice teaching on the one hand and those who use the terms reacher
educarion and steclent teaching on the other. ) i

It is similarly noteworthy that the admonition to’ help studgnt teachtrs analyze”

“their own teaching rather than to receive constant eruxm is ‘also not new and refers

back to. the concept undcrmrdmt_ dircet experiences. Is the experience intended, to

perteet cofrect behaviorgs id the experience to prepare a prolusmnal who can monitor

‘ric
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his-her own behavist? This debate on the woal of student tcuLlunL is mainfested most
elearty in Deweyss (1904) statement coneerning how tﬂ; studcm teacher would be

supervised (ize., taught). A
It ought to.ga without saying . . . that eriticism shoutd be directed toward making the student

thoughtful ubout his work in the light of principles rather than nduce in hinta reeognition that vertan
spectal niethods are good. and cerfain mer \pu.hl] mcthmls bad. Atall v UNES. 1O RICAET LRIV EALY of-
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real mtellevtual criticism‘van be given than to set u ﬂmdum 0 luuhmb a brief number of lessons,
fuying fum ander wspection w pracueally all the tine of every lesson,.and then eriticize him almost, if

« ot quite. at the e of cachJesson. upon the p.xr(uuhu way in which that particuar lesson hus been
muz.ht pomting out elements of fatlure and of success. Such methods of eriticism may be adapted to

", giving a traming-teacher command of some of the knacks of the and tools of the lradc but are not
ml;ulalud to develop a thoughtful and independent ILdLhLl’ p. ”)

In ler\ of research, there has’ been and remains no greater need tlmn to,
systematically ga[hur datie to support or refute this contention that certain kinds of
. practice teaching lead to fechnicians and othcr forms of student teaching lead to
students of teaching. . :

The reason for this very brief overview is to simply initiate a panse for thinking.
Theré will. in future, be an inevitable price for making teachers more relevant to school
practice. It may not be the same price we paid when we felt any good high school
should be'able to train teachers. but there will nevertheless be a price! There is a finite
amount of time and energy for training. In the push-pull of competing subject matters
demanding the ncophyte's attention. there are limits on the liberal education, the
spectahization and the professional education which can be crammed into any period —
whether the period is-tour years. five years. or six yuu"s‘ We must simply accept the
fact thut if greater-connections are to be made buwun preparation and practice

" something will be squeezed out of present programs. In today’s world of tlectronic
media, films, tibraries and other resources. tod'ly s teachers will not lapse all thesway
back to, the low quality of nincteenth cent teachers. However, we nced to be
“realistic. There will be some academic price to pay for gaining increased relevance..

Finully. this review permits me to underscore the initial poml that student teaching
is a process learned in dysfunctional burcaucracies. Teacher r: aining is not under the
cgis of the schools. It is. in fact, under the administration of higher education
institutions that are mindful and proud of their freedom from social pressure. Consc-
quently. there should be realistic- horizons set for the degree of relevance that can be
reinfused into preservice teacher education. And let us also be aware as we seek to
reinfuse 4Mis relevance that we do not go to the extreme of @dvocating ignorance as the -
trade-of £ for practical knowhow . I am certain that if we had.training progrims in-school
settings involving four vears of student teaching with little or no college work
whatever, that we could train more teachers to keep better order and to help children -
rcach, higher reading levels lhdn they presently achieve. The question is. dare we
implement such ““improvements”™ and risk not having teachers who are first well
educated and only second. professionally prepared.’ :

_ An immediate unpllwllon of the ion.Lmng~ is that I believe I know how to prup‘uu

. more effective teachers (defining effective as having pupils score higher on achiceve-
ment tests). This is true. | believe that if we placed high school graduates in a four-year -
carcer ladder as paraprofessionals. aides. assistant teachers, student teachers and
jnterns into schools - the Very sume schools where they would (.vmtuallv teach. They #
could be trained to be more proficient and competent (in “behavioral terms) than any

° graduates of present university teacher education programs. H might be possibie then to

have states require subsequent completion.of a bachelors “degree in Luncml liberal
studics within a ten-year peridd. This is preeisely w hat some states did in former times
with normal scheol graduates. The question ofpurposn, remains: s it better to prepare a
technicatly competent teacher who will subsequently pursue a bachelors degrec ., or is it
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better to require a baclelors-tor musters) degree and thereby limit the professional

konowhow of bepinning teachers? Stated another way. is it better for the practicing .

teacher o be primanily concerned with professional or academic development. ** Wise
persons” will, of course. answer “both™". However, the reality of the situation is that
most practiving teachers study, and are required to study. little beyond education
courses once they are certified. At present. our system clearly prepires beginning
teachers with minimal protessional skills who spend almost all of their subsequent
stady in areas of professional development. Itis, theoreticully. possible to reverse this

. entire process. But the organizational linkage bLtWLm state departments of educatidn

R

and institutions of higher education is too fixed to be Lhungud Teacher ulumnoné}

owned by the universities. The most that we can do is to use the state to pressure

institutions (within limits) to make rheir reparation more relevant, and, on occasion,

to use the universities to pressure the state departments (within limits) fo loosen up
Srestrictive” requirements,

This brings us into the \\rLll -circumsceribed arena where we pldy by, entlemen’s
rules. It you in the’state will not permit school districts to train fcachus. we in the
university will continue to support your authority to certify and if you in the university
show at least some small effort to make your teacher t'raininv more relevant to school
practie, we in the state will continue to accredit you — und you alone.

What has hupanLd in the ¢entury and one-half sinet we first adapted and um[ul

student teaching in America? Has its evolvement been a regression from a noble
beginning, or, has it been refined and improved .from crude fits and starts? What
critical trends can be identificd in this history? The analysis is worth the effort singe the

development of student tLdthnL is. in cffect, parallel to the evolution of teacher.

education i general. Student [C:.lt.hln“ has always been the heart and mind of teacher

"prupamtlon to understand m dL\LlOpn]Lﬂt is to grasp the essence of the professional

dL\LlOmel][ 01 educators.c

THE NATURE OF STUDENT TEACHING RESEARCH
There is no instance of any widespread practice in student teaching programs that
is the result of research. Conversely, there are na common practices that have been
dropped from student teaching programs on the busis of research evidence. Essentially,

_ student teaching programs, like all college curricula, are political agreements among
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faculty and differ only in resporise to power variations in the organizational sctting of
the particular college or university. Nevertheless, it would be useful to review some of
the types of studies that have been done in relation to student teaching. .

The first type of investigations derive from the study of teaching and are simply
extrapolated to include what should be taught to student teachers. The most popular
examples of this practice are various forms of interaction analysis. microteaching. and
competency bascd teaching: These trends grew out oi"d'ﬂ)rts to systematically improve
the practices of inservice teachers. It soon beeame clear that systems for dL\Lllbln‘l and
analyzing teaching could also be used for judging and finally for improving the work of
teuchers, Once this point was reached it hecame a short step to studving student
teaching using these same modalitics. Exeept for microteaching. the roots of all these

. -
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studies derive from the effort to improve inservice teaching. not foxr] attempts 1o
prepare students more effectively. And the research litemiulc/ﬁ’ ’

although impressive in ats ability to specify 1mpormnt pedagogic acts. essentially
proves that students who are taught specific, bt.hd\lols remunbu and use them more

>

" than students who age not taught these belmvlorb ¢

The closest thing we have to a continuous pattern of study grew-out of the
\\uksprcad use of the Minnesota Teacher Attitude Inventory by numerous institutions
over a period of years, Once the concern of “teacher educators shifted fronf an interest in.
predispositions, values and attitudes to actual behavior ‘the descriptive studlcs of
students’ attitudinal changes dropped into the dek;:round

Finally. the lackmgf syStematic study of student teaching cannot bc hlghhnhled
gnore, dramatically than to cite the profession’s response to the accreditation re-
quirement of Standard V1 of the National Council for the Accreditation of Teachers of
Education. Even though it is required that student teachers  be evaluated upon-
Nompletion of their preparation programs, there are few if any msutunons who can
mount.such an effort. We tend te regard this as the failure of an individual msmuuon
"when the common nature of this inability to follow up graduates demonstrates with
nnging clarity that pur programs are not conceptuallzeq or offered in ways which
permit evaluation, My contention is that thissituation is, in part, a function of having a
politicalforganizational basis rather than a fsearch/knowledge base for student teach-
‘ing programs and for teacher cducation programs in gengral.
< There iy infinitely more calling for 1@mlrch and agreements among’experts about
what needs to be studied than there is actual production of rescarch. For example,
experts generally ageee that student teaching is the most important part of the
preparation program because students rage-it as the most useful part of their preservice

(Davies & Amershek. 1969). Experts also state that student tcaching can be the )

slgnmum educational experience in prnpdnna students to fight the war on poverty,
‘increase ‘school integration. mainstream the handudpped disserivhate new methods
into“the schools. improve reading instruction dngl dndoctrinate a new breed of militant
teachers who will serve as Lhdnoe agents in the scheols. It is noteworthy that at the
same time cxperts call.on studlent teaching as the process for accomplishing this brave
new world they generally agree that student teaching does not adequately prepare
students for success in their first year of ledthmg normdl children in traditional
schools. v

In addition to éxpcﬁs“‘culling for'” student tcuching to help implement education-

“al and socidl movements. there is much expert. advice on what student teaching
“should be.’” It should™ include an internship.. involve theory as well as practic.

Sequence experiences from easy to hard, encompass various. school situations and
grades. influence the Student affectively as well as cognitively, stamp out sexism and
racism in the ncophyte, and lead' to behavioral teaching competcncics‘.j’l‘his can be
accomplished because it *should be™” supervised by practitioners who are competent in
all these areps. ' 4 . ‘
Despite what experts “*call for™ and assume “*should be™ about student teacliing.
what we actually know about this process in practice can be summarized in one word
— varied: (Ebel, 1969). -How is student teaching organized? Varied. How is.it.

“administered? Varied. What admission criteria are used? Varied. How arc assignments

" microteaching, -
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-with a fair degree of certainty is that cooperating teachers influence students more than

made? Varied. How is it evaluated? Varied. Is it required for certification in every

state. Yes. : .
The final paragraph ol Davics dnd Amershek’s: 1969 rescach review would have,
been equally accurate in 1979 and will probably -be as true in 1989. . '

- given its ascribed importance in teacher education. it is alarming to find so little systematic
ruuuxh diretetly refated to it. Discussion and descriptive reports are plenuful but u)mprchc_nsnc basic
study’ m lhgﬂg)mu.\s involved is lacking (p. l384)

Most of what happens around studLnt teaching is not research but continuous
flurry of developmental effort. And most of the develppmental cffort relates to
administrative arrangemefts (i.c., hdw many hours, placements, and observations
should be'made) and does not deal with the contenr of what is taught. Research studies -
generally agree that'when “*new’ content is developed, students who are offered the
new content learn it better than students not offered the new content. In the last decade,
summarizing available research on teacher education, Peck and Tucker (1973) reached
the conclusion that this situation would change. :

Teacher education seems likely: to bcmmc a far more systematic process in the years ahead.
objectives seem Tikely to be stated in terms of concrete. observable. and trainable teaching bdmvlors. ’

Q70
(p 9701 L

Peck and Tucker obvnously saw this asan advance over the recent past and in truth
it was. In the sweep of things, however. simply making teacher education more
specific and concrete is a throwback to Reverend Hall’s normal school of 1823. The
1973 summary is supenor to the 1969 summary only because it adds all the feedback
studies. In sum, these studices tell us that when students are given speuflc criticism they
have a better likelihood of improving and that students taught specific behaviors will
demonstrate them more frequent.ly than students not taught those behaviors. Do such
studies contribute to knowledge? What research on student teaching has nor helped us
to do is answer the ultimate question. What are the behaviors and knowledge which
student teachers must learn in order to becoime effective teachers subsequently? On this”
question (i.e., the content’of student teaching), variance among the more than 1,000
institutions’offering student teachmE remains extremely great..Our present I\nowlcdge
base slmply does not derive from research.

In two areas we do have the beginnings of some solid evidence and it is intercsting
to note that the content of these studies relate to aspects of student teaching that we
seek to counteract rather than to implement. The first gencralization thatiwe can make

college supervisors (Yee. 1969. Seperson and Joyce, 1973: Chie. 1975; Friebus, 1977,
Karmos ahd Jacks, 1977). Nevertheless, [ would arguc we should continue to use and
even expand college supervision since the university personnel emphasize concepts

-and principles-as well as behaviors.’If the cooperating teacher’s power over thg student

teacher is permitted to become the total value of the student teaching program we will
regress to preparing technicians, not educators. . -

We also know that when what is to be learned relates to more general aspects of
teaching rather than to techiniques. cooperating teacliers are not the most mﬂumual
mentors of student teachers (Boschee. Prescott and Hein. 1978).

In a study which contradicts the simplistic notion that cooperating teachers’
influence on-student teachers is ilways greater than college supervisors’, Zimpher,
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deVoss and Nott (1980 indicate several specific functions ‘and form& of influence
which are directly nul to the role of the college supervisor. The first function not
pcrlormnd by others that is to be aunmphshud by the college supervisor relates to goal
setting. This involves setting both the purposes for the student teaching experience and
establishing expectations for the particular student teacher. ‘A second function per-
formed by the college supervisor relates to setting a sequence of activities of increasing
complexaty. This graduated induction pmcess‘C\vhnh includes observation, planning,
tutdring, and small group instruction is contrary to the .tendencies of cooperating
teachers to “‘throw students in'" from the first 'day and thereby make the student
teaching experience an undifferentiated one with no real qualitative difference between
. the activities performed by a student teacher on histher first and last day. A third
function of the college supervisor is to offer criticism. There is a tendency for
cooperating teachers who have established rapport with-students to serve as buffers
between students and college personnel, thereby leaving -any difficult orrncuativc .
feedback to the college supervisor. The outsider role of the college supervisor is in this

“sense an advantage since the professional social distance that is maintained by the

college supervisor vis a vis the cooperating and student teacher permits the college
supervisor to be more objective, anbilytical and critical, Additional findings indicate
that the cotlege supervisor serves to increase communication and to introduce ideas that
would ordinartly be ignored by coaperating | tcauhurs and studuns as of little practical
application (/1mphu deVoss & Nott. 1980).

There is no question that the perundLanL of evidence supports the notion that
cooperafing teachers have greater influence than college supervisors over techniques
that students adopt. One reason that might account for less rescarch t support the

4 ihﬂuqncc of college supervisors is that the influence issue is usually, couched im,terms
of specific techniques rather thun principles, goals or personat growth and most college

_supervisors would agree on their secondary role | in the arca‘of technical training. 1t is
also possible ¢hat the issues raised in the Zimpher, et al. study might” be so generally
accepted by those directly involtved in student teaching that there is a fow (no) felt need
for systematic stddy to support this contention. . '

The second area in which we have sufficient data to feel we know something
definite to act upon relates to an aspect of student teaching which we seek to correct
rather than continue. We know that as students move closer to graduation they beconmie
more dogmatic (Johnson, 196Y). In an cffort to counteract this long-standing phenome-
non Roy (1972) developed a special student teaching program (Project Together) as a
treatment designed to overcome the “natural”” inctination of students to become less
idealistic. 1ess theoretic and more practical and control oriented as they approached
graduation and their first teaching experience. This is a landmark study-in that the
student teacher literature includes no more carefully planned. systematic effort to
countervene the decrease in college influence and the increase in school influence. The
content of the treatment involved an claborate theorelic and substantially research
based concept of créating a professional and emotional support group for students. This
support group was devetoped to help student teachers fight against the socializing
influences of their cndpcruting schools, The dependent variables were group cen-
teredncsST dogmatism.pupil_control fgeolagy and perception of problems. The
hypotheses advanced were that ijcclhT/z)gcthcr students would be 1) li)orc cohesive
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21 less dogmatic, 3) mere humanistic in their outlook towards pupil control, and 4)
likelyeta pereeive lewer school related problems. In comparing these students witht
student teachers not given any special treatment, only the hypothesis that the students
could be 'made more supportive -of each other was supported. The non-significant
srésults of this study are indeed smmhuam‘ Even the mostelaborate.methods (ones that )
go well beyond what colleges and universities can afford to provide their student———
teachers in the \\a) of class size, pcrsonallzcd placement_ special instruction, etc.)
cannot stop the process whereby students hecome socialized by classroom teachers.
The conclusion reached was thdt suident teachers could be treated in ways that gave
them emotional support but could not be made less dogmatic and less custodial without

. . » - « - L4
- changing the institutions in which they student teach.
r T Taken together, two generalizations can be derived from research related to
student teaching: _ ,

D Swdents and cooperating teachers tend to agree that student teaching is
pmmdrlI) an opportunity to practice.methods' and therefore, people or oppor-
tunities for furthering such practice will be defined as relevant and useful while
activities which distract from the pursuits of technique will be regarded as
unnecessary or impractical. '

2y The definition of thubcgmnlng teauhcrs role usually -defines classroom
management as not only a major priority but a concern of overriding mag-
, nitude. Student teachers become very narrowly. focused on carning skills that
‘,‘-ﬁ‘ they perceive will help them to control and thereby survive, As a result,
individual differences in ability personality or prol’csxional ideology?among
student teachers becomes increasingly less important in undusl.mdjnu or
predicting ‘their future teaching behavior: v

WHAT SHOULD BE STUDIED-IN RELATION TO STUDENT TEACHING

The first major arca of fruitful research relates to occupational sotialization. At
this. point. swe must apply ideas from organizational science and from socialization
studies in gelated service prolessions. Occupational socialization may be defined as the
process by.which the nci)phylcs learn the culture, norms and role behavior of the group
they seck to be accepted by and to join. Given this definition. it is possible to view
problems of teacher eduation as cssentially related to occupational socialization, The
content to be studied in this realm are the interactions between ncophytes and others in -
particular settings. it may be. for exaniple. that not enly arc cooperating teachers more
influential than college supervisors (regarding technique) bt that others in the
workplace (c:g.. other teachers. principals, _janitors, secretaries, school nurse, ete.) are
also more mﬂugntml in shaping students® total role concept. Medical trainees, for
example, who were isolated from the medical Faculty oftep shaped their detinition of a
doctor on the basis of the nurses™ and puticnl.s' perceptions (Becker, Greer, Hughes &

S N,

I contrast to an opportuniy o clanty an educational philosophy . increase \L“ L\:lllhlll()ll shills. test out
personal strengths and weakness, try out concepts Tearned 1n dev clopment or learning courses. seek way s of
breaking down and connceting subject matter coneepts with individual PUPl” interests, trymg oul vagious
nstructional media. seching greater Self understanding regarding reactions to pupibs, or make connections
between daily activities andthe goals of the curricutum,
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Strauss, 1961; Mumford. 1970;. The principle that might be accepted (on a tentative, .

basis) as a starting porttt for future study is that the more frequently trainees observe
their tratners actually pérl'nrming and the more frequently the trainee is observed trying
to perform the practitioner’s role by the trainer, the more influential the interaction
becomes. The most important question tor future study is the degree to which: the
‘particular situational press controls the performance of both trainer and trainee and the
degree to which the particular situation is merely incidental to the fact that trainer and
trainee are interacting by obscrving each other’s perfarmances. My hunch is that both
“factoes-are. critical: however. we need more precise information w act upon. It the
interaction proves most” powertul..then college supuvlsors fact the traditional problem
of making more supervisory visits. If sLhool Scftmg is shown to be of greater influence,
university supervisors (and other uniy erslt) personnel) have the optiQg of seeking to
influence other school practitioners and the setting itself as a way of exerting impact on
the student teacher’s socialization. For example, should the' setting prove the most
potent force. university personnel who can change school curriculum, materials, or
schedules might exert a greater socializing force on student teachers prepared in that
school setting than university supervisors who engage in the traditional practice of
criticizing student teachers’ lessons.

A second major area of needed research should be directed at the comparison of
learning styles of cooperating teachers and student teachers (Sprinthall, 1980). How
does the match-up of cognftive style and level between cooperating teacher and student

» teacher effect the student’s learning? Even more important may be the quesuon of how
this match-up is effected by the particular school setting in which trainer and trainee
interact. L : . N

A third arca I would propose as a fruitful area for research on student teaching
relates (o the sequence of activities that lead students from the beginning to the final
stage of prumm preparation. Figure l i$ my paradigm of the levels through which a
‘student teacher.will naturally move (i.¢., from | through V1). My hypothesis for future

stud\ is that student teachers move mthe reverse order, from Stage VI through Stage |

(See Figure 1). They begin with pre-student teaching courses which give them the
broadest possible overview and end up at the lowest levels of learning. "ﬁ}is contention
is an elaboration of our present knowledge that students become more dogmatic and
custodial as they approach their first day of teaching. Future study should help tehcher
LdULcﬂOl\ more fully describe students’, stages of protessional development.

" A fourth area of research should iocus on the costs to individuals who seek to
become professional (socialized) teachers, Sorenson and Holpert (1968) reported that
organizational climate of the school enhances stress in student teachers. Furthermdre,
while 70 percent of the student teachers experienced stres§ at the start of the
experience, 20 percent experienced stress at the end. Graen (1970) has described the
induction process -of beginners in work situations as including three phases: initial
confrontation. wprking through and integrating. The initial confrontation stage is most
‘interesting since it described a “disillusionment phenoménon’ whereby high expecta-

. . tions béfore experience are followed by much lower expectations after experience.

Vroom, and Deci (1971) found these less favorable expectations beginning during the
first year, and, Jasting approximately two and one-half years. This phenomenon has
b:.en 50 relmblv‘documcmcd that.it 1s now expected that newcomers will be *‘turned




ERI!

Figure 1.

" Stages of Student Devel’bpment in
" Professional Laboratory Experiences

»

Stage I.

Stage [l

Stage {ll.

. . "
Ritualistic-1mitative .

- Stident teacher seeks to rcphum. as much of the bLthlO" of other
tedchers as possible. -

(Can I-do what these teachers do?)

Reality-Centered

Student teacher sclécts the teaching behaviors to be-imitated and focuses
on controlling behaviors as the highest priority.
(Can I control the class as well as Teacher X?)

Learning Skills Director _
Student teacher seeks to perfect skills almed at tedchmg skllls to
children and youth:
(What speuﬁcally did 1 teach apyone today ?)

Stage 1V. Self-Evaluator .
Student teacher develops skills for belt evaluaun,g\ns/her own instruc- .
tion. .
(What specifically dld | learn about tcachmg today?) .
\
Stage V. lnslghttul Analyst ° )
" Student teacher dcvelops feel for. hunches, intuitions rcg_,ardmg the
pupils’ behavior, their own reactions and the nature of their interaction
o with pupils in the particular setting.
(What is really happening to me and"to these pupils in this setting?)
Stuge VI. Professional-Decision-maker . "
Student teacher secks to connect daily activities with sehool’s more
o veneral curriculum goals.
(What might 1 do to expednc the process of moving children and youth
toward the achievement of prograrn goals?) .
N ' N ’ '
80 R
] \\ 82 - e .




v | . ' | A
- oft™ that they must invariably. go through such a stage — before lhgif can be
- antegrated into the Work group. Conunentators on this research literature conclude that -
-the most a training program ar an induction proucss can do is to delay the full impact of .
distllusionment until the newcomer is prepared t, cope with it, ‘ .
Although it is clear that individuals in owamzauons are substantially dependent
upon members of their work groups for gaining the knowledge and skills needed to
pertform their jobs adequately, littdle LOHIB“L(] research has been done to explain how
ot takuuplau: in orpanizational settings. There are psychological theories of stimulus
» . and- TESPONSS, and wiological L\plammons of inherent needs for! group approval and
belonging ¢ to explain the apparently universal drive of inductees to be part of a
work group, or at the very least, to not incur its displeasure. -
Studies on deviation that seek to* identlfy how much tolerance can be given -
newcomers alsd have important implications for laboratory experiences u} teacher
+ education. Findings suggest that the freedom to deviate is fairly fragile even for .
members who have paid their dues with Ing yczsrsot»0becllcnue.,Prcs.su|c.s to conform
to group norms are greatest when group members are motivated to achieve uniformity,
when the porin is of importance to the group and w hen a member’s dcvmnt behavior is
especially’noticeable (Hackman. 1976). : R
It seems to’me that the present public emphasis on.basic skills triggérs these three
conditions in teacher g groups. 1t'explains why a studentzeacher, for example, educated
in pnnuplu ot child (lwclopxmnt will be steam-rollered into the role of reading tutor

by the oper at‘H\L norms of the particular. tedacher group. Pressures to conform are
strongest 'wheit the _norm is 0! high intensity and highly Lrysmlllzed (Jackson, 1965).
_But this doesn’t mean that there are not sufficient controls at all times. As long as a
: mémber needs or desire$ resources over which the group has control, as long as he/she
. seeks their approval and most importantly for teacher groups — so long as he/she seeks
1o not be eriticized by the group. the member is likely to conform.
The issue is not one of plaunv students in schools where the teachers get along
well together or whc.rc there is “dissension. Reséarch by Janis suggests that high
" cohesiveness ¢an in some cases be acuvcly dysfunctional for the group as a whole
Janis. 1972Y. Janis’ suggests that as a group becomes excessively close knit and
“develops a clubby feeling of “‘we-ness’” it becomes susceptibleht‘b a pattern he calls
‘groupthink. The major symptom of groupthink is a marked decreage in the openness of
‘the group nmienibers to discrepant or unsettling information. These interpersonal
strategies. Janis argues, result in an increased likelihpod. that the group, in a spirit of -
goodwill and Shdl‘td confideneg  -will develop and implement a-course of action that is
grossly mapproprhm and ineffective. Should cohesiveness be avoided? Obviously not. _ -
Grotip narms provide many desirable supports which teachers use to counlerbalancoj
the’ burcaucracy. The question becomes the content of the norms; and the issue f
teacher educators becomes the influence of these norms on studem teachers’ and
beginners. ‘ P & o L . , «
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- _ A'NEXT STEP TOWARD SOLVING THE PROBLEM OF"
I\IPR()\ ED RESE AR( H IN STUDENT TEACHING
In order 1o increase the production of usable rcsumh 12 uurdmg student ted uhini_,
individuals who are not now involved in college supervision will have to be attracted to
the study of educating and indueting beginners. Those involved in student ‘teaching -,
programs (and in teacher educanon generally) ynderstand the problems but usually lack
/ the proclivity for rescarch or the skills of systematic study regarding pmposud
solutions. Skilled researchers, on the, other hand, untroubled by history. a “fult -
knowledge of practices, or direct cxpmum,\\nh the problems tend to study what is
researchable rather than what is importants What is needed in future is a pre-research -
step involving future researchers with practicing college supervisors in the process of
clarifying and specifying the problems to be studied. Since such cooperative problem,
definition is not always possible, the 21 questions that follow are intended to serve as a
capsule briefing for those who would study student teaching, On the basis of the
preceding analysis it should be ciear thal ] rcgurd items #19, #20 and #21 as béing of
greatest importance.

The fact that these qucsuons are slau.d as “'shoulds™ does not make them only
pohc.y questions. These questions must now be translated from problems solved by
politic al processes into hypotheses or questions to be studied (c.g.. #21). If such
translations do not OLu,;r, the next 150 years of teacher education will simply
perpetuate the same fofins of stdlent teachfing as the p.lsl The cycle of too few

- researchers picking off neat but ummportant topics while the main body of college
supervisors ask, ‘‘What more can 1 do?" will be broken only by “cooperatively
attacking and specifying most critical questions. The challenge is both great and
intercsting. The question is whether sufficient numbers of skilled rescarchers can be

- attracted to this very complex area of study and whether they will bétin with sufficient
intelléctual humility to work cooperatively in problem definition.

O ‘ . .
Questions Most Commonly Raised Regarding
Professional Laboratory Expenences s

1. Which courses in teacher education should mcludc direct cxpemnws’

tao

. How should these-experiences be organized and intcgrated?
3. Is there an arrangement of direct experience (e. g., from obscrvation to full -

teaching) th) can be sequenced on the basis of casy 1o hard? '

4. What crite¥fa should be used for selecting students to begin professional
laboratory experiences?

5. Atwhat point'in their college provmms should students be admitted to ma_|or
- student teaching experiences?

6. In how many dlfferent situations should student teachers worl\7

7. With what age(s)‘ in addmon to thosc they have designated as thcxr pnm.ny
concern, should students work?

8. In which and in how many non- -school settings should students work?

9. What should be lhe deCS for determmmu the length and naturc of students’

& o L
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various direct experiences’ . .

N .
b 10, What courses and other experiences should pru.cde concur and follow ditect
experiences’?

- « L o
11, To what extent should direct expericnces be individualized? |

12. What are the roles of college faculty, other school p'c‘rsonneliand students in
developing. shaping, and changing direct ‘experiences?

3. How should responsibilities for evaluating students be divided among Lollege :
faculty. school personnel and \;udcms 5

14, What criteria should be ysed in evaluating student teachers’ acluevemcnts ;
I5. Who should make written 8valuations of student teachers’ direct experiences? \

6. What controls shé)uld public school personnel (and teachers’ associations)
exert over professional- laboralory“upemnues7

17. - What should be the special mumng of Colleg\ﬁu.ulty who supervise dlrect
prc.mm.u )

18, What should be.the spcu.xl training of personnel who supervise students?
19. How should settings in which students are placed be evaluated,, selected,
controlled? By whom? : "

- 200 What should be the content goals of direct LXpenences’ Who should be
" involved in developing these?

21, What are the impacts of various settings on student tcachers?

3
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CLOSING REMARKS:
AN ‘ATTEMPT AT SYNTHESIS

\' - W George Denemark*

Attempting to synthesize a day and a half of broad ranging presentations and
discussions on the future of teacher education has brought me to the edge of panic.
Don’t be misled by whait may appear to be an impassive countenance Panlc lies close
beneath this seemingly calm exterior!

My concerns about the assignment are threefold First,.we-have bqen perlleged to. -

hear a series of excelleat presentations, each having alréady compressed volumes of
knowledge about teaching and.teacher preparation into a single hour. Further compres-
sion seems impossible. Second, each participant in the conference has been developing

his or her own synthesns ~— one that represents a melding of conference insights with -

the expenences each mdwndual has brought along. It is doubtful that an inevitably:
more general synthesis will prove as useful as those already stirring within each of you.

Fmally, as | conclude nearly a quarter of d century as dean; a period during which most
workmg days were chopped into fifteen minute attention spans organized around a

* constantly changing series af pgoblems, I wonder whether | have, asa result, been left
- with ‘orly a fifteen minute intellect.

¢

" With theSe reservations, allow me to summarlze in brief fashion several of the
hnkages or connecuons among ideas that participation in this conference stimulated in
me. . . ~

THE NATURE OF EFFECTIVE TEACHING AND .
SCHOOLING AS A PASIS FOR TEACHER EDUCATION .
. . F .o

. 4 . . ” .
A thread running throughout many of the presentations and discussions was the

emphasis upon the roots of teacher education and the grounds for planning its’ future
depending upon our understanding of the nature of effective teaching and effective

schools. It may seem less than startling to underline the need for teacher education to

both’ reflect and" contribute to knowledge about effective teaching and -effective

~ - schools. However, the recent rapid growth of the knowledge base supporting effective

teaching and effective schools has outstripped the responsiveness of many preparation
programs. Clearly, teachers and schools make a difference in the learning of children
and youth, Those things that we know foster learning need to be reflected adequately in
the initial preparation of every teacher. As Smith and Orlosky ( 1975) observed:

-+ *George Denemark, College of Education, University of Kcnlucfcy.




Teaching is the exercise of soctal, intellectual, perceptual and mantpulative skitls under the control of
conceptudl knowledge  To know the etfectivencss of a teacher 1 to know the consequences of his use
ol these coneepts and skills To know the etfectiveness of peacher triining 15 .10 know how well it
develops these aspests of teacher befanior + - ) -

The importance of the connection between teaching and teagcher preparation was
e»tdent in the remarks of both Richard Hersh and Judith Lanier, as well as in the
“content for’ prepamtton programs proposed by David Smith. Indeed, the very structure
of the conference suggests that its planners wished us to examine research and
systematic reports ol teaching pldLllLC as a basis for reflecting on the future ol teacher
CdULdllOﬂ. . i . :
" , RECOGNIZING THE -COMPLEXITY OF

t : —~.

. TEACHING AND LEARNING

A second thread of continuity apparent in many remarks of both presenters and

/- discussants was the emphasis upon the complexity of teaching and Jearning. No simple

. interpretations of the role of the schools or the task of the teacher will suffice for

mnpptn;:, teacher education’s future. We must avoid oversimplified gither-ors in
considering  educational goals and instructional strategies. - There is n6 room for ’

‘/ “bumper sticker mentality’” that proposes simple solutions to complex problems. We
" need not, indeed; cannot afford to choose between )

] qualtty teacher preparation or ¢reating proper on- the-Job LOﬂdlllOﬂS supportive
of professional practice

e rigorous criteria for teacher candtdate selection or rtgorous,_trmntné expertences

® academic aLhtevement or personal/socml development as'proper functtons of
schooling

® administrative leadershtp or effective teachers as key factors in schoolc im-
-provement and change '

- @ subject matter mastery or pedagogical knowled,ge as central to teacher prep.rr.r- -
tion - , -

« ® field or campus based experiences as pivotal to professional development ,

. ® research or instruction as the proper function of the college based teacher
educator. . . o

Why must we get hung up so often perceiving only two dlternattves for
addressing educational issues when the complexity of the tasks demands that we
orchestrate ‘many supportive elements into a coherent, comprehensive éffort? Sugges— '
: tive of the multifaceted reality we confront in making instructional decisions and
.- . planning educational futures is the question a perceptive father posed to his young son,

. “*How does an octopus tell his right from his left?”’ Recognizing the complexity of °
teaching will help us provide the broad professional. repertoire of knowledge and skill,
needed. if teachers are to be competent professionals.

’

THE IMPORTANCE OF INFORMED JUDGMENT

Thie effective use of a broad professional repertoire points to the importance of

FRIC .~ - 8§
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Jud&,mcm ay & hallmark ot the competent teacher professional, As Lamer illustrated on
her broad stroke canvas ofsesearch profiling the effective teacher, the current focus of
much: fesearch on teaching is concerned with teacher judgment and decision-making.
Given the reality.of multiple goals growing out of at least four major social functions of
education in the United States; teachers are now and will be increasingly required to

~engage in important decisions and professional judgments about-what lo do, when and

.

why. !

The element of judgment is a central factor in any profession, for all draw upon

the knowledge of appropriate supporting disciplines and seek to apply such knowledge

to the unique circumstances of practice. Effective teaching can be built upon a~
scientific base that draws upon pedagogical knowledge as well as its undergirding:
social and bt.hanoml science disciplines but as with other profn.suons teaching.

requires 1mp0rt.mt components of judgment to adapt performance to situation. (De-
nemark & Nutter, 1980) Providing a context for exercising such judgment must be a
“central responsibility of teacher pupamtlon programs, bcgmnmg with initial general

- education experiences.
.

<

S l'\ll’/lp\’l l()Nb OP PROFESSIONAL STA TUS

We have spoken of teaching as a profession and of the developmem of a broad
professional-repertoire as essential for lmchmg competence. Although * profuwon is
often used popularly as"a synonym for occupation that is clearly not our intention. The
concept of profession has many implications for teaching and for teacher cducation as

the training arm of the profession. Implications mcludn. issucs of governance, control °

of admission to the profession and to its preparation programs, program approval, and
more Vlu» ing schools. colleges, or departments of education (SCDES) as professional
schook m‘nphu an accountability to the profession as well as to4he higher education

msmuuon and .an involvement of practitioners ifi the (letermination of currictla and

certification requirements. Perhaps the enthusiasm regiSteréd by. Richard Wisniewski
for the recent Oklahoma legislation aimed 4t improving quality standards for teacher
certification should be tempered=by reflecting on ‘the long-range consequences of
increased legislative rather than professional controls. .
. t c .-
S 3 .
THE ' IMPORTANCE OF A . .

KNOW’EEDGE BASE FOR TEACHING '

Anothcr ldt.d central to the concept of protessxon and evident in the observauons
‘of all'of our pruuntors is the importance of a khowledge base. The knowledge base
supportive of lcan.hmg as a profession is an outgrowth of professional wisdom (the
systematically collected experience of many professionals) and logical analysis as well
as research. Hersh struck an-optimistic note at the outset of the conference, reporting
that diffcrent researchers. in a variety of studies are reaching similar conclusions about
effective schooling and that these conclusions are being reinforced by the- critical
assessments of expenenued school teachers and administrators. Gage, Good, B. O
Smith, Howbam ,and others share the view that the knowledge base for teaching is
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. . :
substantial and has developed rapidly during the past decade. Most would agree,
however, that the Knowledge buse has not been organized. and institutionalized
eftectively anid? theretore, not transmiitted adequately to pmumom,rs (DLandrl\ & |
Nutter, 1980)°
**David Smith reported on the University of Florida's pxoudm development
. emphasis upon generic teaching knowledge and skills in the three eategories of the
teacher a8 teacher, the teacher as a person, and the leuéher as a professional. Without
achieving broad consensus within and among prupdnm_ institutions  regarding the
things a béginning teacher should know and be uble to do in order to funetion at a safe
professional level upon entry into tmghmg. training programs arc unlikely to contrib-
ute significantly 1o the raising of standards. '
Haberman’s emphasis upon the jmpartance of knowledge of the settings in which -
teaching and lcurnmﬂ takes place :;cmforu_s the nced for a perception of teacher
¢«  preparation ‘that duknowlndgos tamihiarity with @ broad range of instructional strategics
and skills while insisting that such familiarity be accompanicd by appropriate contextu-
al knowledge. ' -
Discussion of the knowledge base for teacher education calls to mind Lortie’s
{1975) observation that teaching practice presently depends upon a sirongly personal
rather than professionil base, He maintained that an inordinate amount of the
ruponsxblhty for what happens in the classroom resides in the teacher as an individual
rather than us a representative of a profession. Most instruetional decisions are ones
based on the, personal experience of the 1ndmdual teacher rather than upon a
professional eulture generated and maintained by the' profession. ‘As a conscquence,
teachers sce themselves as having no elear authority for edueational _practiec and often
. Jdpse into 1dx.owm.r.mg behavior that further limits their. aueptance and effectiveness
as protgssxondls Elevuting the Ichl of teaduno practice from the personal to the
,protesslonal is vital for the improvement of teaching and represents a usponslblhty
" which must bL shargd by those LﬂLd&,Cd in teacher preparation. '

v

’ THE NEED FOR Al)EQUAlE RESOURCES

Still another theme-recurrent or mlplled in the rcmmks of our prcscnu,rs was the
importance of providing adequate time,. pcr,sonnei, and matérial resources to the .

 preparation of competent professionals. The need for extended programs of initial

teacher preparation was identified. by three of the presentors, while Lanier desciibed

<. plans for Mu,hwan State’s responsc to the need for more in-depth knowledge taking the
form of program options concentrating on one of the major functions: of schoohng

- ] Huaberman was more charitable toward enhanccmcnt of inservice cducation as a means
' of improving teacher education, Should not inservice education be freed to discharge

- its principal function. that of prepanng teachers ‘to meet the needs of a particular

employing school systern, rather than continuing to be mired in unending efforts to | -
. correct the deficiencies left by inadequate programs of initial preparation. Teaching
can hardly be expected to achieve public acceptance as a mature profession it it
continues to admit to its. ranks pcﬂnncl who are acknowledged to be madc,qu‘ndy :
preparcd to begin pr'lcncc at a tevel that ensures the educational safety of the children .
they instruct.
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Time 15 but one of [hL resources needed to prepare competent teachers. Pescau
and Orr. in astudy of fiangial support for teacher education reported in the October,
1980 issue of the Kappan, deplored the outrageous underfunding of most programs.
They-documented their concern by comparing the annual cxpehditures for preparing
teachers. which averaged $927 per FTE candidate, with the $2363 expended for higher
education_students.generally and with a per pupil cost for elementary and secoiidary
schools 1 excess of $1400. Can we possibly square the currently inadequate allocation
of time and mortey to teacher preparation with the “views expressed regarding the ‘.
complexity of the teacher’s task and its life and death importance? If the future of
teachér education is to hold any promlsc we must do better dl attracting resources more
ncarly commensurate with its oblnuuuons

DEVELOPING A BROAD BASE OF
UNDERSTANDING AND SUPPORT
+ -
. ~ Success in achicving a resource base adequate to support quality teacher prepara-
tion 15 dependent upon the development of understanding and support within and
among the various constituencies that affect our programg — the public and their’
representatives, our student and teacher clientele, our colleagues in teacher education,
and others in- higher cducation — most notably those engaged in administration.
Collaboration with the organized teaching profession is essential if programs are to be
*designed that arc responsive to the needs of teachers and accepted by them.

Much has been said and written in recent months about the deteriorating public
image of teachers and teacher education. Improving that image is undoubtedly linked
to upgrading standards for admission to preparation programs and for certification to
begin practice. Designing programs of preparation that provide assurance of the
beginning teacher's knowledge and skill in both content and pedagogy is essential as
well. Furthermore. assuring that conditions of protusmnal practice exist in employ;
ment situations supportive of quality training is neceSsary if the promise of .the
beginning teacher is to be realized. *But all ofthese must be supported by the
cstablishment of salary levels for teaching that are competitive with other equally-
demanding occupations. Currently. only soeial work among the occupations ru]tllrlng
a bachelors degree for entrance pays less to beginners than does teaching. )

It may seem Strange to c¢all for the understanding and support of colleagues in

- SCDEs but, unfortunately. a frequent consequence of growth and program differentia- -
" tion in SCDE faculties has been the development of a remoteness. sometimes even
alicnation, of some from the obligations of teacher preparation. S'omc faculty members
prefer to identify themsclves with-a graduate specialization ratfier than with teacher
edieation and communicate these feelings to students, often spawning another genera-

tion of Education faculty with only marginal commitment to. preparing competent .
teachers. The separation of research from instruction in some SCDEs, provides further
cause for -concern,. Teo often faculty members. most active in-rescarch are only
minimally’ m\olw.d in teacher cducation while those principally engaged in teacher
education.are less committed to'research and knowledge building. Such fragmentation
% of faculty roles is |l1\t.|) to result in rescarch that is temote from the improvement of

practice and instruction that is didactic and overly preseriptive.
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. the quality of our primary and secondary educational systems. . Onlv if the best

We may hd\:‘ created some of our own problems in teacher educ ation. somew hat

.akin to the steelwurker halancing. along with his buddy .on a girder of a sl\yscmpu

under construction 1n downtown Manhattan. Lunchtifhe came and boih men opened

their lunch boxés, unwrapped sandwiches and began to munch on them. After a bit of

his, Joe growled. **Ugh, peanut butter!"* and in disgust threw it to the street some forty -

stories below. The same thing oceurred on three consgeative days. When his buddy

asked Joe why he didn't get® his wife to make hinr some different sandwiches, Joe
replied. “Wife, Hell! [ make my own sandw ;chg,.s. Perhaps we are responsible for

some 'of.our own problems in teacher cducation and if so we must address them .
forthrightly in planning our future. Without a broader consensus among, lhosL in '
SCDESs regarding the impartance of their roles in teacher preparation and a genuine
commitment to it we are unlikely to achieve.either the. personal or mgamzauonal
etficacy Hersh described as being a significant factor in effective teaching and
schooling. We need to feel good about the importance of our task and about our ability

to perform it well if we are to be cffective in the preparation of competént teachers,

THE IMPORTANCE OF ‘ADMINISTRATIVE SUPPORT

Finally. let me comment briefly on the importance of gaining the support and -
understanding of our colleagues in higher education. most particularly those adminis-
tering our institutions, Two of the: brightest spots on an otherwise gloomy contempor- '
ary horizon in teacher education are the recent statements of key administrators .from
prestigious’ universities supporting the importance of higher educallon $. respon-
sibilities for the improvement of elementary arid secondary schools and the need for an

effective school of education to carry out those rc.sponsibililics Stanfdrd President
Kennedy in an address to the Carnegie Foundation voiced his Lonwctmn that *there
can be no more important entry in the public policy agenda of the Unm.(l States than .

institutions care about schools and their own schools of education mll thc‘ public think
they are worth caring about; and nothing could be more clearly the' business -of
America’s academic leaders®’ (1981), <

‘Berkeley's Chancellor Heyman (1982), reacting 0 a challenge to- b continued
existence of that institution's School of Education. affirmed a commission report
holding that **we can imagine few endeavors that are more urgent and \whhy thad the
improvement of the knowledge of the educational process and the apphLthum of that
knowledge to that process . . .7, | :

|
One important thread echoed if THE ! studies Before me S that there s distiptine that can he dleLd' R
as cducation Rather, education is a pr()u.s\ thut only can be defined through other dlmphn.lry eyes.
Two tepdencies tollow. First, faculty members of schools of education are often inclinéd to allow their
rescarch agenda and scholarly style to he shaped hy what is aceeptahle to their academie colleagues in
letters and scignces departments. . . . Sécond. the ohverse of the first, faculty in schodls of education

" have retreated Substantially from the prohiems of ieaching and learning encountered {n the schdols.

. A'second thread concemns tragmentation. In the ahsence of a central mission or idea, faculty members
£0 in & multitude of directtons and thus fail to reinforee cach otlier™s efforts. . . . Schodls of education
have largely ot their professional connections. They no longer define themselves in a central and .
organized way in relation to the prohlems and opportunities of the profession. ’

-
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~ Heyman’s conclusion for Berkeley is one that I believe must be reaffirmed at your
u»muuon and ming il the future of teacher education and teaching is to hold any.
promise.” We “*nwst;convert into a major institutional e.fort the conviction that few
endeavors are more urgent and worthy than the improvement of the knowledge of the
educational process ard the apphcauon of that knowledge to that process. We mustdo”™
this because the vitality and health of the souety requires it and because our success as
an . . . educationad institution ... . depends upon s_tédems well prepared in primary and -
secondary schools.”” ) B '
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