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If the future of the nation n largg measure depends on education—as most people agree—and if the most tmportant
ingredient 1n education 1s the teacher—as few deny—then what happens in teacher education should be o ngjor.
concern to all Americans., This rgport-by G. Thomas Fox. Jr- examies teacher education i our nation todiry . and
challenges education pro fessionals to take g fresh and aggressive approach 1o reform in teacher education

. N . PPN -
For a variety of reasons 'the United States 1y not attracting its tmch and bnightest into the teaching profesSion -

Moreover. our education system fails to keep enough good teachers in feprofession Fhis is not to suggest that we do
not have many fine. bright, dedicated teachers. Butthe overall picture 15 disappointing. Inadequate pay tor teachers 1
obviously part—a key part—of the problem. But.the trouble runs deeper than that,” .
The impression held by ﬁ'wny academicians that teacher education counses aré Tmickey-mouse”—a phra'.sg 1 hicar
over and over—suggests problems with both the substange and image of teacher preparation programs. These
problems demand our attention. \ e 'S “

This document raises serious questions about current practices 1n the preparation of the nation’s teachers. | hope that

these questions will stimulate searching examination of where the nation must go. and what it must.do. in the crucial
field of teacher preparation. . : . c

s , Paul Simon -
) . Chairman .
. . ' Subcommittee on Postsecondary Education
. . ) X ' " Committee on Education and Labor- *
§ ' U.S. House of Représentatives .
. . : N

. .
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Pllssn()n,ls not altogether a bad emotion to mamtan when w riing about educational matters. but too much can
obscure the thought intended In wniting this report. passion twice came into play It was cncoun'tcrcq in the author’s f
own serious commitment to the ifluential role of teachers in education It was encountered agmn i the strong \?:;
commitments expressed by participants n a series of-conferences upon which thys report 1s based This writer had to
grapple with how to communicate the impassioned concerns. inherent conflicts., and unexpected agreements among
conference participants balanced by the rational and carctully considered recommendations timy made tor public

dialogue on the topic of teacher cducation reform  The report goes beyond a simple.chromching of conference {
n ] . . .
: proceedings and provided illustrations of what participants would like to see happen.

The first part of this report v denved prinianly from the conterences 1t focuses quite quickly on the recommenda-
tions that cmerged from the meetings. that continued debates on the preparation and continuing educytion of teachers
take place among vanous constituents of education Furthermore. the fecommendations call for the debate o deal with
20 separate challenges to the reform of teacher educaton and staff development’ The,20 challenges—thoughttul and
ratonal products of these conferences—are spelled out. Tmmediately tollawing are some revelatians of what was
behind the heart of the.conferees” concerns about haw teachers are taught “In this manner, both the thoughttul and the .
T Passonate tongs ol these conferences have been established carly m the repost .
The second part of the report. an analysis of practices and proposals that use the 20 challenges. as a common
2 framework, moves beyond reporting Using the 20 challenges as a framewark - Pt two starts out by reviewing the )
comments and analyses expressed by conferees about some current teacher cdu:&{ion practices  Although certam
Judgments may appear harsh. they were expressed that way during the conferences The analyses that appear m the
latter part of part two. however, are based primanily on the views of this wirter. Conference participants referred
briefly to the doc uments and program expencnces analyzed here. butthe analyses must be considered to be principally
one person”s—this writer's—point of view, They are ilustrations of how the 20 challenges can be used for conductmg\)
. future analyses and developing new designs for teacher preparation ':m'd development.
Part three rches principally upon the wnter's views, but 1t was dévclopcd i direct rc{punsc ta requests from
conference participants. Conference participants wanted a report that could serve as a guwdeline for tuture discussion
"« about reforms in educating teachers In short. 1t was to be a saurce for future conferences. Additiomally, conference ,
participants had raised-many questions during the conferences about how to respond to the 20 chatlenggs. Ths writer
N took the questions and pliced them under quéh of the 20 challenges where thcy‘cun serve as gudeposts for future
discussions of how to educate educators Some ideas and gwidehnes tor future conferences are set down, based upon
the advice of conference participants '
_ Strange as it may seem. the description of the conferences, I'QUnd in the appendix, caused the'greatest concern” The :
question was not whether the description was accurate, but whether 1t was necessary. Active decisionmakers, some
participants gmphasized, could care less about someone else’s conferepces  Other participants argued that the

)
\ recommendation for more canferences to be based on the 20) challenges required a descnption of the origin of the
' . ,Challenges as well as suggestions on what to expect fram the experience obmeetings of this kind. The accommodation X
reached between these two points of view was to include the description of the conferences, but to label it af appendix. 't
. ¢
. - .
N r
- t ’ .
l
N , [ " xt

. . ‘
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. . .
By including the conterenee dcécrlpnon as an appendix. it makes 1t pessible tor mterested readers to tind out how the
20 challenges were constructed. The description tries to capture sofe of the meetig dynagues as well as the tone of
the dialogue which eventually centered on the 20 challenges Tt ends syith lessons fearned and recommendations tor
future action. ' , o .

When it came to deciding how the seterences used in this report w ould be erted. a compromise between passion and
careful consideration was notably necessary  Some participants wanted footnotes and references stated i a scholarly
format 1 order to demonstrate the serious and dehiberate nature of the work  Others wanted no such acade e bartter to
report readers. they wanted the concern. debate. 1deas. and questions presented more inwnediately Since the
readership was 10 be diverse. a compromise was druck 1n swhich references were removed trom the text (except for
direct feferences. and then only by name). orgamized by topie. and plac ed at the end pt the work Reterences cited wete
the primary sources used by thiy wrier '

Finally. this writer acknowledges along with the other partictpants sn the conterences. that n the best of worlds we
could have hopeg for more to have been done. No tormal ugrcc’mcnls. for example. have yet been reached by

participating organizations for continued conterences on the national level Orgamzations not represented inthe mtial
* conferenges have not yet bgen formally contacted. although the Educational Forum, an informal network ot numerous

national cducation groups. has been apprised of this report and it recommendations More important, we cannot be
sure 1t this report. indeed. will stumulate, discussion and concern by the rank and file members of the organizations to
the degree we think necessary Lo - . .

If stnular conterences are held. teacher cfluczmon and staft development will be served well beyond whit could have
been reasonabty expected when the conterences were planned in 1981 When the passion tor improving the edugation
of teachers 15 shared by more educators and more citizens. -and when necessary conthicts and caretul deliberations
result, then the purpose for this report will have been exceeded That purpose is 1o encouarge real reforms 10 how

teachers are educated. reforms that will benefit the teachers and students of tomorrow N .
\ . - +
\' ' .
i) A +
. i . 7
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e - ’ Y m . N
- “ Tom Fox . _
7/ ,
1
: ® . .
R f
. Vs .. . - . i
’, " . . . ‘
) : , ! o :

¢ .
2 N
. \
~ P N N . - . M
. N
. . . - *
~ LA
. .- .
‘ R N "
N .
. N
> - M
s . ! ’
! N
' ]
‘ . o
“ ) . . 1 38 o . .
> « - . " .
»
~— > Y
" -
v . N ) v .
< ¢ . ’
~ . . @ -
. . 2
» . .
B . & 1 e -
» f
N * ! - ook ¥
»
. AN
by xn .
-
- » .
' - " R
. a ’ -
. ’ . o PR

2]




e

: SECTION 1 -

“.Twenty Challenges to Teacher Education

and Staff Devel’opmenﬁ |

4

-
On Decembey 18, 1981, exeeutives from
nine national education organmiz@ions met in
Washington. D.C. 10 consider the need for
dialogu&noug their respective groups on
teacher educanon and staff development. On
the samg day. more than 2 million teachers'
were at work m their classrooms teaching and,
grading papers of, 45 million children: 50.000
professors were reading, writing. or teaching in
their respective schools of education: more than
60.000 school adminnstrators were returning
calls, designing programs., or meeting with the
public: 50 state superintendents were poring :
ovet staff budgets. state and federal fegulatigns.
ortalking with legislative representatives. many
thousands of citizens were reviewing school
dfstrict and state educational reports and
budgets. and preparing forupcoming board
meetings: and millions of parents were looking
forward to hearing what their ¢hildren had done
in school that day.
How did these nine executives who met in
the nation’s capital hope to link teacher
+education and staff development with the
everyday-work circumstances of the people they
“represented? How was'this meeting to sie into

ERIC- .
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| Introducti'on' .

the daily acuvaty of educating our nation's
children” What these ofticials met to discuss—
teacher education and staff development—
affect the status, work conditions. and the
educational expenences of all educators, Just
how teachers are educategrtouches on cveryone
in education—students #hd the public alike.
Good. bad. or indiffegtnt. the kind of education
experienced by tgachers 1s critical to the issues
facing Amenicn eduation in the decades ahead.
Whether teacher, parent, board member. state
school ofticer. schoo) admunistrator, or school
of education professor:.the form. substance.
and quality of teacher education affects what we
¢an do to continue to build quality into the
education that studen;s experience in our
nation's schools. . ' ' .
The nine organlizations nvolved in this
meeting included teacher organizations
(Amencan Federation of Teachers and National
Education Association), teacher tducators

" (American Association of Colleges for Teacher

Education and Assécidtion of Teacher

Educators). school board members (National
Association of State Boards-of Education and
National School Boards Association), school




and state tdministrators (American Assoctation
of School Adminwstratory and Council of Chief
State School Officers) and cducational ‘
. researchiers (Amenican Educational Research’
Association) The exccutives of these nine
orgamzanom were meetipg, to deCide whether
. to participate in a project called the Agendgd for
. . . histen to the purpose of the proposed Agendas
PrOJCCI_, to offer suggestions for the conduct of
this project. and to identify an organizational
. . ' representative to participate 1f they decided that
’ was 1n the witerests of their respective
Lorganizations.
The Agendas for Teacher Education
. Project became a series of conferentes among
these organizatons on the 1ssues of teacher -
. %anon and staff development and the
’ po%ibilities for their reform  In this context.
. teacher education refers to the preparation
' N teachers and other educators receiyed betore
’ . certification. StAff development refers to the
¢ range of 5erv1ces‘plunned to ennich the .
professional understanding and work of all
educators, especially teachers. The sumulus for
the Agendas Project was the demise of the
. federal Teacher Corps program that ran from
1965 to June 1982. Aimed at reforming certain
practices m teacher education and staff
development. the Teacher Corps program was
intended specifically.to improve initial
preparation and staff development opportunities
: g for teachers of students from low-income
communitics. Admin®trators of the Teacher
Corps program did not want to see the efforts of
. lhelr 17 years forgotten it s they who funded
| * the Agendas Project.
The focus of the proposcd set of
) conferences was expected to be on a recently
. . - . completed, three-year evaluation of the Teacher
Corps program. The stated purpose of the
* conferences was “'to engage specific
professional organizations 1n analyzing, the
results of the Teacher. Corps Evaluation Study
-and in integrating the results with their own
policies from their own-frames of reference.”
,' : Eight of the nine organizations decided to
' " become involved. (The American Association '
. of School Administrators chose not to
‘ participate.) Their respective representatives
‘ pamcngated in three subsequent two-day
’ : conferences held in February, April, and May
' . . 1982. Althought the conferences began .with the

LR

Teacher Education Project. They were there to

Teacher Corps evaluation study. the
, participants widened the raige of discussion to
- Tipclude the general condition ol teacher®
education and staff development in the U S
today’ as well as the need-and opportunties tor
their reform.

This report was intended mmally to
document the meetmgs. but participants from
the eight organizatiohs requested a publication
with a broader scope A’ they realized the value
n comparing.and contrasting ther views gn the
unportant charactenstics of teacher education
and staft development. they wanted this report
to support more dialogue within and among
their respective orgamzations  Therappendix of

ithis report relates the substance
December planning 'mcetmg a three
subsequent conferences. while. ody
describes the résults of the conferences and how
to carry on the dialogue this group began

Thus. this report has been prepared as a

_source for discussion Its purposc s to stimulate
debate and serious consideration of teacher
education and staff development by many more
people with a stake gn these practces and in
their influences on the education of students. If
this report 1s successful—the eight participants
in the conference kept repeating—much more
open and pubhic debate will be heard on teacher
education and staff development Only through
continuéd public debate within and among the
respective orgamzations 1n local as well as state
and national settings can cntical analyses bg
expected and creative actions be taken to ’
respond to the serious challenges facing teacher
education and staff development.

Tyenty challenges to the reform of teacher
education and staff development were identified
by the conference participants. The basic
contribution of these conferences is 1 the
specificity and in the range of these 20
challenges. When considered together’, the 20
challenges can form a substantial framework for
discussion, for analysjs, and for the design of
‘specific reforms in the practices of t€acher
education and staff development.

-

[

The Twenty Challenges

Twenty challenges to teacher education
and staff development were formed by
‘e ' M

+




representatives from eight different national

educational organizations 1n"three meetings. By

the end of the third meeting, and after extensive

.debate, the group had 1solated 20 provocatve -

summonses for altion, or challenges. requiring

the attention of individuals and organizations
seeking reforms in lCdChCr education and staff
development. These challenges are as tollows
I' To focus teacher education and staff
development on the school as the
workplace;

- To ensure the academic, professional.

+ social, and techmological hiteracy of
all educators,

3. To re¢ogmize and respond to
transitions 1n the develbpment of
educators: TN

4 To continue the educau%n of the entire

profession; w o

To mantain democrafy; values 1y

education; i

6. To ensute.equal access and 't

educational opportunity for chnldren,

. for educators.. and for schools:

7. To make explicit the goals and
missions of education;

8 "To 1dentify who ought to teach,

9 To identify who ought to teach
teachers;

10. To respect the academic freedom of
educators;

11. To nvolve the community 1n the
educatiort of educators,

12. To ensure that the institutions ~
comprising our educational system
collaborate; . A

13 To design a govemnance procedure for
teacher education and staff..
development that is consistent and

© practical: .
-14. To make ume for teacher education
and staff development;

I5. To use research in teacher education
and staff development;

16. To disseminate experience, ,
knowledge, and understanding of
tducational practices and their
consequences;

17. To inform the public about the role of
teacher education and saff
development in the education of their
children;

[29)
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18. To apply credible standards to teacher

education and staff development;
19 To accredit and approye teacher
education and staff development
programs in a manner conslstem with
the other challenges.

20. To fund teacher education and staff

development appropnately

The significance of these 20 chatlenges 15
n their number. their specificity, their -
inclusiveness, their usefulness in analyzing
alternatives to teacher education and staff
development, and their potenual for stimulating
creative new approaches. Considering the
discussions of these meetings. partlcnpdms ’
suggest that not one, two. or five . . but all 2
challenges need to be considered 1n tuture

‘dialogue and plans for action As discussion

progressed. participants found that their 1nitial

attention to only a few challenges hnuted their
view of possible reforms The following deﬁms
gach of the 20 challenges :

Challenge 1. To focuf teacher education

"and staff development on the school as the

workplace. The preparation and continuing
education of teachers and all educators should
recognize. respect, and address the practical
nature of teaching and the places where such
wotk occurs. The challenge is not only to -
anderstand the characteristics of the workplace.
but also to respond creatively in constructing

* environments that support the work of teachers

The fact 1s that the school setting has critical
consequcnces forthe work of teaching, and that
this setting includes more than the single
classroom. Thus, ope necessary feature of this -
challenge 1s to address the entire school as a
unit of educational concem as well as the
individual teacher. Certain organizatjonal
characteristics of the schools may need to be

‘changed if they contribute to poor workmg

conditions of teachers and students. A"
significant aspect of this challenge will be 10
establish closer ties between the work of school
professionals and teacher. educators and
researchers in colleges and universitics.
Ultimately: this challenge may require dramatic
restructurings of institutions that prepare
teachers as well as those institutions where
teachers work, -

-
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Challenge 2. To ensure the academic,
professional, social, and technological literacy

*

of all educators. The emphasis of this challenge,

\ 15 on identifying what 1s important in the
, education of thoge who are responstble for the
) education of our young. The challenge 1s partly
one of priontizing what 15 1mportant 15 the
educational experience of educators. and partly
one of finding basic and essential features in an,
educatpr’s education from which the students
can expect to benefit One essential feature 1s
. how to apply cntical thought to problematic.
human situations. the kind of situations that are
met datly 1n otr schools and claSsrooms., In
_traditional terms,, the challenge is to 1dentify o
curricuium for teachers, mcluding. for
example. the humamties. arts, physical and hife
. sciegces, human development. and social
sciences such as anthropology. economics.
history, and sociology. A concurrent challenoe
. 15 how to measure knowledge and
understanding of these basics But first we must
findl agreement on what s crucial and
fundamental to know. even what 1s meant by
. “to know." Is 1t personal understanding. for *
-example. or 1s it engendering stmilar
~ knowledge in others? A sigmificant feature of
. this challenge 1s how tojaddress hteracy 1n
terms of whole faculties. rather than in terms of
s a single teacher. Since it 1s a network of
teachers who provide a student’s accumulated
educational experiences, 1t should be this
network that is the focus of attention and
"\ concern (with the obvious implication that a
. range of educational experiences and special
areas of understanding may be preferable to a
. single set of experiences met many times by a
student).

.

» . .
Challenge 3. To recognize andrespond
to transitions in the development of éducators.
A’ tremendous gap separates the experience,
traning, and education necessary to be a .
teacher and the actual practice of teaching.

: Educators need support and attention during
times of change in their professional lives:
passage from student to teacher, the time
leading up to certification, the tim& between
" being an expenenced teacher and a master

- teacher, or the transition from teaching children
- to teaching teachers or investigating teaching
practices. To meet this challenge, three types of
actions may be necessary: to understand and
. .
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merely a traimng period before the real work 1s

. 1gnorance. ‘We haven't even spoken. yet. of the

Jhe students’ education.

appreciate the significant imes i an educator’s
life when serious, protessional changes in
circumstance occur. to create a more realistic
breakdown of professtonal specialties and
Jresponsibilities of educators—especially of -~
‘teachers—and show support through
professional, recognition, salary schedules. and
benefits: and. lastly. 1o design effective
educational progiams for educators undergong
transitions

.

Challenge 4. To continue the education
of the entire profession. The educatién®f
children and youth depe#ds in large part on the
education expmenced by the adults with whom
they work. The education of educators 15 not

done: It is a way of working that’either 13
supported by their work conditions Or it 15 not
Curiosity. questioning, Lonsldermé others
views, constructing and révising one’s frame of |
reference are necessary in an educator’s work
Every educator should have opportumties to
experience the joys in working with’ their
curiosity and 1mdgmanon along with the
frustration of repeated “demonstrations of their

need tp keep up with new-understandings about
children, youth, ang the educational process or
with advancements in the content of subjects
taught. A slgnﬁcant part of this challenge 1s to
ensure that education periodically experienced
by adult educators can become Integrated nto
the experiences of the students they serve. To
support this integration will take 1magmanon
continued effort, and, perhaps.-more
knowledge about how the education of )
educators influences the education of students
than we now have. It ‘would also help to better
understand how the periodic regeneration of
educators occurs as well as its consequences for

Challenglz’ 5. To maintain democratic ~ *
values in education. Democratic values include '
respect for all persons, their autonomy, and
their nght 10 a full life; a sense of responsibility
to one's community; and a determined respect
for minority viewpoints expressed on pubflic .
issues as well as for majority views. In our

society, it is the educftor, not the police officer, *
* the doctor. or the politician who communicafes
fundamental values most directly and .
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powerfully to students- Furthermore, such exact educational goals 15 perhaps more than we
democraiic Yalues are either enhanced or they can expect What we can expest 1s to be
are negated through the educanonal experiences exphcns:clo have our educational goals and
of ourchildren and youth. there 1s no such thing  missions publicly stated. and commonly
S"a neutral school exbcnencevm democratic understood To do this. however, would require i
values. If edwators are to communicate the effort of all interested parties n our society
democratic values in no uncertain terms. first and would probably require ongong pubhc
* they must understand the valuel th¥mselves, dialogue on the goals of education and the
and second they must understand how their missions of our educational institutions
actionsand attitudes relate to these values Making explicit educational gpals and nussions
.® ’ may require new definitions for and different '
Challenge 6. To ensure equal access and  arrangements of the responsibilities of our
“educational opportunity for children, Jor educational institutions and the educators
educators, and for schools. Ths challenge within them The rescarch mission of schools ot
refers to access to educational resources. education. for example. may need to be shared ‘
experiences. and persons that. when combined: with schools and school personnel In meeting
ennch the hives of all children in the United this challenge. auniversal or final acceptance of
States The goal of equal access 1s 10 allow all  pubhcly understood goals should not be
.péople the Opppriunity to compete successfully - expected Instead. the clarity that grows from
for work and/astah personal satisfaction as dialogue should advance the state of education \
adults. If sgfme students have nfbre access to by }pointing out the precision with which some e ’
edacational resources than others. then sQciely  goals may be stated. but also the necesdarily ’
will suffer as well as the individual. Teacher public nature of all goals and missions n
education and staff development programs can  education
stress how educational resources can be , :
realistically provaded to all students 1n the same Challenge 8. To identify who ought to '
classroom, prograh. or in similar school teach. There are three parts to this challenge. -
setings Another level of this challenge 1s to The first 15 to 1dentify reliable charactenstics of
grant teachers equal access to the resources and ‘good teaching: that is, teaching performance
experiences of fellow educators, Children will  that can be expected ta be effectvely related to '
experience equal acgess to educational the quality of education experienced by
resources to the extent that their teachers students. The range of personal characterisucs,
experience equal accdss. Thus. this chatlenge beliefs. experiences. and attitudes that may lead ‘
refers to the distribution of educational | to such teaching performance may be far

opportunities for professional educators as well  broader than many educators believe. A second
as for students A'th{ifd part of this challenge is  part of this challenge is to attract as wide a*

community access to educational resources. representation of candidates for teaching as 15

Regardless of thé location of a school. it should possible. given the spectrum of cultural. racial, ¢
" recewve an equal distribution of educational and prior national backgrounds of populations.

resources and 6pp0nunities Staff development in the U.S. The third part of this challenge is

and teacher education can serve effectively to very difficult. to enforce adhetence to standards

distribute educational resources and + deemed appropriate for effective teaching. This '

opportunities more venly among schools, includes a process for removing those who do

among teachers. and among children. not meet such standards. To do this fairly would

g ’ require accurate, religble, and valid '
Challenge 7. To make explicit the goals performance ‘characteristics and a Jjustifiable

and missions of education. The more that judgment process. All three parts must be dealt

educators know precisely their goals for the withif this challenge is to be effectively met.
“children in their charge, that is, the goals are Teacher licensure is a response to this '

clearly determined, realistic, and supported py  challenge. Included in this response is the Y

definite inftitutional mission. the more can question of the role of the school of edugation 1n’ .

teacher education and staff development be determining who ought to teach. Should this )

effectively focused. But setting scrupulously deciston be based at the beginning or at the end .

5 .
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of the program or should 1t not be made at all by
schools of education? One response 1o this
challenge 1s 10 1denufy vahd and reliable
teaching performance charactenstics through a
variety of methods, including deliberation with
experienced teachers. Congidering the
complexuties of teaching . what we now know

-and carerehaby observe is primitive, yet stll

helpful 1n many cases. Although developing
responses based upon vald and rehiable
charactenisuics may take time, there are
procedures now being used that ma'y prove
effective for teacher icensyng at thelocal, state.
or even national level. R .

Challenge 9. To identify who ought to
‘teach teachers. The response to this challenge
depends upon the response to the.challenge of
identifying who ought to teach. If the education
of teachers 1s important to their effectiveness
with students. then the response to this
challenge 1s 1mportant. You don't have-to
believe that teachers only teach as they have
been taught to understand that the quality of
teaching performed by teacher educators is not
exempt from the same concems as the quality of
1nstruction coming from our primary and
secondary school teachers. What teacher
educators teach, how they teach, and how they

-culivate a respect for leaming and a passion for

teaching can be critical to the professional lives
of their students—who are our future teachers.
Developing vald and reliable criteria for ~ +

_ selecting teacher educators is a part of this

challenge, as it was for the previous one.
Creating the means to retain the more qualified
in teacher education, to enforce adherence to
standards deemed appropriate, and to femove
those who do not meet such standards, is also
part of this challenge. If work on developing
teaching performance critetia for teachers is
crude compared to the camplexities of feaching,
work on.developing similar criteria fdr teacher
educators has barely begun. Characteri§tics
may.not be the same becaugse the students are
not similar in age or experience.

* Challenge 10. To respect the academic
freedom of educators. Academic freedom—the
right of teacher or student to be free from
extemal or institutional coercion, censprship. or
other forms of restrictive interference in
academic matters~—has a tradition in our

+ '\

* for protection. Although the night of a teacher

society. One need only consider the past to
reéalize that'aé(ddemlc, freedom 1s required for
intellectual inquiry and needs constant attention

or student to be free from extemal or

institutional coercton is an 1deal never fully’
realized 1n gny society or institution, restrictive
interference need not be tolerated Intluded in

this challenge 1s the responsibility of educators

t6 guard against the restrictions they

(unwittingly) place on themselves Educatjonal
institutions can be judged on how the academic
freedom of their employees is respected and
maintained. Part of this challenge is to

distribute academic freedom more widely

within the educational profession. in particular

to educators whp work in schools A

concomitant consequence of protecting :
academic freedom 1n schools would be to

increase the responsibiliies for—and the

benefits of—intellectual inquiry by school )
teachers. In education, however. ‘the challenge

is further complicated by the dilemma that
academic freedom leads to faculty individuahity

and autonomy which in turn works against
educational reform. Can educators find ways to
respect academic freedom that can lead to
institutional cooperation and programmatic
improvement as well? A successful response to

this challenge would provide a positive answer

that is just as true for educators in schools as it

is for educators in schools of egucaﬁop.

Challenge 11. To involve the community

in the education of educators. Although the ¢ ™
citizenry is involved by law in school
decisionmaking, citizen involvement in the
education of teachers and other educators is not
yet as meaningful or accepted To address this
challenge, we must recognize the significant
contributions that the community can and does
make to the education of educators. One
e$sential feature of this challenge is to involve
the community in educating educators who are
not familar with one or more cultures being
served by the community’s $chool. Another

*part of this challenge is to develop practical and
effective ways in which staff development and
teacher education can build an understanding of
(a) the specific communities served by ~ *
educators, and (b) the symbiotic relationships
between these communities and the educational
processes, institutions, and experiences of

Ty
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students. The résponsnbnhly tncludes teaching
educators how to work with the community 1n
the fornial education of their children and
youth. A final part of: this challenge 1s to keep
the community informed about the current state
of knowledge (and 1gnorance) being
* incorporated into the education of educators
How the eommunity 15 meaningfully involved
in te'ache‘r education and staff development
 efforts will depend on how they are kept
informed of the contributions being made
through educational inquiry and reflective
expernence, i
. Challenge 12. To ensure that the
institutions which comprise our educational
system collaborate. Intramstitutional
cooperation must exist between schools and
schools of,education 1f educators are to'be
trained effectively. The term “collaboration™
implies that fundamental differences exist in
missions. roles. and responsibilitics of the
various educational institutions The -
assumption behind this challenge is that much -

could be accomplished 1f these separate entities

would poel their respective resafirces Of

~ vourSe, 1t"is nearly nevitable 1n teacher
education and staff development that schools _
and schools of education are both involved. The
challenge ¥to.ensure that the collaboration®}s '
smooth, natl\ldrj. and demonstrably beneficial to
educators andstudents and that it 1s 1nstitutional
rather than personal. In particular. school staff
development has had too many individual
entrepreneurs from schools of education and 0o
few holistic commiitments from schools of
education ot institutions of higher education.
Another part of this challenge is to prepdre all
educators to cooperate with éducators from
differing institutional and profgssional contexts,
to teach thém, in short, how tg collaborate.
Responses to this challenge may fequire that the
operating procedures of educationgl institutions
(particularly schools of education)'be revised.
‘their missions be reconstructed, andipew

+ professional roles be created to make
collaboration for teacher education'and staff

- development more efficient and more effective.

* One reason for this need is that the criteria for
tenure and promotion of school of e;.iu'c‘ation
faculty do not readily, lend themselves t
collaboration.

Q . R
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Challenge 13. To design a governance
procedure for teacher education and staff
development that is consistent and practical.
Every group represented in the discussions
which led to this report 15 responsible 1n some
way for teacher education and staff ,
development. This challenge addresses the need
for governance procedurgs that are cony
with the other challenges and that reflect the
legitimate claims of 1nterested parties to havea  *
voice 1n making decisions about teacher
education and staff development At present.
schools of education exercise relative autonomy
over their teacher education programs and .
school districts over their staff development
programs’ Meanwhile. state legislatures pass
laws that influencé both. Is this complex
response the best we can do” Perhaps joint
governance could be better. as 1t would provide
consistency . regulanty. and stability Clearly.
this 1s a complicated challenge requiring
creative ideas as well as tough-negotiations and
compromise among the various interested
parties.

C haflenge 14. To make time for teacher
education and staff development. Thys
challenge contains nothing complex It simply
says that educators must be allowed time to
engage 1n educational opportunities
Pamcnpaﬂon in educational programs related to
the educator’s work must be encouraged and
supported as part of the job of teaching. Time
for professional development must be made
available for teachers and mu'st be imphcitin -
the job descriptions of all educators. While this ¢
15 accepted for many school of education .
professors engaged in rescarch, it is not as
common for educators .working in elementary
and secondary educagion. Thus, this challenge
seeks distribution of educational opportunity to
all edueators, especially those who work daily
with students and from whose personal
enrichment students may gain the most. Part of
this challenge is to pick the most effective times
for participation, In some circumstances. the
tinting 1§ critical—for example, an intérnship
that student teachers complete before
certification. Time 15 also of the essence
immediately following a staff development
program. when educators need fime to plan.
revise, and adapt their new understandings to
their everyday practice. In summary, the
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seriousness of this challenge is found n the
time reqlfired for understanding to be gained
and then to be effectively placed into the
professional routines of educators. -

Challenge 15, To usegesearch in teacher
education and staff development. Rescarch 15
procgss and attitude as well as thgf?ional
residue of more clear understandin the
learning processes and their relatonships to
specific educational practices. In education,
“research” can'include individual 1nquines,
larg&®scale field studies, syntheses of hundreds
of studie on single themes, program
evaluauons, self-analyses and reflective studies
on educationat practices, philosophical
inguines and resdlts applied from ficlds outside
of educauon (such as linguistics, computer
technology. economic§ sociology,
anthropology, history, and more). Although the
sources for improving educational knowledge
and understanding can be overwhelming in théir
vanety, they also open up opportunities

The challenge to use research includes
three separate parts. The first part is to have
teacher education and staff development
programs convey tesearch to teachers and to
help them translate the re'Sults transmat .
processes, and convey attitudes of research into
classroom actions. A second part of the
challenge is to apply research to the practices of
staff development and teacher education. The
education of educators cgn benefit from
scrutiny of its own practices. The third part of
this challenge 15 to integrate the procesges and
attitudes of modem research—mcludmg
practical curiosity about the processes of
education and a healthy skepticism aboutyha(
we think we know-—into-thé work of all
educators, Once that is dong, more educators

can be involved in research. The challenge, 1n -

short, is to make the results, processes, and
attitudes of inquiry practical and available to all
educators. Finally, what must be recognized is
that a significant part of this challenge is
directed to those who currently perform
educational research. It is the responsibility of
researchers to recognize, first, that educational
research gives no prescription but rather an
opportunity for, reflection on its implication for

classroom action. Second, educational :

researchers are accountable for the
mhisapplications of their work, as well as forthé
effective applications.

. v
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Challenge 16. To disseminate

experience, knowledge, and understanding of

educational practices and their consequences, ~

in education, dissermination refers to two-way

lines of communication. 4 free exchange 1s )

neces$ary because” information held by teachers

" 15 necessary for understanding the how-and why

of classraom actions As research 1s showing, ¢
effective dissemination in education addresses
ahd builds upon the theories and underlying
assumptions of those who teach The tough part .
of this challenge will be to design and support
two-way hines of professional communication\‘
to replace the present system which has those
who teach only, at best, on the receiving end of
dissemination. Thus, although the challenge of
disseminating includes applying
communication technology to an expanding
amount of professional literature and fesear
the challenge 1s tougher than that Ho\}cvcr. let
us not forget the role that communicaion
technology such as computer-rese‘lruh.xble .
information data bases can have n ¢#ving this ”
system, nor the challenge to the informatton
user who still has the task of synthesizing what
the computer finds. Without thought and
professional discou,,tse, no efficient.
communication system will make a bit of
difference. The dissemination challenge
includes othe facets as well: building into
research, developméht and evaluation
contracts strategies and support for ’
dissemination, dcvelqpmg more effective ways
to capture and share expériences, and
integrating systems of professional
communication into all stages of teacher !
education and staff development.
. .

Challenke 17. To inform the public .
about the role of teacher education and staff
development in the education of their
children. This challengg is two-folgi.’ (o
improve the public image ofiteacher education
and staff development, and (2) to assist all
educators in communicating with the public.
The first addresses the need for the public to
have an accurate view of the role that teacher
education plays in the education of students, of
the advances made ih teacher education, and of '
the issues and problems confronting teacher..
education and staff development. The second
addresses the need for all educators to be able to
give the public reliable ‘and accurate
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information and to listen to public views. The
first is an obligation to 1nform the public about
the importance of teacher education and staff
development in the education expenenced by
their young. The second 1s the obhgation of
teacher education and staff development to
prepare all educators to deal effectively with the
public. To be met eftectively. both parts of this
challenge require conslderable attention.

P '

< hallenge 18. To apply credible -
standards\to teacher education and staff
development. This challenge 15 10 assess
accurdtely. rehably. and credibly whether
teacher educators are meeting their
responsibilities for what teachers do. teachers
for what students do. and, ulumately. teacher
£educators for'what students do. Some
discussion of the previous challenges has
referred to assessing teacher education and staff
development programs on criteria such as the
extent to which program members are nvolved
with the community. the degree to which the
programs emphasize the school as the .
workplace. and the extent to which the
programs instlll academic® and professional
hteracy. The basic challenge of applying such
standards is not simply to have them. however.,
but to make the standards accurate., fair, valid.
and applicable, Inherent in this challenge 15 the
need to have standards that can be reliably
assessed For teacher education and staff -
development. that presents a complex problem
« Asdifficult as it s to assess the effecttvéness of
?eacher pcrformance 1o terms of student
perfarmance . the challenge s increased
considerably by the need to relate the +
+ performance of the teacher educator 1o the
performdncg(ofthe teacher. Because most of: .
", these standafds depend upon demonstrated .
probable relatlomhlps between teacher
performance and ‘student performance, the
challenge Is to acknowledgc the himits of
research and to apply the standards N
appropriately. An essential part of this
challenge 1s to apply standards that can enrich

rather than merely limit the styles of teaching

and learning experienced by teachers and by
their students. In summary, the ultimate
challenge of applytng standards to teacher -
education and staff development is to link the
performances and achievements of the teacher
ducator with the petformancés and
“achievements of their students’ students.
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Challenge 19. To accredit and approve
teacher education programs in a manner
cor§itent with the other challenges. Processcs
of accreditation and program approval must be
consistent with the responses to the other
challenges. but educators should not get so
cau0ht up n the formality of the approval
process that approval rather than the spirit of the

.- other responses becomes the focus of attention

Unfortunately. in teacher education
accreditation and program approval, it 1s only
too natural for educators to become enchanted
with the formalisms of an approval process
rather than the spirit of the ntent behind the
process. Although the challenge 15 to develop
accreditation and program approval on credible
evidence. to focus on standards of criteria alone
can be countetproductive Current
circumstandes of teacher education create two
addional questions pertaining to this
challenge* With more than 700 accredited
teacher education programs. can any

, accreditation process adequately be fulfilled by

all of them, especmlly if a*more sophisticated
set of standards 1s applied? How can the
approval process be breadened to recognize

. teacher education and staff development

programs tn nendegree-granting educational
.contexts? In summary. although the responses
to the other challenees will provide a broader
base upon-which teacher education and staff
development programs can be accredited and
approved. responding to the range of 1ntentions
behird these may present a sngmhcam
challenéc

Challenge 20. To fund teacher education
and staff development appropriately. Direct
fundihg of teacher education and staff - &

" development may requite initial money. but this

may be covered in part by redistributing current
resources spent for similar functions. One thing
1s certain. Spent appropriately. initial funds for
teacher education and staff development would
be a growing investment in the future of
educatmnal quality expgrienced by gtudents. To
fund teacher education and 5taffdevelopmem in
a manner consistent with the responsésito the
other nineteen challenges will require
imagination anct uiderstanding of current
expenditures. Current costs of educating
educators are difficult to ass€ss and too often .
incorrectly calculated. For examale. a recent

< ,

.
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study sponsored by the Ford Foundation
showed that when job definitions and salaries of
all school personnel were included 1n a district’s
budget for inservice/staff development, funding
ranged from $750 to $1.400 pér teacher per
year. The amount contrasts with the $10 to $50
amounts spent per teacher per year by the more
generou&school districts for the professional

development of their teachers. In institutions of

higher education, the cost for educgting a
teacher is about one-fifth the cost for educatung
many other professionals and, in fact, is less
than the cost for a student 1n a regular degree
program in the same nstitution. If this is a fair.
accurate assessment of the educational costs for
becommg an effective teacher, then perhaps
teacher education should-not be part of
nstitutions of higher education where base
costs limat program possibilities. If this cost1s
not a fair, accurate amount, then educators must
gain their fair share. Responses to this
challenge not only will reqmre a no- né’nsensc

~understandmg of the facts. but” analysns and

imagination as well in covering the costs of the
responses to the other challenges to teacher
education and staff development. ‘
Each of these challenges calls forth a
number of questions and possible actions, but it
is suggested here that only when all 20 are taken
as a whole will significant reforms in teacher
education and staff development occur. The
value of this document will depend on how the
20 challenges can stimulate future dialogue
about and action on the reform of teacher
education and staff development. In particular,
the value of these 20 challenges will be on who
responds to the challenges, including teachers,
other educators, and citizens who in the past -
have not often engaged in analyzing the
practices and influences of teacher education
and staff development or taken part in their

redesign.
. [

‘Why Teacher Education and
Staff Development Are -
Importaiit

N

The challenges serve as the basis for
scrutiny, discussion, and action. Part two of

this report takes the 20 challenges and shows
how they can be used as a framework for
analyzing current practices in teacher education
and staff development. Patt three goes onto
suggest how future conferences involving a
broad range of educators and citizens can use’
these 20 challenges 1a comndermg the reform of
teacher education and staff development The
appendix describes how the ”0 challenges were
dentfied ~

To be sure. the reader tust be curious
about why the eight representatives from
educational organizations Who assembled 1n thee
District of Columbia 1n 1981 should spend their |
time discussing teacher education and staft
. development, and"why now. The conferees,
representing organizations 1nterested and
involved in the education of children and youth.
obviously had mutual concerns. But why
should teacher education and staft dcvelopment
be the focus of their discussions”  °

The following'are reasons stated at
different nmes by the participants from the
eight orgamzanons for why they felt their
respéctive organizations and constituents could
be served by eagaging in dialogue on the reform
of teacher education and staff development.

s

Teacher representatives. Teacher
_representatives stated that for teachers, teacher
education is a personal issue as wellasa *
professional issue. Teachers' opportunities for
.. educational enrichment and educational
‘expetience, for personal learning and
understanding, for educational excitement or
educational depression are considerably
controlied by the teacher’education programs
» offered. In college. teacher education can limit
or expand the range of educational cxperiences;,
. 1n graduate school, it can exciteor tranquilize
curiosity, it can stimulate or stop teachers’
capacities to gain deeper understanding and
~knowledge about their work. In short, teacher
education limits and defines the individual *
educatignal opportunitiestof teachers.yBut
teacher education is also a critical professional
problem to teachers. The educational ‘
background of a teacher defines how “teacher”
is 10 be understood and appreciated in our
society. The respect and credibility awarded to-
teaching depends upon public esteem for the
edugational experiences arid backgrounds of
,those ({oing the work. Thus, teacher education /
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\ Program. Advantement is primarily rewarded

. . 4 - -
can either limit or expand the protessional
image of teachers as well as their personal
educationat experiences,

.
.

School board representatives. School
ard representatives comménted that. 1o the
ublic. teacher education 15 a mystery

Bq‘)adcasts of some edutational research
(coming primanly from schools of education)
project an image of progress in understanding

broadcasts are also accompanied by a fuzzy
picture devord of any real impact on school
Rractice or policy. One Irony expressed by the
board representatives 1s that the public often
meets teachers. but has hule knowledge about

then. that the public views the ‘quahity of
téaching as being dependent-upon individual
personalities rather than on teachers’ ’
educational experience. In contrast. may

development 15 a major tool in such a staff-
dependent field as teaching School board

staff development in building upon local

public ungerstands the issues of teacher
education and staff development. the more
dependent members of the pubhic are on the
views of outside experts. and the less capable
they areof deterthimng how staff development
and teacher education can be uged effectively
Thus. without mare pubhc understanding of the
processes of teacher education and staff
development. these can appear to be important
tools for addressing local schodl 1ssues but with
few handles available for the public’s use.
Education faculty and researcher
representatives. Representatives of cducation
professors and researchers maintained that for
professors of education and educational
researchers, a range of dilemmas is created by
" teacher-education and staff development. Like
teachers. they are affeéted by the tmage and
status of teacher education. In universuics,
where generally the status of teacher education
is low, the education professor is rewarded for
not being associated with the teacher education

ERIC.- " . .
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containing hopeful promises but clusive results

principles of learning and instruction. but such

how teachers are educated It 1s not surprising.

elected public officials realize that professional

members often recognize the potential power of

strengths and in addressing specific local schopl
A 0
problems. Furthermore. ‘they noted, the Jess the

“w

o - )
for {rq.scarch. and research 1y often defined by
acadenue dnscnp]mcs, such as sociology.
psychology. or anthropology. with the theorists
by role-definition removed from the action One

" dilemma education‘proi'cs§(>rs find themselves

tn 15 that the befter the educational rescarch, as
defined by these” academic trahtivns. the more
rgmoved it 1s from the circumstapees of
educattonal practice and pohicy. Because of the
manner of selecting rescarch to‘pn&s. potentially
great problems—such as the Importance of
local circumstance in‘effecjlvc teaching—

. become nunimized and replaced by~problems
that are more conducive to research resolution
Thus, the academic stigma attached to
teacher education rubs off on those in schools of
education. creating a self-gencrating prophcc}‘

To raise their professional image 1n the
academic world. teachér educators perform
rescarch that 1s acceptable outside of education.
n effect remov:gg‘themselifes from the

education of teachers as theirresearch

“improves ' This creates more of a vatuum :

between researchers of teaching and teachers of

teaching within a school of education,

" consequ y intenstfying the low status of
teacher &ducation. This is creating a ncarly
untenable’cycle for those employed in schools |
of education where their “success™ undermincs
their own profession

’

.
s »

. School administrator représentatives.
School adminstragtor represcntatives noted that '
for their groups. teacher education and staff  *
development are g primary but often hidden
source of their successes and failures, A few . 4

. years ago. the quahity of nstruction was largely
dependent upon the quality of tgaining that new
teachers brought to their schools. School
adnunistrators had no control over the teacher
training programs of their young téachers. but
to mantan or unprove the quality of their

+ schools, they selected carefully {when possible)

those whom they felt had been best.educated. It
'was a time of teacher demand, and the success
of a school was dependent on whogwas hired.
Recently. with few teachers being hired. and
length of service and formal educational
experience being strengths of the School staffs.
staff development is the major means of
maintaitiing and improving upon school
excellence. Still, the educational administrator
is the consumer. largely dependent upon what -

»*
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the market has to offer. To build upon a
strength or to 1mplement a new program
depends upon the adminstrator’s ability to" .

. locate the most gffective and available staff
development resources and activities. )
Resources are now recogmized as ncluding
faculty members as well as outside consultants.
but even then, the process for involving faculty
members 15 crucial. To say that staff

) development 1s one of the largest potential

' writants to continuing good refationships
between educational administrators and -
teachers as well as being a major admipistrative

! . strategy for maintamming successful schools 1s to

understate the problem. they said.

1 . .

State educatign officials. Representatives
of the offices of state departments of education
noted that for state education officials. teacher

-education and staff development 1s a double-

edged sword. Although they are responsible for
certification. and in some circumstances for

" program approval. teacher education can be

more hindrance than headway to state
educators. Supervision of teacher edycation 1s ¥

' relatively small segment of a state school

officer’s responsibility, but it has a relanvely
large chance for professional exasperation and
cohfrontation. Each sthte, it was emphasized,
has its own way of working with teacher

. education 4nd staff development. Some state

" departments avoid issues of teacher education

and staff development that can raise potentially

nsky debate. Other state departments are very
involved in the design and support of staff
development programs as a means for reaching

state educational goals. Whether teacher r

. “education and staff development figure as small

. : or large efforts of state school officers,

- howeyer, they always raise sigrificant concerns _

. ' as state school officers carry out their
responsibilities for the certification of teachers

. and for the implementation of state educanona'l
programs.

?

s

v v

. Common focus. Although'no single
representative of the educational community ot
. the public is fully responsible for the education

- of educators, participants realized that they are
all involved to some extent and are all changed
in some way because of their involvement.

Like a river linking separate communities,
- . teacher education touches these communities

.
ER[
.

3 ' .
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and 15 affecied by them The condition of
teacher education now 1s hke the condition of
our nation'ssrivers a generation ago when the
lack of a common policy led to some polluted
waters. Each separate community car
determine how the river will be used. but until
more'is decided among the communities, much
15 left undone. Eike our rivers. teacher
education and staff development have sources
and conditions that determine thgir tlow and
current and that are not in the control of the
commupities touched. Society determines much
of the fluctuating circumstances of teache
educanon and staff development. Public and
protessional communities, however. can more
effectively byild and plan for their use and
enjoyment. even if they cannot be, expcctcd to
transform 1its.coursgvery much. y,

In addition to noting the 1mportance of
teacher education and staft development to each
constituency. participants felt fHat-their
respective constituents could/be better served
through reforms in teacher fducation aid staff
development. Certain ms in edycation and
staff devclopmem cquld improye the
educational hife of teachers and enhance their
professional reputatioris. Reforms could )
similarly improve the acaderfic reputation of
the educational researcher and help resolve the
tough professional dilemmas posed by teacher
education and staff development to professors

of education. Certain improvements in teacher
education and staff development could expand
the resources of the educational administrator * ws
for effectively supporting quality education in
their schools. Specific eforms could open up
the process of teacher education and staff
development to the public, thus enabling them
to be more informed about the schooling of
their children and about the Erofessnonal
qualities of those who work in their schools.

¢
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But Why Reform Teacher
Education and Staff
Development NOW?

a

Accompanying the recognition that teachey
education and staff development were
important and that certain'reforms could prove

,
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beneficial to their respective constituencics.
was a strong feeling\ényliﬁre.ssed by the '
participants that now is a good time for reform.
Comments from the conferees reveal why these
times in the 1980s and 19905 may be especially
rpe for optimism . ' .
P'artic:pam.s first wanted to make 1t clear
that much good has occurred and is occurning 1n
.the name of teacher education and staff
development. In some colleges and
umversities. for example. teacher education
provides a rich opportunity for acquiring a
liberal arts-education where an understanding of
-~ science. art. philosophy . politics. literature.,
soctology: and music are all required n the full
education of teachers and other educators
There are certain teacher education’ programs

that focus on the drawing of implications of the

greatest thinkers and inquirers of the twenueth
century: the works of Piaget in children’s
understanding: Vygotsky. Luria, and Chomshy
in lingustics; Merleau-Ponty and Levi-Strauss
in anthropology: Simon 1n artificial
intelhgence: Wittgenstein in philosophy:
Toulmin i sociology. These twentieth-century
pioneers become major sources of thoughtful

» analysis in sonie teacher education programs

, Accompanying this respech for intellectual
.. Wworks in teacher education 1s a régewed respect .

for the complex practices of effectiveand -
imaginative teaching. Educational investigators
such as Cronbach. Berliner. and the late
Lawrence Stenhouse are improving
professional understanding and.butlding
professional respect for the practices which.can
be obsérved in classroom teaching. Along with
such a focus on classroom practice n th;
preparation of teachers are accompanying
improvements in investigative metgf)ds that can
capture and help communicate the practical
experiences-of those who teach to those who are
preparing to teach.

Some schools of education are trying to
redraw their teacher education programs along
those lines. Certain schools of education have
created special positions on their faculties for
school teachers. Furthermore, researchers ke
Elliott and Carini are emphasizing the ,
integrative and energizing nature of inquiry for
those who teach. The processes that each has

.been developing for more than a decade .
demgnstrate the tight, intgractive links between
penetrating professional though_t/inqui[y, and

Q .
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dialogue. and effective, exciting. and
professionally satistying teaching

Respected academic communiues in the
United States are questioning the status and the
responsibilities of their schools of education.,
and they are finding 1t necessary to reaftirm the
importance of these schools within the
university The reason for this. says ¢ach
unwversity. s that its own destiny 15 tied to the
destiny of the public schools. Some are
asserting the corresponding truth that without
much closer ties between universities and the
local schools. schools of education will never

_achieve the academic importance they should

have within the umversity.

Participants from schools of education
were nnpre.ssscd by the quality of their younger
faculty members. In tgrms of talent.
aggressiveness. and academic standing of
younger faculty. sonie participants noted.
schools of education have never had 1t so good,
A cntical eye to educational practice and
context is being developed by the faculty. an
tnductive, hypothetical stance to understanding
how children learn has been rewarded by their
institutions: agd a scientific skepticism in what
we think W€ know. accompanied by a
confidence in the contribution of inquiry. have
begun to take hold more generally- in some
schools of education through their newly
acquired faculty. .

Just as significant for those who teagh 1n
the classroom are the educative roles being
taken by Teacher Centers and by school-based
staff developers. A variety of teacher-run
centers have proven 1o be effective resources
for experienced teachers. With teachers being
trainers as well as trajnees, a range of
professional opponujh\'@s are opening up
through Teacher Center activities. Likewise, a
national organization of staff developers (the
National Staff Developtnent Coungil) was
formed in the late 1970s with a membership that
wincludes hundreds of school district supported
staff developers. The Council’s quarterly
professional-journal (The Developer) reports
success and trends in local school staff
Aevelopment programs.

Unfartunately, as conference participants
were quick to point out, most of these advances
in teach¥r education and staff development of
the past 20 years have been isolated cases.
Although they are spread across a range of rural
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and urban America. each has usually taken
place in a relauvely constricted context with
little nipple effectand no strong national trend.
Yet there are enough of these enhightening
occurrences to giye a view of a rather healthy
and active professnon of teacher education and
staff developmcm Participants pownted out that
these and similarly 1solated but interesting
developments in teacher education and staff
dth,lopmenl could be used as a basis for
significant reform,

In addition to the opportunty for reform
provided by these recent developments was the
pressure of current demographics in education
The high number of tenured teachers and the
long expenence of most faculties suggest that
their educational, needs must be met with
something other than what they have
experienced in the past Although
‘untdergradugte training. certfication, and*
graduate degrees typify the carcers of a |dl‘&.€
percentage of school faculties. many are, not
satisified. When dissansfaction with their -
formal educatidn s hnked with their
disenchantment with the nature and style of
inservice programs. refofm 15 required.

Furthermore, many schools of education
are vulnerablg to current demographics of the
profession and are nterested 1n their own
reform. With enrollments declining. they find 1t
necessary to question the attractiveness of their
programs to experienced and advanced degree-
holding teachers as well as to potential
undergraduate studgnts. The 1980s and 1990s
may be ripe for internglly stimulated reforms 1n
teacher education and staff development,

What is now required for reforms in
teacher education and staff development to take
hold 1s to bring together the vartous interested -
-.and concerned.parties._In teacher education

there is no ultimate control of the demographics
which shape the profession. Nevertheless,
many have a responsibility for the policies
which lead to practices of teacher education and
staff development. Reforms in how teachers
and other educators are taught can be made only
if educators and citizens with-a variety of
educational responsibilities are involved. The
question is who talks and who listens, who 15
involved in the planning and discussions,
whose experiences are made public and
meaningful, who is to have the opportunity to
be engaged in dialogue on teacher education

s

-

and staff development. who 15 to be linked o,

_the decisionmakang powers that do exist. -

It 1s wn this hght that these conterences,
begun on December 18, 1981 among menibers
of eight organizations of educators and public
representatives, may have some significance to
future actions taken on teacher education ;
staff development The Conferences-have
exemplified. expanded and extended dialogue
on critical 1ssues related ta the feform of teacher
education and staft development Teachers.
parents. citizens at large. teacher educators, ‘
educational rescarchers, and state educational
officers were involved 1n the discussion and
debate.

I 4
Summary .

The emphasl‘s' 1n this part of our report has
been on the meaning and the potential '
significance of the 20 chdllengcs for teacher -
education and staff devdopmém as well as on
the contributions that future dialogue can make
to their reform. We have also emphasized that
dialogue on these challenges must occur
between teachers, teacher educators. school

board members and other citizens. educational

administrators, and educational researchers
The next part of this report illustrates how
these 20 challenges can be used to analyze
current practices and proposed alternatives in ’
teacher education and staff development. The
part following that provides some guidelines
and suggestions for continuing dialogue and
planning actions on the reform of teacher
education and staff development. The appendix
describes how the 20 chajlenges were
identified.

-
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SECTION 2

%

. INlustrations for Using The Twenty Chéllengés

: -
B -

' Introd

<

f . We have just looked at how the 20
challenges can serve as a framework fora
number of 1ssues germane to teacher education

-angd staff development and why responding to
the challenges 1s imely. The challenges.
dcnved’from a set of conterences, are meant to,
generate evaluations of gurrent practices of
teacher edycation and staff developnrent and 5
encourage action on reform. 7.

One proxul gaining curréncy 1s that of  *
postbaccalaureate internships for teachers. Fhe
proposal will not be analyzed here., but careful
scrutiny of the concept might render a better
undersgmding of the Mmerits and linmtations of
this'ifﬁf By analyzing the proposal, lising the
20 challenges as a framework, we can deciderif
the concept 1s a useful one for furthenng the
education of educators and, in turn. their
students. .

Serious reflection on past experiences in
introducing reform 1s vital if progress, is to be
made in the "80s and '90s. We can look to the
Teacher Corps and Teacher Center experiences |
of the "70s as examples of how to attempt
reform. The jury is still out on these  +
experiments, but some conclusions can be
drawn. One soon-to-be-published report written
by former Teacher Corps participants is a study

.

uction ,

that reflects on one of the challenges—the
challenge of collaboration (Fox. Anglin,
Fromberg. and Grady) Structured as a group
iterview with dialogue, it revealy some lessans
learned from the Corps activitics. What this and
other works pont out4s that reflection onpast
cfforts at reform w teacher education and staff
_development can lead to a sorting out of what

* worked and what did not. From there, we can

‘proceed with action..More important, what i

nceded 1s the development of more imaginative
and mnovative dc'.sig'n.s to ad\‘/uncc the cause of
quality preservice and continuing education for

* our nation’s teachers. Action research and

school-based inquiry are two possibilitics, but_
they stand to gan from an injection of *creative
ideay by teachers, the public. school and state
admunistrators. education faculty at
universities. and educational researchers. If
aetion research 1s to be tried out in specific logal
practicés. more synthesis needs to take place.
Working with the 20 challenges would provide
a uscful framework for this synthesis.

New educational theorics are emerging all

* the time. For example. some theorists'now

argue that educational practices and economic
conditions are intimately connected. The 1dea
has implications for the reform of teacher

¢
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education and staff development. This
perspective on education and others like it can,
with the aid-of the 20, challenges, be worked
into coherent proposals for reform of teacher
Jraining and professional development.

Right now certain power blocs hold-veto -
power over any proposed or eventual reform in
the arena of teacher education and staff
development. To change the situation, national
organizations thiat represent constituents with a
stake in the consequences of teacher training.
must agree (o continue the interactiye dialogue
begun in those conferences in which the 20
challenges were identified. The comments  «
generated in the conferences should serve as
guideposts in cantinuing the process of
analysis, reflection, and synthesis required if
significant reforms are to be made.

-

Four Reasons for Analyzing
Teacher Education and Staff
- Development

4

This pottion of the report illustrates the -
range and depth-of analysis that consideration,
of the 20 challenges can bring to discussiops
about teacher education and staff development
practices and proposals for their reform. While
it is understandable that a few challenges may
appear to certain individuals or groups to be
more important than others, it was strongly

*recommended Py the original conférence

participants-=representing varied -
perspectives—that all 20 are necessary if a full
ctitical view is to be constructed. Throughout
their discussion of the challenges, conference
members Tealized that their tendency to use
only a few challenges to analyze a practice or a
proposal was incomplete.

The intent of this part of the report is to
stimulate analyses of specific teacher education
and staff develppment practices. It is meant to

-show, for example, the range of these 20

challenges and the power they cap bring to a
discussion of the strengths and weaknesses of a
practice or of a proposed change in practice. A
the reader probably realizes by now, the spirit
and the intent of this report will be carried out
only when many, many, more teachers,
parénts, school board membefs, educational

- A

)

researchers, teacher educators, state school
officers, and school administrators, perform
their own analysis in more detal, in light
their own circumstances, and during public
discussions with one another.

- Further, the analyses will illustrate how
the 20 challenges can serve as a common
framework in a variety of analytical
circumstances. Four quite different reasons for
analyzing teacher education and staff,
development will be introduced here. They are:

e to aid in the critical analysis of practices
in teacher education and sta
development;

e to help jog reflective recall of
experiences in attempting to enact
specific reforms in teacher education
and staff development,

e to promote.critical analysis of public
documents proposing specific reforms in
teachér education and staff
development; and .

. o t0 help develop coherence to interesting
sets of not-yet-integrated ideas to
teacher education and staff
development. ‘

The first reason. for analyzing teacher
education and staff development in this way is
to produce a full understanding of today’s
actual practices making specific judgments of

. their strengths and weaknesses. The illustration-

used will be the *“‘traditional approach’ to
teacher education-and staff development. It is
the typical approach which consists of a four-
'year program at ‘an accredited college or

. university and culminates in an education -
“degree. The degree usually confers teacher

certification automatically, with salary
increases dependent upon completion of further
courses, attainment of l‘ligher degrees, and y
acquisition of more years of experience. '
The second reason for using these 20
challenges is to recall specific experiences in’
tryinig to enact reforms in the practice of teacher
education and staff development. Recollecting
previous action brings out the fact that many ~ °
reforms have been tried with varying degrees of
success. It shows us, t00, that much could be
learned from reflecting critically on these’ |
experiences. Two éxamples—those of Teacher
Corps and Teacher Cénters—will be briefly

-
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referred to.

offered grants to local schools and to schools o
education- that, in cooperation with local
communities, were to pool their resources to
improve therr teacher education and staff
develdpment programs. From 1965 to 1982,
Teacher Corps served students from low-
income, often minority communities. The ,
Corps started by emphasizin g internships and
recruitment of teachers. It championed
competency-based teacher education before 1t
became popular. It ended as a demonstration
program ip staff development. Although grants
had included a number of specific requirements
attached to them (formation of a community
council and steering committees) as well as
general expectations projected for them .
(emphases on multicultural education,
individualized instruction, and community
involvement), the responses varied at.individual
sites. During its 17 years of existence. there
have been hundreds of Teacher Corps projects
funded. each at approximately $250,000 per
year.

Although Teacher Centers also Jost their
federal funding in 1982, many continue to exist
through local support. Because of their local
identity, Teacher Centers vary so, greatly in
circumstances, responses, and style that
generalizations are seldom possible.

One feature that most do share is their
governing structure. They are governed.

}

primarily by the teachers being served, while a

variety of interests are represented on their
boards of directors. With Teacher Centers,
emphasis is placed on the contributions that
teachers can bring to teachers, where peer
interaction is supported along with development
of programs that respond to needs articulated by
teachers. Thousands of Teacher Centers exist
throughout the U.S. They range from the
school-district and teacher-organization
supported New York Teacher Center to the
independent Mountain View Center in Denver,
Colorado. L
The sources for this sample of critica)
analysis will be selected evaluative literature on
these two types of reforms that emerged with
the creation of Teacher Corps and Teacher
Centers. The important point of this illustratiod,
however, is that much more can be done by
persons who went through these experiences

Full Tt Provided by ERIC.

/" "than what is represented by this literature. The
Teacher Corps was a federal program thatt‘\(/

hope is that these 20 challenges may act as a
catalyst for stimulating systematic recall of the
lessons that were learned in enacting recent
reforms in teacher education and staff
development.

The third reason for using the framework
of the 20 challenges is to developan
understanding of what has be¢n addressed by
earlier specific proposals for reform of teacher
education and staff development. The examples
used will be two recently distributed public
documents. The first document is a monograph
by B. 0. Smith, itled A Design for a School of
Pedagogy (1980, sponsored by the U.S. )
Department of Education) which proposes a
detailed reconstruction of schools of education.
Smith, a retired school of education professor
anld educational philosopher, primatily
discusses preservice teacher education.
However, in this monograph he speaks in a
wider context and in more detail than evidenced
by any other published proposed alternative.
The second document 1s a report from a project
funded by the National Institute of Education
(NIE) in which a dozen school of education
deans developed a 23-page statement titled
*‘Increasing the Research Capacity of Schools
of Education: A Policy Inquiry” (1981). In
their words, this is a ‘“political" statement
calling.for aresearch basis to teacher education.
Tts political and opportunistic nature is evident
‘mainly in its call for all educational research to
be-done in specific schools of education with a
corresponding reduction of teacher education
programs. The peint of this-anabysis is to show
that public documents, including this one, can
become the common basis for critical analysis,
For example, these two documents can be
acquired by persons or groups who can analyze

them and discuss them from their perspectives, -

A fourth reason for working with these 20
challe?lgés is to usé them as a foqndation for
building a new proposal for reform. The.
example uséd here is *‘school-based inquiry,>’ a
term that refers to the systematic analysis of
teaching by those who teach. Although there
exists a wide range of literature on action
research and teacher involvement in inquiry.
including works by Schaefer, Elliott, Carini,
Kemmis, and others referenced in the
bibliography &f this report, few authors™directly
address the issue of teacher education and.staff




development.reform. We attempt to help fill
that void. What this discussion intends to show,
then, 1s how a varied source of ideas and
arguments for conducting inquiry in classrooms
and schools can be used by teachers for the
purpose of redesigning their work, the
information can be pulled together into a
coherent and unified proposal for changing
teacher education and staff development. The
example we use illustrates how these 20
challenges can provide a framework to analyze
what would be needed to truly make school-
based inquiry a reality.

The following text examines four practices
or proposals for teacher education and staff
development. analyznrfg each for its response to =
the 20 challenges in the order they have been
presented earlier.

A Critical Analysis of Practice:
The ‘“Traditional Approach’’

A

In our times scant attention is placed on the
school as a workplace either in the preparation
or 1 the continuing education ofteachers. For
nstance, in many cases student teachers’ field
assignments are synchronized with the college
calendar rather than the school cafendar.
Student teachers may spend no more than a
college semester observing and teaching with '
minimal supervision and with little or no
intellectual basis for understanding an '
institution or the daily professional decisions
that are made in classroom teaching. For their
part, supervisory teachers receive rudimentary
training and little recognition. As a result, for
first-year teachers entering their new
classrooms, it is usually a sink-or-swim

experience. At best, they walk in the door of the sTemain vague with little public debate arising

classroom armed only with a limited

_professional conception of the work to be done.

Part of the problem stems from the fact
that preparation is biief. Preparatory programs
that supposedly assure academic and
professional literacy are condensed into four
years. Social awar¢ness—and its ramifications
for classroom practice—is glossed over, while
technological literacy is mostly ignored. With
scant monitoring along the way, it is simply
assumed that academic, professional, and social *

v
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v
hteracy will result from four years of course+
work and an accumulation of college credits

In the traditional approach, except for
giving lip service 10 the obvious transiién from
the role of college student to classroom teacher,
transitions are not addressed. In some cases, the
transition from student to teacher is made worse
by the college experience: Almost total

«emphasis on the college culture is followed {
* after graduation by almost total emphasis on the

school culture. Later transitions are determined
by comple?ion of graduate work, fulfillment of
.departmental requirements, and attainment of
certification (through conferred degrees), all
aimed at bureaucratic functions other than
teaching. A continuous education is defined in
terms of acffmulation of graduate degrees and
1s formalized through pay scales and university
requirements. However, in actuality,
4¢dSntinuous education for teachers rarely takes
place on a faculty-wide basis and often happens
by chance rather than by design. N

For teachers, democratic values are
expected to be gleaned from courses in U.S.
history, politics, or state history. Equal access
and opportunity are.not dealt with in a
professional sense. Although freg enterprise
seems to determine the educational resources

_any educator can get, enrollees in schools of

education have professional resources like
libraries and time to use them, whereas
practitioners working if the pation’s schools do
not. What we have created is a lopsided system
of educational resource allocation and the
uneven distribution-is getting worse.

Goals and missions of education are
explicit in that everyone knows that schools
“teach and schools of education teach teachers.
Leaders of the competency-based movements
havé tried, with limited success, to make goals
explicit. Otherwise, the goals of education

about their meaning. " ¢
Traditionally, whe ought to teach is
defined as wheever graduates from an
accredited school of education and can get a |
job. Since some states grant temporary teacher |
licenses, job descriptions may not stipulate an
education degree. Once one begins teaching,
the question of who ought to'teach is often only
peripherally addressed—making tenure and ,
seniority less meaningful than they could be.
Who ought to teach teachers is more clear:

)
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anyone who is hired at a school of education
and cannot get released from teaching
responsibjlity by doing research.

Academic freedom 1s expected to be
extended to all faculty in umversity education
departments—whether or not the faculty
member engages in research. Yet academic
freedom, while it is often cited as the major
reason for the advancement of education, 1s
ofteninvoked by individual faculty members to
resist reform or wholesale change in the
programs of schools of education. Academic
freedom is seldom'referred to for those who
work in schools.

With the traditional approach 1t 1s unusual
for the community to get involyed 1n teacher
education and staff development. Schools and
schools of education.collaborate to the
minimum é&xtent necessary to allow
undergraduate students to spend between six
weeks to a semester 1n a school for their
“practica.”" As for staff development or
inservice education, these are considered to be
entrepreneurial contracts between school
districts and individual faculty: no
interinstitutional integration of resources is
expected.

Governance of teacher education and staff
development is performed neatly but, again,
without coordination: universities govern
teacher educaton; school districts govern staff
development, That is, advanced degrees are
contrglled by the university-and staff
development, viewed in terms of advanced
academic degrees,, is-rewarded in teacher
contracts drawn up by school districts.

Tinde allotted for preservice teacher
preparation usually is held to four years after
graduation from high school. Once out in the
working world, teachers are expected to find
opportunities for professional development
during the summer by picking up courses ot by
developing alternatives. In short, once
certification is attained, time is not made
available to practitioners though summers are
free of school responsibilities—and pay.

" The application of research to the
classroom is gaining attention in some teacher
education and staff development programs, but
not enough to be a general trend. Resedrch is
applied well in some cases and poorly in others,
depending upon who interprets the research and
draws classroom implications. Academic

.
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investigation into staff development and teacher
education is improving but in isolated
situations. Training in research processes and
cultivation of positive attitudes toward research
are not being imparted to teachers, while, for
their part, educational researchers largely havé
little or no contact with teacher education and
staff development—even within their own
schools of education.

To date, dissemination sometimes 1s built
into research, but not often enough. Special
programs, such as the American Federationsaf
Teachers® (AFT)-eflucational research and
dissemination effrt and the National Diffusion
Network (NDN), have been created to
distribute materials and information about

- practices—sometimes making considerable

impact. The Educational Resources Information
Center (ERIC) is another dissemination source.
In addition to its microfiche collection, 16
ERIC clearinghouses publish monographs that
distill and analyze information from the ERIC
data base and supplementary sources. Even so, )
dissemination is an entrepreneurial task with no
regular source or method for weaving new -
knowledge 1nto current practice. The typical
hierarchical model—action generated from the
top down—in matters of research,
development, and dissemination is‘bemg
recognized as ineffective, but this way of doing
things is reinforced by the organizational *
makeup of educational insututions.

Public relations on the role of education is the
object of little professional attention. Except for
limuted efforts by certain school districts and
some teacher organizations, relating to the
public seems to be something that **someone -
else’” does. *

Considerable attention is now being placed
on teaching standards, in some cases, but
mainly becauseof the absence of them. Some
school districts and researchers are developing
minimal st&ndards and tests for teachers. Others
are trying to develop more elaborate, valid, and
reliable ways to evaluate teaching practices.
Standards for the faculty of schools of
education have ristn considerably d
past generation, but they are’borro
from their parent universities and h
sensitivity to criteria bearing on the i/
of school practitioners. What of accreditation?
Currently, accreditation of teacher educatipn at
schools of education is performed by the

\




National Council for Accreditation of Teacher
.Education (NCATE). It consists basically of
peer review. For those nstitutions that undergo
NCATE review, there 1s a lengthy process that
requires response to explicit critena.
Demonstrating real evidence of quality is a
problem, since yahd ways to determine the
correlation Between the criteria and effective
teacher educaton are still evolving. Some
schools of education have withdrawn from

" NCATE review because it replaces professional
dialogue with a formal exercise based on
arbitrary critena. In the arena of staff
development, no attempts have been made to

d accredit programs, although some states are

taking steps toward program approval.
Movement on the accreditation 1ssue at large 15
being prompted by the National Education
Association (NEA). among others. Specific
altematives are being suggested for NCATE.
for state approval, and for a national
accreditation process.

What is the current state of affairs wnh
funding for teacher education and staff
development? Funding for preservice teacher
educaton 1s unconscionably low and almost

. nonexistent for staff devélopment. The student
studying to be a teacher bears responsibility for
funding about a quarter of his or her
undergraduate and graduate degree costs.
Almost a}ll financial assistance programs (loans,
scholarships, and assistantships) are made to
individuals rather than to institutions where 1t
may do the most good.

A Reflection on Experiences in

\\ Enacting Reform:

Teacher Corps and .
Teacher Centers

LY

Two efforts at reforming how teachers are
taught are_the Federal Teacher Corps program
(1965-1982) and Teacher Centers. Both
Teacher Corps and Teacher Centers have
emphasized the school as the workplace. Many
Teacher Corps projects, for example,
performed training on school premises. The
two-year training period for interns
concentrated on the school,.along with some.
organizational theory for better understanding

schools as i;stituuons In the later years of the
Teacher Corps program. the whole’school was
considered as the nstructional unit. and at
many sites the curriculum was deterghined by
classroom practitioners. -

Teacher Centers, of course, gven more
directly focus on the school as the workplace
with programs and activities geared to

- classroom application. There is much to be

learned from their experiences 1n focusing on
the demands of the workplace and
circumstances umgque to the school. Some of
these experlences center on instructional issues
guch as how best to address the orgamzational
reahities of schools or what is needed to improve
teachers’ working conditions. Serious reforms
of teacher education and staff development
should build ppon the lessons that have been

" learned from these and similar efforts that

concentrate on the school as the workplace.
There is one caveat: In addition to real ’
suecesses scored by some Teacher Centers and
Teacher Corps projects. cdme results of some
studies of Teacher Corps suggesting that
overempha51s of the school can lead to little
reform in what students experience (Corwin,

. Popkewitz, Fox).

Teacher Center expgrience can teach us a
lot about what teachers consider to be literacy.
Since many of the Teacher Center instructional
programs are proposed by teachers, we can get
a good picture of the priorities they place on

professional, social. academic, and

technological backgrounds for becoming more
effective teachers. The Teacher Corps project’s ,
emphasis on improving the social

understanding and the institutional awareness of
student teacher interns shoutd likewise be
beneficial when building responses to this
challenge.

. The transition from the role of student to
teacher was emphasized strongly in Teacher
Corps and also gets emphasis in some Teacher
Centers. Similarly, each responded to the
dilemma that experienced teachers found
themselVes confronted with: héw to make

" transitions in their careers. Participating in

Teacher Corps or Teacher Center projects
presented teac hers with opportunities for
professional transitions. Possibly the most’
significant-lessons learned by Teacher Centers
and Teacher Corps\re how teachers and other
educators respogdedo the opportunities for
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, instructional leadership and professional in Teacher Centers and Teacher Corps projects
transition that becamie available above and would be invaluable in designing responses to
beyond those provided by their employers. . the equal oppon'll{liyy challenge. . _

Teacher Centers, of course, emphasized Both Teacher Corps projects and Teacher :

the education of teachers that is required for a Centers have lad to publicize and explain ,'j .
job beyond formal degree programs. Some - specific goals. They have also had to -
Teacher Corps projects did. too, with " - demonstrate how these goals are expected to be .
instructional prograrhs designed for whole . ‘met through teacher education and staff )
school faculty based upon specific develbpment activities. It became almost :
circumstances of that schoal or community. routine to the development and maintenance of
The problems they encountered and the their projects to engage in public dialogue about
successes they achieved in continuing the these goals at meetings of boards of directors,

education ofteachers (and of other educators) parents’ groups, or educational admnistrators.
are of great importance in building whole-scale The communications skills gained, and the

" responses to this challenge. Each met with - ability to recogmze the sometimes subtle
certain successes and failures in integrating the  differences between rhetoric and achievement
teachers’ educational activities mto the developed, may be useful for building future
education of their students. reswses lo this challenge.

Another hallmark of Teacher Corps During the years, staff of both Teacher
projects and Teacher Centers was instilling Corps and Teacher Centers have held a definite

democratic values in students. The tenet that all view of who ought to teach. In Teacher Corps
children can Jearn was upheld with considerable  the answer to *‘who ought to teach?"” included
effort—and, in sorfie. cases; programmatic liberal arts graduates with two years of field-
planning. Through their efférts, programs have  based.raining as well as minority members.
been designed to imptove the understanding Projects actively recruited Native Americans,

o
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. and build upon the strengths of minority | Chicagos, Puerto Ricans, and blacks..In many ,
cultural backgrounds. if we fail to pay attention  Teacher Centers, the answer has been the .
to Teacher Corps and Teacher Center trained, experienced teacher-—but one who has_ ' »
experience when we design teacher education been kept recharged by educational stimulation, .
and staff development programs to maintain ' encouragernent, and professional recognitign.
democratic values, then some of the best Each answer, of course, is critical to future
' professional wisdom and most extensive responses. . .
practical experience will have been * To the question of **who ought‘to teach
disregarded. - teaghers?""'the Teacher Centers’ answer is, ;
Equal access and opportunity is basic to primarily, bt not solely, other teachers. The h

many Teacher Centers and had been the focus standard upon which their answer is based has
of number of Teacher Corps projects. Though  been that teachers ought to be taught by persons
-2

Teacher Centers vary widely, they have ail , who know schools in general and understand
acted to improve access and opportunities to all theit circumstances in particular. Teacher ‘ .
teachers in their vicinity. Recent studies by NIE  Center experience is rich in applying this - .
are showing, moreoever, how successfiil standard éff¢cti'vely. Teacher Corps . .
Teacher Centers have been in drawing a variety  expériences were l}.kcwise rich, but different.
of teachers to their services. - Their projects miore routinefy depended upon
Similarly, certain Teacher Corps projects  “school of education faculty 1o teach teachers, . .
put’ cansiderable effort into supporting equal but since most p;ojects were limited in scope, it
access‘and opportunity for students in ' was relati,velﬁ easy t0'choose who would work ’
classrooms as well as championing teacher with teache ‘;and who would not. By virtue of ’
access to educational resources, For example,  their succeges as well as failures, many
. some projects supported opportunities for * Teacher Corps projects could offer insight into .
teachers to attend national professional whd ¢mpl6yed'§in schools of education ought to
conferences and sponsored their own research,  teach teachers., ~
writing, and publishing. Lessons learned from Academic fre¢dom has seldom been i ' L

the experiences of staff who are or hdve worked directly addresséd in Teacher Corps or in
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Teacher Centers, but oc®asionally the issue has
sirfaced. Some Teacher Corps projects have
encountered education faculty who used
academic freedom as a shield to thwart program
reform. In Teacher Centers, there have been
times when the limits of academic freedom
enjoyed by school personnel have likewise been
tested. Their experience may be valuable in
_responding to the challenge to respect acddemic
freedom in teacher education and staff
development reforms.

Commumty involvement was fundamental
to Teacher Corps projects. It was formally
required in the community council.
Involvement with the community was expected
to be a part of the education experienced.by
teachers and other educators. In some projects,
community members did some of the training.
In others, cammunity members were learning
side by side with the teachers. Intern training
required a sxgmﬁcant amount of pamc:pauon in
community activities. There are some hard
lessons to be learned from this experience.
Certain evaluations of Teacher Corps efforts
point out the potential for co-opting the
community when the school replaces action

“with rhetoric (Popkewitz, Fox). One SRI study
(Deslonde) showed how formal structdres can
enhance genuine community involvement in the
education of teachers and other educators.

Collaboration and cooperation have been
challenges crucial to the success of Teacher
Centers. Staff of the centers have learned, some
the hard way, about the need to deal effectively
with the separate educational constituencies and”
institutions—schools, teacher orgdnizations,
school districts, state departments of

' instruction, and sehools of education—if

teachers’ respofisibility for their own education
is to be taken setiously.

Teacher Corps had a different but equally
rich set of experiences in collaboration. Project
personnel were expécted to collaborate.
Because of their links with schools of
education, they ran into certain roadblocks.
That is, they found that faculty members’ drive
ta,work with schools was diminished since their
promotion and ténure are not based on .

- cooperation with schools.- A lesson reported in a.
recent study of Teacher Corps collaborative,
experience shows that the entire school of
education as an institution must be committed
to cocwating with schools; calling on

. . .

individual faculty members will not accomplish g
much (Fox et al.). To design effective
responses to the challenge for collaboration
would mean adopting more advice from people
with Teacher Center and Teacher Corps '
experience.

Solid and stable governance has been

.significant to the survival and the successes of

Teacher Centers and Teacher Corps projects.
Both Teacher Corps projects and Teacher
Centers have been governed through formal
joint committees. Corps projects were governed
by a steering committee composed of members
of the school of education, project staff, school
teachers, school administrators, community
members, and student interns. Many Teacher
Centers have a similar mix on their board of
directors or advisory committees. Both have

_experienced the advantages and the
, disadvantages of joint governance and should

have much to share with those who are
considering a reform of governance for teacher
education and staff development.

king time for teacher education and
staff development has taken considerable effort
on the part of both Teacher Corps projects and
Teacher Centers. For student teachers; Teacher
Corps projects provided a two-year internship
beyond the bachelor’s degree. For experienced
teachers, some projects found creative ways to

- pry loose the necessary time for continuing

education by employing strategies such as
released time, paying for substitute teachers, "
paying for extra time, or granting support for
conteience attendance. In general, Teacher.
Corps projects had the money for such support
and, as temporary eftities; could obtain special |
treatrent by the school districts, teacher
org&nizations, and schools of education. For
many Teaacher Centers, however, making time
has been a tremendous challenge despite the
need for just as creative a response. Some
centers have made great strides by negotiating
with rcprescntatwcs of numerous focal
educational interests. Again, the experientes
gained from Teacher Corps projects’ and -
Teacher Centers’ efforts to free up time for
teacher staff development can prove invaluable
in making more general policy reform.

For many Teacher Corps projects and
Teacher Centers, using research has been
something of an ideal. It is an ideal that has
been difficult to attain. Bringing research and

.
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researchers to schools with the intent to
implement the results takes time and savvy.
Some Teacher Centers have succeeded. Some
Teacher Corps projects succeeded, but not,
nearly as many as have tried. Some of the
problems were caused by the limited scope, of
the research or by lack of attention—or
ability—of the researchers to draw practical
implications. To increase teacher participation
in research, some Teacher Centers and Teacher
Corps projects tried to employ action-research
methods. Numerous doctoral dissertations have
been written about the experience as well as a
welter of local and national program
evaluations. Many Teacher Centers have been
the subject of similar documentation,
evaluation, and research endeavors. Any
research investigating the intentions, processes,
contexts, and consequences of teacher
education and staff development that does not
refer to this documentation of Teacher Corps
and Teacher Center experiences, consequently ,
is incomplete.

Dissemination was a requite ment of
gacher Corps projects and has been viewed as
a Cdmamitment by some Teacher Centers. The
National Teacher Corps program strove to

. incorporate current wisdomt about

dissemination into its practices in hopes that it
would be applied. In’doing 50 1t produced some
good materials on dissemination,
demonstration, and the structure of schools as
institutions. Some Teacher Centers and Teacher
Corps -projects have formed regional networks
to open lines of professional communication.
Both centers and projects have also’developed
ways to effectively distribute their work locally
and have found innovative ways to adapt new
procedures and materials to local schools.
Thus, there is experience to be gained from
Teacher Centers and Teacher Corps projects in
trying to build more horizontal lines of
communication among teachers and schools.
Many Teacher Centers and Teacher Corps
projects have related well to the public. Some
put considerable stress on public relations and
their programs benefited considerably. Often
they had to develop their own constituencies

~ and links with the public: The way that they

achieved this was by publishing community
newsletters, getting.coverage in local media,
and hosting special public meetings. What

Teacher Centers and Teacher Corps projects

t
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learned 1n th¢ course of improving the image
and winningjpublic support for teacher
education and staff development could
‘contribute to future reform.

Negtlfer the application of standards nor
accreditation and program approval have been
stressed heavily in Teacher Centers or Teacher
Corps projects. Some projects and centers
participated in various forms of competency-
based teacher education: That is. they

- developed performance criteria upon which

judgments of teaching performance could be
based and future instruction designed. Some
centers are now contributing to the development
of criteria for teacher evaluations. Staff in a few
projects and centers have wdrked closely with
their own respective states in changing program
approval procedures and criteria. Some Teacher
Corps projects, in fact, have provided their
respective schools of education with a resource
for meeting specific NCATE agcreditation
requirements—especially those dealing with
multicultural education, minority recruitment,
commumity involvement, collaboration,
continuing education, and field placement.
“Funding. of course, has always been a
major consideration for both Teacher Centers
and Teacher Corps projects. Since the federal
govemnment has withdrawn, it has become more
s0. Teacher Centers have consequently
developed a variety, of creative responses.
Resources being tapped are volunteer help,
grants from foundations, out-of-pocket fees for
participating teachers, and monetary support
from teacher organizations, school districts,
and school boards. In some cases, local ’
businesses have come forth with funds for
supporting the-activities and programs. S~
Budgetary outlays for specific services and
programs are well known by Teacher Centers
and Teacher Corps project difectors. Emphasis
has shifted from identifying outside funding
sources to finding ways to fund appropriately
within the' operating mechanisms of schools,
school districts, and university schools of
education. The result is that the experience
gained by Teacher Centers and Teacher Corps
projects can be used to develop realistic
guidelines and creative responses to the
appropriate f’unding of teacher education and

staff development reforrf, -
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o " A Critical Analysis of
) Documents Proposing Reforms:
‘ ~ B.O. Smith and
the Deans’ Statement.

. _ ‘ The sthool as the workplace and as the
center of educational action is the focus of B.
O. Smith’s A Design for a School of Pedagogy.
In this monograph, he propbses to integrate
school of education faculty with the schools. In
doing so, he suggests that entire courses may be
. 3 set in schools. The role of school of education
faculty is to instruct future teachers in the '
practical applications of their subject matter. In .
contrast, the deans’ statement rarely refers to
school practice and does little to suggest that the
school should be the center of attention in
» teacher education and staff development. The
deans’ statement mentions action research as a
- . past fancy; collectively, it makes no reference
to problems encountered in applying
educational research to school practice—or -
even of performing research in schools.

Smith pays considerable respect to
academic, professional, and social literacy; as a
matter of fact, applying understanding and
knowledge to classroom performance is
probably the most important attribute of
Smith's school of pedagogy. Not only does he
: advocate more credit hours for teacher
. < education, but he places great attention on :

making advances int knowledge more
B, pedagogically effective. The deans’ statement,
g on the other hand, interprets professional
Tl literagy as understanding educational research.
Academic, social, and technological literacy
-are not adﬁ&d.ﬁBy implication, it may be
that these competenicies are considered to be
effectively met in their colleges and
) universities. X
e .~ On transitions, the only kind discussed by
Smith is that from student to teacher. To Smith,
. this is the one transmon that can be improved
. directly by feforming preseerce teacher
’ education. The notion of continuous education
is respected and desired but it is not the concern
of this proposgl. The monograph, however,
does aiscpss three kinds of graduate programs,
one of which is doctoral and limited to
. specialized educational research. Transitions do
not figure in the deans’ statement at all. Since -

®

no reference is made to the continued education,
of educators, such education may be assumed to

be formal, linked to degree-oriented programs, -

and dependent upon the research being
conducted by school of education faculty.

Democratic value;rare talked about in
Smith's previous work but not cxphcntly in this
proposal. Again, since the deans’ Statement
does not address this challenge, it may be
assumed that it is best addressed by other
academic departments.

Smith’s proposal for training teachers ¢
stresses equal access and opportunity in the
school and classroom. However, the
dependence of schools on school of education
éxpertise would probably widen the gap in
professional opportunities between the two
kinds of faculty. The deans’ stat¢ment implies
that equal access to professmnal r'6,50urces can
take place only if a relatively smq number of
research-oriented schools of educattqn are
accredited. Individual educators, they say,
would then have a similar range of research
resources in their training and at their disposal.
Disparity in opportunities between school .,
practitioners and faculty in‘universi’ty
departments of education are not mentioned.

Explicit in Smith’s proposal are goals and
missions, particularly the goals df preservice
teacher education and the mlSSlq& of schools of
education to prepare teachers. 1§ and"
missions of schools of education® are referred to
periodically in the dean’s statemem with
reference to the training functlomqf schools of
education and to a study by Guba and Clark
concluding that little research is going on in
most schools of education. Dedication to
service missions, the statement suggests, makes
it difficult to spend time on inquiry. In general,
the statement agrees with the current division of
responsibility among schools and university
schools of education (you teach, we do research
and teach teachers).

Who ought to teach, Smith urges, are
people who have successfully completed
Smith’s proposed postbaccalaureatc program. If
the program is relevant and challenging, Smith’

contends, those who pass ought to teach. He is’

tougher on who ought to teach teachers. He
designates persons with clifiical knowledge,
skills, and practical understanding of teaching.

. Teacher educators ought also to possess

abilities to relate to the public schools and to
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work with colleagues from other disciplines.
(Smith doubts that these are common (Mits of
university faculty and suggests that a clinical
program should be separate from graduate
school.)

Who ought to teach, as proposed by the
deans’ stgtement, are persons who have
completed teacher education programs that
emphasize research. The premise is that these
programs will be staffed by researchers, which
also answers the question of who ought to teach
teachers. The statement claims that this can and
does happén in schools of education that have a
research emphasis. There is no .
ackn(j;edgmcnt that this is nor happemng now
in many schools 6f education where educational
research has been intentionally removed from
teacher education. As a result, trh‘*mement
does not sugéest how research is.to be merged
into school prictice except to emphasize and
fhd more research in the institutions training
school teachers.

For all the emphasis on the

stbaccalaureate clinical approach to teacher

ducation, academic freedom is never directly

entioned by Smith. By implcation, it is
accepted as it is defined in universities but
challenged as an impediment to the chinical
teacher education program he proposes.
Academic freedom is not mentioned in the
deans” statement; by implication it rightfully
exists in educational research institutions.

Smith considers the community to be one
of the laboratones for the clinical training of
teachers. Consequently he cites, as teacher
requirements, the abilities to understand and
work with the community. He fails, however.
to refer to institutional involvement with the "
community. Di{cussions about community
= involvement areynot treated in as much depth as

academic preparatgn for the profession. The
deans’ statement makes no mention of -
‘, community relations. )
«  Collaboration between schools and schools
of pedagogy is part of the clinical training
advanced by Smith. For example, laboratory
Y work and'seminars are to be conducted in
school settings. Again, the suggestion that
clinical training not be connected to graduat
schools implies Smith’s pessimism that
graduate schools can collaborate to the extent
needed for his brand of teacher ediication
program. The only reference to collaboration in

" administration of the **clinical complex’ —the
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the dean’s statemem'suggests that collaboration

is a major reason why the field service segment

of teacher education is so energy sapping. . .
Although governance of the school of

pedagogy 1s not discussed by Smith,

school ef pedagogy and its laboratories—
consists of contractual arrange ments with local
boards of education and a council that includes ‘
faculty members of the laboratories. The
governing structure of each laboratory is 3
described 1n detail, with a board of directors
composed of representatives of‘tea°chers. the
community. and the university. Although
Smith’s intent may be to open up the
governance procedure, the overwhelfning detaif .
nearly obscures the intent. Since there 1s no .
description of the governance of the school of .
pedagogy itself. we infer that the school ) -
possesses autonomy. [n the deans” statement,
govemance of teacher education and advanced
degree programs is to be handled by schools of
education. . ‘ C
For teacher training, Smith prescribes two
years of clinical practice beyond the bachelor's
degree. Granting time for training supervisory
teachers is proposed in addition to allotting time
for school of pedagogy faculty to participate in
the program. Smith. however, does not touch
on the topic of staff development for teachers
once they’re out in the working world. Neither
teacher nor student teacher time is mentioned in,
the dean’s statement. However, the dgans do
mention the time demands placed on school of
education faculty, ostensibly a reason why
many are not involved, in educational research.
The use of research and 1ts usefulness to
teaching practices are important concerns in
Smith’s proposal. Smith takes aim at education
faculty who. he maintains, are applying few
research findings to the education and training
of new teachers. They are too busy telling .
others what to do and not tending to their own
duties.‘ he charges. His response 1o the s
challenge of using research is a proposal for
clinical training. For it is in the laboratories in
schools that the understandings gained from
“research can be applied, he notes. To apply
rescarch is the job of the school of pedagogy
,faculty, who are expected 10 respond from a :
range of disciplines and in an integrative,
multidisciplinary fashion. Teachers, however.,
have no role except to be recipients of such

-
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knowledge. **Wisdom’" gained from classroom
practice is referred to, but-primarily as
potentially misleading mythology to be guarded
agaiast. Smith recommends that all educationa)
researchers get the same clinical training as'
educational practitioners. In short, research is
labeled a rich field in education, but one that is
limited to a technically trained few.

" Research is the obvious focus of the deans’
statement, and the inftuence of educational
research ift the training of teachers is its major
concern. The gericral response to the tesearch
challenge is to affiliate all teacher education
with research-oriented universities; beyond
that, little action 1s recommended. The di$play
of great respect for research is accompanied by
a correspondingly narrow interpretation of its
meaning: educational research is defined by
large-scale efforts, large dollar outlays, and
conclusive findings leading to rules for
teaching. The attitudes toward and actual
methods of inquiry are not discussed; in fact,
inquiry is not a feature of the document. .
Smith’s proposal, on the other hand, is filled
with references.

In Smuth"¢ pegposal, dissemination flows
from researchers o Practitioners with emphasis
on impartin cholarshlp and research to
teacher candidates through a clinical approach.
Dlssemmauon is to be accompllshcd accordmg
to the deans’ statement, through teacher
training at schools of education. Limitation$ on
theory about research, development, and
dissemination are acknowledged, but no
alternative from the recent literature on
dissemination and demonstration is proffered.
Instead, they advocate the traditional
hierarchical, one-way communication system,
only with more emphasis on student teachers.

Public relations are not addressed in A
Design for a School of Pedagogy. Smith’s
document is written for and directed at internal
professional reformhin general and schdol of
education reform in particular. While the
community role is alluded to and governance
procedures are spelled out, the idea of
informing the public is ignored. The deans’
statement does not refer to relating to the public
unless the govcmmcmal,'administrative
audience for whom this docume/nt is written is

- interpreted as the public. :

Smith strongly emphasizes standards in the
baccalaureate preparation of teachers—
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{ .
especially n their clinical training. He gives
considerable attention to distinctions between
principles, values, and clinical and academic
knowledge and theories in teaching, with the
clinical program placing stress on practical
application. By ust gfaindicators, illustrations,
and conditional statéMents, he shows how
standards can be applied in clinical training.
Smith’s discussions culminate in a ‘ ‘master
scheme of specific clinical knowledge.™
Standards are not specified in the deans’
statement, bue it is clear that they should arise
from and focus on the conduct of educational
research. It is suggested that such standards

would restrict the number-of teacher education .

institutions to ones emphasnzmg educational
research.

Smith expects that accreditation would be
a feature of the baccalaureate and the two-year
clinical programs. Plenty of information is
provided on how to develop quite specific
criteria for the accreditations. Accreditation and
program approval are key to the deans’
statement. Accreditation would continue to be
collegial and would be based ‘entirely on the -
quality and amount of research performed by
member institutions. It is argued that this
would, of necessity, reduce the number of
accreditéd institutions considerably.

Funding for Smith’s proposed changes in
teacher preparation is not directly addressed.
Although it may be assumcd that funds would”
come from student tuition and simlar sources,
references to the medical profession may
suggest state subsidiés for teacher training akin
1o those for medical education. In the deans’

statement, funding would be needed to increase

the research capacity of select schools of
education. This funding.would come largely
from the federal government. Student tuition
would also enter in; however, it seems clcar that
without substantial federal research grants, the
proposed improvements would be difficult to
achieve. ’

Developing Coherent Proposals

from Interesting Sets of Ideas:

School-Based Inquiries

What follows builds upon recent attempts
to emphasize inquiry into the practice of
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. teaching. We have drawn responses to the 20,
challenges from many disparate and intetesting
works referred to in the references of this
report. . Taken.together, these responses would °
reform the practices of teacher education and
staff development so that the preparation and
continuing education of teachers would more
realistically support school-based inquiry.

This analysis is included for four reasons.
First, to promote interest in an approach to
teacher education and staff devglopmient that
holds promise but that challenges current,
comfortable notions about educational research.
Second, to show how one might combineé a
variety of specific efforts into one set of
consistent responses to all 20 challenges. Third,
to stimulate others to continue to adapt these
separate efforts and to examine the possibilities
for making them into a consistent, clear
proposal with a definite chance for being
adopted. Fourth, to reinforce the creative work
already underway in teacher education and staff
development. In 1ts totality the analysis
demonstrates how the 20 challenges become a
framework for the synthesis of ideas not yet
fully integrated into a single proposal. Let us
examine responses to the challenges one by
one. PO '

_We begin with the challenge to focus on
school as the workplace. School-based inquiry
advocates emphasize the sthool but in a critical
manner. The practical problems of teaching are
acknowledged and respected, but certain
features of the schoot, conditigns of teaching,
anq status of classroom teachers are not
assumed to be acceptable. Teachers would
apply critical analysis to the work and work
environment. There should be a close

- connection between analysis and subsequent *
changes in action and circumstances. Gaining
insight through experience, however, is not
‘expected to be natural, easy, or simply a matter.
of acknowledged authority, Rather, it is hard
work. Since schools of education are the
workplaces in teacher education and staff -
development, self-analysis would also apply to"-
them. o,

Challenge number two is a call to literady
for educators. Response to this challenge

.dindicates emphasis on liberal arts and the .
philosophicgl bases for understanding. .
Thorough acquaintance with the social,
pglitié?l: and eotiomic conditions of schooling

¢
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¢
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. 'and synthesizers. This kind of i quiry aims to

]

¢ v
are assumed to be necessary, traits for those who

engage in cnitical inquiry. Professional literacy
is the ability to clearly explain the educational
practices one engages in, observes, or has been
introduced to. Seme of the devices used to
support analysis and interpretation of classroom
actions are audio and video aids, computers.

bring an understanding of.educatjon, schooling, .
. énd.leaming closer to actial pracyi
+  Athird challenge calls for re
professional transitions. School-base. mquiry
“advocates seek emphasis on transitions of the
expetienced teacher. Thoughthey ackndwledge .
the transition from student to teacher, they
expect transitions to continue. They would like,
to see recognition and support for accumulation.
of teaching experience—perhaps in transitions
marked by promotion to the status of “‘master
téacher,”’ .
A summons for continuous education
draws this response: Continuity of education for
educators is a must. Proponents of school-based”
inquiry are almost all disenchanted with the
degree programs of schodls of education. their
parent universities, and the bureaucratically -
oriented insérvice progranis that most teachers -
eXperience. They emphasize the self-reflective
nature, of continuous education and group
orientation for professional development of
school staffs. ]
+A call to action on maintaining democratic

* vakues in education uncovers some interesting

comparisons. It is an interesting corollary that
-the supporters of critical ipquiry. also emphasize
the values of demacratic participation. Many
make specific suggestions for the training and
education of teachers that can better reflect
democratic values. School-based inquiry
proponents often are critical of current
educational institutions chafuse of a
bureaucratic intolerancé fof conflict and the
difficulties encountered by teachers who want
to instill democratic values in their classroom
practice. ,
The challenge to ensure equal educational
opportunity invites a response. Since school-
based inquiry advocates focus on appropriate,
fair distribution of classroom resources and
support to individual students, they see this as a
strong challenge. Large classes work against
the ideal since there is no time to assess what
students afe learning. Another answer to the

L)
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challenge 15 to equalize the distribution of
professional resources. The opportunitics of
téachers to engage in critical analysis. have
access to literature, and attend conlerences are
few compared to their colleagues in schools of
education, Because these differences in
opportunity are exacerbated by the different
nussions of schools and schools of education.
climinating these mequalitics seems to call first
for a restructuring of missions.

T3 make explicit the goaly and missions of
Sducition 1 challenge number seven.
Proponents of school-based quiry start with
explicit descriptions of what 1s expected from
students Goals are to possess understanding.
be capable of cntical thinking, possess the
ability to articulate 1deas. and participate n
dialogue. Since it 1s the teacher who helps them
attain these gaals. certatn explicit goals must be

cducators as large. since entical thinking and
analysis are essential triuts 1 a varety of
scholarly. scicntific. and artistic protessionals -
both inside and outside acadenua.

The call to respect the academice freedom
of educators 1s met with a direct responsc by
school-based mquiry advocates They say
academic freedom becomes a signtficant
concern becausc it sumply.ts not granted to
those who teach.in schools and 1s being uscd by
some nquirens to reduce the public’s
participation in analysis and debate on

seducational issues. The challenge 15 to arrive at
a professional notion of academic freedom that

’ uf)plics 1o the entire educanonal profession. the

emphuﬂj(ed n the traming of teachers. critical .

thinking. mtellectual productvity. participation
1 interactive dialogue. and an emphasis on
philosophy, the liberal arts. fine art. sciences.
and mathematics. They note that mecting goals
of critical thinking and intellectual producuvity

15 extremely difficult without school support

and professional recognition.

Challenge number etght secks to identify
who ought to teach. This has not been a mayjor
concern of the schook-based inquiry groups.
Instead, the challenge 15 turned around: to
ensure that those teachers who can instill

‘critical thinking 'in students, analyze their

classroom actions, and articulate the lessons
gamed from pﬁxc,tmul experience can continue
to have oppoft

should be attributes thqt are re\\;arded

A greater challenge is to identify who’
ought to teach teachers. The response to this
challenge—that teachers ought to teach
teachers—Hhas some strange twists to 1t. School-
based inquiry proponents assert that the more
teachers learn through analyses of their-

‘classrooms, the more they have to share with

other teachers; therefore. the more essential it is
timat they participate n the dialogue on teacher
education. For example, when investigators are
challenged to articulate the approach® process,
and results of an mvestigation, they also learn
more. Thus, the response comes that students
also teach teachers. School-based inquiry
proponents describe the pool of eligible teacher

nities to teach.*Critical thinking
and analysis in teachers and teacher educators

teacher-inquurer as well as researcher.
Morcover. we must acknowledge that
individual autonomy may not be the single most
sigmificant aspect of academice freedom

School-based mquiry proponents r&.sp()nd
to the challenge of community mvolvement by
maintaning that an analysis of the roles of the
community (and soctety) n education from’
economic. social.”and political perspectives
must be performed if we are to understand
processes and consequences. The community
must take part in the analysis Some school-
based inquirers are finding communities to be
more supportive of critical school-based inquiry
than schools of education. perhaps because it
serves the tirst and takes work away from the
second.

., What about the chdllenge for collaboration
among cducational institutions? The point of
collaboratjon, irf school-based inquiry, is to
share the opportunities for analyses of
educational actions, circumstances. and
consequences, Yet it is only too apparent that
current definitions of collaboration restrict
critical analysis to schoo! of education .
personnel. (see Emrick and Peterson, Clark and
Amiott). A recent study reflecting on*
collaborative experiences concluded that
meaningful sharing of opportunities for critical
analysis ang problem-solving would require
considerable restructuring of missions. (Fox ef
al.). Schools, for example, would have to have
educational research as one of their missions.

A summons-to action-on designing a
governance procedure for téacher education and
staff development reveals that most of thg work

in school-based inquiry has taken place outside

normal institutional.channels Consequently,




|
|

- a

the govemance challenge has not been
confronted. For school-based 1nquiry-to be
effective. however. it would bave to Integrate
teacher education and staff development and be
shared by members of various educational
¢onstituencies. Further. the energies of

" govemance would necd to be devoted to using

“Inquiry to learn from classroom experiences
rather ehan to certification and curficulum.

" The call for reform on making dime
available for further teacher education draws
this response: There must be redistnbution of
the time made available for school-based
inquiry. To respond with. let us say. a few
hours per week for teachers 1s not cnough
without attention to role expecgations and
comparative time for school of education
faculty. If. for example. serious inquiries 1n
schools of education require at Ieast quarter- or
half-ume appointments. the same standard
would be applied to senous school-based
inquiry In short. making tme may first
necessitate negotiation between school staff and

, faculty of schools of education and later
between school district admimistrators and
school faculty.

Challenge number sixteen summons action
on using rescarch in teacher education and
professional development. The essential
response here is to clearly define educational
researché:Manynva"ha've applied tradityonal
research to educational settings and who now ¢
suppurt teacher involvement in cntical inquiry
(Elliott. Fenstermacher. Cronbach. Stake.
Stenhouse) are finding it necessary to redetifie
educauonal research. Critical inquiry opens up
dialogue about the theoretical nature of
practical inquiry, the treatment of research
results as hypotheses to be tested in other
circumstances, the flexibility of research design
and hy;;othesis testing, and the meanings of
reliability and validity. The point 1s not to set up
situations where certain types of research are
deemed acceptable or unacceptable but 1nstead
to hold true respect for school-based mnquines -
into education practices. L

. The challenge to disse mimate know ledge
about educational practices draws response’
from school-based inquity advocates. They
note that rescarch on dissemination 1s
‘suggesting how important it is to understand
one’s situation and educational context before

- fundamental change can take place. The more

ERIC. .-

Aruitoxt provided by Eic:

educators know about their context and

situation. the more-they are capable of adapting,
inovations to their cireumstances. Thus, local
tnquiry nto local educational practices may be

< . .
a prerequisite to general educational reform

Further. the two-wyy flow of information—
between one classroom/school to other
classrooms. schools. and educators—is a
required response to this approach. Some
professional networks do currently exist for
school-based inquiries (such as the Classroom
Action Research Network sponsored by John
Elliott). but niuch more work is needed to
support the movement of mt'ornmtlo%om
schools to researchers.

Challenge number seventeen centers on
public relations. and some proponents of
school-based inquiry have used the approach to
better understand and respond to public .
pressures for “accountability ™ (Elhott ef af ).
What they are tinding is that naturil. informal
networks among teachers. students. and the .
public are effective. Viewed from ths
perspective. students become the most
important transntters of information about
classroom practices. underlying philosophy.
and curmicula In some nstances. school-based
Inquiry 1s being used to provide a better basis
for teachers to understand and respond to the
messages the public is getting about their
schools. Two interesting results of these local
inquirics are: (1) the public actually knows
more about their schools than 1t realizes or more
than 1s reported in the media, and (2) the
process of inquiry can change the nature of
1nteraction between the school and the public

Applying credible standards to teacher

education throws out a challenge to proponents

of schoal-based inquines. Standards for school-
based inQuiries would need to focus on how
inquiry is to be done and what sort of action
would be taken as a result of the ngjiury. Given
the range of possible methods for conducting

" critical analysis because 1t cuts across all

disciphnes, a range of standards would be
expected. Also to be expected is a prospective
teacher’s ability to deal with one or a
combination of these ditferent ficthods. but not
with all. Students. however (Should be exposed
to a wide range of processesand applications.
Considering the range of pos\ibilties fag
conducting critical school-basdg inquines. we
might expect a comman core of nvestigative
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backgmund’m standards to ensure

commurfication between teachers and other
educators. . . : »

How to reform accreditation of continuing
education for teachers is a forceful challenge. A

'major response to i will be to use critical

analysis as a basis for accreditation or approval.
Additionally, the evaluative process of
accreditation can be used to add to the
understanding and teaching capabilities of the
investigators. Because the process can be such a
powerful influence on the evaluators,
accreditation can be designed to influence both
evaluator and evaluatee. Participation in

- judgments can be opened to a variety of persons

who can benefit from the dialogiie and then
apply the experience to their own work.-in
many cases, this can be accomplished
informally. The challenge, however, is to

design accreditation procedures that build u&on ]

‘the recognition that investigation can
significantly affect the understandings of the
investigator.

The last challenge-is to appropriately fund
teacher education and professional
development. The response from school-based
inquiry advocates is that additional fundlng for
this effort may not be required. That is because
a reorganization of institutional missions and
professional responsibilities and a redistribution
of supporting resources would first have to take
place. For example, libraries would have to be
shared more equitably among ‘schools and
schools of education. Only aftefesources are.
redistributed (by simulation and/ot thfough
demonstration projects) can”it be determined if

“additional funds are necessary. Start-up funds

may, in fact, be required but would serye as -
investments in the future. It may prove more
cost effective for curricular materials to be

* locally produced by : school-based inquirers and
’ teachrs. Since an Overall approach like, this
would résultin integration of resources of
schools and university departments of

. .
¢

education, it is likely that funding would be a
cooperative venture.

j
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Summary

In summary. the 20 challenges provide a

framework for the analysis of teacher education
and staff{development. Hlustrations have shown
how a gbnsideration of the responses to all 20

_chgfenges results in a potentially rich

exAghinatiori of the strengths and weaknesses of
particular practices or Proposed practices. Four
different Kinds of analyses were illustrated:

° :he analysis of specific practices,

o refiective recall of experiences,

o the analysis of public documents

A;Qoposing reform, and

déveloping a coherent proposal from an

interesting set of ideas. o
. What this section has shown, through
example, is that a common framework can be
used for a variety of analyses, thought debate,
and proposals on e reform of teacher
education and staff-development.

These illustpltions are intended to spur
further analyses of practices and reforms by
many more educafors and citizens; they had
better not be the final word. If the necessary
range of analyses and imaginative designs for
reform is really to develop, however, it will |
probably happer only through the public
support of interactive dialogue among teachers,
parents and citizens, teacher educators,
educational administrators, and educational ,
researchers. The following, section provides
some guidelines and suggestions for continuing
the analysis, reflection, and synthesis required

if significant reforms of teacher education and
staff development are to be achieved. :
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Guidelines for Future Dialogue and Action

“ -

Introduction | S

" The significance of any challenge—these
20 iricluded—is gauged by how much it
stimulates action. This section of-the report
deals with action. We lay out some concrete
‘suggestions on how to carry forward with the
analysis and subsequent reform of teacher
education and staff development. Our intent is
to encourage interchange and analysis by many
people who have a stake jn how teachiers and
other educators are prepared and how their

* education is continued.” =~ -

. The suggestions are directed at three
audiences: individuals and small groups who
need guidelines for analyzing the 20 challénges;

conference organizers; and conference goers
who want to know how to maintain
communicatfon once the conferences are over.
The suggestions move from concrete
examples on how to help individuals perform
analysis of current practices to how to set up
various kinds of ¢onferences and how to
maintain a communication network linking
. activities 6f many organizations. Each activity
lays the groundwork for the next-step.
Conferences have been chosen as vehicles
for this movement since carefully constructed
individual or group views need to be Shared,

. and individuals who will report conference

challenged, and reconstructed across ) AR

organizational lines if local or nationwide

refofms of teacher education and staff

development are to take place. Given the fact .o

that responsibilities for reforming teacher

educafion and staff development are badly

fragmented, conferences are the only way to

pull these people together and make reform a

collective issue. . .
Thus, this section is written primarily for,

those interested and committed to continuing

discussions and taking action on reform. Soyne

specific recommendations are offcrt_:d\on how - .

the results of these conferences can be

transmitted, digested, and used. Sample

outlines and a worksheet are included for

conference discussion leaders, coordinators, ) : ‘ . >

vk

results to their colleagues. -

Raising Questions in Response
to the Twenty Challenges

Responding to the 20 challenges is a- . R
challenge in itself. Not only is it almost too big . o

L.




' \

’ N\ a job for one-person or group to reply toall. but WHAT more can schools of education do
: it is natural to favor certain ones. Different ‘to focus teacher education and staff
. people view different challenges as critical. development on the school as the
d . which could lead to superficial discussion of ‘workplace?
some. We emphasize again. however, that all
20 challenges are critical even though all 20 HOW can we apply what we now know
¢ maymot be heldin the same esteem by one’ _ about the work conditions of schools and
, person or group. Forrealistic reforms to take - ‘how to improve them? .,

place. all 20 must be addressed.
Some sample questions that need to be

answered when responding to the 20 challenges - Challenge 2. To ensure the academic,

v follow. They serve merely as 1llustrations. professional, social, and technological

‘oo More questions can be raised. literacy of all educators.
Asking these questions force$ individuals ~
E to focus attention and generate discussion 9n WHAT do we know for certain about the
, the meanings and issues raised by-each relauonshnp between the academic
challenge. We will conclude. therefore. with experiences of educators and thenr -
guidelines for considering all 20 challenges ~education practices?
together with a view to creating entirely new .
approaches to teacher education and staff WHAT responsibilities does the entire
development. The reader may. at times. wish to higher educatioh commumty have for
refer to the brief explanations of the 20 providing these educational experiences
challenges found in Section One for educators? What responsibilities do
5 . schools of education have? What

responsibilities dd school districts have?
A C hallenge 1.To focus teachér education

f

and staff development on the school as a WHAT are the consequences of current
workplace s . , requlrements set by state and local
— ~ ‘ ) authorities? How can these requirements

HOW has staff development improved the . be improved?
working conditions of schools and who has

o

. . it worsened them? L . WHAT do we know for certain are
. . - fundamental and critical educational
¢ CAN working conditions in schools be experiences for educators who work with
improved without changing the role and students? For what requirements are we .
working conditions of university schools ) relyiﬁ§ upon our best judgment? What
4 ’ of education? Why or why not? requirements are based on no evidence at
' . all?, ..
WHAT would be lost—and gained—if . _
’ : O schools took primary responsibility for HOW can schools support and recognize
" . teachet education? academic interests and pursuits of
! o ) teachers? “
HOW does the education of educators '
»differ from the education of other . HOW can we determineé that relevant
- professions? Or does it?, literacy levels are held by educators?
- A\l N .
! HOW tan some comsensus be reached on ~ HQW can the literacy of whole schools be
4 - 7& ’ what comprises good )sz)rkmg conditions " addressed, rather than just individual
S of schools?'Is consenst important? * teachers?
. . L ’ - P ‘ &
oo , " HOW are the working conditiens of : | . B
schools related to the working conditions _ Challenge 3. szecognize and respond to
X X of schools of education? N _ transitions in the development of
. . - " educators.

PAruntext provia . . . . . C o .
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WHY are there so few.professional
transitions for teachers?

WHAT can be done to make the transition

from student to teacher more consistent
e

with the demands of teaching?

WHY do so many professional transitions
1n the field of education exist 1n !
educational admunistration rather than mn
teaching? '

€

HOW can more appropnate transitions be
created for those who teach in schools?

a
HOW can staff development and teacher

education be used to provide more

professional transitions for the master
teacher?

HOW can staff development and teacher

" education programs be judged for their

* success in meeting responses to

ERIC
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professional transitions?
v

Challenge 4, To continue the education

-of the entire profession.

WHY do some educators have more
opportanities for continuing their
education than others?

HOW has our own education been ‘
continued, and what has been the most
significant consequence of Mat education

to our stugents?

HOW is a continuing education for
educators more than-increasing their own
knowledge base?

WHY do all educators need to have
opportunities to continue their education?

WHAT educational opportunities of
teachers and other educators contribute to
the educational experiences of students
and why? =~ ‘ i
HOW cdn schools of education be »
structured to support the coritinued
education of educators? ’

33

. HOW can the understanding gained from
professional experiences be recorded, . * .
shared, and’recognized in the education of =
educators? ‘

HOW would you portray the continued
education of educators? As continuous.,
cumulative. and progressive learning
expegiences or as periodic. disconnected
times of regeneration? .

Challenge 5. To maintain democratic
values in education.

4
WHAT are the most fundamental
democratic values m our society that can
be expected to be exemphified in schools?
HOW can we bririg these important
democratic values to the students’
experience of schooling?
HOW are teacher education and staff
development currently supporting
fundamental democatic values?

HOW are certain educational roles and
institutions responsible for the way that
democgatic values are experienced by
students?

.
-

HOW can accreditati®n, program
approval, and certification be based, in
part, on the democratic values instilled in

students?

Challenge 6. To ensure access and
educational opportunity Jor children, for
*educators, and for schools.

WHAT can schools and school staff
realistically be expected to do’to provide
equal access and educational opportunitics
to all students? How can their'
responsibilities be supported by teacher
education and staff development?

HOW do schools of education affect the
current status of the educa!iongl
opportunities of school educators?

) &
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.ARE current staff development policies
improving access to educational resources -

»

WHAT role can authorities other than
schools and school districts play in
ensuring more equitable distribution of
educational opportunities for all students?
. N
HOW MUCH must the pursuit of an
equitable distribution of educational
resources mean reducing the access of

- some in order 10 better balance the

resources availablerto all?

WHAT are fundamental features of an
equitable distribution of educational
resources in the United States and how can
this be accomplished?

or creating larger inequalities?

Challenge 7. To make explicit the goals
and missions of education. «

WHAT are the goals of education and how

are they supported by the missions of
teacher education and Staff development?

i AL{E tne schools and school of education’

[

nzfssions in staff development and teacher
education effectively differentiated for

. feaching educational goals?

/
 WHO should be involved in making the

goals and missions of education explicit?

HOW should’conflict on goals and
missions be rcSpected and dealt with?

WHAT are the relationships betwcen the .

goals and missions of schools and schools
of education and the practices of teacher
education and staff development"

Challenge 8. To identify who ought to
teach.

WHAT criteria, if any, would we use for
decndmg who ought to teach if we relied
only pn current, scientifically proven
charaNeristics and educational
backgrounds of teachers that could ensure
the quality teaching of students? '

- 9

ARE the answers to this challeng?: p
relatively universal, or are they specific to
the local setting?

WHAT are some of the more serious
mistakes-that have been made in
responding o this Challenge in the past,
and how can mistakes be guarded against
in the future?

WHAT can be learned from the current
efforts and research to produce credible.,
valid, fair, and effective procedures for
evaluating teacher performance?’

HOW can the licensur€ of teachers be
effective]y used to respond to this
challenge? .

SHOULD the institutions thaj train
teachers determine who ought to.teach?

»
»

Challenge 9. To identify who ought to
teach tezachers.

CAN schools of education be expected to

. provxde the range of persons with

characteristics critical to enhancing
teachers’ educatiopal experiences?

WHY has this not been considered a
signiﬁcant challenge to the educational

* profession in the past——and are there some

circumstances that make this challenge
more significant now?

CAN this challenge be-responded to
without changing current distributjon of
organizational and professional
responsibilities-in education? .

HOW does the organizational structure of
schools of education restrict the responsés
to this challenge? } .

SHOULD the same set of characteristics
apply to teachers of teachers as apply to
teachers? Why or why not?

H

Challenge 10, To respect the academtc
freedom of educators.

»
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WHAT are the fundamental aspects of
“"academic freedom that must be ¢
protected?

WHY is academic freedom necessary for
all educators?

WHAT are the consequent responsibilities

of those educators who now enjoy the
protection of academic freedom?

ARE there different kinds of academtc
* freedom? * "

IS it possible to defend academic freedom
and at the same time encourage
programmatic cohesiveness and reform®

B

Challenge 11, To involve the community
in the education of educators. -

IS this a challenge to provide educators
with specific skills, or is it a challenge to
fhange the assumptions, beliefs, and
attitudes of educators

HOW is it possible for the community to
be nvolved in teacher education programs
as they now exist in schools of education?

HOW can current decision-making bodies,
resources. and procedures be used to
Support and encourage community

involvemeny in teacher education and staff?

development? Should new ones be
created? .

HOW does involving the community in -
teacher education and staff development
differ from involving them in the
schooling of their children? Or does it?

WHAT can commu nity members teach
edudators that may be essential to thie
quality education of students?

. HOW qan the comrhunity-be involved in

. the decisions on teacher education and .
staff development while also recognizing
the substantial specialized knowledge and
- " education necessary to be an effective
teacher? v '

]
Challenge 12. Tp'ensure that the .
institutions included in our educational
systems collaborate.

HOW can schools of education and
schools be expected to collaborate in
teacher education and staff development as
their missions are now defined?

WHY is collaboration between schools

and schools of education, at present, the
object of s0 much rhetoric but so little
effective action?

WHAT, precisely, are the obstacles in
operating procedures and institutional
rewards, that now hindet effective
collaboration between schools and schools
of education?

CAN local strategies be expected to

respond effectively to this challenge? Oris

it necessary to respong in, & way that cuts
across educational institutions and local
lines?. ) ’
WHAT do Teacher Corps and Teacher
Centers teach us about effective
collaboration between schools and schools
of education?

* !

WHY is collaboration between i tnstttuttons
so-essential for teacher educatton and staff
development"

WHO is responsible fo‘r collaboration
between schools and schools of educatton
now?

Challenge 13. To ‘design a‘gover 3
procedure for teacher education and stq
development that i$ consistent and
practical.

SHOULD educational governance
continue to include three separate

- responsibilities for teacher education, staff
development and school practice?

SHOULDthe governance of teacher
education and staff development be a
national responsibility?

»
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IF a new governance procgdure were to be -
“~ developed, who should be involved in the
development and how should it be done?

WHAT should be the relationship between
the governance of teacher education/staff
development and judgments of its
performance through accreditation and
program approval? ’

WHY are the current ambiguities and
complexities of govemance in teacher
education and staff development rational
responses to competing pressures and
interests?

Challenge 14. To make time for teacher
education and staff development.

HOW is it possible to make time without
significantly increasing the costs of
education? . :

1
IS the information we now have aboutthe
time and timing necessary for staff
development being applied effectively?

HOW do educators now take time for
educational experiences? How much of
this time is actually spent in the
educational activities themselves? How
effective is it in terms of student
experience?
WHAT would it take to develop a more
equitable distribution of educational time -
- and teaching time within the entire .
profession of education?
“WHY is ‘‘educational’” time and ‘‘direct
"teaching”” time so inequitably distributed
" between schools and schools of education?
HOW can educational resources (librarie%,
publications, computers, special
consultants, support personnel) be made
more easily accessible, to teachers and
other educators? '

HOW can technology be used in a cost-
effective manner to support educators’
, involvement in educational activities?

L]
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SHOULD time and the opportunity for
engaging in educational actions be
addréssed for a whole school as well as for
individual teachers?

Challenge 15. To use research in teather
education and staff development.

WHO benefits from educatiénal research
as it is now performed? |

WHAT are the important questions that
must be answered about teacher education
and staff develppment, and which Of these
questions can be addressed by research?

"HOW can research on teacher education
and staff development be stimulated to

continue the recent increase in emphasis?

WHY is it a different challenge to

_ introduce into educational practice a)

products and understandings of
educational research, b) processes of
educational research, and c) attitudes of
educational research? -

WHAT are the biggest barriers to the
effective use of research in educational
practices?

.

WHAT can other professions teach
educators about keeping professionals
informIisof the latest state of the art—and
to what extent is education a unique field?

WHAT does “‘research’ mean in the ﬁ'eld :

of education? Does it mean more
certainty? Universal acceptance-of certain
practices? Best bets? Or ‘‘hypotheses to be
tested in future contexts’’?

WHAT do approaches to educational -
investigation such as Elliott’s ‘‘action
research,”” MacDondld’s ‘‘democratic
evaluation,” and Stdke’s ‘‘responsive
¢valuation’’ have to/téach us about the
‘integration’of res€arch ihfo the practice of

in educational

research look alTe€Search ds an opportunity

;




for reflection and classroom adaptation
while others look at rejearch as a way to
provide prescriptions?

HOW can participation in research be
incorporated into the work of more
educators—especially teachers?

HOW can the misapplication of research
be guarded against?

HOW, specifically, can teacher education
\and staff development be designed to
better accommodate educational research?

Challenge 16. To disseminate experience,
knowledge, and understanding of
educational practices and their
consequences.

WHY is it harder to instill newly gained
_understanding into practlce than to do the
research?,

WHY is it necessary for the targets of
dissemination to.know their own
educational practices and contexts? How
can teacher education and staff '
development help?

WHY is the research, development, and
diffusion (RD&DMe not working in
education?

HOW can altematives to the *‘center to
periphery’” model used in RD&D be
created for education? y

I8 lack of dissemination in education a
communication problem? To what extent
is it an institutional problem created by the
differences in professionfll roles?

WHO are the critical persons to be
involved if dissemination is to serve the
education of students? How is their’
involvement going to be supported?

HOW can the recent discoveries about the
rieed for continued contact with an
involvement in dialogue about the
dissemination issue get integrated?

¢
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HOW ofn technology continue to be

apted in order to contribute to school ~
acct® to information and dissemination of
professional practices from schools to
schools as well as to other educators?

HOW can an educational language be
developed that is more generally
understood and clear While eliminating
chances for abstract rhetoric?

. . )
HOW can educators be educated so that
their theories of practice can be
anticipated, understood, considered, and
reconsidered as they teach?

Challenge 17. To inform the public about
the role of teacher education and staff
development in the education of their
«children.

“ HOW can public relations become a

significant feature in the education of
educators without it becoming an image-
making ‘“Madison Avenue’ enterprise?

WHAT have we learned from the

“‘accountability’’ movement and from
educators’ responsgs to that movement that
can be applied here?

HOW does the public know about schaols
in general and about their own local
schools more specifically (their children’s
schedules, what the coursés mean, the
teachers' educational philosophies, the
expectations of the school, the
productivity of their children and other
students)?

SHOULD relating to the public mamly be
a responsibility of school administrators?

" WHY do schools of education bave a

special responsibility to communicate with
the public while other university-schools
may,_ not?

HOW does the economy and the public’s
relationship to mdustry, business, and
government influence how the profession
‘relates to the public? - v
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Challenge 18. To apply credible
standards to teacher education and staff
development

SHOULD we expect all standards in
teacher education and staff development to
hav& positively' demonstrated
consequences on student performance?,
Why or why not?

HOW should student,performance be *
understood? Should standardized test
scores be used.or some other measure?

el

ARE current standards that are applied to
teacher education and staff development
counterproductive to teacher, performance

and subsequent student performance? .

HOW do current standards relate teacher
performance to student perfdrmance or
teacher educator performance to tgacher
performance?

HOW can we set standards without
reducing the possibilities for creative
development of new and effective teaching
practices?

" WHAT good is a standard that cannot be

reliably assessed? WHAT good is a
standard that can be reliably assessed but
which may not be related to teachér and

studentﬁ)nna.nce?

WileT should happen if a set of standards
for'teagher education and staff
devetOpment cannot be easily attained?
WHAT are the underlying beliefs and
assumptions that have led to the current

standards of teacher education and staff
development? Are they applicable now?

/

Challenge 19. To accredit and approve
teacher education and staff development
programs in a manner consistent with the

other challenges.

?ow can the benefits of NCATE be built

. upon and the liabilities reduced?

WHAT is the fairest way to reduce the
number of accfedited institutions of
teacher education?

CAN or SHOULD staff development
programs be accredited?

WHAT is,,the?onsequencc of accrediting
teacher preparation programs without
accrediting, staff development programs?
Should advanced degrees 1n education
serve the same purpose as accreditation in
staff development? )

HOW can the investigative process used in
program approval and accreditation be
applied as an' educational experience for
the investigators?

DOES education beed a national
accreditation process? A national program
approval process?

HOW are accreditation, program

approval, and the quality of education
experienced by students related? Are they
related at all? . P

HOW can the politic?l as well as
professional aspects of accreditation and
program approval be addreded?

HOW can forms of acereditation be
developed that reflect the spirit of the
responses to the other challenges?

v

Challenge 20. To fund teacher education
and staff development appropriately.

ARE the past funding patterns of teacher “
education and staff development _
appropriate for the educational challenges
of today? -

HOW much is spent for teacher education
and staff development; and how much is

actually appropriated?

CAN the differences in costs between l .
n

" teacher education in schools of educati

and education in other professional’schools .,
within universities be defended?

e




< that they often encounter in their jobs. For
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COULD redistributing responsibilities and
reclassifying pay schedules throughout the
Zeducational profession be cost-effective or
cost-beneficial approaches to teacher
education and staff development?

SHOULD funding the professional
education of educators be a responsibility
of the individual educator, lgcal citizens,
the state, or the nation? -4

HOW can the responses to these other 19
challenges to téacher education be
realistically funded? Do these responses
imply more funding, a redistribution of

S

example, a state school officer may choose
governance, time, research, standards,
accreditation, and funding as the most
significant challenges For other people. an
underlying set of values helps steer- them'to .
their selections. If, for instance, a person chose
the challenges of school as the workplace.
democratic values, equal access and
.opportunity, who ought to teach teachers. and
nvolvement of the community, he or she may
be strongly influenced by how the values of

. equity and faimness i impinge-on the role of

curfent funding patterns, both, or nether?

ARE the current funding levels of teacher
education and staff development cost-
efficient i the long run?

4

Suggestions for Future.
Conferences

Here are a few suggestions for groups or
individuals to go about determining their
priorities amongst challenges and to link them
with priorities that others favor. It is important
to realize that others have favorites, but to go
beyond this requires understafi{ing why certain
‘challenges are favored. At the same time, there
must occur a joining of priorities and a :
discovery of different-ways for all 20 challenges
to be merged and result in proposals for
reforms. ~

Here is a simple way 10 start. Look at the
list.of 20 challenges to teasher education and
staff development in Section 12 Stop and think
if you have any particular favorites. If you are *
notsure, try a little test. Put each challenge on a
separate card and then arrange the cards in order
of priorities. Pick out any cards that seem to
you to be the most crucial, interesting, or
significant challenges. Then look at the
favorites you Phve selected, and determine 1f a
particular reason or underlying set of values
explains why you chose them. '

Some people may pick certain challenges

i

3

education in society.

\ There are two points to be made here. The
first is that most of us have favorite challenges
because of certain reasons or values which we
refer to as a perspective toward education”
Second, different people may favor different
sets of challenges because of differing values,
experiences, and concerns. We suggest that
dialogue should take place where individuals
compare and contrast their favorite challenges
and the reasons behind their selection.

One 1nler<:sl1ng lesson was leamned from
the original conferences that bears on this point:
It may be"far easier for a group to discuss these
20 challenges than to discuss the perspective we_
bring to education. There is enough vanety and
flexibility in the possible responses 10 these 20
challenges that considerable negotiation can
take place and eventual agréement be reached.

Eventually, there myst be a focusing on
the links between the 20 challenges. This can be,
an exercise 1n logical progression such as
linking standards to accreditation, for example,
or research to dissemmnation. )

It may best be done by considering
responses 1o the challenges and then finding
linkages in the,responses. Let us look at an
example. Two favorite challenges are to focus
on the school as workplace and to use research.
Consider possible responses to each of these

.

challenges. A possible response for focusing on .

the school, for example, is to restructure
schools and schpolg of education so that they
can better work together. 4 possible response to
using research is to redefine occupational roles
so that participation in research is attainable and
expected of all educators. With the abstractions |
stripped away, it may now be possible to link
the responses to these challenges in ways that
were not apparent before.

The same process can continue—linking

- »
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‘the responses to many more challenges. For as
we consider others’ favorite challenges and
other creative responses to these challenges, we
may discover more linkages-than we ever’

periodic reporting to participants. Do not
overlook ways to keep participants engaged in
the issues once.§lie conferences have come to a
close. Here are a few brief examples of how the

imagined. As we hear more views expressed 20 challenges can be used in various klnds of
and as more favorite sets of challenges emerge,  informal conferences.
we gain a better sense of how to formulate . .
realistic and effective reforms. The more . An information-sharing copference held
challenges addressed and the more linkages - to find out where agreement exists and
identified, the closer we will be to a significant why. Each participant states his or her
reform of teacher education and staff general perspective towards education, -
) developm in less than five minutes and then
! These ggestions take for granted that identifies his or her favorite.challenges
future conferences will draw participants from a and why the favorite challenges are .
wide spectrum of éducational and ' considered to be critical. Include
noneducational groups. We should expect specific responses to these challenges
. . conferees to possess different perspectives and that appear most useful. Each
to hold very different responsibilities. participant takes a turn. Then compare,
Therefore, the next section lays out some contrast, discuss, and analyze the range
concrete suggestions for designing and holding of challenges identified, the responses
ces in which the 20 chatlenges to constructed, and the conflicts—or lack
r education and staff-development can be « of them—represented. Report the
ebated and responsive actions designed by a results.
- diverse set of constituencies.
Suggestions will be made for two different
> R types of conferences: formal and informal. An -
informal ¢onference is one ja which there is ' Here, the 20 challenges serve as 4
information exchange. A farmal conference is a framework for experiences to be related,”
. policymaking gathering. Jujging from the compared and discussed. Each !
, experiences of the conferencdg on which this \‘:ﬁ:;mpant educator and noneducator
) . report was based, a variety of Interesting and , reflects on his or her own
. provocative conferences can be designed. educational experiences in teacher
education and staff development and

relates the experiences in.terms of how
the 20 challenges either were or were
not met. As a group, identify to what
extent the educational experiences are or
are nof shared. Analyze, as a group, to
what degree responses have been.met,
emphasizing the educational '
experiences of téacher participants. -
Report.on the implications to future
refoml of teacher training.

o A conference in which experiences
would serve as the basis for analysis.

. Using the 20 challenges Yn informal °
conferences In general, infopmal conferences
are set up to share or g te information.
Informal conferences on teacher education and
staff development can be designed for a variety
of purposes, including understanding others’
. - ' perspectives, forming and developing
: perspectives, searching for new responses to
-specific problems, critically analyzing the
strengths and limitations of current practices or
proposed alternatives, or searching for areas of
significant conflict and agreement on possible
reform. MaJor aims of informal conferences are
5 ‘ to introduce more creativity and better - approach o teacher education and staff
' understanding into the arena of reform. development, ldentify a particular ,
Although we may hope for a light . approach to teacher education and staff
atmosphere that promotes interaction at devclopment currently being used by
informal conferences, this does not lessen the conference participants. Each
need for structure. It is vital to set up agendas in partncnpant prepares an independent
. advance and to establish mechanisms for analysis of this approach, based upon .

A conference designed to search for
more common agreement on a particular

-
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the responses of this approach to the 20 - *

challenges. Relate these,analyses. Then
compare and contrast participants’
analyses of this approach to teacher
education and staff development. -
Discuss differences and agreéments. Sce
if you can arrive at some specific
recommendations for improving this
particular approach.

A conference emploving critical
analysis with a view to building a base
for designing a new approach 1o teacher
education and staff development. Afier
Introducing a number of different
approaches to teacher education and
staff development to participants, form
subgroups to analyze each approach in
detail. Each subgroup then prepares a
critical analysis based upon the

responges to the 20 challenges For each

approach, include recommendations for

® A conference called 10 foster
understanding of euch others' views.
priorities, and concerns and how these
concexns do and do not get addressed in
teacher education and staff

deéVelopment. Each participant states his

or her general perspectives on
educational purpose. practice. and
context, making it as coherent and clear
as possible. A random participant then
tries to draw implications from the first
person’s perspectives by (a) stating
thése challenges that may be favorites
and (b) relating the responses to those
challenges that may be necessary to-
carry out the stated perspective. Allow
the first person to reply. Discuss the
range of perspectives expressed and the
challenges and responses for the reform
of teacher education and staff
development. .

improving the response to a challenge. ® A conference convened to develop a (4
Report on these analyses of separate more solid base for designing new
approaches. Discuss and analyze thie approaches 10 teacher education and
respective strengths and weaknesses of smff(fevelopmem, As a group, discuss
-¢ach approach Identify common those questions under each challenge for, o
strengths #ind weaknesses. Report on which you consider mr2 information to
these analyses and distyss ways to be necessary or desirable beforg new )
capitalize on the strengths of.these responses can be designed. After doing .
. approaches. this for each of the 20-challenges,
) determine priorities in cases where more -
“e A conference held to develop better information is needed, Piscuss how this > .
. Tesponses and find.a more agreeable information can be gained, including
approach to teacher education and Staff who-can carry out the search and how L

developmery. Stast with the 20 )
challenges. First develop an individual

. and then a group response to cach

challenge. Make these responses as
detailed ang/is innovative and satisfying
as you can{ Record the detail®d set of

-

the searclf will be conducted-and
supported. Discuss how results will be
shared. Report the results as
recemmendations for reséarch on
teacher cducation and staff -
development.

responses t atl 20 challenges reached
by the grofip. Then search for

. approach # 10 teacher education and |
statf development that best fit the
responses to these challenges. _
Determine to what extent a combination
of approaches needs to be integrated if
these responses are to be made. Discuss
whether a whole new approach may,

- instead, be required and how this can be
accomplished.

Using the 20 challenges in formal
conferences. Formal conferences ard
policymaking cvents. The purposes of . .
convening them should be to determine a course ¢ , e
of action, to draw up specific position - N
statements, to agree on significant issues that
need attention, or to deal with information
sources. The intent is to exert leadership in .
order to change the course of teacher education
and staff development. ,

Formal conferences may precede informal

L
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| 4 i conferences, whereby participants decide on the determined by them. Come to
| purpose, ‘context. and dates of informal " afireement on which'policy is necessary,
} . a gatherings. Or they may follow informal ’ desirable, and valid for the reform of
‘ conferences, in which case participants take the teacher education and staff development
” ’ m_formauon generated and mold it into - and which is not. Recommend that
directives for change. - certain policies be ?hanged. Devise a
Since dialogue will be a part of formal plan of action for change.
conferences, the meetings should be tightly . .
’ . structured and well planned Build in time for o Ameeting in which groundwork is laid”
- ' detertnining prioritiés, raising and discussing for action. Consider all 20 challenges to
issues, directing resources, reporting the . . determine which challenges need the.
" results, and keeping the constituents informed. - * most work. Then distribute
The 20 challenges can be as valuable to responsibilities for developing thei *
formal policy-oriented conferences as they are responses to these challenges. Plan for
to informal, informdtion-generating . .  informal conferences and other actions
conferences. In fact, without full consideration that may bt needed to address the
of all 20 challenges, future policies may be ! highest-ranked priorities. Include a
based on misunderstandings and prove to be statemeng of purpose and a designation
ineffective. ~ of who should participate. Decide how.
Here are a few examples of how the 20 these conferences are to be supported.
: challenges may be used in formal confergpces . how the information generated is to be
aimed at reforming the policies of teacher shared, and how meeting results can
. education and staff developmentt contribute to significant reforms. Set up
’ . N ' atimeline and a definite procedure for
‘ « ® Aconference designed to reach : accomplishin“g those goals. Assume that
) - endorsement of actions. Each " this may ‘be a long-term process
’ participant prepares and identifies (a) - spanning ten years or more.
.the most significant challenges and (b) | '
the best possible responses for ® A conference to determine agreement on
reforming teacher education and staff . significant issues that need attention.
development. Present, compares Take current laws, policies, and routines
. . contrast, and discuss. Determine if a of a state, and analyze them in terms of
. ' consensus can be reached on the best those challenges addressed and .
possible responses. On items where responses developed. This can be done
agreement can be reached, draw up for a number of states individually and
endorsements and decide how to ' then compared. Determine the measure
| proceed in order to ensure that policies . of agreement on the range of challenges _*
support these responses to the . addressed and the responses endorsed
challenges. For those challenges on and limited. Discuss and endorse
which no agreement can be reached, specific changes where possible.
’ recommend and distribute resources to Recommend more analysis and design
. encourage further research, dialogue, of new laws, policies, and routines
v _ analysis, and group interaction to where it appears to be necessary.
. promote consensus. , N ’ '
’ : . ' . o A conference that addresses a particular’.
- o A conference convened to draw up problem. Take a speciﬁc current
) . . specific positian statements. Consider- problem related to teachcr ‘education and
. . N current public policies toward education staff develdpment and zero in on it. For
" in.general and toward teacher education éxample, take reCruitment and
' andsstaff development more . maintenance of math and science .
) K . specifically. Decide Which of the 20 , teachers in high school or accreditation.
o - .+ challenges are addressed by these’ Consider those policies that determine

‘ R , ) policies and how responses are current responses to the problem.-

- . B - .
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. Decide what policies neell to be changed includes state and national conferences that
. and how. Analyze how these policy draw representatives of diverse groups for the
changes may affect current responses to  purpose of coordinating policy and reforrh .
‘all 20 challenges. Then decide on actions. The reason we emphasize the .
patticular policy changes that can better Interorganizational nature of fotmal °
respond to the particular problem *  conferences is that in order for significant
N without significantly limiting the " reforms to be enacted. there inust firstbe -
responses to the other chalienges. forums for policymaking; conferences confinad : *
- to a single organization cannot hope to make a T, -

* A-conference that deals with direct nfluence on state or national reform. .
information sources. Collect In short. without both formal and infom{al ’ ) -
information from previous informal conferences taking place around the country ’

" copferences. Compare, contrast, and. dealing with 1ssues of teacher education and - 4 O
analyze the range of responses - staff development, efforts at future reform will ‘e
developed at those conferences. be clusive, incomplete, and jneffective.

Determine to what extent policies exist Whether the meetings aré directed toward .
or can be set to integrate and support the  policy formulation or toward generating more
‘ responses. Set policies for specific understanding, participants can expect to
actions to be taken. Identify areas that benefit from uSing the 20 challenges.
need considerably more work 1n order to If these conferences take place’as plannied, .
make the responses practical. educators and citizens can be optimistic that
: decisive reforms in teacher training will

® A conference aimed at policy, transpire. But the optimism must be tempered
negotiation, and reform. Consider the by the extent to which information and policies .
responses to all 20-challenges reported  generated by these conferences is reported out.
in earlier informal conferences as well  shared. and mantained. The next section will ~ *

N ,as their recommendations made for new pomnt out how conference results can be .
L responses. Determine which actions can  recorded and communiciated. '
be taken now and.which need more * ‘ ’
work. negotiation; or critical analysis. ’ ’ - '

5 Make,plans to continue negotiation . ' .
where reform is necessary but where Structure for Reporting Future ’
differing perspectives prevent formations
of a gingle approach to teacher ¢ducation , Conferences , “
and staff'devélopment. Devise ways to :

. promote dialogue at the local, state.
regional, gnd national levels on the topic This report 1s meant to be a source for
‘of reform. Determine how to convert future participants at conferences on teacher 4 v
this dialogue into specific decisions, . education and staff development. If future
policies. and actions. Make sure this conferences take place withconferees using {his : .
happens. . - report as a guide and the 20 challenges as a ,

e’ ' framework for analyzing and planning reforms, °

No mention has yet been made about the  then this report will have resulted not in a small .
timetable for formal conferences. They may. step. but a great success. ) S
range from periodic meetings of several days* Sﬁmething clse is needed, however, if
duration spread out over a number of months to  these conferences are to generate debate,  * ' TN '
single conferences concentrated into two or understanding, and eventual reform. A ° ‘ )

" three days, - L commupication network must be established to '

Two kinds are encouraged. One 1s a local report back to colleagues on the results of these y s
meeting.of various representatives of conferences, ‘ .
organizations convened for the purpose of Thus, we conclude with a sample forrnf\t L ot

, fedirecting local policies on teacher education  for reporting conference results as well as a fist
and staff development. The second kind:- i!;:“ of contact persofis in cach organization v
. E i : . o :
. . ' : ’ ’ ’ ' - .
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represented in this project. Additionally, we
briefly refer to the information-collecting role -
that will be assumed by the ERIC
Clearinghouse on Teacher Education. This is a
rudimentary beginning, but it does demonstrate
the seriousness of parpose that must be brought
to such an ambitious undertaking as the’reform

"of feacher-education and staff development j

the United States. - - .

Format for reporting conferences. A

sample conterence report form is shown. It can

be used to cbnc1se]y record key information
about conferénces. The first part establishes the
context: conference date, location, number and
affiliation of participants, and leaders.

Three more 1tems should be filled odt: the
name, address, and phone number of the person
to contact for further information; the purpoqe
of the conference, and'the proposals, pracnces.
or experiences analyzed (if applicable).

Contact people are jmportant for spreading
information on conference results. Stating the
specific purpose (or purposes) of the conference
helps others 1dentfy how the conference may
be used for their own purposes or plans. We
suggest you designate formal or informal
conferences. The purposes of informal
conferences are to understand others”
perspectives, form and develop coherent
perspectives, construct new responses, perform
critical analysis, identify areas of agreement
and conflict, or design a new approach to
teacher education and staff development.
Purposes for formal conferences include
developing néw policy, endorsing specific
actions, issuing position statements, or forming
agreements on policies. ~

Idenufymg the-specific practices or
proposa]s that were analyzed and discussed in
t'he,conferences can prove helpful, especially if
people would hke to obtain copies of the
proposal.

Afterthe context is identified, move on to

*‘process’’ information. This part of the form
pinpoints the focus of the conférence. Three
quemons need 10 be answered. The responses

should be kept snmple and direct. The questions

P

are: ] o
Which of the 20 challenges were’ H
addressed? Circle **all,”" or the number, that
corresponds to the numbér dlscussed (See
section | for Cha.llcnges 1-20. y .
AN - ..
/ o

A

-
-
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What questions were raised? Be bricf.

Record critical questigns that were raised

- during the discussions. Identify each question
by the challenge or chal]enges for which it was
rqised. For brevity, refer io the challenge by
number or by a short word identifier.

What respon.seS‘ were suggested? Again,
be brief. Perhaps conflicting responses arose
during the conferences without resolution. That
fact is important to report. Key the response(s)
to challenge ndmber(s) or short word
identifiers.

The last part of the form 1s for recording
conference results: the lessons learned, the
judgments made, policies stated, or reform
actions taken.

By **lessons learned.’” we mean
information or understanding generated in the
conference about confhct and agreement on
teacher education issues.

**Judgments made’* refers to specific
decisions or general assessments made in the
conference If a particular proposal were
analyzed, for example, and judged to be too
limited except for its referral té standards, that
could be reported here. If a Specific practice
were analyzed and responses to certain
challenges found to be particularly well done,
that too, could be reported here.

““Policies stated’” refers primarily to 1
formal policymaking conferenices, but it could
include policies suggested if it is reported as
such. Results of a policy statement or
recommendation, of course, could prove
valuable to 6thers consndermg reform.’

Some conferences may result in actual .
reforms. For example, a particular school
district may have rewritten job descnpnons for
teachers; a school of education may have
created a job slot in order to encourage better
responsiveness to school faculty requests for
_professional development and support services.
Record those dctions here.

The next-to-last item reférs to future steps
p]anned If the conference was an information-
gathering one, Tor.exam lg. and specific p]ans
were made for a formal PBHEY conference to
take place in the future, teport that. Similarly,
record any actions taken to Tirther support these’
actions. For persons interested in building upon
the contribution of the conferences, this may be
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valuable for developing their own strategles for
reform. .

The last item of the report form may be the
most important. It allows ¢onference
participants 1o request information from others.
Participants may request information on
relevant and current research, for example. Or
they may simply ask a question like, **What do
you do when agreement 1s reached on all the
challenges but funding?’* Alternatively, they
may ask for advice on how to get support for a
pamcular action, onge there is consensus on the
issue. Or, perhaps they need ideas on how
others respond to a‘particular challenge.
Attention to such’ requests by conference
reporters may be the most significant factor in
continuing communication and building
effective and practical reform.

One final suggestion is that the form be
filled out at the end of a conference and shared
with conference participants. This assures
accurate reporting of their views and consensus
on what was accomplished at the conference as
well as what remains to be done.

Contact persons. Eight organizations
participated 1n the conferences that prompted
,this report Below are the names and addresses
of contact persons (plus the U.S. Department of
"Education) who have agreed 10 share
information about what their organizations are
doing to address the reform of teacher education
and staff developmcm Written requests fo;
information that go beyond the materials and
reports noted in the references can be addressed
to the following persens (in turn, these contact
. persons would appreciate reports on future
conferences):

American Association of
" Colleges ’
for Teacher Education

David 6. Imig, Exccutive Director, Suite 610,
One Dupont Circle. N. W, Washington. D.C.
20036

Joost Yff, Senior Project Director, ERIC
Clearinghouse on Teacher Educatidn, Suite
610, One Dupont Circle, Washmgton D C.
20036

47

American Educational
Research Association

" William J. Russell Executive Director, 1230

Seventeenth St., N.W.; Washington, D.C.
20036

David C. Berliner, Professor of Educational '
Psychology, College of Education, University
of Arizona, Tucson, AZ 85721

)

American Federation of
Teachers

A}

Manlyn Rauth, Director. Educational Issues
Department. 11 Dupont Circle, N.W .
Washington, D.C 20036

Myma Cooper, Director, New York City
Teacher Center Consortium. 260 Park Avenue
South, New York, NY 10010

Association of Teacher
Educators

Robert J. Stevenson. Executive Director, Suite”
ATE, 1900-Association Drive, Reston, VA
22091

Council of Chief State School
Officers

Patrick Martin, Director of Dissemination,

" Suite 379, Hall of the States, 400 North Capitol

Street, Washington. D.C. 2000|

National Association of State
‘Boards of Education

Phyllis L. Blaunstein. Executive Director, Suite

526. Hall of the States, 444 North Capnol St..
Washmgton D.C. 20001

Cathlene Wnlhams lnformauon Services,
Coordinator, Suite 526, Hall of the States, 444
North Capitol St., Washington, D.C. 20001

93
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National Education Association
L 3
Sharon Robinson . Director, Instruction and

Professional Development, 1201 Sixteenth St..
N.W., Washington, D.C. 20036

Robert M, McClure,Program Manager,
Instruction and Professional Development,
1201 Sixteenth St.. N.W., Washington, D.C.
20036 o ’

National School Boards
' ﬁssociation

Eve Shepard, Manager of l»nformation'Services,
Suite 600, 1055 Thomas Jefferson St., N.W.,
Washington, D.C. 20007

National Institute of Education

James P. Steffenson, 1200 Nineteenth St.,
N.W.. Washington, D.C. 20208

Role of the ERIC Clearinghouse on
Teacher Education. The ERIC Clearinghouse
on Teacher Education would like to receive
reports from future conferences on the reform
of teacher education and staff development and
will evaluate each for possible inclusion in the
ERIC document file, Resources in Education.
Reports of future conferences on the reform of
teacher education and staff development should
be sent to: ERIC Clearinghouse on Teacher
Ealucation, Suite 610, One Dupont Circle,
N.W., Washington, D.C. 20036.

Thus, steps have been taken for continuing
communication between different organizations
and constituencies on the reform of teacher

education and staff development. A reporting

format has been created for efficient, if brief,
reference to future conferences held on the
reform of teacher1 education and staff
development. Names of persons wdo can be
contacted for more information about their
respective organizations’ efforts in the reform
of teacher education and staff development
have been noted. Finally, a central
clearinghouse has taken the responsibility to

. receive records of these conference reports and

10 add those meeting ERIC selection criteria to
the ERIC collection. :

Summary

In the best of worlds, we could hope for
more to be done. No agreemerits, for example,
have yet been reached for continuing -
conferences at the national level. Other
organizations.and constituencies beyond those
represented by the original eight have not been {
formally contacted, although the Edugational
Forum has been apprised of this report and its
recommendations. More important, we cannot
be sure if this report, indeed, will stimulate
discussion and concem by the rank and file of
our respective organizations to the extent we
think necgssary. However, some arrangements
have been made to ensure that if future
conferences are held, it will be possible to
report them efficiently and to be sure interested
parties obtain reports upon request. In this way, ‘
it is hoped, the efforts spawned in the original 1
¢onferences ang developed in this report can ‘
continue. The causes of teacher education and !
staff development and the mark they make on |
‘the education of our young will then be served
well beyond what could have reasonably been
expected in that meeting called to orderon
December 18. 1981.




. | Appendix

How were the 20 challenges identified? The
following answers this question by describing the
planning"meeting and the subsequient three
conferences from which the 20 challenges—and this
repori—were formed In addition to answering how
‘the 20 challenges were eventually identified, we
hope that this description also gives a sense of what
conferences on the reform of teacher education and
staff development between participants of many
Viewponts could look like. The aim of participants n
future conferences should be similar to the aim of
participants mn the conference reported heré: to
improve the educational opportuntties of students
aroundthe country. By looking at how participants in
this set of conferences pursued this aim. we can learn
a great deal about how to conduct conferences that
will continue this dialogue and lead to reform

The planning meeting and the three conferences
will 'be deschibed M their natural order, followed by
descriptions of spme lessons learned by participants
about the nature of the conferences and of their
mvolvement. The descriptions conclude with
recommendatiogs made by conference participants.

The planning meeting, December 1981 . The
m_'ccllng on December 18. 1981 was.a planning
meeting for future conferences. The ntent of the
conferences was to discuss a recently completed
evaluation study of Teacher Corps. a national
program 1n teacher educatuidn and staff development
that was to end tn June 1982, after a 17-year

the three-year. $3 million Teachfr Corps evaluation
study. 1t had been suggested by &periericed
evaluators and representatives of educational
organizations that sucha study would be useful to the
extent that theissues raised in the studyawere pubhcly
debated by members.of the profession at large and by
fepresentatives of the citizenry. A forum of intcrcslcc/
obscrvers. 1n fact. was built mto the Teacher Corps
cvaluauon.eonlra‘cl.,but after two nteresting
meetings. thé forum was abandoned by the contract’s
federal monutor. Thus. this planning meeting 1n
December 198t. initiated and funded by Teacher
Corps. was seen as a final possibality for sttmulating
a national debate on Teacher Corps’ programmatic
performance

With this hope for public dialogue. and with the
assumption that staff development and teacher
educanion held critical issues for education regardless
of the fate of the Teacher Corps program. a proposal
was written 1n October 1981 to the director of
Teacher Corps and to the prograni's immedtate
superyisor in the Depaniment of Education. The
Stated- purpose was *"to engage specific professional
orgamizations in analyzing the results of the Teacher

'ERIC
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Corps cvaluation study to their own polictes from
their own frames of reference.”* The rationale given
was that the cost. scope. and intent of the Teacher
Corps program and 1ts evaluation study would be
enhanced by a relatively inexpensive set of meetings
by national education organizations N
An eventual [4-page document added four
specific expectations for the partictpating
organizations tashe origmal purpose and rationale for
these conferences These expectations were
+
1. tostate where the participating organizations
are on certain issues around staff .
development and teacher education.

. toanalyze and judge what the experiences of
Teacher Corps have to say about those 1ssues
chosen and posttions expressed;

3 toengage in public dialogue about their

posttions and their resultant analy$$s of
Teacher Corps experience: and

+J

4. toreshape or remforce these positions .

through such analysis and dialogue.

Included 1n the document were a number of
concerns and 1ssues rased about teacher education
and staff development This document was the focus
of the December 18 planning meeting for the project
titled **Agendas for Teacher Education.™

Those attending the planning. meeting included
officers from each of nine organizations, Eight

, organizations agreed to participate in the
, existence. In the planning and izussmns that led to

conferences: the American Association of Colleges
for Teacher Education (AACTE), the American
Educational Research Association (AERA). the
Amenican Federation of Teachers (AFT). the
Association of Teacher Educators (ATE). the ~
Council of Chief Stdte School Officers (CCSSO). the
National Association of State Boards of Education
(NASBE). the National Education Association
(NEK). and the National School Boards Association
(NSBA) (One association the American
Association.of School Administrators. chosfa
representative who was unable to attend the first
conference Subsequently. the association decided
not to participate in the remaining conferences.)Also
In attendance at the planning conference were four
merpbers of the Agendas advisory committee, Jim
Steffensen. the Teacher Corps initiator of.this
project. Joost Y ff of AACTE and the ERIC
Clearinghouse on Teacher Education. and this writer
During the céursg of the planning meeting. two

worrics came to light. For one, participants wanted -

the 1ssues to be raised and dealt with more by way of
discussion and resulting analyses of the mektings
than by means of an externatly imposed structure.
What was most exciting about the potential of the

(3
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prgposed conferences, they rc['x:atcd. was the chance,

to discuss their respective vicws about their
constituents’ roles in the process of.teacher cducation
and staff development.

Secondly. the officers wantgd to know mores”

about the nature of the report that was to be generated

from the conferences. To them. the report had a

considerable risk 1if. for example. it reported a point
of view as a policy or misrepresented a statement.
They restated that the chance for unique debatc was
too good an opportunity to be missed. or to be stifled
by fears of the pubhc consequcnccs of published
statements.

The first conference. they suggested should
accomplish three things: It should start everyone out
with a common base of reference It should build
trust among the participants. It should allow the
participants to develop a set of issucs from the
discussions around the Teacher Corps cvaluation
study reports.

The upshot of this was that the’advisory
committee scrapped the original plan. They decided.
instead. that the first conference should consist of
discussions revolvg around the Teacher Corps
evaluation study. They planned for participants to
begin developing their own scts of issucs stemming
from their discussiops of the Teacher Corps
evaluation study. .

Conference one, F ebruary 1982. The first
conference was held 1n the conference room of the
American Association of Colleges for Teacher
Education on the sixth floor of a building
overlookinggRupont Circle in Washington. D.C It
was a large room with tables placed to form a
rectanglc and cxtra chairs located along onc outside
wall for a few invited visitors. Near the door was a
table stacked with piles of the rccent studics
sponsored by Teacher Corps. Hcaters were noisily
blowing under large windows that revealed an carly
February day in which snow and slect alternated with
a bright'blue sky. Microphones were spaced around
the tables between every two or three name tags.
After introductions and prescntation of an overview,
the participants turned to the busincss at hand. a

discusston of the clarity. relevance. and imphications

of cach of the four volumes of the Teacher Corps

Evatuation Study. During the discussions on the first

day of that conference, more than 160 scparate points
were raised about teacher education and staff
development and their tie-1n to present-day leaming

environments 1n the nation's classrooms. Safnples of

these potnts melude the following:

*“When you go to teachers with a ‘needs asscssment.”
you get a great variety of needs. but what do you do
with that to go beyond the simple and usually

incffective workshop approact&

“*There are so many different hinds of “education’ ’.

Tireer education. vocational education. multicultural

education. There are dozens How do you get all these
Jintegrated 1nto the classroom? There are difficulues

when there 1s no practical suppont, such as matenals

**How do you bring school people and the community
together when they are separated by social distance s
well as physical distance? Who 1s the community.
afyway” Thcrc are many subgroups to any

. commumty * .

**Staff development means to me developing school
board members. superintendents. state board
members. principals. not just teachers .

**We must logk at where the budget cuts hit. for
example olﬁﬁ development. in fiscally hmited
times.”

A )
“Inservice can be something other than the education
of teachers: 1t can. for example. be an nteractive .
model of exploration and problem solving techmques
which have. 1n fact. been proven to be effective ™

“1am disappointed 1n the treatment of the
multiculturat theme 1 this evaluation of the Teacher
Corps program These are real problems 1n our
context. gnd we have not received much dircction™

here.”” "~ .

‘ ’ v

*Research must be out in hmbo. because sChool
boards have no information when we are making
policy We're not being contacted at all.™

Generally. the first day was filied with
considerable frustration. There were many views
expressed. but it was not clear where a discussion of .
them would lead. Participants were developing a
sense of themselves while trying to articulate
perspectives and analyses of the problems, concerns.
and social contexts of teacher education and staff
development. Although the discussions were
extended. pointed. critical. questioning. and
informative, they weren’t heading in any ¢fear
direction

Many of the concerns were ones that had
recurred in the education profession for more than
years. Yet. that did not mean that the problems had
disappeared. In the words of one participant, **Docs
that mean we don’t do anything?” Another said that
such discussions sounded abstract and academic,
they lacked substance 'Why don’t we just state ‘

|

what the realitics are? We're not drawing enough'on
the experiences we have. Any cventual solution will
have to rely on a better fit of our programs and idcas
to the realities as we are experiencing them. ™ That
léd to a more engaging. intensc dlsgssnon. Here are
a few cxamples of that hvely interchange.

o “It's been suggested that the kids arén’t leaming
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“well enough One of the reatities Fwould suggest 1y the orientation to degree programs as opposed to

that we're too caught up wuh packaging. images. starting early on with an expectation of a hfelong .

formalisms Whether we call them competency . contiuing education  And when there have been ™~ ‘\

based testing. or whether we call them teacher staff efforts*on the part of wnstitutions to break away from

development, orwhdtcvu we're mvesting far a degree onentation. we have gotten 1n trouble with

more 1n the labeling tHan ¢ are in the action | ihe accrediting associations. with other quality

don’t think that's an empty challenge for ourselves control operations because they. too. have the image

We've got to find ways to reward the action and to that a formal hind of program 1s better than a 4 .

lessen the reward for formalism, that s, for plans, . conttnuing informal relanonship among'thcic

rhelon'c. and presentations that take an awful lot of people « .
* energy and don't seens to produce actual

engagement between teachers educators and . The discussion continued. At the close of the

teachers or between teachers and hids se¢ond day. seven areas of concern. adapted partially

from the,document and taken partly from discussion.

® “Another one of the realities [ think we have to deal emerged (see Table 1). These seven topics became

© T with s Gur mabibity to establish who 1s actually the focus of the second conference held in April.
responsible for seeing to 1t that hids learn  Back Between confcrcnccs one and two. participants .
when your daddy gotbusy pullimg corn. and sent submitted to the advisory committee a hst of three
you down the road to that school. he did two things 1ssues they considered to be the most crucial to the
He assumed that the 1cacher would take some of the seven arcas of concern But no original thoughts
responsibihty for secing to 1f that vou learned. and emgrged Committee members reahized also that
what responsibibity the teacher didn't have he had official publicgtatements.would not be readily 1ssued . (

. himself And who was responsible for seeing to 1t ftom the participating organizations. .
that you learned. that was well defined. And slowly Grappling with how to dasigq a successful )
over the years I think we've gotten away trom that second conference, the committee came up with
pont considerably—today 1t’s a difficult question, some new 1deas. They knew they needed something
to really place the responsibility anywhere. at which to hclp' shape discussrons. continue to excite
level does the responsibihity hie tn seeing to at that participants about their nussion. and begin to
the individual child really learn what society chalk.nﬂc them to speak from their orgamizations’ .
expects him or her to learn perspectives. They decided to ask four simple &

. questions for cach area of concern.
¢ “lthink some people teel that teachers are in cahoots . ’ .
‘with a system or some establishment that designed " What should 1t be? ' '
to keep people from opportunities 1 think that's an Where are we now? > . /
1ssue You know. what we are doing m tcacher -What should be done” . . N ,
education to help teachers-deal with that 1 think What are the constraints?
they make political decistons 1n hindergarten And | ’ -
think they ought to know that. and we ought to teach Conference two, Aprd 1982. This conference .
them that ™ (held. as was the third conferénicg. mn a hotel mgctmL iy
room ncar Dupont Circle) differed greatly from the ‘
® “Since the Havinghurst reports and others. we've first meeting. From the outset. the meeting had more
had the noton of schools and teaching as a sorting focus. discussion was more cohesive, laughter was '
tunction. pating some nto the middle classes. more frequent, and mlcrchdngc was more natural and
Keeping some out As fur as my knowledge of on target.

. sociology goes. from that day on. we had 4 clear The better part of the morning session was spent )
view of the gatckeeping function of the teacher . responding to the four questions as they related to the
Now. i the 40 years stnce then. people have first area of concern. The group teader used a large
addressed the 1ssuc that teachers have to lcarn the casel with newsprint pad to record responses.
crucid role they play about sorting because they're Participants soon began to reahize that, as hively as

. preventing people from access to the goods of / the discussions and 1nterchanges were, they weren't
soctety Given that context. I need to know, and 1 moving fast enough. To speed up the process. they
have no answer to this, why hasn't that filiered th, decided that the second and sixth areas of concern \
so that 40-years later you're saying people need fo were basically the same. They also identfiéd, certamn .
know that Tagree 1t hasn't happencd. okay. * questions as more important for certain arcil;of
teachers are sull agnorant of the crucial sorung role. . concern. The morning ended with a lively €Xchange
they play  And I want to know why on certification. aecreditation. program apprgval,-
. arid the evaluation of teachers.
¢ “One of the realities that I see 1n teacher education 1s In the afternoon, the pace continued to pick up.
‘ H
st .
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TABLE1 .

Seven Areas of Concern

' (From Conference One)

1. Function and Form of Teacher Education: The specificity of purpose, the focus on the
clientele, the appropriateness of the design of teacher education as it is currently formed and

performed by educational institutions

2. Experience of Staff Development by Teachers, Pupils, and Others: Inservice, staff
development, and training as it is experienced (or not experienced) by teachers, ultimately by
children, and hopefully by other educators in their professional and personal contexts

3. Certification gnd Evaluation: Program approval, accreditation, certification. and evaluation
(and recertification) of teachers, of teacher performance, and of staff development programs

i

4. Societal Inequities as a Mission of Teacher Education: The social missions of teacher
education and staff development, particularly to reduce inequities, to respond to minority
cultures, and to improve the educational opportunities of students from low-income

communiti€s

~

5. Public Support and the Involvement of the Community: The support of teacher education and
staff development by state, profession, and public, and the involvement of the community in
staff development and teacher education programs

6. Using Staff Development to Improve School Programs: Staff development as the identification

and communication of **good bets’” for solving local educational pro

ms, as an inexpensive

and potentially imaginative way to improve schooling

7. Developing a Supportive Professional Climate: Using staff development and reforming teacher
education in such a way that the satisfaction, status, and recognition of teachers is improved and’
the elitism of the rest of the educational profession to teaching is reduced N

Several more areas of concern were thrown open to

“ discussipn: public support, the involvement of the

community, and the use of staff development to
improve school programs. Some of the greatest
differences of opinion were expressed about the
nature and extent of current public support.

The discussions were self-crtical, positive, and
revealed conflicting views. Yet they suggested a
range of possibilities for action. The group had
developed a sense.of camaraderic and attained a
degree of control over the course-of discussions. At
the same time they were able to display respect for
others’ views and to build upon them. Participants
were clearly exhilarated by the experience.

Toward the end of the second moming, all
seven areas of concern had been discussed and a -
number of points raised about what should be, what

A

is, what should be done, and what constraints exist.
Sheets of newsprint listing the different viewpoints
were taped to the walls. The group decided that the
next step would be to consolidate their viewpoints
into three lists: What should be n teacher education
and staff development, what should be done, and
what are the constraints to doing what should be
done.

Twenty-three statements for what shou}d be

were constructed from about three times that many in

the initial lists. A consolidated list of 20 constraints
‘was similarly constructed. A third list—of what
should be done—when added up contained 71
specific actions. The lists were not ranked according
to priority and consensus was ot required on the
items. . N

The last order of business of cenference two—




and a real challenge—was for the group to Irst issues
to be raised in the final report. In less than an hour
the group compuled a list of 22 issues (later reduced
to 20) that captured the range of views expressed
about the goals, actions, current conditions, and
restraints regarding reform in teacher education and
staff development.’ -

By the close of conference two. thc participants
had transformed the orniginal intent of the N
conferences: to make public the views of each
organization toward specific issues in teacher
education and staff development and to draw from
evaluation studies of the federal Teacher Corps
program. The new intent was to create a more solid
base for future discussions about teacher education
and staff development, for policy formulation, and
for strategies of change that would result in
improvements in how teachers and other educators
are taught.

t
§

Conference three, May 1982. At the third
conference. conferees devoted most of their energy
to the 22 issues (that final list assembled during the
sccond conference) and a draft of the report They
wanted a publication with a constructive outlook that
emphasized working together for improvements.
They also expected it to generate further dialogue.
Furthermore. they wanted the document to
acknowledge the larger context of teacher education
and staff development: that school refiects society.

After critiquing the draft report. -participants
grappled with the 22 1ssues and a way to classify
them, They had to resolve whether the issues were
aims, realities, or means for reforming teacher
eddcation and staff development. For example. 1s
“*school as the workplace'™™ an.aim, a means, or 4
reality? It is all three. the group decided. Alternative
classification schemes were suggested. discussed.
and discarded. The group eventually concluded that
devising a classifying system at that juncture would
be arbitrary and counterproductive to the wish to
pramiote™fiiore discussion. ‘

The group worked at whittling down the number
of issues. They tried to cut the 22 dowrto 7 or 8
basic issues. but this proved to be too simplistic
However. two pairs of 1ssues were combined to make
a total of 20. These became the challcngcs presented

. in the report,

The suggestion for more than one report was
voted down since there was a definite consensus that
a single document was needed as a common bas¢ for
the diverse professional interests represented in the
room. A major purpose of the group was to
encourage a sense of cohesion and integration of
views as much as it was to serve the particular
intercsts.of each organization.

It was getting late in the afternoon and a break
was taken. After the break. a few more attempts to

Y
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reduce the issues (which now stood at 20) were again
rejected, which began to suggest further practical and
conceptual problems. Were all of these equally
important? How could they all be discussed in one
document? Wiildn't a prioritization be uscless
because of so many different opinions on the -
priorities?

One participant suggested a test to see whether *
the 20 issues could be treated independently: Take
the 20 issues and look at them—again—in the light
of the six areas of concern drrived at during
conference two. For which area of concern was an
issue essential? Reasons for including an issue in any
of the six areas of concern did not need.elaboration.

For example. someone suggested that
“*democratic values’” are an obvious 1ssue in the
function and form of teacher education Another
suggested they are essentidl to certification and
evaluation Still a third person suggested they are
essential for addressing societal inequities through
teacher education. and for public support and
nvolvement of the community.

Instilling democratic values is an 1ssue relevant
10 1mproving school programs through staff
development and vital for dcvclopmg a supportive
professional climate. To some’participants’ surprise.
the resolution of this one 1ssue was crucial to all six
areas of concen. .

Another issue. **school as the workplace.”:
given the test. and it, too. was shown to be
fundamental to all six arcas of concern. This test.
unexpectedly. was demonstrating that cach issue was
critical to each area of concem (See Table 2). It was
now late in the day. and the testing by participants
was conducted with much banter and high spinits.

The 20 1ssues, 1t had become quite clear. had a
common significance that had not shown up in
conference two. Conferces felt these 20 issu€s could
become the central focus of further analyses and
dialogue on procedures of teacher education and staff
development. Each 1ssue. they noted, is essential,
and together they provide a much wider perspccuvc
and outlook on the maintenance or practical reform
of teacher training and staff development.

The final day of conference three was one of the
continued analysis of the practical aspects of the 20

1

was

Jissues. Time allowed for only a few of the 20 1ssues

10 be discussed in terms of actions that could be taken
by pamcnpasr‘ts respective organizations and
constituents, For instance, in discussing the **s&hool
as § workplace™” 1ssue. representatives of schools of
education began with a critique of their allegiance to
the education profession at largc That trniggered the
following discussion of state formulas for funding
student teacher supervision,

A “"Arelated issue 1s the formula for allocation for
schools of education that do supérvision. They are




TABLE 2 , ,

|
i
}. ~ : Matrix of Issues and C'oncernsn

(From Conference Three) ‘ \Q
A two-dimensional matrix was made up of:

(A) The 20 Issues ’ ’ (B) The Six Arecas of Concern,

1. school as'the workplace 1.” function and form of
. 2. academic. professional. social. ' . teacher education o,
S technological literary . -
' - 3. transitions . 2. certification and
4. continuing education evaluation
5. democratic values !
) 6. equal access, opportunity 3. societal inequities as

_ 7. explicit goals. missions a mission
8. who ought to teach
9. who ought to teach teachers 4. public support and

) 10. academic freedom involvement of the
11. community involvement community
12. collaboration .
. 13. governance 5 using staff development
14. time * to improve programs
’ 15. research
16. dissemination . ) : 6. . developing a supportive
17. public relations professional climate . ‘

18. standards
: 19. accreditation/approval

20. funding
»
The conclusion: All 20 issues must be addressed when considering
each of the six areas of concern )
!
treated n the same formulas 1n my state as if they the clementary schools as being the workplace of
\ were English professors. with sometimes 15 teacher educators. Some state departments set
students 1n the hield supervised by one professor approval standards that speak to that In Virginia.
\ and that would be called “one class.” And it's not. for example. you have to have a two-to-one ratio or
And that has to do with formula allocations. ™ maybe a one-to-one ratQ *
B. ““If we could have the umiversity see.the school as a C. **Or we must create a system where you don’t ‘
- workplace for the umversity professor. I think the disturb anyone clse’s peace regarding FTEs and |
v formula situationswould be helped out. But such, but one where collaboration receives a ;
admimistrators at universities sometimes don't see separate or a different haind of reward Like I think |
I'd
<
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you had with Teacher Corps . . another kind of
funding, another kind of financial structure

. (without disturbing other departments)

- "I worry about things that are not part of the
mainstream activity When you talk about extra
funding for collaboration. then it tooks like that's
not the ordinary activity—it 1s not expected from
the department, from those people I think that it
shopld be expected We should work to make 1t be
thatway . Ifextra pay got bualtin as part of the
departmental budget for collaborative activities.
then that would be good

The most heated debate 1n six days of

F. *"But the college doesn’t have any role in making

the decision you just imphed ™

. “*But 1t could easily, it has programapproval It

canchange the notion of the program The program
could be seven years, four in the college and three
outsde Really. 1t’could be done tomorrow 1f our
colleges choose **”

* "*But the pomt 1s that 1t’s almost 4 moral or ethical

queshon As a teacher I can be responsible for the
fact that I show up. that | engage the students m the
curnculum that I'm supposed 10 engage them in, ~
that Lusc good practice And the next level 1s to be.
“awtic’ children siting 1n the seat™ And | might

have somé responsibility to see that they ‘re seated
there And the third level would be. I want them to
like 1t thatss, be enthussastc about it So somchow
you're going to make me responsible for therr
having certam interests. And the next level would
be that in class they learn something, that they
actually do what I'm trying to teach. And the fast
level might be that when they apply for a job. they
spell correctly on the appheation form Now, in our
culure we tend not to hold people. hot even

conferences occurred the morning of this last day.
The issue was standards. 4 participant from a school
of education suggested that the ultimate criterion for
approving tcacher education programs should be the
performance of the students of their graduates, The
following is an cxcerpt from that debatc. beginning
with the person who inttially rarsed the point.

A’ “The ulumate test 1s what the student hnows, not

what the teacher knows If we speak abouthow to
assess the success of a teacher traiming program
without looking at how the graduates pertorman

the classroom, we are not making much progress
The 1ssue 15 not just the formation of standards but
how we apply the standards. ow the approver
orgamzations rate or tail to rate. Decisions to open <
or to close certan programs ought to be made on
the ultimate outcome, which should be pupit
achievement I'm not surc how I'd go about domng -
this, but we ought to at least raise the question

¢ "But people pursue questions like this. and then
we educators have all sorts of doabts and anxicties
It's not an empinical question There are no data **

- “'I'd be a httle concerned about this from the point
of view of our school of education People will run
outand sec where our students are assigned or have
been working and whether or not the sthdents with
whom they re working have achieved a certam
level -I'm hoping they will, but I would be
concerned about using that only Isn't there somg
other w'ay that we can ensure that our teacher-
educatign graduates are competent?”

* ""A big danger to me 1s that we're asking you to be
responsible for your graduates after they're no
longer under your influence Now we coyld
measurgytheir competence when they leave you,
but ydu can't,

. “"Comipetence 1s an awful notion. Simce so much of
the teacher’s learning we now understand takes
place: dunng those first couple of years, and so
miny of the problems of the profession occur
duning the first couple of years. 1t seems a sitly
notion to certify them on the end of a degree
,program

parents, respo’qsnble for the behaviors or thoughts
of sons and daughters because we have some kind
of faith about individuality. or mdybe 1t's a
recognition of the omeriness or persnickety-ness of
ndiduals to have their own thoughts and have
therr mterests and motwvations So it seems to me
thatif teachers use standard practce. good
practice. that's where the responsibility ends

“But1t's also a legal question because you cannot
secure damages from anybody in this society 1n
terms of malpractice unless you can demonstrate
that the practice has been “mal,” bad. You cannot
suc adoctor because your spouse dies, you can only
suc 1f he or she used inappropriate procedures and
that resulted 1n the death  You cannot sue a teacter
because the chuld didn't leam **

* "1 guess that's what ' arguing ™

« “"There are a lot of other constituents who mpact

on pupil achievement, too The teacher could
possess all the good practice in the world, andf
the principals didn"t create the proper s¢hool
clumate ot 1f a school system or state legislators
didn’tprovide fundnqg for necessary resources
Teachers aren’tn st alone—you have
accountability across the board "

. @
“It’shard to hold a teacher responsible 1think, 1f 1
may nterrupt for a moment, when studying
evaluauons and research, this 1ssue goes over and
over about where do you stop when you talk
teacher effectiveness. Is 1t the student's
achievement” I and my colleagues try to back off
from achievement as the outcome measure that
teachers are responsible for and talk about a process
measure, a reasonable proxy for achievement If
we can find classroom vanables that for the most
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part have some predictive vahdity. that predict

* + achievement, the teacher ought to be responsible

forthose | don't want to hold a teacher responsible
for student achievement. but if I have proxtes that

are uf some way predictors of student achievement.

1 ought 1o be able to hold a teacher responsible kt
has to do with basic faimess in this issue of what's
‘mal’ in the malpractiée issu¢ The “mal” 1s not
following practices that are known to lead to
achicvement 1f a doctor does not clear a wound
\ynh an astringent or somuhmg he's guelty of
same crime, If infection occurs 1t's a separate 1ssut.
1t's the use of the disinfectant that's the 1ssuc And 1
think the same thing s true tn teaching A teacher
who spends 16 nuinutes a day on mathematics 1s not
going to get achievément These are the proxies.
these are the indicators The way to rephrase that 1s
to relate standards to teacher behavior That's

tawr '

“And to llcachcr atutude **

“Well " (laughter)

. **You think behavior reflects attitude ™

-

“*Well, I don’t think you can tap it as casly ™

“But I think you can because. see, I think that you
can behave. you can have children spending their
ume on tash. but I think that you can do other
things to them that wull still cause them not to
achieve. not to learn, eventhough ™"

“*Well. then, what you're doing to them must be
behavtor. Well, I mean if s not communicated
it's not behavior But it has to be communicated
You're thinking of the expectation iterature Okay.
1 don't really care what expectations peopie hold,
care what they communicate In that sense. 1t's
only the behavior that reaily matters, and that’s
why | would use the term teacher behavior **

. I'm a bit disturbed by the discussion. . . s there
arole for ifstitations which train teachers beyond
graduation? And'1f so, what 1s that role? How far
beyond graduation should there be a responsibility?
sense h

*We're warranting our teachers up to lwo years of
10,000 hours™"

**Whichever comes first?™" (laughter)

. Fm senous Thc persons in our agnculture
education program offer a follow-up kind of
mservice to their graduates with seminars.
Saturday morning meetings That 1s really ideal
and helpful And I think.that kind of practice or role,
we should fill more It's voluntary. People don’t have
to come 10 the Saturday monungs, but a lot of them
do And ttisn’tcrying, 1t's enhghtened, let's work on

iwtogether ~ 7 R .
L

.

S

H *1fink the tmual observation was very brave and
courageous As the discussion has moved along,
however, I've gotten the feehing that probably you
% em . do’whatever you do with them,
<~ graduate them, and whatever happens with them

. afterwards. 1t’s up to state departments, state
boards, schooi boards. what have you ['ve gotten
\ind of disenchanted with schools of education.™

B. "But here’s the analogy. as Isceit I'dbeas
though you said that a faw school ought to be
accredited if 1ts graduates win the cases ['msaying
that you can be a gaod teacher and the students
might not achieve. the pupits might not achieve *

F **The problem 1s that 1t’s histed under accreditation
1don't think anybody's objecting to the fact that we
need to dvaluate programs and their effectiveness
But there are only certain things that accrediung’
agencies can do They, I would think, can make
sure that their graduates have certain competencied
Then you get the whole accountability 1ssue
burgeoning durinto being the respensibihity of
vanous groups after that because 1t’s not just
teachers who have to be held accountabie but a
whole range of people within this process, And
lha‘%s}f{)mplcx 1ssue

H. *'The imphcation of what [ am saying i that any
approving organization after appropnate
observafion. research, or whatever you want to cail
it, would have to take a look at what s happemng
to youngsters who are being taught by people undér
the standards which they have approved. Are the

~ kids achievang? This 1s not @ witch hunt, but 1f 1t’s
found that kids don't achieve, then to me 1t
becormes Incumbent'upon the approving
orgamzations to recxamine the standards »J!\lch
they have formed for the teaching of kids **

T

E. "*To what purpose? To change the teacher behavior
in the classroom. Right?”

H. *"To ultunately affect changes in the behavior of
the youngsters "' - -

E **But the immediate goal of finding a lack of ~
achievement would be to change the teacher’s ~
behavior, what teachers teach. the cumculum. or
something about the nature of the classroom

H “"Well, if the standards which have been approved
scenungly have not improved the achievement of
the youngslcm or modified the behavior of
youngsters. then tt seems to m¢ the standards oughl
1o be looked at very closely. Maybe they are all
right. maybe there arc some other factors. But we
must put pressure on the approving orgamzations
not Just to give a stamp of approval and forget
about ¥ And this goes on and on and on

E **We’re talking about teacher background, about
teacher education and staff development. Those
have an impact on teachers' classroom behavior,

A

)
1



‘It's what the teacher 1s doing in the classroom that
affecty student behavior in the classroom We often
confound achievement and student behavior and
I'm trying to make a distinction here bécause 1
think achievement 1s a separate event, These are
things a teacher ought always to be responsble for,
and what people ought to hold teachers accountable
for 1s their behavior and the student behavior in the
classtoom

.

=1 “You're Biking about discipline ** «

E Well disctphne. tearmng environment., when the
hids are domng process-oriented activities versus
tearming a fact IU's what the teachers do and what
the students do that | think we nust pay attention
10 Because teachers should be responsible Tor what
hids do in classrooms  That strikes meras tair 1'm
not sure that 1t”s & direct link between what teachers

* don tlassrooms and student achrevement | don't
want 1o hold teachers responsible tor this 1 want
my research to be strong enough to say that
behaviors of this type lead to that, o that | can then
hold a teacher responsible for those behaviors ™

H ““You convince the public of this * c

B “*Well, the public 1s convinced 1n terms of medical
doctors and lawyers 1t a medical doctor sid. °
guarantee that | will cure you ot X,” he would be
fabeled as g q‘uuck n the cfnmnumly "

H  “Thiy1s how the public pereetves, pnfortunately,
what we do with hids in classrooms That we're
. 7 quacks.We're tmling youngsters
. “ . Lo
B “The thing 1§ we have two ditterent words teach
and learn You don't leamn people things, Jouteach
them things ™

A*And you teach them it they don't learn ™
N ;

B "'Surc h * ’

- - N -

D E A tacher ought to Be responsible tor teaching
- Now they ought to be using the best of the v

A. ~Tdon't see how you have teaching without
lcdmfng But anyway. hsten, I want to agree to
teacher behavior and student behavior, rather than
prolong the conversation, because I think my point

. ts that T would just ke to sec us in this whole

gctivity at feast address the 1ssue of the outcome ot
the whole process being in terms of the child, the
learning Of the children, rather than only in terms
of what we're putyng mto the system and what
we're dong as tefCher educators And I thank the
dpprover organigktions are w1hcrc we should Mar
loohing at this § thunk we should look at schools
and department@ot edacation. but I think a
significant part §f this starts wath the approver
organizations ’

* As the feader can Yee. there was no final

. «

:
¢ -

. agrccrﬁcnl and much remaimns to be debated. A listing

of 20 challenges does not and cannot obliterate
conflict and disagreement. What they can do is form
a common basc for future discussion of teacher
education and staff development among thg vartous
kinds of educators represented at the conferenices.

As the last mectng adjourned, participants-
expressed regret that the experience_was ended but
showed considerable optimism about ways 1n which
ther own orgamzations and constituents qould .
continue the dialogue they began. The advnsorS' panel |
then met briefly tp discuss the schedule. format. and
focus of the final réport. The members reiterated the
importance of the report as a study guide for internal
rank and file analysis of teacher education and staff
development. They-emphasized the critical rqle that
the 20 challenges would play and suggested that
somc parts of the outline not yet discussed (such as
using the challenges to analyze proposed alternatives
to teacher education) not be forgotten The panel also
repeated the previous day s request for an upbeat and,
posnx/e ntroduction Cons:}dcrmg these two days of
disc®sion and cnitical analysis of the draft. they
suggested that a new outline of the final report be
prepared and shared with all members as soon as
possible. : .

A week later, a new six-page outhine based upon
the discussions of the third conferénce was sent to
participants. It took considerably longer than that to
complete a full draft of this report. In thé new draft. -
“1ssues’ became ““challenges,” and this rgview of
the conterence was widded. )

Lessons Learned .

As the conferences clearly showed, talk 1s not
‘enough. nor was 1t the main purpose of the *
gatherings Rather. actuion was the final goal The’
next step. theretore. 1s for many other educators to
have theichance to engage 1n dialogue about these
1ssucs. Without such opportunities for
nterorganzational dialogue. it 15 clear that httle
policy wall change or action result

By looking briefly at these agendas .
conferences——which are the models for a future set of
discussions—we can learn a great deal The
participants, a typical cross-section of educaton and
the public. had 10 lessons to share with those who
might participate 1n upcoming conferences

Lesson #1. We shared a number of concerns -
about the state of weacher educanon and staff .
development Weagreedmore on the rights and
wrongs of present strategies than we had expected

- However. 1t took time to develop 2 sense of trust and
cohesion among ourselves

-




- .

~ N

PR At Povided vy eric

L o

.

. - . -

Lesson #2. Exphicating the varicty of topics
relating to teacher education and staff development 15
posytble. Our problems were ot so much in raising
155ues as n coalescing thent 1t1s casy to get
sidetracked 1nto educational formalisms. ideals. and
rhetoric  Targeted quesyoning 15 needed to obtain
spu:lﬁcs

-
-

.
Lesson #3. We were just as eritical of ourselves

as of each other The persons speaking from<a

ru,scardgbad\ground were critical about the

. wnmbuuons of research. the persons speahing from .

um\ersny schools of education were critical about
their performances the persons speaking from a
publicperspective were crineal about thetinformation
held by the utm.nry‘ the persons speaking from
teaupcr organizations were critical about teachers’
“involverifent in therr own education. - '

Lesson #d4. Our general discussions ongwhat
should be d‘onc n teacher education and staff
* development suggested o nsurnountable

comra('heuons There wurc no dramatic differences in
our views of what qudlnv teacher education and staff
development would look Ibc.

A
¢

- .
< Lesson #5. Differences on no singlp issue
§ccmcd,slghlﬁcum enough.to suggest that 1t will b‘c'.
" impossible to armve at-acceptable strategies for
reformmg»tcachcr education and sfaff development
There are enough sngmﬁcan? 1ssues to consider, with
a range of possible posmons on each tssue. to expect
thata numbcrof strategies carrbe agreed upon fmma
variety of differing pcrsplctlvgs
! v
Lesson #6. The vancty of crualwc idcaﬁmscd
» suagcsts a ndmber of more offective solutions for
educating teachers and developing cducanonal staffs.
Although the 1ntent of our discusston’ was not to
brastorm for new designs for teacher education. it
became clear tn our talks that there exist a number of .
powggful designs for corsideratiqn. 1f more effort 1s
.spct?on-crcunng,ncw approaches to gducators”
tratming and devejopment. we are convinged that
more a]tcrnative’s can be plaecd nto discugsion ang
:negotiation among our rcspccuyc orgamzations anid
their constituencies

- |
. L}
Lesson #7 We ‘experienced more opcnncss to-
"dxscusSnon on'teacher education and staff .
developments to distening and hcanng others’ points
of view, and (¢ expressing ong’s skepucns‘m and
. concern than we had expcctcd To the extent that
discussions can continug, then pracucal plans for’
" enlighteged dctions may "be expected. -

!
. N LY .

¢ Lesson #8. We found uging a document asa
basns for dialogue hclgcd promote progrcss Uslng a
. planmng document or report fo hclp struct}lrc

/
R

e
’ .
meetings {in much the sume way that alesson plan = -
1imposcs structure on classroom teaching)y can help
participants focus on the purpose and rationale for the

conferences.

'l

-

Lesson #9. We discovered that having™an
advisory panel take part in monutoring dralogue
among participants with conflicting viewpoints was »
benefictal. Since the panel members were
responsible for reaching eventual resolution in
planngng an agendaor revising a document. v)vndc~
ranging discussions were allowed to progress,

L 4

*  Lesson #10. We are more optimistis-about the

possibilitics for collective action tow ard the reform
of teacher education and staff development after
having experignced conilict during the conferences
than we were before

- Recommendations

Our recommendations from these’conferenced
are as straightforward as the lessons we learned from ‘
panicipating. We recommend . |
' . that thany more conferences—Ilocal, state.
and national—be convcncd among our
respective organizations+to carry on the
dialogue that we hegan. Because each of us
emerged froin the méetings with our views
transformed and broa’dcncdfwc. believe that.
until many others are enriched by similar
opportumities for wide- -ranging gyscussions, )
organizational and pubhc polncncs are likely
fo be shonsnghlz.d llmncd and neffective

o that all 20 challenges be Considered
simultancously when considering any
proposals for reformmg teacher education and
4staf‘_fdc‘velopmcm. B ’

. -

|

\

|

\

|

|

. that an overall structure and national |
agreement améng our respective |
organizations be set up so that our efforts :
toward reform may be coordsnated. Ref |

. of teacher educhtion and staff development is - ‘

’ a shared responsibility that will take ‘
|

|

|

\

|

|

\

\

coordiriated efforts among teachers, tcachcr ,
<ducators, educational fescarchers,
educational pohaymakers, admiistrators at
.- all levels, and our public.
Beyond these recommendations, we defer to our
respective ofganizations to apply the imagindtion -
needed to master the challcng_cs that face teacher

* education.




» R
’ . - - ) vt ‘
: : B L%
Ty References | . - :
. & A
, , c* ‘ ’/ . - ‘ -~
. S ! @ : . Washington. D C American Association of
SeleCted SOl(lI'CeS fOl' P?rt ne Colleges tor Teacher Educauon. 1981 (ERIC
- + * v Document Reproduction Service No ED 196 'S
923 )
Number of teachers. students, administrators, etc.: N .
fo Cehitre for Educwnul Research and Innovation. .
‘U'S Depantment of Education, National Center for Organisation For E"O“"""F Cooperation and . ‘ .
“ Education Statisties The Condition of Educ anon Development fnserice Education and Traming , -
Washington, D C . 1982 b of Teachers A Condinon for Educanonal ' .
’ . “ Change Pans OECD. 1982 .
The four reports from the SR International E valuation . ” - K . .
Study of the Teacher Corpsprogram: Denemark. George. and Yft. Joost Obliganon for
s 5 . Reform Final report of the Higher Educauon .
Beers, CrDavid Policv Frameworks for Local Acion Tash Force on Improvement and Reform m - ’
* Lessons from Implementing the Teac her Corps Amcncf'm Educanion Washigton. DC
Guidelines (Two volumes ) Report prepared for American Association of Colleges for Teacher «
' the U'S Department ot Educanon. Professional Educa(mrvl. 1974 (ERIC Document Reproduction w s
‘:- * Development and Dissemination Division Service No ED 087 744 ) . ) .
. November-1981 M3nlo Park. Cahf SRI. Inc . :
: merit Reproduction Service Hall. Gene, Hord. Shirley. and Brown. G . eds ,
Exploring Issues in Teac her Educanon Questiony " ) »
\ Jor Euture Research Austin. Tex  Research and :
. Bush. Rebert N . and Bock. John C " ‘ Development Center for Teacher Education. . N
Instunnonalization of Educanonal Change Case i 1980, X -
e Swudies of Teacher Corps’ Influenc e on Schools : .
of Educanion Report prepared for the U S Lanier. Judith and Floden. Robert E Research and .
- Department of Education, Professional evelopmew! Needs for the Advancement of .
Development and Dissemination Division Menlo » JTeacher Educanon East-Lansing. Michigan, St ~
' Park. Calf SRI. Inc . 1981 (ERIC Dociimeiit ~ =~ -~ \Umversity. Instutute for Research on Teaching - a
' Reproduction Service No ED 212 573 ) 1978 (ERIC Document Reproduction Sgrvice . . : -
L. -No ED 161 859 ) . ’
* )

Deslonde. James L Teacher Corps an y - ) -7,
Implemenianon Study of Collaboranon and l:lcbcnnan. Ann. ¢d Staff Development -New ) ’ .
Mulucultural Edicanon Volume 1 Report Demands. New Realines. New Perspecnves. New ~
prepared for the U.S Department of Education. Ygrh Teachers College Press. 1979
Professional Development and Dissemination ' . v

. Division Menlo Park. Cahf. SRL Inc. 1980 ¢ . o . e
(ERIC Document Reproduction Service No ED Studies recognizing the complexities of classroom . . .
211551 ) , teaching and the importance of the instructional theories . 2
’ ’ of teachers in educational research: # - , '
. . L4 N
Stayrook. Nicholag Tee hnrcal Stanes Report on Staff ‘ . N b
. Deselopment Report prepared for the U S . Fenstermacher, Gary D A Philosophical . i o
Department of Education, Professional Consideration ‘_’f Recept Research on Teacher PR s *
\ Development and Dissemination Division, Menlo Effectiveness ** Review of Research Pw ' e
Park. Cahf SRI."Inc . 1981 (ERIC Docurirent Education. 1978.6, ‘ :
Reproduction Service No ED 214 863 ) . . ' ) .
, Fox. G. Thomas. Jr **Generating Knowledge from ’ *
. Field Experience Two Competing Conclusions . -
* Ford Foundation study on school district funding of stafy About Potential Teacher Center Support ** The - N
development; . : + High School Journal (Januury")?S) 186-209 ’
A L]
. 4 ‘ ‘ - .
. Moore. Donald, and Hxde. Arthur. Rethinking Staff Lacey. Colin Sociatizatton of Teuchers Londom , R

Development A H}Sulbook Jor Analvzing Your Methuen & Co.. 1977 ' h , . e

Program Gnd Its Costs New York Ford

Foundation. 1978 Lortie, Dan, Schoolieacher Chicago: The University

' of Chigago Press. 1975 ‘ . )
. , . , . Co
Studies referring 1o the importance of teacher edycation Sarason. Seymor B The Culture of the School and ’ g ’
and staff development to the educon of students: s Problem of Change, Bostork Allyn and Bacon. .
. ~ , 1971 .

Appignane.” Georgianna. ed Policy for the Education ) .t

of Educators:.Issues and Implications chchncr’l(cnncth M “{Myths and Realitigs Field .’v‘ ' N
d 0 \d 3
: R e .o
. . t
* ® 59
. " 7 oy N .

. . < ) LI

Q ‘ ' ey . . ,

- ERIC.. .- . oL

. , v
| e - . , :




1
i . . Expenence n Pre-service Teacher Educaton ™

SN Jowrnal of Teacher Education 31, 6 (November-

December 1980) 45-55 (ERIC No EJ 239500 )

Selected Sources fof Part Two

Analyses of current practices in teacher education and
staff development:

References for innovative teacher education and staff ’
. . « development programs: .
Cohn. M **Case Studies and Teacher Education

Opportunitzes for Linking Educational Rc§carch

' to Classroom Practice ** Paper presented at the

- Annuat Meeting of the American Educational

' Research Association. March 1982, New York.

: N Y. Photocoplsd .

- Coladarci. Theodore. and Gage. Nate L *"Mimmal -

Teacher Traning Based or Correlational
Findings Effects on Teadhing and
Achievement * Paper presented at the Annual
Meeung of the Amefican Educauonal Research
- . : . Associatton . April J981. Los Angeles. Cahf

A . Mimeographed (ERIC Documént Reproduction

Service No ED 201 610 ) .
i Edélfelt. Roy ~'Redesigning Teacher Education ™
Paper presentedgt the Conference on the
Development of Extended Teacher Preparation
* Programs. October 1980. decsullc Fla
\Almcographcd
. ch'mal;. Sharon “‘Technmique and Inquiry in Teacher
. . . * Education” A Curricular Case Study ™" «
. - g Curncidm Inquon 9, 1 (Spring 1979) 63-79

. Kenneth. apd Gardner. Wilham. The
Education of Teachers A Look Ahead New
York Longman. Inc . 1982

Joyce. Bruce, ed Involvément A Studv of Shared
Gavernance of Inservice Teacher Educanon.
Report for ERIC Clearinghouse on Teacher

Education, Washington. D C . and the Nauonal

Dissemination Center, Syracuse. N Y . 1978

. - 160 554 )
Provus. Marshall M The Grand Experiment.
' Berkeley. Calf - McCutchan Publishing Corp .
L 1975

Tom. Alan. Teaching as a Moral Crafl? New York
Longman. Inc . fonhcoming

Vacca, Joanne L A Criucal Incu!em Approach 1o

~° Estabjishing Crueria for Staff Development
Personnel. Report prepared for the us -«
Department of Education. National Institute of
Education

T Wanous. Dgnna, and Mehrens. Witliam. * “Helping

Tcachcrsii&sc Informatiop; The Data Box

Approach ‘Measurement in Educanion, 1982,

¢ - 12.- -

hd EMC ! y ) L ' v

PAruiitex: provided by ERiC v . \ Ead - ;
- . . . -

Egan. Kathleen Batato **Carol. Laune and Ry

-

Fox. G Thomas. Jr Reflecung-Upon Evaluations of ’

(ERIC Dogument Reproduction Service No ED

©

Apple. Mlchach *Analyzing Determinations.

Understandmg"dnd E\aludtmg the Production of
Soctal Outcomes 1n Schogls  Curricidum Inquan
10. 1. (Spring 1980): 55- (ERIC No Ef 221
560 ) .

t4

Dreeben. Richard **The School as the Workplace.™

o InThe Second Handbook of Research on
Teachung. edited by R Travers Chicago Rand
McNally. 1973 *

Three Persons in the Act of Becoming Teachers =
Papcr presented at the Annual Meeling of the P
Amencan Educauonal Research Association.

ﬂ*—w‘Mareth)S?\; New-YorkN-Y—Photocopied —— ——

{ERIC Document Reproduction Service No ED
216 006) : h

Fcnstcrmacher Gary ° Thc Educative Value of

Research on Tcachlng Photocopied. Virginia
Polytechmce Institute and State Umiversity, 1980

Inservice Educanion and Travung Pans, Centre
for Educational Research and Innovation,
Organisauion for Ecopomic Coopcrauon and
Dcvclopmcnt 1980 . .

’

Fox. G Thomas. Jr . and Egan. Kathleen Batato

**Teacher Evaluations A Critical Review of Their
Purposes and Pracuccs ' Paper presented at the
Annual Mcctmg of the Amertcan Educational
Research Association, March 1982, New York
Photocopied e
< -
Gage, Nate The Scientific Basis of the Art of
Teaching New York Teachers College Press.
1978
Green. M. “"The Matter of Mystification Teacher
+ Educationn Unquict Times " In Identiry and
Structure. Issues i the Sociology of Education,
edited by D Gelason Dnifield. England.
Nafferton Publishing Co . 1977, p

|
Guba. Egon G/. and Clark. Davig L A Study of |
' Teacher Education Instituntons as Innovators, \
. Knowledge Producers. and Change Agencies J
Report for the U.S Department of Health.
Education, and Welfare. National Institute of
Educauon, Bloomington. Ind.. Indiana
University, April 1977.:(ERIC Docum¢nt
Reproduction Service No ED 139 805 ) .

Hall, DecAnn Tcachers as Persons Case Swdies of
lhe Lives of Women Teachers. Report prepared

B o




forthe U S Department of Health and Human
. Services, 1981

Lyons, Gene **Why Teachers Can’t Teach ** Texas
Monthly (September 1979) *123-28

National Education Assogtation Euxcellence in Qur
Schools, Teacher Educanon An Action Plan
Washington. D C . 1982

Olson, Paul. Freeman, Larry, and Bowman, James,
eds. The University Can't Train Teachers
Lincoln, Neb.. University of Nebraska .
Cumculum Development Center, 1972 (ERIC
Document Reproduction Service No ED 061
149 )

Popketwitz. Thomas; Tabachnik, B Robert: and
Zechner. Kenneth **Dulling the Senses ’
Rescarch in Teacher Education.”* Journal of
Teacher Education 30, 5 (September-October
1979) 52-60 (ERIC No EJ 213 570 )

Ad Hoc Commuttee on Teacher Certification,
Preparation..and Accreditation Robent G
Scanlon, Chairperson Washmgton, D C .
Assoctation of Chief State School Officers. 1982

Schalock. Del **Research on Teacher Selection ™
Rerwew of Research in Edigation 7 (1979) 364-
[
417

Smith, Robert A , and Handler, H *‘Research on
Retentton of Teachers ' In Review of Research
in Educatton, vol 7. edited by David Berlier.
pp 418-43

AFL-CIQRon Teacher"Ed¥cation and Retention
Submuted'to the Subcommtee on Postsecondary
Education of the Commuttee on Education and

#  Labor, U'S House of Representatves.
September 10, 1981 '

Statement of the American F. edir'auon of Teachers,

-

Study Commission on Undergraduate Education and
the Education of Teachers Teacher Educanon m
the United Stafes The Responsibiliny Gap.
Omaha, Neb.: University of Nebraska Press.
1976

Tabachnick, B. Robert. ““Interi-Teacher's Role
. Hlusion, Distllusion and Reahilty.”" I%ournal of
& . ' Educanon 162, t (Winter 1980): 122-137 (ERIC
_ -No. EJ220405) : .

Tom, Alan *“Chopptng NCATE Standards Down to
Size * Journal of Teacher Educalmn%l, 6
{(November/December 19@): 25-30 (ERIC No.:
EJ 239499 )

Wili?', Elaing. Prospects for Black Teachers
Preparation, Certification, Employment
' «  Washiggton, D C.. ERIC Clearinghouse on

. . ) | .

JERIC -

o

Report of the Councul of Chuef.State School Officers’ -

61

Teacher Education, 1982 (ERIC Document
Reprodyction Service No ED 213 659 )

Studies) on TeacHer Corps and Teacher Centers:

Andrews, S I\ Adopuon, Addptation, and Edycational
Improvement A Study of Research and Policy
Related 10 Sharing and: Unlization of Field-based
Findings. Prepared for U.S Office of Education,
Contract no 300-78-0515 ,Chicago. Center for

New S;i?‘&plembcr 1979
Berman, J #he Development of Case Studiés on the

Manner in Which Teachers are Iniroduced to
Teaching in Schools in Low-tncome Areas

Synthesis and Analysis Report Cambndge,

Mass  Amencan Institutes for Research n the
Behavioral Sctences, September 30, 1980. v

Clark, D L., and Amiot. M A Opportunies for
Schools of Education 10 Foster Pracunoner
Involvement in the Improvement of Teaching

,, Bloomington, Ind . February 1981 73

Corwin, Ronald G Reform and Organizanional
Survival New York. John Wiley & Sons, 1973,

Emnck.J A | and Pclcrsocn, S M School Pracutioner
Involvement in the Improvemeft of Pracnice
Review and Synthests Prepared for Teacher
Corps, Development Branch. Depantment of
Education, Contract no 300 79 0670 -Los Altos.
Calif . Novcm!)cr L?SO ’ '

Fenneman, Shawn, ed Whar Place in Educanon?
Chicago: University of Chicago. Center for .
Policy Studies. 1978 B .

Fox, G. Thomas, Jr..-Anglmn, Leo. Fromberg. Dons:
and Grady. Michael Collaborating 10 Improve
the Educanonal Circumstances of Teachers,
Tough Lessons Betng Learned From Hard
Expeniences Washington, D C.: Amencan
Assoctation of Colleges for Teacher Education,

forthcoming . 4 9

-

FJ}. G Thomds, Jr. **Limztations of a Standard
Perspective on Program Evaluation: The Example
of Ten Years of Teacher Cotps Evaluations ™
Photocopied Madison, Wis.. University of

+  Wisconsin, [977. -

-Gollnick, Donna M , and Massanan, Karl, eds. Ti#
Role of Higher Educanoh in Teacher Centers,

. Washington, D.C.: American Association of
¢ Colleges for Teacher Education, 1981 (ERIC
Document Reproduction Service No, ED 202
-856.)

Henng, William, and H(y@cy, Kenneth, Research in,
on, and by Teacher Centers Summary Report
Report prepared for the U S Department of R
Education, National Insutute of Education. San .,

’
'

T2

-~




Francisco. Far West Laboratory for Educational
Research and Dgvelopment. 1982

Lieberman. Ann, ed Staff Development New
Demands, New Realiés, New Perspecuives New
\ York' Teachers College Press. 1979

Peterson. S M . and Emnck. J A, Research and .
Reflection” School Practitioner Involvément in
Knowledge Production as a Strategy for
Professional Development Prcparcd for U.S
Department of Education. _Comract no 30079
0670 Los Altos, Calif . January 1981

Popk'cwitz Thomas. *'Reform as Political Discourse
A Case Study School Review 84, 10 L
(November 1975) 43-70 <‘

» Roper. Susan, and Nolan, Robert Down from the

Ivory Tower A Model of Collaboranve Ingggrvice

. * Education Stanford. Calif Stanford Cemter for
, S Research and Development 1n Tcachm’{;{'l977
’ (ERIC Documen; Reproduction Service No ED
s 137261)

Rosenblum. S., and Jastrzab. J. The Role of the .
e “Principal in Change The Teacher Corps
Example Prepared for Teacher Corps. *
Department of Education. Contractno 300-79
0593 Cambndge, Mass. Abt Associates Inc .
nd

~ e s X
B ‘ Stkula. John. ed "Teacher Centers™Action in
. Téacher Education 2, 2 (Spring 1980). (ERIC No
EJ 233 164.78 )

\ v Yarger. Sam J . and Mertens, Sally K. A Content
« * Analysis of the First Teacher Center Program “
s Proposals. Washingtor. D.C. ERIC
Cleannghouse on Teacher Education. 1980.
. (ERIC Document chroducnon Service No. 180
996

P ) B.O. Smith and the deans’ statement:

. Smith, B Othanel A Design for a School of
e Pedagogy Washington. D.C.. Governmentii
~ Prntjng Office, 1980

. Tucker, Sylvia B Increasing the Research Capacuty of
’ Schools of Education: A Policy Inquiry Report
prepared for the U.S. Department of Health.
Education. and Welfare. National Institute of
Education Corvallis, Ore.: Oregon State

. University. 1981.
“ School-based inquiry:

]
©

Carini. Patricia F Observ;zuon and Description: An
Alternative Methodvlogy fér,lhe Investigaton pf
Human Phenomena. Grand Forks, N. Dak.. The

v T North Dakota Study Group on Evaluation,

- .
- N o~ [ . -
. . N

. University of r:lonh‘[')akota. 1975

. The Art of Seeing and The Visibeluty of
the Person. Grand Forks, N Dak Umwversity of
North Dakota. 1979.

The School Lives of Seven Children. A

Five Year Study. Grand Forks. N#Dak - The
North Dakota Study Group on Evaluation,
University of North Dakota, 1982

Corey, S Action Resear ch to Improve School
Practice New York. New York Teachers,
College, Columbia University, Bureau of
Publications. 1953.

Elliott, John. **Developing Hypotheses about
Classrooms from Teachers’ Pracucal
Constructs ** Interchange 7. 2 (1976.77) 2-22
(ERIC No. EJ'155 949 )
**Evaluating Inservice Activies From
Above or Below?”” Mimeographed. Cambndge..*
England Cambndge Institute of Education. 1977

**Objectsvity. Ideology. and Teacher .
Parucipation in Educauonal Research ™™ .
Mimeographed Cambndge. England Cambridge
Institute of Educanon 1977.

L
, "Thc Implications of Classroom
Research for the Professional Development of
Teachers.”” Mimeographed. Cambndge.
England Cambndge Institute of Educauon 1979

Elliott. John. and Adelman, Clem **Classroom Action
Research.'” Mimeographed. Norwich. England
Ford Teaching Project. Centre for Applied
Research in Education, University of East Anghia,

.1976.

Evans. Claryce; Stubbs. Margaret. Duckworth.
Eleanor; and David. Christine Teacher Inmmated
Research: Professional Development for Teachers
and a Method for Designing Research Based on
Practice. Report prepared for the U.S.
Department of Health. Education and Welfare.
National Tnsutute of Education. August 28. 1981
Cambridge. Mass.: Technical Education
Research Centers. 1981.

Flono. Susan. and Walsh, Martha. Thc Teacher as
Colleague in Classroom Research. " Paper
presented at the Annual Meéeting of the Amierican
Educational Research Assoctation. Apnl 1976,
San Francisco, Calif. Photocopied. (ERIC
Documcm chroducuon Service No ED 179
545.) .

Kemmus, Stephen. **Action Research in Retrospest
and Prospect.”’ Paper presented at the Annual
Meeting of the Australian Assocration for .
Research in Education, Noveriiber 1980, Sydney.

L]

Australia. (ERIC Docux,ncm Reproduction * "

>



- ¢ ~ .
ES . N ‘ -
Servige No ED’ 200 560.) Los Angeles. Calif Photocopied, (ERIC
Document Reproduction Scmce No. ED 200

MacDonald, Barry “*Evaluation and the Control of © 597y ,
Education.”’ In SAFARI Innovation, Evaluation, ‘
Research and the Problem of Control MacDonald Schaefer. R. The School as a Center of lnqum New .
and Walker, eds Norwich. England. Centre for ’ York Harper and Row, 1967 .
Applied Rese4rch in Education, ‘Umversny of y
East Angha, 1974 Stenhouse. Lawrence **Research as a Basis for . . \

~ Teaching ™ Inaugural lecture delivered before the . -

Perrone, Vito. and Pederson, Clara A University of East Anglia Norwich, England. 20
"*Documentation: A Process for Classroom/ February 1979 Photocopred
ngram Evaluation and Pcrsonal(PIofcsslonal e . ’ .
* Leaming *" In Insights into Open Educauqn 9. 7 Walker. Rob. and Ade¥rian, Clem A Guide to
(April 1977). Classroom Observation. Londoa' Methuen &

Co . 1975 . T 3
Ryan; Kevin “The Teacher's Story The Oldest and
o Newest Form of Educational Research * Paper Zeschner. Kcnncth “Rcﬂccuve Teaching and Field-

presented at the Annual Meetin; of the Amencan Based Expcncncc in Teacher Edugation ** .
Educauonal Research Association. Apni 1981, Interchange (1981-82) 1-22

. ——
et e e s e eilee - — . -
. . .
T
M N . M . L :d'
. =~ rs
E .
.
# .
y .
B
.
[ f 5
. ¢ i ,
! )
'
& /
°©
-
, .
s . , +
,
.
. @ .
s ¢ .
¢
1Y 4 <z ‘ _I
«
R
> .
¢ g ? °c 4 - o
. . .
1] L
1Y N \
-
¢
. . . . . ,
> <« ! o .
’ - -
i > \
3 . o
. i R
4 "> .
, -
P
-
* A @ -
i ’ o '
- . .
‘ *y -
[ e, s { (i . .
.
. ' B! . 63
.
'
"

,‘JEN{C ! : 1‘* , . “ . ‘ R - . o

. 7
e ~h * . - - B




