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Preface

Robert A.Roth was a man of incredible vision who possessed the intelligence, expertise
and energy to bring a vision to reality. In the 54 years that he lived, his accomplishments
were too numerous to record in this brief tribute. He was a man of exceptional talents.
He excelled as an athlete and was inducted into the Hiram College Athletic Hall of Fame.
His professional accomplishments included president of the Association of Teacher
Educators, NASDTC President, Association of Teacher Educators Distinguished Member,
and the State of California Association of Teacher Educators Distinguished Educator. At
California State University, Long Beach where he served as Chair of the Department of
Teacher Education for 10 years, he was awarded the University Distinguished Scholar.
Along with his numerous professional accomplishments, he was the beloved and devoted
father of two sons and one daughter, and a respected colleague of many throughout the
nation.

Robert Roth was a vibrant, dynamic, and vigorous proponent of excellence for
educating America’s teachers. A few years prior to his death he shared his belief with
selected colleagues that as a profession, we are in process of defining our agenda for the
profession and sustaining the role of the university. He became increasingly concerned
about the urgency of the task. He believed this to be the time to advance the profession
and that there was a danger of sliding backward significantly if we did not take action at
this time. He believed the profession was rapidly approaching a major crossroads which
would determine the direction and fate of teacher education. Robert Roth, being a man of
determination and action launched this movement through conducting a major symposia
at the American Association of Colleges of Teacher Education Annual Conference in 1996
and titled it, ‘The Ivory Tower Under Siege: The Diminishing Role of the University in
Teacher Education.’ Some of the leading scholars in education participated. The
attendance reflected not only the tremendous interest in the topic, but the enormous
respect for those who participated. Dr Roth also co-chaired an Association of Teacher
Education National Commission on Quality Standards and Enhancement of Teacher
Education. Part of this mission was to enhance the credibility of teacher education,
particularly within the university. The overwhelming response to these two commissions
inspired Dr Roth to clearly articulate the vision of the role of the university in the
education of teachers. He believed this book, which he began the latter part of 1995,
would help to launch this initiative to preserve and enhance the profession. The benefits
of the book would be to: 1) raise the consciousness level within the teacher education



profession by having educators who are highly respected by their colleagues come forth
and present their case; 2) present a well-conceived and clearly articulated statement of
their case; 3) provide a vision of what an appropriate role of colleges and universities may
look like in a bestcase scenario, to provide a framework for institutions to review their
programs and engage in introspection regarding their practices, relevance, and outcomes;
4) pull together the respected leadership in the profession and engage them in a common
cause for the common good. To open up dialogue regarding the nature of the
involvement in the enterprise, as well as delineation of future steps that need to be taken
as part of a broader plan of action; and 5) present for the role of the university the
intellectual contribution it makes to creating a profession. Through this, Dr Roth believed,
‘We would be modeling exactly what we are proposing.’

Dr Roth believed that he had brought together the insights of the ‘best minds’ in
teacher education. In discussing his vision for the book with those he believed to be
outstanding educators, he invited them to write an original chapter on a particular element
of the university’s unique contribution to the preparation of teachers in order to sustain
and enhance teaching as a profession. Dr Roth would serve as editor of the book. The
authors presented in this book are those invited by Dr Roth to contribute a chapter.

Unfortunately, in 1996, Dr Roth was diagnosed with skin cancer. He fought a long and
courageous battle until 23 February 1997. In January, 1997 when his energy began to
diminish, he discussed his deep concern with me that the book be completed. At that
time, he requested that I work with the authors and submit the book for publication. Dr
Roth and I had published two books and were acquainted with one another’s philosophy
of and commitment toward education. It has been an honor for me to have made this
small contribution to fulfilling Dr Roth’s vision—The Role of the University in the
Preparation of Teachers, edited by Robert A. Roth. A vision that became a legacy.

Yvonne Gold
California State University, Long Beach
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1
Educating Teachers: Getting It Right the

First Time
John I.Goodlad

Definitions of education almost invariably contain two components: the individual and the
cultural surround. The self is to develop with responsibility to this cultural surround—
civility toward others and support to civitas (a body of people constituting a politically
organized community).1 The duality of self-realization and sensitive orientation to the
culture and others occupying it can take lodging only in individual character. In the United
States of America and many other countries, the ideal blending of self and surround is seen
to be a democratic symbiosis2 of free selves aware of and committed to a culture that ensures
their freedom. Freedom and responsibility are mutually inclusive.

Assuming the above, the aim of education in the United States becomes the
development of democratic character. The meaning of education should not depend on
the vagaries of national interests. I argue elsewhere that the best symbiosis so far
envisioned for individual humans and the human condition is a democratic one of
individual liberty and cultural responsibility (Goodlad, 1997). The future of humankind
depends on worldwide education. The underlying premise of what follows is the
definition of this education as the development of democratic character.3 As such, it
becomes an inalienable human right, a right that must not be debased by making education
instrumental to some lesser end of politics or commerce.

This underlying premise regarding the universal aim of education has profound
implications for the education and practice of those whose occupational or professional
calling is education. They have in common a mission, a mission that transcends their
innumerable specialties: elementary or secondary school teacher; mathematics, biology,
history, music, physical education, or special education teacher; guidance counselor,
speech therapist, teacher of English as a second language, or school principal. Education
surfaces not as a mechanistic process of strengthening ends-means relationships but as an
exceedingly risk-laden social responsibility to the human race—to be counted and accounted
for one by one. The moral implications for educators and their profession abound.4

The Differing Natures of Education and Schooling

‘Schooling’ and ‘education’ are not words to be used interchangeably. I have endeavored
above to raise education above the crosscurrents of political and marketplace symbiotics.
In effect, I have implied a nonnegotiable aim for education of sufficient interpretive
complexity to ensure endless conversation regarding its full meaning and implications.



Schooling, by contrast, is a sociopolitical enterprise subject to all the crosscurrents of
multinational, national, state, local, and individual interests. Its purposes are both public
and private (Goodlad and McMannon, 1997).

Whereas educators worldwide are bound together in educational mission, the nature of
schooling creates enormous circumstantial diversity. Educators coming together
internationally in conferences are both surprised and pleased to find in their professional
lives so many commonalities. They find even in their differences that most are variations
on larger educational themes experienced in common.5 But, back home, the larger
themes of education tend to be overwhelmed by the lesser themes of schooling. The
sociopolitical nature of schooling places in jeopardy the aim of education.

Were the aim of education held always above the functions schools are called upon to
perform, the preoccupations of schooling would be markedly different from those now
characterizing this enterprise in the United States. Education derives its cues from
individuals in self-transcendence toward more mature democratic character. The
educators’ processes derive not from predetermined scripts but from deep understandings
of both students’ present developmental circumstances and the reservoir of artifacts and
concepts potentially relevant to further learning. Schooling derives many of its cues from
those instrumentalities for it that dominate in the cultural surround and those systemics
and regularities deemed necessary to their efficient fulfillment.6 What students are to
learn is largely prescripted, as are many of the teaching methods to be used (in spite of
much rhetoric to the contrary). The narrative of behavioral expectations for both teachers
and students is largely already written, the contingencies for teaching and learning
preordained.

Given the dominance of efficiency as the criterion of efficacy in our cultural surround,
we should not be surprised with the dominance of this criterion in our judging of schools.
That which is morally right gains credence in the lexicon of school reform if it is perceived
to be simultaneously efficient.7 Alfie Kohn (1997) provides us with a portrait of students
being pulled or pushed toward a predetermined set of behavioral expectations so as to
virtually crowd out the deliberative process of critically examining their own behavior and
taking personal responsibility for it. This system, as Paul Theobald (1997) points out,
promotes a sense of personal failure among the large numbers of losers and creates a self-
fulfilling prophecy regarding brisk business in the provision of prison cells. The narrative
of economic utility and its god of efficiency, which Neil Postman (1995) sees to be now
driving schooling, does not square with the visions for humankind we invariably invoke in
defining what education is.

Conflicting Expectations for Schooling

There is plenty of evidence to support the thesis that teachers are torn by the conflict that
arises when what they perceive to be the ‘right’ thing to do clashes with their perceptions
of what the systemics and regularities of schooling require that they do. Linda McNeil
(1986) has documented the nature and frequency of these ‘contradictions of control’ and
their impact on teachers’ decisions. Pressures from the outside complicate the ambiguity
of choice-making already present. The most common sources of teachers’ curricular and
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instructional choice-making are textbooks, district courses of study, and their past
associations with school-based learning. The natural intrusion of appealing new ideas often
runs counter to teachers’ customary ways and creates dissonance. Unfortunately, the
rather minimal preparation of large numbers of teachers provides professional grounding
that is insufficient for confident choice-making (Goodlad, 1990). New ways that appeal
create uncertainty in regard to the old ways. When the latter carry with them external
authority, only the most confident, autonomous teachers embrace what countervails.

The circumstances described are not absent in the other professions. But they are
uniquely severe in their impact on teachers and teaching, in large part because of the
uncertain status of teaching as a profession and the tenuous professional grounding of
teachers. Strangely, there are many people who would have it no other way. It is
culturally convenient to maintain an occupation with some professional trappings but
loosely latched gates of entry. It is politically convenient to manipulate at will the ends
and means of our major public enterprise without running the gauntlet of a unified
profession enjoying strong public credibility. And so teacher education remains a
neglected enterprise and teaching a marginal profession.

The Custodial Function of Schools

Ironically, it is a major characteristic of the systemics frustrating the educational purpose
of schools that offers the best opportunity for advancing it. One of the most constant
regularities of schooling is the daily schedule. Today’s parents, more than yesterday’s,
depend for some order in their lives on school days that begin when many of them are at
or are heading for work and end a few hours before they return home—with additional
activities often filling up the late afternoon schedule. Absent this regularity, each weekday
would place fresh logistical demands on all families with schoolage children.

Jane Roland Martin (1992) begins her book on rethinking schools for changing families
by comparing the procession of men moving from private home to public world each day
several decades ago with today’s procession of men and women crossing this bridge
together. She sees this development as increasing, not decreasing, the traditional custodial
function of schooling and for this role to be carried out in the fashion of a caring home. It
has been said that education sets the human spirit free. But let us not underestimate the
degree to which schools have set parents free and, to the degree they are caring places,
have provided parents with peace of mind.

There is a vast literature on technology as the quintessential liberator—the force that
sets humans free. Even if one were to ignore the less-chronicled downside regarding the
bondage accompanying almost all technological advances (Tenner, 1996), as liberator
schooling wins hands down. 

Imagine today’s parental bondage were there no schools. Or, just try to imagine
today’s workplace in the absence of schools. Schooling is the most comprehensive, least
expensive system of childcare ever devised. This is the fact that most retards
implementation of those images of a technologically driven system of schooling that have
been with us for quite some time. It is, in addition, a fact that should draw our attention
even more sharply and critically to the issue of who, besides children and youths, should
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fill up classroom space to ensure that our schools are simultaneously ‘places for learning,
places for joy’ (to borrow the title of one of Theodore Sizer’s books8).

Schools as Cultural Entities

Educators tend to believe that educational theories and ideas are the dominant vehicles on
the road to school improvement. But the roadsides are littered with the wrecks of
compelling ideas holding much promise of betterment. Significant though ideology may
be in parental expectations for schools, daily circumstances are much more powerful
determinants. Not surprisingly, today’s parents—frequently, both working or a single,
working parent—want assurance that their children are known and safe at school
(Johnson and Immerwahr, 1994). What their children bring home and tell them about
school ranks high in their views of their own schools’ quality. Their negative views of
schooling in general are shaped less by personal experience than by the opinion-making
role of polls and the popular media.

The ‘good’ school for many, probably most, parents is the one that creates little
dissonance with daily life. This means such things as unchanging school beginnings and
endings, ease in getting wanted information, few negative surprises, absence of teacher
and school requests that take time, an ethos of a school attending to its business, and so on.
Schools soon discover the hazards of scheduling teachers’ meetings that cause shortened
school days. Alert teachers soon discover the hazards in reporting children’s progress to
parents who are both ‘on the run’. The absence of school-home dissonance transfers to
positive parental perceptions in relatively obscure domains of schooling such as curriculum
and instruction. The school that takes care of its daily business well and encompasses the
home harmoniously in so doing is a far more satisfying place for parents, teachers, and
students than one that does not.9

There is a powerful message here regarding who is to teach. There exists, even among
teacher educators, the view that the competencies required for the good school of the
above description are learned on the job. Admittedly, they are honed on the job but their
absence at the outset is a major cause of home-school dissonance, of early drop-out from
teaching, and perpetuation of the costly business of five or six short-term teachers
frequently being required to fill out one career line. Children and society are the ultimate
losers.

Teacher education programs have been geared to the culture of the classroom, not the
whole school (Goodlad, 1990). The socialization process, in turn, has been geared to the
individual teacher, not teams (Su, 1989). Yet, the school, not just individual teachers,
attracts community judgment; and it takes the faculty working as a team to engage the
school in continuing renewal. Teachers with scant preparation perceive the culture of the
school as something beyond their responsibility—something for the principal to worry
about, perhaps.

The daily circumstances of schooling do not lend themselves well to easing teachers
gradually into their responsibilities, especially those that relate to the whole school. The
notion of experienced teachers mentoring new ones is an appealing myth; the experienced
teacher down the hallway is fully preoccupied with his or her own responsibilities. As
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noted above, even modest provision for in-school staff development interferes with family
schedules, creating home-school dissonance. New teachers must be off and running at the
outset. An ill-prepared beginner is likely to be the ill-prepared experienced teacher.

Integrating the Custodial and Educative Functions

Up to now, this narrative has addressed the potential shortfall in a school’s performance
of its custodial function when staffed by teachers not prepared to be stewards of whole
schools. It has addressed, also, a school’s potentially low capacity for renewal when staffed
by teachers not prepared for the necessary team work. It is hard to believe that schools
performing this custodial function poorly and not engaged in renewal are likely to be,
nonetheless, superb or even modestly successful in performing their educational function.

It turns out that schools are bundles of correlating characteristics. A good school is
good in virtually everything that matters: class climate, school climate, principal-teacher
relationships, home-school relations, hours of instruction each week, teacher-student
relationships, and more. A poor school is characterized by showing up far less favorably in
these same features. Parents in schools that fit the first of these two descriptions rarely
perceive the ongoing program of curriculum and instruction as a problem. Parents in
schools for the second description add curriculum and instruction to their list of
problems. High teacher and student satisfaction parallels parent satisfaction in the first
school and is correspondingly low in the second.

There is a dearth of research on the degree to which academic achievement is a
correlate of those correlates of schools taking care of their business. Are schools that are
safe and caring and marked by high parent, student, and teacher satisfaction also places of
high learning? A common problem with research on school reform reporting no
significant improvement in academic achievement is failure to document carefully the
actual presence of the conditions that presumably would make a difference. It makes no
sense to claim attribution or nonattribution of nonevents! When possibly premature
results of the measures taken are announced to show no achievement gains, the reform
effort usually closes down. But what might have been the outcome if it had been sustained
for an additional three or four years? The research cupboard is disappointingly bare. 

There is, however, a highly important issue for which empirical research is irrelevant.
Do we not want and value caring schools with good student-teacher-parent-principal
relationships? Surely we do not want the opposite. Dare we cast aside as complacency, as
some critics do, the high satisfaction with their schools of those closest to them? If claims
of owner satisfaction with certain makes of automobiles (and virtually every other
commonality) are so sacred in advertising, why do such claims become soft and irrelevant
when we turn to our schools? Would evidence of one school taking care of its business in
an orderly way and accompanied by high satisfaction on the part of the critical groups of
actors involved make no difference in whether we chose it for our children over one
absent these characteristics? Not bloody likely. I do not know a parent who would
deliberately choose the latter over the former.

The series of studies conducted by the RAND Corporation over a period of years
convincingly ruled out the potential of any single variable for producing significant
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improvement in the performance of schools.10 Rather, a host of variables creatively
orchestrated by the principal and teachers—many of them embedded in the culture of the
whole school as well as the classroom—offered promise. Since then, a rash of case studies
appearing in the educational literature has added support to this hypothesis. The research
of colleagues and me has revealed the degree to which a school faculty, closely connected
to homes and community, can positively influence the school’s symbiotics—how people are
with one another, as Donna Kerr expresses the human connection (Kerr, 1997). But it
also has revealed the stubborn character of the established curricular and instructional
ways—the elements most determined by systemics beyond the schoolhouse and by
traditions of schoolteaching that the relatively short, rather unfocused, and not very
intensive professional education many teachers experience fails to overcome.

I began an earlier section of this narrative with the observation that the seminal
custodial function performed by schools offers a promising opportunity for advancing the
educational one. The continuity of teachers, students, and parents that schools seem to
require to sustain educational improvement (as measured by academic performance) is
most likely to accompany exemplary performance in the custodial domain. I endeavored
to make clear that this exemplary performance does not come easily; many schools are far
from it. It requires the sustained collaboration of home and school, teachers, parents, and
students. It requires teachers prepared at the outset of their careers to work
constructively with a diverse array of others.

The attainment of a stable, satisfying school environment is not necessarily
accompanied by significant improvement in the educational delivery system, even though
parental satisfaction with curricular and instructional matters tends to correlate with their
satisfaction in the custodial realm. This suggests that much of the motivation for
addressing shortcomings in a school’s educational program must arise out of the
dissatisfaction of teachers. Rather than basking in the rewards that come from being part of
a satisfying school, they must risk and take on the daunting tasks of fundamentally
changing what and how they teach. This means doing differently much of what currently
is widely regarded as standard. The visions held by most people of what schools should
be, even many people wanting reform, are surprisingly similar to the realities of what they
remember from the past. The context most favorable to the consideration of needed
changes would appear to be the one of considerable satisfaction with and confidence in the
current stewardship of the school. The parental satisfaction with this stewardship that carries
over into correlating confidence in the educational program is likely to carry over also
into support for increased attention to the arts, for example. A constituency perceiving
unsatisfactory school performance in mathematics is not likely to see more attention to
the arts as a priority.

However, for teachers to advance the need for curricular and instructional
improvement, especially if the current ethos tends to support the principle, ‘If it ain’t
broke, don’t try to fix it’, requires keen sensitivity to what excellence means. And,
without solid professional grounding in curricular and instructional domains, teachers are
likely to botch the improvement process. Both a supportive context and a well-prepared
team of educators are essential to success. Given the longstanding casual neglect of
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teacher education, we should be thankful for the caring schools we do have and not be
surprised that taking even these to a high level of educational performance is not the norm.

Teachers Who Understand and Care

Earlier, I raised the issue of who should fill up our schools and classrooms as teachers if
parents, more dependent on the custodial role of schools than ever before, are not to be
uneasy, as they cross that bridge to work each day, about the care their children are receiving
in school. The priorities for most are that their children be known, treated fairly, and safe
in the school environment. Even the parents who, at the evening PTA meeting, express
concern about the school’s reading program have at the top of their list for the next
conference with their child’s teacher questions about individual attention, relations with
peers, and other matters in the caring domain. Few things are more productive of
parental satisfaction with their schools than evidences of a bonding relationship with
teachers and positive reports of life at school on the part of their children.

Then, I raised implicitly the issue of who should fill up our schools and classrooms as
teachers if a caring school is to have a good chance of becoming also a place of intense
engagement of all students in learning. The development of democratic character must be
a goal for more than the few who are the winners in our present system of schooling
because we must live with everybody’s children. The places of refuge for both winners
and losers already are crowded and in much need of civility.

In selecting and even seeking to prepare people for teaching in schools, we have paid
scant attention to what teachers are called upon to do there, let alone to what they should
do there. Commissioned reports on school reform from the early 1890s to the late 1980s
omit reference to teachers’ education; reports on the reform of teacher education over
this same period of time provide no depiction of the demands or expectations of teaching
in schools. Failure to make this connection leaves us free to conjure up whatever our
biases suggest regarding either or both. The simplistic often has gained as much or more
credibility than the more realistically comprehensive.

And so we have the military model of the ideal teacher, stemming back to the
seventeenth century image of schools that would be places of strict discipline, close to the
police and the courts (Aries, 1962). Open the gates to teaching for the military retiree. In
our own culture of the 1840s, the disciplinary model prevailed still and so came the
appeal for men to leave their regular work for a spate of teaching in the new schools. The
industrial model of the second half of the nineteenth century, grounded in the concept of
efficiency, spawned the school model of platooning—a teacher managing with a few
‘programmed’ aides a graded class of a hundred or more students. Open wide the gates to
teaching for male business retirees.

Women answered the call to enroll in the four founding normal schools of
Massachusetts. The principals complained of the meager educational backgrounds of their
charges and settled for teaching them the subject matter their teaching in grammar schools
would require. As in the earlier Dame Schools, these women would ensure some of the
nurturing the younger pupils require. Male graduates of the academies, however,
presumed to be in command of the subject matter required, remained the ideal for

EDUCATING TEACHERS: GETTING IT RIGHT THE FIRST TIME 7



teaching the older students, more in need of discipline than nurturing. Open wide the
gates to the scholar and hope he will be spared the fate of Ichabod Crane.

The soldier, the businessman, the modestly schooled woman blessed with the virtue of
female caring, the somewhat effete scholar steeped in academic lore—these are the
ghosts of perceived teachers past who haunt the paths of attending to teacher education
present. These are the ghosts that will haunt the improvement of teacher education
future, frustrating attainment of the goal set in 1996 by the National Commission on
Teaching and America’s Future: all children with access to qualified, caring, competent
teachers by the year 2006 (National Commission on Teaching and America’s Future,
1996). Unless put to rest, these may well be the ghosts that will prevent us from having
schools commonly developing democratic character—a symbiosis of the competent, caring
self and the good society.

The recommendations of the National Commission are supported by substantial
authenticating scholarly inquiry, particularly that of the preceding decade—inquiry that
both lays down an agenda of what must be done to ensure robust, coherent programs of
general and professional education and a comprehensive picture of the formidable gap
between present and envisioned conditions.11 What teaching in today’s schools demands
by way of beginning—not ultimate—efficacy, as sketched in this narrative, embraces a
wide range of disciplines in the humanities, natural sciences, and social sciences that
pertain to an ecological understanding of our people and our world, as well as to the skills
of inter—and intradependence.12 Teachers must learn not only the subject matters of the
human conversation but also the pedagogy for immersing the young productively in this
conversation.

Clearly, the foundations and the renewal of a teaching career reside in the university—
just as do the foundations and renewal of other professional careers. But teaching in
schools is unique in its use of the intellectual disciplines in enculturating the young. As in
the other professions, the necessary principles and skills must be honed in back-and-forth
processes of action and reflection that honor the inseparable relationship of theory and
practice in human endeavors. Consequently, partner or professional development
schools, equivalent in many ways to the teaching hospitals of medical education, are a
necessary component of the teacher education program (Clark, 1997).

Curriculum development promises to be demanding work in progress already begun.
Some settings are finding it useful to create centers of pedagogy that bring into a single
coordinating unit these partner schools and segments of both the arts and sciences and the
college of education to ensure the faculty required. Reward systems are undergoing
scrutiny and revision to heighten the probability that incentives for participation are in
place. Given the time it takes to sunset existing programs and produce graduates of
redesigned ones on a large scale, the goal of the National Commission on Teaching and
America’s Future will not be attained by 2006. It is encouraging to note that, at the time
of this writing, the federal department of education is engaged intensively in seeking ways
to capitalize on promising work already under way by making funds available to both
accelerate it and effect collaboration between interested teacher-preparing settings and
those perceived to be further along in the renewing process.
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Coda

The preceding narrative presents essentially three interrelated arguments for each
beginning corps of schoolteachers to enter practice with the general and specialized
knowledge base and pedagogy already sufficiently in place for efficacious fulfillment of the
high custodial and educational expectations parents and other citizens set for our schools.
The attainment of this condition is our best guarantee that the riskladen freedom of
educating the young will not itself be at risk. It ensures a teaching force prepared to hone
its pedagogy through continuing self-renewal.

My first argument pertained to the daunting mission schoolteachers share: the common
development of democratic character in the young. My second argument pertained to a
major corollary of the changing circumstances of parenthood: the need for a stable, caring
daycare environment for their children that alleviates their worry and guilt
simultaneously. The increasing significance of education in the lives of all of us heightens
parental interest in both the custodial and educational functions of schooling; they expect
both. My third argument grew out of an analysis of what it takes to create schools that are
both satisfying places for teachers, parents, and students and exemplary places of learning.

Awareness of the incredible significance of those teachers who occupy the daily
surround of children and youths for many hours each year over many years is growing,
turning attention to their selection and education. I am more optimistic now than I have
been in many years regarding the positive influence this awareness is likely to have on
support for and the design of solid programs for the education of educators. My major
worry is that what appear to many people to be bold and visionary (and costly)
recommendations are far too cautious. The legacies of perceived teachers and teaching
past temper our expectations and we become timid. To have teachers who are commonly
competent and caring and schools that are commonly good is a challenge that equals or
exceeds any that has so far tested our vision and competence.

Notes

1 There is at time of this writing growing interest in and concern regarding the need for
greater citizen involvement in the infrastructure of their local communities and beyond.
Several books include Benjamin R.Barber An Aristocracy of Everyone: The Politics of Education
and the Future of America (New York: Ballantine, 1992) and Amitai Etzioni The New Golden
Rule: Community and Morality in a Democratic Society (New York: Basic Books, 1996).

2 In work published between 1603 and 1614, Johannes Althusius wrote of the processes and
outcomes of all human associations as symbiotics and symbioses respectively. For a
translation and editing of his classic publication, see Politica, edited and translated by
Frederick S.Carney (Indianapolis, Ind.: Liberty Press, 1995).

3 To emphasize the necessity for responsibility to the habitat, Stephen John Goodlad adds an
environmental adjective to democratic character in ‘An Ecocentric Environmental Ethic as a
Foundation for Schooling, Character, and Democracy.’ Unpublished work in progress, 1996.

4 See Roger Soder (ed.) Democracy, Education, and the Schools (San Francisco: JosseyBass,
1996). Given the risk-laden nature of teaching the young, there are at least equally profound
implications for lay teachers as well (particularly those who exclusively home-school). On this
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issue see Barry L.Bull, ‘The Limits of Teacher Professionalization’, in John I.Goodlad,
Roger Soder, and Kenneth A.Sirotnik (eds) The Moral Dimensions of Teaching (San Francisco:
Jossey-Bass, 1990), pp. 95–8.

5 These extensive commonalities and circumstantial variations were brought home to me in a
conference of participants from 22 nations held in Gränna, Sweden, during the summer of
1971. At the beginning of the six-week workshop, there was much skepticism of having
anything of importance sufficiently in common to warrant discourse. After a rather short
period, the comments were of combined amazement and satisfaction over the degree to
which a common agenda was emerging.

6 Regarding these systemics and regularities, see respectively Gary D. Fenstermacher ‘The
Absence of Democratic and Educational Ideals from Contemporary Educational Reform
Initiatives’, Stanley Elam Lecture, Educational Press Association of America, Chicago, 10
June 1994; and Seymour B. Sarason The Culture of the School and the Problem of Change, 2d ed.
(Boston: Allyn and Bacon, 1982).

7 For documentation of the progression (and deterioration) of school reform proposals from
moral persuasion to justification on grounds of efficiency, see Timothy J. McMannon
Morality, Efficiency, and Reform: An Interpretation of the History of American Education, Work in
Progress Series No. 5 (Seattle: Institute for Educational Inquiry, 1995).

8 Theodore R.Sizer Places for Learning, Places for Joy (Cambridge, Mass.: Harvard University
Press, 1973). 

9 The source for this and subsequent observations regarding school satisfaction is the research
reported in John I.Goodlad, A Place Called School (New York: McGraw-Hill, 1984).

10 A good reference with which to begin perusal of the RAND Corporation’s findings over a
period of more than a decade of inquiry is Harvey A. Averch et al. How Effective is Schooling?
(Englewood Cliffs, NJ: Educational Technology Publications, 1974).

11 See, for example, Carnegie Forum on Education and the Economy A Nation Prepared: Teachers
for the 21st Century (Washington, DC: Carnegie Forum on Education and the Economy,
1986); Holmes Group Tomorrow’s Teachers: A Report of the Holmes Group (East Lansing, Mich.:
Holmes Group, 1986); John I.Goodlad Educational Renewal: Better Teachers, Better Schools (San
Francisco: Jossey-Bass, 1994).

12 For a penetrating analysis of these worldwide relationships, see Benjamin R. Barber Jihad vs.
McWorld (New York: Times Books, 1995).
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2
The Case for University-based Teacher

Education
Linda Darling-Hammond

For a number of years, public dissatisfaction with schools has been coupled with
dissatisfaction with schools of education as well. Education schools have been variously
criticized as ineffective in preparing teachers for their work, unresponsive to new
demands, remote from practice, and barriers to the recruitment of bright college students
into teaching. In more than 40 states policy makers have enacted alternate routes to
teacher certification to create pathways into teaching other than those provided by
traditional 4-year undergraduate teacher education programs. Upon his election in 1988,
President Bush’s only education proposal was the encouragement of alternative teacher
certification to allow more flexible teacher recruitment. In 1995, Newt Gingrich
proposed the elimination of teacher certification rules, which require preparation for
teaching, as his major education initiative.

Voices of dissatisfaction have been raised from within the profession as well. During
the past decade, significant critiques of traditional teacher education practices have been
raised by the Holmes Group of education deans (Holmes Group, 1986) and the Carnegie
Task Force on Teaching as a Profession (1986), along with scholars like John Goodlad
(1990), Ken Howey and Nancy Zimpher (1989), and Ken Zeichner (1993), among
others. These voices, however, have urged the redesign of teacher education to strengthen
its knowledge base, its connections to both practice and theory, and its capacity to
support the development of powerful teaching.

Proposals at the far ends of this continuum stand in stark contrast to one another: on
the one hand, university-based preparation would be replaced by ‘on-the-job’ training
that focuses on the pragmatics of teaching, while on the other, more extensive
professional training would aim to prepare teachers for much more adaptive, knowledge-
based practice while tackling the redesign of schools and teacher education in tandem.
Which of these routes holds the most promise? What would the implications be for
teachers’ knowledge, skills, and commitments—and, most important, for the education
of children?

While the debates on these questions have been largely ideological, there is a growing
body of empirical evidence about the outcomes of different approaches to teacher
education and recruitment, ranging from quick alternative routes into the classroom to
traditional university-based approaches to newer models that are 5-year extended
programs or 5th year postbaccalaureate programs. As I describe in this chapter, the
evidence strongly suggests that ‘on-the-job’ preservice training leaves teachers seriously



underprepared. Most alternative routes sponsored by school districts, states, and other
vendors have been found to be significantly less effective at preparing and retaining
recruits than university-based teacher education programs. Furthermore, these truncated
programs tend to feature regressive approaches to teaching practice that are seriously out
of synch with new standards for student learning.

Although traditional teacher education programs differ significantly from one another
and some have major shortcomings, as a group they produce teachers who are more
highly rated and effective with children than are teachers who enter teaching without
training or through quick alternate routes. Furthermore, more extensive redesigned
programs that have resulted from recent reforms are even more successful than traditional
four-year models. In short, teacher education matters, and more teacher education is
better than less. In what follows, I discuss why.

What Teachers Need to Know and Be Able to Do

Central to any discussion of teacher preparation is a judgment about what it is teachers
must be prepared to do. If teachers are viewed primarily as purveyers of information for
students, one could argue that they need little more than basic content knowledge and the
ability to string together comprehensible lectures in order to do an adequate job. For this
kind of teaching, it is easy to believe that a liberal arts education could be sufficient
preparation. But if teachers need to be able to ensure successful learning for students who
learn in different ways and encounter a variety of difficulties, then teachers need to be
diagnosticians and planners who know a great deal about the learning process and have a
repertoire of tools at their disposal. This kind of teaching is not intuitively obvious. And it
is this kind of teaching that current social demands increasingly require.

In today’s complex society and economy, much greater numbers of students need to be
prepared for much more challenging forms of learning than ever before in our history. In
order to meet the ambitious standards for student learning currently being developed by
states and professional associations, teachers must learn to teach for understanding and to
teach for diversity—that is, to teach in ways that enable a wide range of learners to
succeed at very demanding intellectual tasks (National Commission on Teaching and
America’s Future, 1996).

What do teachers need to know to teach all students in the way new standards suggest?
First of all, teachers need to understand subject matter in ways that allow them to
organize it so that students can create useful cognitive maps of the terrain. They need
more than formulaic or procedural understanding of the core ideas in a discipline and how
these help to structure knowledge, how they relate to one another, and how they can be
tested, evaluated, and extended. Teachers also need to be able to use their knowledge of
subject matter flexibly to address ideas as they come up in the course of learning. They
need to understand how inquiry in a field is conducted and what reasoning entails—such
as what counts as ‘proving’ something in mathematics as compared with proving
something in history (Ball and Cohen, in press). And they need to see ways that ideas
connect across fields, and to everyday life, so that they can select and use examples,
problems, and applications well.
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Understanding subject matter in this way provides a foundation for pedagogical content
knowledge (Shulman, 1987), which enables teachers to represent ideas so that they are
accessible to others. Knowledge of the domain of study is critical: the teacher needs to
understand what ideas can provide important foundations for other ideas and how they
can be usefully linked and assembled. The audience is also key: people will understand
ideas differently depending on their prior experiences and context. A skillful pedagogue
figures out what a particular audience is likely to know and believe about the topic under
study, and how learners are likely to ‘hook into’ new ideas, so as to create productive
learning experiences. Knowledge of cognition, information processing, and
communication are also important so that teachers can shape lectures, materials, learning
centers, projects, and discussions in useful ways.

Interpreting learners’ statements and actions and framing productive experiences for
them requires knowledge of development—how children and adolescents think and
behave, what they are trying to accomplish, what they find interesting, what they already
know and what they are likely to have trouble with in particular domains at particular ages
in particular contexts. This knowledge includes an understanding of how to support
further growth in a number of domains—social, physical, and emotional, as well as
cognitive.

Teaching in ways that connect with students also requires an understanding of
differences that may arise from culture, language, family, community, gender, prior
schooling, or other factors that shape people’s experiences, as well as differences that may
arise from developed intelligence, preferred approaches to learning, or specific learning
difficulties. Teachers need to be able to inquire sensitively and productively into
children’s experiences and their understandings of subject matter so that they can
interpret curriculum through their students’ eyes and shape lessons to connect with what
students know and how they learn well. To get non-stereotypic information that can help
them come to understand their learners, teachers need to know how to listen carefully to
students and look at their work as well as to structure situations in which students write
and talk about their experiences and what they understand. This builds a foundation of
pedagogical learner knowledge (Grimmett and MacKinnon, 1992) which grows as
teachers examine how particular learners think and reason, where they have problems,
how they learn best, and what motivates them.

An understanding of motivation is critical in teaching for understanding, because
achieving understanding is difficult. Teachers must know how to structure tasks and
feedback so as to encourage extensive effort without either relinquishing the press for
understanding when the going gets tough or discouraging students so that they give up
altogether. Motivating students not only requires understanding general principles about
how to engage young people and sustain their interest at different ages, but also
understanding what individual students believe about themselves and their abilities, what
they care about, and what tasks are likely to give them enough success to encourage them
to continue to work hard to learn. 

Teachers need several kinds of knowledge about learning. Since there are many kinds
of learning—for example, learning for recognition or appreciation vs. learning for various
kinds of applications or performances—teachers need to think about what it means to
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learn different kinds of material for different purposes, how to support different kinds of
learning with distinctive teaching strategies, and how to make judgments about which
kinds of learning are most necessary in different contexts. Not everything can be learned
deeply—that is, with opportunities for extensive application—but some things must be
deeply understood as foundations for work that is to follow and as a means for developing
specific skills and performances. Other ideas may be understood more superficially to
create a map of the domain, but learned so that they connect to concepts that are meaningful.

Teachers need to understand what helps children (or anyone) learn in these different
ways. They need to be able to construct and use a variety of means for assessing students’
knowledge, as well as for evaluating student’s approaches to learning. To be effective,
they must be able to identify the strengths of different learners while addressing their
weaknesses—those who rely more on visual or oral cues; those who tend to reason from
the specific to the general or vice-versa; those who use spatial or graphic organizers vs.
those who are more text-oriented; those who bring a highly developed logical/
mathematical intelligence and those who bring a strong aesthetic sense.

Using this information well requires a command of teaching strategies that address a
variety of ways to learn and a variety of purposefully selected goals for learning. Strategies
that regularly use multiple pathways to content are one major part of a teacher’s
repertoire. In addition, more than ever before in the past, all teachers need tools to work
with the students in their classrooms who have specific learning disabilities or needs—the
estimated 15 to 20 percent of students who are dyslexic or dysgraphic, who have
particular visual or perceptual difficulties or difficulties with information processing.
There are useful teaching strategies for these relatively commonplace problems, but they
have been rarely taught to ‘regular’ education teachers. And, because language is the
gateway to learning, teachers need an understanding of how students acquire language, both
native English speakers and students who start from other languages, so that they can build
language skills and create learning experiences that are accessible. This may mean
strategies ranging from explicit teaching of key vocabulary or use of an array of visual and
oral cues and materials to the creation of collaborative learning settings in which students
use language extensively.

Teachers need to know about curriculum resources and technologies. They need to be
able to connect their students with sources of information and knowledge that extend
beyond textbooks, that allow for the exploration of ideas, the acquisition and synthesis of
information, and the development of models, writings, designs, and other work products.
The teacher’s role will be to help students learn to find and use a wide array of resources
for framing and solving problems, rather than to remember only the information
contained in one source.

And they need to know about collaboration. They need to understand how interactions
among students can be structured to allow more powerful shared learning to occur. They
need to be able to shape classrooms that sponsor productive discourse that presses for
disciplined reasoning on the part of students. They need to understand how to collaborate
with other teachers to plan, assess, and improve learning within and across the school, as
well as how to work with parents to learn more about their students and to shape
supportive experiences at school and home.
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Finally, teachers need to be able to analyze and reflect on their practice, to assess the
effects of their teaching and to refine and improve their instruction. When teaching for
understanding, teachers must maintain two intertwining strands of thought at all times:
How am I doing at moving the students toward high levels of understanding and
proficient performance and How am I taking into account what students know and care
about in the process of moving them toward these curriculum goals and developing their
talents and social abilities? Teachers must continuously evaluate what students are thinking
and understanding and reshape their plans to take account of what they’ve discovered as
they build curriculum to meet their goals.

These demands that derive from the desire to teach a much wider range of students for
much higher standards of performance are new ones for most teachers. With few having
experienced this kind of learning themselves, how can it be possible to create a different
kind of teaching on a wide scale? The only plausible answer is to develop much more
powerful forms of teacher education—both before entry and throughout the teaching
career—that systematically provide experience with the kinds of knowledge and forms of
practice described above, and then to make that kind of education available to all teachers,
not just a few. As Gary Fenstermacher (1992) observes:

In a time when so many advocate for restructured schools, for greater decision
autonomy for teachers, and for connecting the schools more intimately with homes
and communities, it is more important than ever that teachers have the capacity to
appraise their actions, evaluate their work, anticipate and control consequences,
incorporate new theory and research into practice, and possess the skills and
understanding needed to explain their work to other teachers, and to students and
their parents…

These reflective capacities are not innate to human beings, nor are they acquired
quickly. They are not acquired during a planning period sandwiched somewhere in
between classes, or during evening ‘mini-courses’ after a full day’s work. They are,
rather, the outcome of sustained and rigorous study, and of dialogue and exchange
with master teacher educators. (35, in manuscript)

Developing the kinds of knowledge I have described requires that most teachers move far
beyond what they themselves experienced as students, and thus that they learn in ways
that are more powerful than simply reading and talking about new pedagogical ideas (Ball
and Cohen, in press). Learning to practice in substantially different ways than one has
oneself experienced can occur neither through theoretical imaginings alone, nor on
unguided experience alone. It requires a much tighter coupling of the two. 

Teachers learn just as students do: by studying, doing, and reflecting; by collaborating
with other teachers; by looking closely at students and their work; and by sharing what
they see. This kind of learning cannot occur either in college classrooms divorced from
engagement in practice or in school classrooms divorced from knowledge about how to
interpret practice. Good settings for teacher learning—in both colleges of education and
schools—provide lots of opportunities for research and inquiry, for trying and testing, for
talking about and evaluating the results of learning and teaching. The ‘rub between theory
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and practice’ (Miller and Silvernail, 1994) occurs most productively when questions arise
in the context of real students and real work-in-progress where research and disciplined
inquiry are also at hand.

Do Education Schools Help Teachers Learn?

Even if one agrees that there are desirable knowledge and skills for teaching, many people
sincerely believe that anyone can teach, or, at least, that knowing a subject is enough to
allow one to teach it well. Others believe that teaching is best learned, to the extent it can
be learned at all, by trial-and-error on the job. The evidence strongly suggests otherwise.
Reviews of research over the past 30 years summarizing hundreds of studies have
concluded that, even with the shortcomings of current teacher education and licensing,
fully prepared and certified teachers are better rated and more successful with students
than teachers without this preparation (Evertson, Hawley, and Zlotnik, 1985; Ashton and
Crocker, 1986; Ashton and Crocker, 1987; Greenberg, 1983; Haberman, 1984; Olsen,
1985). As Evertson and colleagues conclude in their research review:

The available research suggests that among students who become teachers, those
enrolled in formal preservice preparation programs are more likely to be effective
than those who do not have such training. Moreover, almost all well planned and
executed efforts within teacher preparation programs to teach students specific
knowledge or skills seem to succeed, at least in the short run. (Evertson, Hawley,
and Zlotnik, 1985, 8)

The importance of full preparation holds across specific subject-matter fields. A review of
research on science education, incorporating the results of more than 65 studies, found
consistently positive relationships between students’ achievement in science and their
teacher’s background in both education courses and science courses (Druva and
Anderson, 1983; see also Davis, 1964; Taylor, 1957). The effects of teacher training are
particularly noticeable when achievement is measured on higher-order tasks such as
students’ abilities to apply and interpret scientific concepts (Perkes, 1967–8). Students’
performance in mathematics is also strongly related to their teachers’ preparation in
teaching methods as well as in mathematics content (Begle, 1979; Begle and Geeslin,
1972; Hawk, Coble and Swanson, 1985). The importance of teachers’ education
preparation has also been established for teachers of vocational education (Erekson and
Barr, 1985), teachers of reading and elementary education (Hice, 1970; LuPone, 1961;
McNeil, 1974), teachers in early childhood education (Roupp et al., 1979), and teachers
of gifted students (Hansen, 1988).

Other studies point out the differences in the perceptions and practices of teachers with
differing amounts and kinds of preparation. A number of studies suggest that the typical
problems of beginning teachers are lessened for those who have had adequate preparation
prior to entry (Adams, Hutchinson, and Martray, 1980; Glassberg, 1980; Taylor and
Dale, 1971). Teachers who are well prepared are better able to use teaching strategies that
respond to students’ needs and learning styles and that encourage higher order learning
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(Perkes, 1967–8; Hansen, 1988; Skipper and Quantz, 1987). Since the novel tasks
required for problem-solving are more difficult to manage than the routine tasks
associated with rote learning, lack of knowledge about how to manage an active, inquiry-
oriented classroom can lead teachers to turn to passive tactics that ‘dumb down’ the
curriculum (Carter and Doyle, 1987; Doyle, 1986), busying students with workbooks
rather than complex tasks that require more skill to orchestrate (Cooper and Sherk,
1989).

Studies of teachers admitted with less than full preparation—with no teacher
preparation or through quick alternate routes—reveal serious shortcomings: Recruits
tend to be dissatisfied with their training; they have greater difficulties planning
curriculum, teaching, managing the classroom, and diagnosing students’ learning needs.
They are less able to adapt their instruction to promote student learning and less likely to
see it as their job to do so, blaming students if their teaching is not effective. Principals
and colleagues rate them less highly on their instructional skills, and they leave teaching at
higher-than-average rates. Most important, their students learn less, especially in areas
like reading, writing, and mathematics, which are critical to later school success. These
feelings undoubtedly contributed to the high attrition rate of TFA recruits. TFA statistics
show that of those who started in 1990, 58 per cent had left by the third year, a 2-year
attrition rate more than twice the national average for new teachers, including those in
cities. The Maryland State Department of Education reported that 62 percent of corps
members who started in Baltimore in 1992 had left within two years.

This track record is not unusual for alternative certification programs. Stoddart’s
(1992) analysis reveals that 53 percent of Los Angeles’ alternative certification recruits
(prepared in an eight-week summer program run by the district) had left within the first
six years of program operation. California’s state evaluation found that 20 percent of
recruits dropped out before completing the training. Of those who completed the
training, 20 percent left during the first two years of teaching, and another 20 percent of
the remainder were not deemed ready for employment by the end of year two (Wright,
McKibbon, and Walton, 1987).

Of 110 Dallas recruits, only 54 percent had successfully ‘graduated’ to become full-
fledged teachers after their first year as interns (Lutz and Hutton, 1989). Of this group,
24 had the possibility of ‘graduating’ at some point in time if deficiencies in meeting
program requirements were cleared up, along with 14 who were requested to continue as
interns for another year in hopes that they could improve their performance sufficiently.
Only 40 percent of these alternate route interns said they planned to stay in teaching, as
compared to 72 percent of traditionally trained recruits. 

Across a range of nontraditional programs reviewed by the RAND Corporation, 75
percent of recruits who had not previously been teachers remained in teaching after two
years, while only half planned to make it their career. Among these, candidates admitted
through short alternative routes were least likely to say they planned to stay in teaching; mid-
career recruits trained in master’s degree programs were most likely to plan to stay in
teaching (Darling-Hammond, Hudson, and Kirby, 1989).
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The Capacity of School Districts to Prepare Teachers

The idea that school districts have the will and the capacity to train and mentor teachers
unilaterally and well has been tested repeatedly, without success. The literature of the late
1960s and early 1970s was full of such proposals, and the schools were full of pilots very
much like today’s short-term alternative routes. The reasons are simple: the districts
where most new teachers are hired are poor urban and rural districts with high turnover
and few resources. They do not have the level of fiscal or pedagogical resources to take on
this job. Neither do they have a strong self-interest in investing thousands of dollars in the
preparation of beginners, most of whom will leave for other occupations or suburban
schools as soon as they are able. Over and over again, reviews of such district-based
efforts find that they leave their candidates underprepared, undersupported, and less
effective than candidates who received systematic university-based preparation for
teaching.

There are at least three kinds of problems studies have noted with these programs: the
amount of time for training, the nature of teaching knowledge conveyed, and the extent
and nature of supervision.

School districts are necessarily impatient about the time teachers spend learning rather
than covering classes that need to be taught. Virtually all district-run and vendor-provided
programs for training teachers are extremely short, generally ranging from three to eight
weeks in duration.

Because they are short-term, alternative certification programs provide little
pedagogical coursework and no subject matter coursework or extended practicum
experience; recruits’ ‘practicum’ consists of their first year(s) of full-time teaching.
Pedagogical training tends to focus on generic teaching skills rather than subject-specific
pedagogy, on singular techniques rather than a range of methods, and on specific,
immediate advice rather than research or theory (see Stoddart, 1992; Bliss, 1992; Zumwalt,
1990). These choices are a necessary consequence of the short period of time available. As
one program coordinator in New Jersey’s Provisional Teacher program explained: ‘The
condensed time frame of 200 hours of formal instruction places serious limitations on the
amount of curriculum content that can be covered’ (Brown, 1990).

These constraints, and the current status of teaching knowledge in many of the districts
that mount their own programs or hire teachers with little preparation, lead to a
predilection for teacher-proof approaches to training and curriculum that undermine most
of the current reforms in teaching and learning. Packaged programs like Distar, ITIP, and
Assertive Discipline are frequently used. Although these approaches do not allow teachers
to teach diagnostically or in ways that support the acquisition of higher order thinking
skills, they can be ‘taught’ in a day-long workshop and require almost no sophisticated
knowledge or skill on the part of teachers. When these programs fail to meet many of the
teacher’s goals and the students’ needs, teachers have no powerful theories or alternative
techniques to marshal.

The lack of traditional coursework (and, often, student teaching) in these programs is
generally supposed to be compensated for by intensive mentoring and supervision in the

THE CASE FOR UNIVERSITY-BASED TEACHER EDUCATION 19



initial months of full-time teaching. However, promised mentors do not always
materialize. As the RAND report on nontraditional programs noted:

…Ironically, given that these (alternative certification) programs presumably
emphasize on-the-job training in lieu of standard coursework, the alternative
program recruits in our sample received substantially less assistance and supervision
than recruits in any of the other types of programs. (Darling-Hammond, Hudson,
and Kirby, 1989, 106)

In this study, fewer than a third of alternative certification recruits spent an hour or more
each week working with a support person as compared to three-quarters of the recruits in
graduate school programs. Other studies have also commented on the unevenness of
supervision in AC programs, particularly those that rely on local district resources
(Adelman, 1986; Cornett, 1992).

Several studies found that New Jersey’s alternate route teachers rarely received the
combination of supervision, training, and mentoring services required by the program
(Gray and Lynn, 1988; Smith, 1990a; 1990b). For example, 99 percent of AC candidates
had no meeting with their support team and 67 percent did not meet with their mentors
within the first four weeks of teaching, when their teaching was supposed to be
‘intensively supervised’. Over two-thirds did not receive the daily supervision they were
to receive, and nearly one-quarter were not observed by anyone at all during this time. By
comparison, 96 percent of student teachers were supervised daily (Smith, 1990a, 1990b).
School districts were generally unable to provide these services, given the fiscal resources
and staff time available to them (Smith, undated).

Even where state resources are available, the promise of serious supervision is not
always easy to meet. Despite state funding for mentors, 15 percent of California’s
alternative certification trainees reported that they had not met with any support person
at all during their first year of teaching; fewer than 20 percent had the advantage of
meeting at least once a week with a support person (Wright, McKibbon, and Walton,
1987, 82–3).

Reviews of the availability and quality of preparation and supervision offered by
university-based programs, on the other hand, have generally been positive (see e.g.,
Coley and Thorpe, 1985; Darling-Hammond, Hudson, and Kirby, 1989; Sundstrom and
Berry, 1989; Smith, 1990b). Many studies have found that, over time, alternative
certification programs have added coursework requirements as gaps in teachers’
preparation have been identified, and states and districts have increasingly turned to
universities to provide coursework and supervision (Hudson et al., 1988; Carey, Mittman,
and Darling-Hammond, 1988; Cornett, 1992).

Programs launched by states, districts, and other non-university sponsors have also
been unstable. One recent study of nontraditional programs for preparing mathematics
and science teachers found that during the year in which a survey was being conducted, 8
out of 64 programs had already disappeared, while several others were unsure as to
whether they would continue in the following year (Carey, Mittman, and Darling-
Hammond, 1988). Discontinuation was related to funding, reputation, availability of
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recruits, and stability of the agency operating the program. Programs that survived had
broadened their target recruitment pools, refined their programs, and had become
attached to university-based teacher education programs, if they were not already part of
such programs.

Similarly, Lutz and Hutton (1989, 251) point out the dramatic shrinkage over several
years in the alternative certification programs operated by the Houston and Dallas
Independent School Districts, speculating that the decline may be attributed ‘to a
shrinking pool of qualified applicants or the high financial cost of such programs, which
are carried by the local school district’. For these and other reasons—including a
preference for traditionally trained and certified candidates—, most districts in states that
allow alternative certification programs do not participate in them (Cray and Lynn, 1988;
Wright, McKibbon, and Walton, 1987; Mitchell, 1987).

Recent Responses to Critiques of Traditional Teacher
Education

Lest schools of education become sanguine, however, there are grounds for concern
about traditional preparation programs as well. One major aspect of the critique of
teacher education is that, particularly in the years after normal schools were abandoned
for university departments, and in the places where lab schools or other kinds of partner
schools never emerged, many teacher education programs seemed to separate theory and
application to a large extent. In some places, teachers were taught to teach in lecture halls
from texts and teachers who frequently had not themselves ever practiced what they were
teaching. Students’ courses on subject matter topics were disconnected from their courses
on teaching methods, which were in turn disconnected from their courses on foundations
and psychology. Students completed this coursework before they began student teaching,
which was a brief taste of practice typically appended to the end of their program with few
connections to what had come before. Many encountered entirely different ideas from
those they had studied in the classrooms where they did their student teaching, because
university and school-based faculty did little planning or teaching together. Sometimes,
their cooperating teachers were selected with no regard for the quality or kind of practice
they themselves engaged in. When new teachers entered their own classrooms, they could
remember and apply little of what they had learned by reading in isolation from practice.
Thus, they reverted largely to what they knew best: the way they themselves had been
taught. 

The often-repeated critiques of traditional teacher education programs include:

• Inadequate time: The confines of a four-year undergraduate degree make it hard to
learn subject matter, child development, learning theory, and effective teaching
strategies. Elementary preparation is considered weak in subject matter; secondary
preparation, in knowledge of learning and learners.

• Fragmentation: Elements of teacher learning are disconnected from each other.
Coursework is separate from practice teaching; professional skills are segmented into

THE CASE FOR UNIVERSITY-BASED TEACHER EDUCATION 21



separate courses; faculties in the arts and sciences are insulated from education
professors. Would-be teachers are left to their own devices to put it all together.

• Uninspired teaching methods: For prospective teachers to learn active, hands-on and
minds-on teaching, they must have experienced it for themselves. But traditional
lecture and recitation still dominates in much of higher education, where faculty do
not practice what they preach.

• Superficial curriculum: Once-over-lightly describes the curriculum. Traditional
programs focus on subject-matter methods and a smattering of educational
psychology. Candidates do not learn deeply about how to understand and handle real
problems of practice.

• Traditional views of schooling: Because of pressures to prepare candidates for schools
as they are, most prospective teachers learn to work in isolation, rather than in teams,
and to master chalkboards and textbooks instead of computers and CD-ROMS
(National Commission on Teaching and America’s Future, 1996, p. 32).

Over the past decade, many schools of education and school districts have begun to
change these conditions. Stimulated by the efforts of the Holmes Group and the National
Network for Educational Renewal, more than 300 schools of education have created
programs that extend beyond the confines of the traditional 4-year bachelors degree
program, thus allowing more extensive study of the disciplines to be taught along with
education coursework that is integrated with more extensive clinical training in schools.
Some are one- or two-year graduate programs that serve recent graduates or mid-career
recruits. Others are 5-year models that allow an extended program of preparation for
prospective teachers who enter teacher education during their undergraduate years. In
either case, because the 5th year allows students to devote their energies exclusively to
the task of preparing to teach, such programs allow for year-long school-based internships
that are woven together with coursework on learning and teaching.

These approaches resemble reforms in teacher education abroad. Countries like
Germany, Belgium, and Luxembourg have long required from two to three years of
graduate level study for prospective teachers on top of an undergraduate degree—
sometimes with two disciplinary majors—in the subject(s) to be taught. Education
courses include the study of child development and learning, pedagogy and teaching
methods, plus an intensively supervised internship in a school affiliated with the university.
Many other nations have recently launched similar reforms. 

In 1989, both France and Japan undertook major teacher education reforms to extend
both university—and school-based training. In France, all candidates must now complete
a graduate program of teacher education in newly created University Institutes for the
Preparation of Teachers that are closely connected to schools in their regions. In Japan,
although most candidates still prepare in undergraduate programs, they have lessened
responsibilities in their first year of teaching and continue to engage in significant study
through a highly structured induction program. Recent reforms in Taiwan include
graduate-level preparation for teachers plus a yearlong induction program.

A number of recent studies have found that graduates of extended (typically five year)
programs are not only more satisfied with their preparation, they are viewed by their
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colleagues, principals, and cooperating teachers as better prepared, are as effective with
students as much more experienced teachers, and are much more likely to enter and stay
in teaching than their peers prepared in traditional 4-year programs (Andrew, 1990;
Andrew and Schwab, 1995; Arch, 1989; Denton and Peters, 1988; Dyal, 1993; Shin,
1994).

Many of these programs have joined with local school districts to create professional
development schools where novices’ clinical preparation can be more purposefully
structured. Like teaching hospitals in medicine, these schools aim to provide sites for
state-of-the-art practice which are also organized to support the training of new
professionals, extend the professional development of veteran teachers, and sponsor
collaborative research and inquiry. Programs are jointly planned and taught by university-
based and school-based faculty. Cohorts of beginning teachers get a richer, more coherent
learning experience when they are organized in teams to study and practice with these
faculty and with one another. Senior teachers report that they deepen their knowledge by
serving as mentors, adjunct faculty, co-researchers, and teacher leaders. Thus, these
schools can help create the rub between theory and practice that teachers need in order to
learn, while creating more professional roles for teachers and building knowledge in ways
that are more useful for both practice and ongoing theory-building (Darling-Hammond,
1994).

These new programs typically engage prospective teachers in studying research and
conducting their own inquiries through cases, action research, and the development of
structured portfolios about practice. They envision the professional teacher as one who
learns from teaching rather than one who has finished learning how to teach, and the job of
teacher education as developing the capacity to inquire sensitively and systematically into
the nature of learning and the effects of teaching. This is an approach to knowledge
production that John Dewey (1929) sought—one that aims to empower teachers with
greater understanding of complex situations rather than to control them with simplistic
formulas or cookie-cutter routines for teaching.

Command of scientific methods and systematized subject matter liberates individuals;
it enables them to see new problems, devise new procedures, and in general, makes for
diversification rather than for set uniformity (12). This knowledge and understanding
render (the teacher’s) practice more intelligent, more flexible, and better adapted to deal
effectively with concrete phenomena of practice…. Seeing more relations he sees more
possibilities, more opportunities. His ability to judge being enriched, he has a wider range
of alternatives to select from in dealing with individual situations (20–1).

If teachers investigate the effects of their teaching on students’ learning, and if they
read about what others have learned, they come to understand teaching ‘to be an
inherently problematic endeavor, rather than a highly routinized activity’
(Houston, 1993, p. 126). They become sensitive to variation and more aware of
what works for what purposes in what situations. Access to nuanced knowledge
allows them to become more thoughtful decision makers.
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Training in inquiry also helps teachers learn how to look at the world from multiple
perspectives, including those of students whose experiences are quite different from their
own, and to use this knowledge in developing pedagogies that can reach diverse learners.
Learning to reach out to students—those who are difficult to know as well as those who
are easy to know—requires boundary crossing, the ability to elicit knowledge of others
and to understand it when it is offered. As Lisa Delpit (1995) notes, ‘we all interpret
behaviors, information, and situations through our own cultural lenses; these lenses
operate involuntarily, below the level of conscious awareness, making it seem that our own
view is simply “the way it is”’ (p. 151). Teachers concerned with democratic education
must develop an awareness of their perspectives and how these can be enlarged to avoid a
‘communicentric bias’ (Gordon, 1990) which limits understanding of areas of study as
well as of those who are taught.

Developing the ability to see beyond one’s own perspective—to put oneself in the
shoes of the learner and to understand the meaning of that experience in terms of learning
—is, perhaps, the most important role of universities in the preparation of teachers. One
of the great flaws of the ‘bright person myth’ of teaching is that it presumes that anyone
can teach what he or she knows to anyone else. However, people who have never studied
teaching or learning often have a very difficult time understanding how to convey material
that they themselves learned effortlessly and almost subconsciously. When others do not
learn merely by being told, the intuitive teacher often becomes frustrated and powerless
to proceed. This frequently leads to anger directed at the learner for not validating the
untrained teacher’s efforts. Furthermore, individuals who have had no powerful teacher
education intervention often maintain a single cognitive and cultural perspective that
makes it difficult for them to understand the experiences, perceptions, and knowledge
bases that deeply influence the approaches to learning of students who are different from
themselves. The capacity to understand another is not innate. It is developed through study,
reflection, guided experience, and inquiry.

A commitment to open inquiry, the enlargement of perspectives, and the crossing of
boundaries are critical features of the ideal of university education. In fact, the basis of the
very earliest universities was that they tried to bring together scholars from all over the
known world. They sought to create ways to share diverse perspectives from various
geographic areas, cultures, and disciplines as the basis for developing knowledge and
finding truth. If universities are to continue to make the important contribution to the
education of teachers that they can make, they need to pursue these ideals of knowledge-
building and truth-finding by creating a genuine praxis between ideas and experiences—
by honoring practice in conjunction with reflection and research and by helping teachers
reach beyond their personal boundaries to appreciate the perspectives of those whom they
would teach.
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3
No Standards or New Standards? The Future

of Teacher Certification
Gary Sykes

Introduction

Across the country today, the university’s role in the preparation of teachers is coming
under challenge, driven by a combination of old prejudices and new developments. A
number of states already have eliminated major requirements to enter teaching and others
are considering such a move. Pressures to relax entry standards long have been present in
a nation committed to extending so many years of education to its full populace, because
the demand for teachers is so great. The sheer size of the schooling enterprise in America
has produced twin related difficulties of attracting and paying for the teacher workforce.
And these problems are compounded in locales where working and living conditions are
regarded as undesirable—mainly schools in the inner city and in rurally isolated
communities.

Other countries face similar problems, but they are intensified in the United States
because of our greater commitment to mass, public education set within a decentralized
system of finance and governance. In countries with education systems operated by
central ministries, teachers are ‘registered’ nationally and assigned to locales of greatest
need; then, based on seniority they may eventually transfer to schools of their choice. In
this manner, teachers may be deployed where needed as a function of national policy
operating within a single employment pool. In the US, however, teacher labor markets
are local and salaries vary depending on the state and district revenue base and the push
and pull of fiscal politics. All too often locales and teaching specialties (e.g., mathematics,
science) facing shortages cannot easily increase salaries to enhance supply.

Other expedients are necessary to produce adequate teacher supply and have become
fixtures within our educational non-system. They include increasing class sizes, allowing
individuals to teach outside their areas of competence, setting generous cut scores on
certification tests, and granting emergency credentials. Teacher supply, then, has become
a systemic problem in many communities, coupled to the demographic ebb and flow of
the school-age population.

From the perspective of supply—although not of quality—standards for entry to
teaching are part of the problem. The more rigorous and rigorously enforced are
qualifications to teach, the more difficult it is to generate a sufficient supply of teachers,
particularly for hard-to-staff schools. Districts facing perennial shortages may be expected



to press states to lower or weaken standards for entry so that enough ‘teachers’ may be
hired. High wealth districts that value education may choose to establish rigorous hiring
standards, but these contribute to overall inequality of opportunity by inducing the best
qualified teachers to migrate to the most desirable districts, rather than to those where
good teaching is most needed.

Advocates for teaching standards have always faced an uphill battle, for teaching quality
is difficult to measure and to guarantee. Public attitudes historically have regarded
teaching as easy work for ‘unsaleable men and unmarriageable women’ in Willard
Waller’s (1932) memorable, if painful, phrase. The standard formula— ‘know your
subject, love children’—grossly oversimplifies the complexities of teaching today, but
retains its grip on the public mind. No conclusive proof yet has demonstrated the worth
of teaching standards sufficient to break the hold of powerful cultural stereotypes about
teaching, so standards may be regarded as luxuries to be dispensed with when shortages
loom.

New developments as well are undercutting the rationale for standards. In particular,
the movement to introduce choice into public education in such forms as charter schools,
vouchers, inter- and intra-district transfer plans, and others creates pressures to
deregulate education to promote competition and innovation. To help stimulate
invention, choice proponents argue that new schools should be allowed to hire whatever
staff they choose, lest ancient regulations retard the progress of innovation and change.

And finally, universities today are themselves coming under increasing scrutiny, facing
rising levels of discontent in the face of increased tuition costs, fiscal pressures on state
government, and perceptions of indifference to students and their learning. In particular,
the education schools that prepare teachers are held in low esteem and are not deemed
trustworthy. Proposals to de-emphasize university-based teacher education have gained a
favorable hearing in recent years.

Given this new public policy context, the state role in licensing teachers is critical. The
market cannot be relied on to produce and equitably distribute an adequate supply of
qualified teachers. University-based teacher education relies in part on a state regulatory
framework to establish common and acceptable qualifications to teach. Furthermore, and
in direct contradiction to the deregulating tendencies just noted, many states in recent
years also have developed new and more rigorous standards for entry to ensure that new
teachers possess the knowledge, skills, and dispositions that define good teaching. As
more than one commentator has noted, state policy has been notably schizophrenic on
this matter, both lowering and raising standards for entry to teaching.

At this juncture, it is worth recollecting the rationale for teacher certification which is a
key element in the regulatory environment for university-based teacher education.
Universities cannot and will not improve the quality of preparation without support and
regulation from the public agencies that fund and sanction their work. Consequently, the
future of university-based teacher education is closely linked to the future of state
licensure for teaching. My argument firmly supports the necessity for strengthening
teacher licensure (also called certification in most states) as an integral aspect of improving
the profession and practice of teaching. 
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Why Certify Teachers?

Teacher certification is undergoing scrutiny and change in many states. As policy makers
begin close examination of state school codes and other regulations affecting education,
they will ask what should be done about qualifications to teach. One answer has been
proposed: Let the state do away with them. Let districts or perhaps individual schools
determine qualifications for hiring. In the early years of American schooling, teachers
served at the pleasure of local communities that hired and paid for them, and states might
return to this era. Over the past century, however, states have imposed certification
standards for their teachers. Why do states certify teachers? There are several reasons.

• To protect the public, in this case children, from harm. Placing children in the care of
unqualified persons is unacceptable in all societies with compulsory education. State
requirements establish safeguards about teacher competence as a basic protection for
all students required by state law to undertake formal education. The critical
consideration here is the compulsory nature of schooling. Because families and children
cannot be shielded from harm in schools, there must be public safeguards of various
kinds to protect children, primary among which is the certification of adults who work
with children.

• To guarantee a common standard across local communities for children’s most
important learning resource—their teachers. Fairness dictates that where a child lives in
a state should not determine his or her access to qualified teachers. If teacher
qualifications are established entirely through the preferences of individual
communities and their ability to pay, an unhealthy variation would disadvantage some
children. The state’s concern in guaranteeing an adequate education to all children
overrides each community’s exclusive interest in choosing its teachers.

• To ensure the state’s interest in an educated citizenry. Families and local communities
have a powerful interest in education, to be sure, but so does the state. The
transmission of a shared civic culture together with informed participation in a
democracy is essential to the well-being of our society, especially in light of its
diversity. Education is a public good with important consequences for society that the
state has an obligation to promote. Guaranteeing access to learning resources that
meet public standards is a legitimate and necessary state role. But as the founders built
an ingenious system of checks and balances into the Constitution, so states delegated
the authority for education to seek to balance their interests with those of families and
communities. In every state and for the past century and a half, that balance has
involved certification of teachers.

Historically, then, state teacher certification arose for these reasons and in the face of
hiring practices that abused the public trust. Teaching jobs in many communities went to
those with family or other connections to local bosses, to members of the dominant
political party, or to those who ‘paid’ for the job with kickbacks or by accepting below
market wages. States intervened not only to establish job-related qualifications, but also to
counteract the corruption of treating schools as part of local patronage systems.
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Should We Abolish Certification?

Perhaps, however, those days are gone for good and states should strike out boldly in
eliminating their certification requirements again, thereby granting full or nearly full
authority over teacher qualifications to local communities. What would this mean for
teaching?

Sixty to seventy years ago, most states assumed responsibility for licensing teachers
along with other occupations where some form of public protection was required (see
Sedlak, 1989). Over the years, certification requirements have changed, but today they
typically involve undertaking an approved program of preparation that includes attention
to subject matter knowledge, professional knowledge, and a course of practice teaching in
the schools. Many states also require that aspiring teachers take one or more tests that
include basic skills and sometimes professional knowledge (see Darling-Hammond and
Berry, 1988, and Roth, 1996 for a review of contemporary standards). Increasingly, many
states also have established programs to mentor new teachers and to extend certification
into the first years of teaching to provide some base in practice for judgments of teaching
competence. Corresponding with the rise of such requirements, states also have
developed elaborate classifications of teaching to include all the possible teaching
specialties by subject area and grade level. In this manner, the regulation of entry to
teaching has become increasingly complex.

Abolishing state certification of teachers eliminates all these requirements. Anyone
wishing to teach would not need to demonstrate command of any kind of knowledge—
basic skills, subject-related, or professional. They would not need to undertake any
professional study or have any prior teaching experience, supervised or otherwise. They
would not even need to attend college. Of course localities might choose to include some
of these as hiring requirements, but the problems are obvious.

• Communities that sought valid and reliable evidence of teaching competence would
have to develop, at substantial cost, their own means for doing so. Costs of evaluating
teachers would shift dramatically to the local level. Unless they chose to rely on such
weak, fallible measures as grades and test scores, schools or districts would have to
plan ways to collect and judge direct evidence of teaching competence, then screen all
applicants based on these procedures. To have any value at all, such selection would be
time consuming, costly, and burdensome to implement. Without making this
considerable, continuing investment, the consumers of education—parents, school
boards, citizens, and taxpayers—would have fewer means for determining who is
qualified to teach. 

• Communities experiencing difficulty in recruiting teachers would respond by reducing
qualifications to meet demand, while affluent, attractive locales could maintain high
standards and outbid others for teaching talent. Removing the floor of protection
would magnify existing inequalities in access to good teachers.

• In the ensuing, chaotic local-market situation, teacher mobility across communities
and among states would be seriously compromised. Each move potentially would
require some new tests due to variation in qualifications from place to place. No
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reciprocity agreements among states would be possible, with resulting inefficiencies in
teacher labor markets.

• Systematic efforts to organize and improve teacher education could not arise because
higher education institutions would have no common standards to direct their efforts.
The advancement of standards of professional practice would be slowed to a crawl, at a
time when professional standard-setting shows signs of significant pay-off.

• Any locale could require loyalty tests as a condition of hiring, such as allegiance to
particular religious, political, or social beliefs, for example, or membership in
particular racial, ethnic, or cultural groups. As the state moved to prohibit such
practices, an inevitable political and legal battle would commence over needed
regulations. In response to lawsuits and the legislative tug-of-war, the state slowly but
surely would reassert its control over local practices.

Abolishing state teacher certification is risky public policy that potentially exposes
children to many forms of harm. In every profession supplying vital human services,
standards of various kinds combine to establish public confidence. Patients want to know
that their doctors and nurses are licensed and certified in their specialties. Citizens want to
know that bridges and buildings have been designed and constructed by qualified
architects and engineers. And parents want to know that the teachers to whom they
entrust their children are competent and caring. Parents might all take the time to visit
classrooms for extended periods to judge for themselves, but this is unrealistic. Public-
professional standards, including those for certification, are a necessary form of consumer
information that our society cannot do without. Consider then that if states weaken or
selectively eliminate teacher certification, logic demands parallel policy for all other
licensed occupations. It would be peculiar, even nonsensical, for a state to license
cosmetologists and barbers, not to mention doctors and lawyers, while ignoring the
largest class of state employee—school teachers.

Does Certification Work?

Does teacher certification though actually supply public confidence in meeting its
expressed purposes? Here the critics are on firmer ground, for the measures in place
neither represent the best professional thinking nor provide the necessary safe-guards that
parents should be able to count on. Most of the state tests in use cover basic skills and
subject matter knowledge but nothing directly related to education itself—not teaching
or learning, curriculum or assessment. The medical equivalent would be a licensure exam
that tested a doctor’s ability to read and write and measured their grasp of the science
underlying practice, but not the practice of medicine itself (in fact, state medical licensure
involves a three-part examination that covers basic science, medical knowledge, and
clinical practice). Basic skills and subject matter knowledge surely are essential to good
teaching, but fall well short of necessary know-how. And, the paper-and-pencil, multiple
choice format provides a thin warranty of what individuals know. Test-taking savvy
counts as much as any other knowledge, and the pass rates (well over 90 percent in most
states) screen out few applicants. The states’ tests provide a minimal screen around basic
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skills and subject knowledge, which is necessary, but do not assess teaching competence
itself.

The other strategy common to many states is ‘program approval’—require aspiring
teachers to complete a program of study approved by the state that includes certain
ingredients. The ingredients method makes some sense as a minimal requirement but
coupled with weak individual tests is inadequate. The state has no real means to judge the
quality of programs, merely their probable existence. Completion of such programs is
weakly related to competence in teaching itself. And the requirements are often quite
minimal. They stipulate a modest amount of study directly related to education, including
brief teaching experience with supervision. Anyone may assume sole responsibility for a
classroom with little more than a month and a half of practice, although many universities
provide substantially more teaching experience in their programs. Furthermore, most
states routinely waive even these requirements in the face of teacher shortages. So-called
‘emergency credentials’ do signal an emergency, but for children rather than for
employing school districts. Standards this low are the policy equivalent of malpractice.

The ingredients method is like judging a meal by glancing at the foodstuffs assembled
for its preparation. The real proof is in the tasting, but states currently have few means to
‘taste’ teaching quality.

What Should States Do?

The critics then have a case against the present system, but they misfire in arguing that the
state should move from current requirements to no requirements. Instead the debate should be
around current requirements versus different requirements that would more effectively serve public
and professional purposes.

What’s the alternative, though? It’s this: find out directly whether individuals can teach
to some reasonable standard of public confidence. Parents don’t care whether a teacher
knows mathematics for its own sake; they care whether he or she can teach the subject well
to their children. And to meet a public standard, teachers must show they can teach many
different children, not just those with a knack. ‘One size fits all’ is not the motto of good
teachers, who combine knowledge of subject, curriculum, and their students to
consistently produce learning. 

This is ordinary commonsense. To find out if someone is a good golfer, watch them
play and get their handicap; don’t ask whether they have read a good book on golf or
taken lessons. Skeptics, however, seem to doubt that good teaching is very complicated or
difficult, an opinion easy to dismiss. Try this test for a week or so: teach reading, writing,
math, science, social studies, civics, and the arts to a diverse group of youngsters, while
attending as well to their physical and social development. Or try teaching American
history to 130 eleventh graders who come into class with widely varying ability to read
and write. Such work is neither simple nor easy, as even a brief trial would demonstrate.

Two additional challenges come up. Can people learn to teach well, and, do we have
practical, affordable, and trustworthy ways to judge good teaching? The first question
harks back to the old adage that ‘teachers are born, not made’. We all remember the
naturals who taught us, who seemed disposed as much by personality as by any special
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knowledge and skill to make subjects come alive and to reach their students. This
common experience supports the adage but is a half-truth at best. Michael Jordan may be
a great natural basketball player, but he is also a highly disciplined student of the game
who acquired his knowledge and skill from coaches and mentors, which he then perfected
through long practice. A hallmark of all excellence is seemingly effortless performance,
making the difficult look easy. Great teachers have undertaken careful study and have
learned their craft through both formal education and informal experience. Personality
alone does not produce great teaching.

Equally important, the many people who enter teaching without a special gift are even
more reliant on professional education and standards to shape their teaching. This is true
in all forms of knowledge work in our society today; no enterprise can rely anymore on
the few naturals. Expertise must be cultivated among knowledge workers, and
professional standards and education are a powerful, indispensable means. The modern
adage, and increasingly so, is, ‘teachers are born and made’.

Evidence is now accumulating that students who undertake strong programs of
preparation enter classrooms much better prepared to teach than those who do not. Not
only have they acquired such basic skills as classroom management, lesson planning and
presentation, assessment of student learning, and mastery of a repertoire of teaching
methods, they also possess a deeper understanding of children, of ways of representing
and conveying subject matter to diverse learners, and of principles of curriculum.
Furthermore, they understand better what they still need to learn and so are better
prepared to continue to grow in their knowledge and skill as teachers. Increasingly then,
standards of good teaching are emerging in preparation programs, state certification
systems, and school-based practices.

Is Teacher Assessment Practical?

But if these truths have any practical consequences for state policy, there must be
reasonable ways to judge teaching itself and in relation to student learning. The approach
under development nationally and in a number of vanguard states is to create standards
for teaching competence that include student learning, then to apply them directly to
candidates seeking certification.

The term for this is ‘performance-based certification’, referring to direct examination
of teaching ‘performance’ as the basis for judgments about qualifications to teach. This
principle may be put into practice in a variety of ways including:

• staging judgments of competence over the course of teacher education based on
accumulated evidence gathered through portfolios, videotape of teaching, interviews,
examination of student learning, and others;

• establishing internship requirements akin to those in medicine, jointly administered by
schools and universities, that supply an extended period of classroom teaching under
supervision as a basis for direct observation of teaching;

• organizing the collection and scrutiny of student work samples to gauge a novice
teacher’s capacity to promote learning in a range of students;
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• utilizing assessment center methods widely applied in business, government, and other
contexts to test candidates’ teaching knowledge and skill under controlled conditions;

• drawing on conventional testing methods to develop stronger assessments of
knowledge related to teaching, as parts two and three of the medical licensure exam
do for medicine; and,

• setting up school district induction programs that include assessment opportunities
during the first year of full-time, paid teaching, that may be administered by local
schools with assistance from the state in the form of common standards and
procedures.

This list illustrates the possibilities that are unfolding in many states today. Oregon is
creating a work sample approach. Tennessee is using what they call ‘value-added
assessment’. Kentucky has invented a school accountability index (for review of these
systems that link teacher performance to student achievement, see Millman, in press).
Minnesota is identifying a set of schools to serve as sites for internships. Connecticut has
created a classroom observation system, applied to all new teachers, as well as special
tests of teaching competence. The Educational Testing Service also has developed a
classroom observation model that they are marketing in the states. Most importantly, a
new organization devoted to the development of advanced standards in teaching has
pioneered their first round of assessments, to result in advanced certification for
experienced, expert teachers. The National Board for Professional Teaching Standards has
created a sophisticated process for the assessment of teaching featuring the assembly of
evidence across an entire year, including evidence of student learning, that is evaluated at
an assessment center. They have piloted the system with a national sample of teachers,
and have begun to issue advanced certificates. And, a national project of state
representatives sponsored by the Council of Chief State School Officers (the Inter-State
New Teacher Assessment and Support Consortium) is now creating standards for initial
certification of teachers that are compatible with and draw on the vanguard work of the 

National Board, so that a firm set of standards from beginning to advanced teaching can
take shape. Finally, the National Council for the Accreditation of Teacher Education, the
professional standard-setting body for teacher education programs, has initiated a new
policy that allows institutions to adopt performance-based certification as a means for
judging the adequacy of teacher training. The new test for institutions will not be their
‘ingredients’ but their performance in producing qualified graduates.

Among business, government, and professional leaders nationwide, a consensus has
formed that we must take teaching much more seriously than ever before. We must
develop standards of good teaching that will direct the preparation and performance of
teachers as they supply confidence to the public. This work is decisively launched. All
over the country educators and citizens are working together to solve the problems posed
by the sophisticated assessment of teaching and learning. Five years ago, there was still
reason to doubt these problems could be surmounted. But not today. Progress has been
marked, and the pay-off is beginning to emerge. The range of experiments, the energy
and creativity already applied, gives full promise of a future in which teaching can be
judged by strong, impartial standards. To ignore these developments, to continue the
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tired old refrain that ‘teaching is not brain surgery or rocket science’, is to embrace know-
nothing policy—we know nothing about teaching, we know nothing about how to
prepare teachers, and we know nothing about how to judge teaching. Such an attitude
would be scorned in most other fields today. It should be mourned in education, because
it retards the progress so promising elsewhere.

In the Meantime¼

States now have unparalleled resources to draw on in creating new standards for teaching,
including most prominently the standards and assessment work of the organizations
already mentioned. But choices must be made carefully in the design of new standards,
based on experiment and close study. This work should commence immediately, led by
leaders from business, government, and the profession, with public and private support.

Too much attention has been paid in the current debate to issues of power and control
in education, not enough to competence and standards. It is time to launch a new
initiative that will change this. As Casey Stengel once said, ‘When you come to a fork in
the road, take it.’ No standards or new standards? Not a tough call.

In a recent Newsweek essay, US House Speaker Gingrich argued to return important public
policy decisions to the states then to, ‘experiment and if it fails, experiment again, and if
that fails, to experiment anew’. This is the spirit that states should adopt. Backward to the
future is not the way to go. We need bold experimentation that points ahead. All states
should join the vanguard and begin creating world-class standards for teaching related to
world-class standards for learning. This is how we move education forward at the dawn of
the twenty-first century. 
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4
Teacher Educators and Teachers: The Needs

for Excellence and Spunk
Edward R.Ducharme and Mary K.Ducharme

Who Shall Teach the Teachers?

One cannot write of schools, colleges, and departments of education (SCDEs) without
writing of faculty, of learning without writing of teaching, and so forth. But we must,
from time to time, attempt to isolate any item or issue so as to provide focus. So it is with
focus on teacher educators. What kind of teacher educators will be appropriate to work with
and develop the teachers of tomorrow? Few have commented on the types of teacher
educators necessary and appropriate for the twenty-first century. E.Ducharme and
M.Ducharme (1996b) posit a description:

Perhaps a faculty member composite picture in the year 2,001 might look like this:
She is a member of a minority in her mid thirties, tenured at associate professor;
she acquired her doctorate while studying full-time, supported by a foundation
fellowship promoting educational excellence and equity; she has been at X-
University for seven years with one of those years spent in an exchange program in
China; she has authored four articles, co-authored six articles with teachers from the
schools, developed five media productions on teaching; she spends two days a
month at the local middle school working with teachers and children. Prior to
working on her doctorate, she taught in a rural youth center for two years and in an
inner-city middle school for three years. (p. 299)

The description suggests that teacher educators will have to be competent in technology,
in touch with the schools, knowledgeable about differing cultures, and engaged in
scholarship. It suggests that they may be part of an interlocked world, one in which
scholars from one region work with scholars from other regions and travel and teach in
different regions. Complicating the picture of what a twenty-first century teacher educator
will look like and do is the recent rash toward site-based teacher education.

Current Demographics

The teacher education faculty are currently a stable lot: largely tenured at associate
professor or professor, white, male, and place bound. The Research About Teacher



Education (RATE) studies from 1987 through 1994 reveal teacher education
faculty average age in the late 40s and early 50s, figures suggesting in 1997 that massive
retirements will occur in the early part of the twenty-first century. The RATE studies,
one of a few comprehensive data gathering efforts about teacher education faculty, show
that the faculty are largely Anglo, between 91 per cent and 93 per cent majority male,
particularly at the senior ranks, and there are few minorities in the pipeline (Zimpher and
Sherrill, 1996; M.Ducharme and E.Ducharme, 1996b).

Some Views of Teacher Educators

If we could develop a faculty of teacher educators to work with and aid in the
development of the nation’s future teachers, what would we want that faculty to be like?
Surely we would not want the teacher education faculty of the future to resemble those in
Howey’s (1995) remarks,

Teaching has not improved because teacher educators, frankly, are limited in their
pedagogical abilities, and no major pressures exist to change the nature of their
teaching. College classrooms are truly private sanctuaries. These fundamental
problems of pedagogy, underestimated by most and ignored by many in the teacher
education literature, are nonetheless manifest everywhere. They speak both to how
we as educators have failed to authentically engage many bright and materially-rich
youngsters in their formal schooling as well as the problem of educating our equally
able but less supported youngsters who live in conditions of poverty… My
perception is that most of us in the teacher education community do not know how
to proceed in terms of adapting our programs to meet the demands these
developments place upon us. (p. 21)

Howey sees a direct relationship between the quality of teacher educators and the quality
of instruction in the schools. Whether or not the cause and effect relationship is as sharp
as his words suggest is a debatable point, but that a relationship exists is not debatable.
We also wonder about Howey’s assertions about the limited pedagogical ability of teacher
educators, given his insistence of the privacy of higher education classrooms.

D.Clark (1992) is equally pessimistic about teacher educators from the late twentieth
century. He argues that,

Teacher educators were carrying a history of ineffective program performance and
resistance to change into these policy discussions. How difficult it must be for
policy makers to understand the extremely negative reaction of the teacher
educators to the eighteen-hour cap on education courses when that has been the
mode in secondary education teacher preparation for fifty years. If there was a need
for expanded life space in the pedagogical instruction in the teacher education
curriculum, why had teacher educators been unable to convince their academic
colleagues on campus of the need? If teacher educators were concerned about the
quality of teachers and teaching why had admission standards to teacher education
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been set so low? Why had program standards been so low that, almost literally, any
college or university that wished to have a professional curriculum in teacher
education could obtain state program approval and national accreditation? If
pedagogical instruction was important in classroom performance why did almost all
states have a history of meeting teacher shortages by emergency certification that
waived teacher training requirements? Why did teacher educators stand on the
sidelines in the debate over academic majors and liberal arts education for teachers?
(p. 279)

Clark’s phrase ‘stand on the sidelines’ appropriately describes much non-activity of much
of teacher education for decades. The voice of teacher education is largely unheard in
political circles and generally ignored when heard. Howsam, Corrigan, Denemark, and
Nash (1976) addressed issues of ‘life space in Educating a Profession’: Teacher education
suffers from serious inadequacies in the ‘life space’ available to carry out the demanding
task of preparing professional teachers. In time, facilities, personnel, instructional and
research materials—even in access to quality instruction in other academic units—teacher
education programs require greater resources than presently allocated’ (p. 98).

Divisive Issues

Many issues appear to preclude teacher educators from effectively participating in reform
agendas. Clark (1992) notes some of the contextual characteristics which he believes
affected teacher education policy in the 1980s. Among them he includes criticism by
clients, low status within the university, and a divided teacher education community (p.
289). The matter of low support by clients is critical. Barr (1992), in describing conditions
in Oregon, notes,

Even though critics of teacher education found the results of the surveys to be
surprisingly bland, only 10 percent of the teachers surveyed felt they had
experienced a truly excellent teacher education program…follow-up evaluations
of graduates reported a high level of discrepancy between teaching competencies that
teachers reported as being important and the adequacy of their teacher education
program in helping them achieve these competencies. (pp. 113–14)

It may be lamentable that graduates of teacher preparation programs have had and
continue to have a predisposition to point fingers at those who prepared them because
they found themselves unready for some of the tasks and expectations that arise during
teaching: managing a homeroom, meeting with critical parents, developing effective
learning programs for all students, coaching the junior varsity soccer team, advising the
debate club, and on and on. Teacher educators must be able to prepare students as well as
they can for the unknown, but they must also be able and forthright enough to help
prospective teachers understand that no program ever prepared learners for every or even
nearly all of the situations that arise. But that realization on students’ part, when it occurs,
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must be accompanied by a feeling and a belief that teacher education as an enterprise is at
the ready to assist teachers as they move through their careers. 

Some Aspects of the Future

The teacher educators of tomorrow must be able to teach well and, at the same time, be
able to state forthrightly and powerfully that becoming a teacher is not a four-year plan of
study, that learning to teach and becoming effective at this very complex task is a lifelong
activity. They must be able to articulate the various stages of teacher development, able to
prepare individuals for effective survival and growth in the early months and years of
teaching, and be knowledgeable and skilled enough to work effectively with teachers in
the middle and late stages of their careers. The issue for SCDEs ought not to be how many
teachers they prepare for initial certification, but how well they prepare them to begin
their careers.

In the 1990s, some teacher education is not on campuses. The Teach for America
program, alternative certification programs in more than 35 states, increases in local,
district-provided inservice education, distance learning inservice programs, and other
delivery systems increasingly provide both preserivce and inservice opportunities
independent of the traditionally SCDE-based programs.

The issue of where teacher education should occur is international. Grimmett (1995)
states that

Currently, many countries are reintroducing nineteenth century modes of teacher
training with the United States, Australia and England in the vanguard. The rush to
provide school-based training in these countries indicates scant critical examination
of government motives for introducing such measures. Nineteenth century
industrialists made no bones about their motives. They wanted a work force skilled
enough to operate their machines but not capable of questioning their place in the
socio / political system. The idea of teaching children to think critically, to ask
questions and solve problems would have seemed to them a recipe for their
demise. They made sure that did not happen by their control of the school system
and its funding. Have things changed? Does it make any difference where teacher
education takes place? (pp. 204–5)

Grimmett’s questions are provocative and troubling. What is the appeal of returning to
‘nineteenth century modes of teacher training’ after so much effort to develop effective
ways of introducing young people into the complexities of teaching? Is Grimmett on to
something that Americans should attend to, namely, that there is a wish, however sub rosa
for teacher educators to help prepare teachers who will, in turn, help ‘educate’ compliant
workers? After many years of relative acceptance, teacher educators are having to
question their place.

It may be that few professional preparation groups are as hard on themselves as teacher
educators are. They are oftentimes the recipient of criticism when they were not the
subject of study; for example, A Nation at Risk (1983) contained random criticisms and

42 EDWARD R.DUCHARME AND MARY K.DUCHARME



almost ‘by-the way’ observations that teacher education must improve so that schools can
become better.

Perhaps no group of alleged professionals has been as ill-represented in reform efforts as
has been the teacher education community (community may be an inappropriate word
here; cacophony might be better). Teacher education is fond of comparing itself with the
professions of law and medicine. However, one recalls that, although drag company
representatives, insurance poohbahs and other hangers-on were involved, it was primarily
members of the medical profession who rose to address the 1990s attempt by the Clinton
Administration to reform health care. Politicians did not and do not tell doctors how to
manage medical matters, yet they have no compunction about telling educators how to
conduct their affairs. One looks in vain for significant input by teacher educators at
national and regional reform agenda meetings. Witness the March, 1996 Education Summit,
attended by governors and business executives accompanied by a coterie of educational
conservatives largely antagonistic to teacher education.

Merely teaching the future teachers, doing scholarly activity on and off campus,
working with teachers in the schools, and whatever else will not suffice if teacher
education is, first, to survive and, next, to thrive. Reflection in teacher education, a
1980s and 1990s fixation of teacher educators, may be an appropriate way to grow and
study the field, but it is not an effective process for confronting significant issues. Teacher
educators must become savvy activists in policy matters. Although many write of policy
(e.g., Gideonse, 1992; McBride, 1996; Ginsburg and Lindsay, 1996), few have taken
strong, perhaps necessarily adversarial stances on key policy issues. Howey (1995) points
out that college classrooms are sanctuaries; one might add that so are college offices.
Attracted to the academic life as we have been, we teacher educators may have to take the
initiative on confronting the major issues of the day in teacher education and by
implication, schooling. The lives of children, the pedagogy appropriate to the age, the
necessity for equity— these and a host of other subjects are too important for governors,
legislators, business leaders, and others to have not only the major, but often the only say
in what must be. Clark (1992) points out how important directions in teacher education
such as entry into programs have been the purview of non-educators, how despite the
clear growth in knowledge abut teaching and learning from the 1960s through the 1980s
the policy results of the 1980s have consistently ‘de-emphasized the importance of
knowledge about pedagogy in the professional preparation of teachers’ (p. 269).

Sheehan and Fullan (1995) comment that

One result of these critics is powerfully negative myths that persist despite the fact
that they are partially, largely and in some cases completely untrue. To say that
‘faculties of education are intransigent,’ ‘teacher education candidates are weak,’
‘not enough time is spent in the practicum,’ ‘schools and teachers are not
interested in collaboration,’ is to be out of touch with current reality. And yet
faculties of education are not able to get their message across… Another difficulty
with reform of teacher education is the notion prevalent over time and still existing
among many in the society today, that teaching requires no special knowledge or skill,
the belief that has dogged us for years that teacher education has no knowledge
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base: that is, that anyone can teach…schools are not viewed as learning institutions
where the accumulated wisdom of practice is appreciated and disseminated.
Schools are still characterized as places with closed classroom doors. There are very
few induction programs in schools in Canada and often new teachers are saddled
with the worst assignments. Furthermore, there is no link between the graduates in
their first teaching assignments and the programs where they have done their
preservice teacher education. (pp. 89–91)

When Sheehan and Fullan state that ‘faculties of education are not able to get their
message across’, they hit the mark squarely. The points that teacher education has are of
enormous importance, yet they rarely receive any public consideration. Teacher
educators must articulate with clarity, force, and decisiveness the values of the profession,
the needs for careful preparation for teachers, and the relevancy of powerful research in
teaching and learning.

As the twenty-first century approaches, many individuals in a wide range of activities
are asking basic questions. Somehow a fin de siècle brings out a tendency to ask root
questions. One basic question—in various forms—persists: What do teacher educators do
or provide that is unique and necessary? A variant form is: How would the world be
different—better or worse—if they did not exist? The following are some of the unique
and necessary things teacher educators provide:

• Sources of development of new knowledge about teaching, teachers, schools, human
development, and learning;

• Sources of counsel and development for those preparing to teach;
• Sources of information for dissemination of knowledge about teaching, teachers,

schools, human development, and learning;
• Assistance in prospective teacher inquiry about relationships between education and

society, schooling and learning, human development and knowledge and skill
acquisition;

• Instances of the union of pedagogy and knowledge. Readers will both argue about the
characteristics and thinking of others. Yet how else will such dialogue and study occur?
The university-based teacher educators must play a critical role in the development of
teachers, but merely saying so will not make it so.

Writing of the value and importance of the university role in teacher preparation, Nash
and Ducharme (1974) noted that ‘The university’s most singular contribution to the
preparation of public school educators must be to keep alive in young people a sense of
idealism and critical social vision’ (p. 107). Taken together, do all of the above and
whatever else we might claim satisfy as a raison d’être for teacher educators and SCDEs? Smith
and his colleagues (1980), arguing the need for a new form of a school of pedagogy,
commented, ‘The basic program should be shaped by a single overriding purpose;
namely, to prepare prospective teachers for work success in the classroom, the school,
and the community’ (p. 40). How one defines success in the classroom, the school, and
the community may have changed dramatically since 1980. Societal changes in
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population, technology, and cultural divides have affected definitions of what teachers
should know and be able to do, changes that in turn affect what teacher educators should
be and do. 

Much writing recently has focused on the importance of teacher educators and SCDEs
as links between teacher education students and the schools; SCDEs without professional
development schools (PDSs) are depicted as educational pariahs. Some define the role of
teacher education in the future to include systematic, ongoing follow-up and assistance in
the careers of teacher education graduates. The Holmes Group (1995) defines the role of
schools of education to include:

The responsibility of the TSE for its graduates continues in another way. The TSE
will provide opportunities for them to keep growing. Lifelong professional
development will be every bit as much a primary function of the TSE as initial
credentialing. In coming years, school districts and individual schools will probably
increase their involvement in the on-going development of their professional staff,
but the TSE must act whether or not school districts accept this responsibility. (P.
55)

Many have called for this dual responsibility for teacher educators to perform follow-up
activities with graduates and to spend time in the schools. Howsam et al. (1976) stated the
case clearly:

Teacher educators must function effectively in the world of higher education. They
must be capable of applying the knowledge and research in higher education to the
problems of schools and teachers. Teacher educators must relate to both school
professionals and to university academicians and be able to cope with the
ambiguities and strains this dichotomous relationship generates. (p. 106)

Such responsibilities are germane but rarely rewarded in higher education. The Holmes
Group contends, ‘The TSE will review and revise its policies and procedures for
promotion, tenure, and merit pay in light of high standards for this work, and then
negotiate to make appropriate changes in university-wide practices’ (p. 64). In this
observation, the Holmes Group addresses a perennially unsolved question: How does one
reconcile the academy’s demands for faculty performance with the need for effective field
work?

The Wisdom of Practice

Many would enjoin teacher educators to learn the ‘wisdom of practice’. In fact, teacher
educators have always found wisdom in the study of teaching, in watching and talking with
teachers, in entrusting student teachers to practicing teachers. The rub has come in when
there has been, almost inevitably, the clash between the university and school cultures,
the one giving precedence to research and scholarship and the other to the day-to-day
practice of teaching. Gitlin, Bringhurst, Burns, Cooley, Myers, Price, Russell, and Tiess
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(1992), writing of the cleavage that developed between practitioners and higher education
faculty as teacher education moved from normal schools to the universities, state, 

The movement away from practice created some tensions between schools of
education and the educational community at large. More and more the interests of
the professors were split from the interests of those working in the classroom.
Specifically, academics were interested in achieving legitimacy and status within the
university, which meant doing research and publishing in high-status journals, while
teachers and others in the community were interested in improving schooling,
understanding classroom life, and addressing the complex and messy business of
learning to teach. Clearly, research can, and has, played a role in addressing some of
these concerns. More often than not, however, research didn’t find its way to the
school level, wasn’t related to the problems teachers and others were trying to
address, was written for other academics, making it largely inaccessible, and
blamed the teacher for school problems. (p. 74)

In reality, there has often been interest from the university in practice in schools and
interest from the schools in research and scholarship; but the precise ways of working out
the relationships remain unresolved. Proefriedt (1994), reflecting on some of the negative
aspects of professors in schools, comments,

None of this is an argument against teacher educators’ being involved in schools.
There are good reasons why they should be. Schools are the places, after, all,
where the activities they are inquiring into and teaching about go on. The question
is: What sort of work should they be doing there? I am not arguing here that
teacher educators can be drawn to the schools if we allow them to pursue their
private interest, research and publication, for which they will be rewarded with
promotion and tenure. My argument is of a different sort. The roles that teacher
educators have developed over the years are those of (1) making inquiries into
teaching, schooling generally, and education in a larger sense, and publishing these
inquiries, and (2) teaching-specifically, teaching prospective and working teachers.
These functions seem valuable. They should not be easily discarded or diminished.
(p. 136)

Both university and school faculty can be guilty of hubris, the ancient tragic flaw that
brings down people of good will. The university can be overly righteous in its view that
the development of new knowledge is a primary driving force and is necessary to the
successful processes of teaching and learning; the school can be equally righteous in
claiming that, without the bind to practice, research and scholarship are for naught.
Neither of these views is correct, but the sole belief in either leads only to professional
and personal distress. Howsam et al. (1976), in the second of their 24 assertions, noted that
‘Teacher education is the preparation and research arm of the teaching profession’ (p.
41). Their third assertion states that ‘Teacher education is the primary responsibility of (a)
the teaching profession and (b) the college or university. Its governance structure should
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reflect this’ (p. 41). These two assertions reflect the conundrum that continues to
frustrate the field. The first assertion clearly implies that the campus-based faculty and
programs have responsibility for preparation and research in the field while the second
implied a shared responsibility. Who does what? Clearly subsequent developments in
accreditation reflect the joint responsibility for governance or at least oversight
of programs. But what is the role of campus-placed teacher education faculty? Is it in the
schools doing a variety of things?

The necessity for the presence of teacher education faculty in the schools has been a
repeated mantra of many teacher educators for the past several decades. Wisniewski
(1989) argues that ‘A normal part of the ideal professor’s week regularly would be spent
in the schools… This expectation should apply to all professors of education with no
distinction regarding the area of specialty. The equivalent of one full day each week would
be the minimal expectation for this type of activity’ (p. 142). Apart from every dean
shuddering at the thought of all education professors spending a day a week in the schools,
the situation relative to SCDE faculty spending much time in the schools raises a host of
questions. Should the schools be the primary site of practice-related teacher education? If
so, what is the faculty role? What difference will their presence make? How will SCDEs
accommodate this time and resource consuming role for full-time faculty? Numerous
institutions are beginning to have faculty teach many courses within the schools.

McIntyre (1995) concerned about the process in the United Kingdom whereby so
much of teacher education occurs in the schools, notes,

There are of course many reasons [for opposing school-based teacher education],
most but not all of which are, in my opinion, good ones. First, many of us who
work in higher education faculties or departments of education understandably feel
threatened and justifiably feel deeply resentful. We are resentful because the
political campaign which has preceded and accompanied the government initiatives
has consisted of scurrilous attacks upon us and our work, and has been based on
ludicrously irrational arguments, on grossly uninformed accounts of our practice,
and on a view of teaching as an activity which does not require thought except about
what one is teaching. (p. 30)

Presently, the more powerful view is the primacy of practice. Rice and Richlm (1993)
observe that,

Recently, schools of education in research universities have been called on to learn
from the wisdom of practice, to get faculty into this nation’s schools, and to focus
on the student as client. In particular, more credence is being given to learning
from interactions in the classroom and with students who learn in different ways. The
quality of our schools depends on our ability to take seriously the scholarship of
practice and a different kind of interaction between research and practice. (p. 299)

Practice in and of itself may not mean much. Any of us who has attempted any difficult act
such as ballet dancing, playing a musical instrument, hitting a baseball, high diving, and so
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on has heard the time-honored, but wrong injunction that practice makes perfect. Practice
does not make perfect; rather, informed practice leads to improvement.

Teacher educators have the privilege of teaching and working with people of various
ages and backgrounds, but largely young, white, and middle class, who are planning or
thinking about teaching as a career. These students begin their ‘professional’ courses while
simultaneously fulfilling their general education requirements and, in most cases,
requirements for academic majors. Hansen (1995), who sees teaching as a vocation,
writes,

After all, most persons who aspire to teach do not have in mind working in a
particular school. Rather, they want to teach and have a beneficial impact on the
young. To perceive themselves as members of a practice—one, incidentally, as old
as civilization itself—can guide them through difficult times. It can help them
appreciate that their perspectives and actions need not be determined solely by
their specific circumstances. To encounter a series of rough classes; to fail to reach
a student; to feel let down by colleagues, administrators, or parents—none of these
troubling events so familiar to teachers need demoralize them or lead them to
abandon teaching. If they perceive the work in terms larger than their own
immediate situation, they might discover unexpected resources. (pp. 116–27)

SCDE faculty have unique opportunities to address the senses of idealism and higher
purpose in prospective teachers.

A Lost Vision

The past several decades have witnessed teacher education ceding one of its prime venues
for addressing these needs in the young as it has largely abandoned foundations courses as
required parts of teacher preparation programs; in so doing it may have very negatively
affected its raison d’être. In the 1970s and 1980s, some urged teacher education to do away
with these courses.

Every course should be scrutinized… If this were done, a large number of courses
would be eliminated at the level of basic preparation. Candidates for deletion
would be introduction to education, history of education, philosophy of education,
social foundations of education, and host of others including courses in learning and
development provided for undergraduate study. Work in these areas can be offered
in programs of specialization leading to the doctor’s degree. (Smith et al., 1980, p.
40)

Howsam et al. (1976) were less restrictive, ‘Foundational studies must be inter-related.
The more specialized and isolated each of the academic disciplines becomes, the more
necessary it will be for foundations faculties to re-integrate the subject matters for
educational judgment and action. Educators face a welter of problems and issues too
complicated and to be solved within the framework of a single discipline. Not only must
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preparation programs develop teaching skills and a knowledge of theoretical and empirical
concepts, but they must foster humanistic educational values and attitudes. Indeed, the
central task of teacher education is to provide teachers with a philosophy of education that
will help them to think seriously and continuously about the purposes and consequences
of what they do (pp. 87–9).

Teacher preparation programs and their faculty have nearly carried out Smith’s
lamentable prescription for reform. Under the guise of alleged irrelevancy of traditional
foundations courses to teachers’ lives in the schools, programs have frequently substituted
variations of An Introduction to Education course which generally occurs during the first
years of entry into a program; includes hours of observation and participation in the schools;
and provides a quick run through such topics as certification, salaries, school law,
methodology, and others. Reporting on his studies of teacher preparation institutions and
programs, Goodlad (1990) notes that,

The major change we saw…was in the social foundations component. Whereas in
the early 1960s one could virtually count on students’ taking a fairly solid course in
the history and philosophy of education (or an introduction to American education
from a historical and philosophical perspective), this was the minority pattern in
our sample…the course…was devoted to an overview of program requirements,
demands and expectations of teaching, and lectures (more than discussions) on
selected, rather contemporary topics: AIDS instruction, how to pass a minimum
competency test, how to manage a class, and multicultural education, for example
—often with one class devoted to each topic. (pp. 203–4)

Hardly the stuff to fulfill visions. Goodlad (1990) states,

There is irresponsibility in significantly expanding teachers’ authority without
educating them to use it well. Using it well requires both knowledge and moral
sensitivity. These are acquired, in large part, through critical, disciplined
socialization into the full array of expectations and responsibilities a democratic
society requires of its teachers. This is unlikely to occur if teaching in schools is
seen to require only the generic skills common to all teaching. Nor is it likely to
occur if passage through a general undergraduate curriculum and mentoring with
an experienced teacher are to be the route to teaching, as is so frequently
recommended. Nor is this disciplined socialization commonly occurring in teacher
education programs as now conducted. (pp. 26–7)

Butts (1993), long a distinguished professor of foundations at Teachers College,
Columbia, makes the case for foundations in the pre-preparation of teachers:

All teachers and administrators need to develop a coherent and defensible
conception of democratic citizenship, an intellectual framework, from which to
view the role they play in American democratic society. This is primarily the task
of what is known as the foundations of education… The foundations of education
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promote understanding of the role of education in the social, cultural, civic, and
ethical life of American society. Here the fundamental purposes, institutions, and
policies of education, broadly conceived, are subjected to the scholarly analysis and
perspectives of the social sciences and humanities, especially history, political
science, political philosophy, law, sociology, anthropology, economics, religion,
and comparative and international studies. The fundamental character of a
profession is the capacity of its members to make informed judgments about the
public good and to engage in those contributions the profession can make to the
general welfare as well as to the individual welfare of the persons for whom it has
responsibility. (pp. 93–4)

Butts poses a very tall order indeed for the foundations, perhaps too tall an order for
completion in a preservice program. But it is not too tall an order to begin in the
preservice program and continue throughout the professional lives of teachers. It should
be clear to teacher educators that the Smith et al. (1980) prescription, despite the overall
appropriateness of much of the rest of A Design for a School of Pedagogy, was toxic. The
removal of solid foundational studies from teacher preparation took away much spirit and
inquiry. The Holmes Group (1995) argues that,

Foundations courses in education schools bring together perspectives from history,
philosophy, sociology, and political science to examine American history. Some
educators disparage foundations courses, but we believe these offerings, when
taught well, have much to say about why educators do what they do and why public
schools are the way that they are… As taught in the core of professional education,
foundations courses ought to be a wonderful vehicle for interdisciplinary
knowledge that draws extensively on the humanities and social sciences. This
approach should underpin the preparation of all practitioners. (p. 75)

Readers may object that we are arguing too forcefully for the vital nature of foundational
studies in teacher preparation. Perhaps. But whether it is foundational studies or another
area of inquiry, teacher education students deserve and require the opportunity to reflect
in personally enriching ways that ultimately relate to the core of their teaching, to the
soul of the nation.

But teacher education has a rich source of wisdom and practice to draw upon to help
students continue to develop their sense of vision and purpose. The work of Elliott
(1993), Ginsbury (1988), Hargreaves (1994), and a host of others demonstrates how
much knowledge teacher education has accrued incrementally over the decades.

Business Talk

Lacking a clear sense of purpose, a solidly developed philosophy, and strategies for
accomplishing purposes, teacher education is continually subject to external pressures.
Currently, much of education generally and much of teacher education specifically has
yielded to the lure of the business community, even adopting the language of buyers and
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sellers. One wonders about a sense of history, if leaders have read their Tyack and
Cremin. Pimm and Selinger (1995) detail how the language of business has infiltrated
teacher education conversation in England,

As ever, one place to start to identify change is through the new rhetoric,
particularly as the current discourse stems from other sections of the Thatcher
Conservative, consumerist philosophy. Substitution of language in any institutional
context is never innocent. Government education documents and reports are now
full of the language of the market economy, of choice and competition; of consumers of
education (parents or employers apparently rather than the pupils themselves); of
schools forming a marketplace with open enrollment rather than catchment areas,
and public performance ranking of schools. The curriculum is now to be delivered
by teachers (having been decided on and manufactured somewhere elsewhere it
would seem). Schools are to purchase in-service from providers; management of
resources is to the fore, and quality assurance is required for school-based initial
education. (p. 48)

Grimmett (1995) says that

Alongside the myth of educational decline another myth has been cultivated in each
of these three countries [US, England, and Australia]. This myth is that the so-
called business people are capable of solving a variety of problems from the
management of publicly funded hospitals to deciding the appropriate curriculum
for the different levels of schooling. Such penetration of corporate interests into
education is currently popular in the United States, Australia and England. At the
same time little opposition has been mounted by teacher educators against such
interests. With few exceptions teacher education institutions in these countries
appear to have accepted decisions about their place in the education system. In
England the reaction by teacher education institutions to political depredation by
the national government has been to fall into line and scramble for funds to do
things with which they may not agree. (p. 206)

One need only read the reports of recent national meetings of governors and business
leaders on the subject of education and some recent writing by educators to see how
pervasive the language of the marketplace has become in education. Commenting of the
struggles in England over such matters, Ball and Goodson (1985) wrote,

One outcome of the debate was that attempts were made to make schools and
teachers more responsive to and more accountable to the needs of industry and the
personal concerns of parents. The force of the latter entered into law through the
Education Act of 1981, which required schools to publish their examination results
and gave parents the right to choose the school that they wished to send their
children to. In other words, schools were to be subject to market forces. The weak
would go to the wall. (p. 5)
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In some ways, teacher education in America is close to the wall.

The Teachers

Numerous scholars, critics, and pundits have commented on the kinds of teachers
necessary for the twenty-first century, the type of skills teachers will require for teaching
in the twenty-first century, and the attitudes necessary (Boyer and Baptiste, 1996; Garcia,
1996; Good, 1996; Haberman, 1996). Darling-Hammond (1996) comments that 

If all children are to be effectively taught, teachers must be prepared to address the
substantial diversity in experiences that children bring with them to school: the
wide range of languages, cultures, learning styles and challenges, talents, and
intelligences that require in turn an equally rich and varied repertoire of teaching
strategies… This mission for teaching defies the single, formulaic approach to
delivering lessons and testing results that has characterized the goals of much
regulation of teaching, many staff development programs, and a number of teacher
testing and evaluation instruments. (p. 16)

Darling-Hammond and Cobb (1996) believe that

The new mission for education requires substantially more knowledge and radically
different skills for teachers, as well as changes in the ways in which schools operate.
The kind of teaching required to meet these demands for more thoughtful learning
cannot be produced through teacher-proof materials or regulated curriculum. In
order to create bridges between common, challenging curriculum goals and
individual learners’ experiences and needs, teachers must understand cognition and
the many different pathways to learning. They must understand child development
and pedagogy as well as the structures of subject areas and a variety of alternatives
for assessing learning… There is another challenge as well that requires a more
knowledgeable and highly skilled teaching force: the social setting for teaching is
more demanding than ever. Teachers are currently striving to address the needs of
a growing number of low-income children (one out of four American children now
lives in poverty), the largest wave of immigrants since the turn of the last century,
and children who often encounter greater stresses and fewer supports in their
communities and families…teachers must be prepared to address the substantial
diversity in experiences that children bring with them to school: the wide range of
languages, cultures, and learning styles and challenges, talents, and intelligences
that require in turn an equally rich and varied repertoire of teaching strategies. (pp.
15–16)

These scholars believe that teachers will require understandings of diversity, ability to
work with varied groups, ability to make careful judgments, ease in varied cultural
groups, good self concepts, willingness to accept and learn about others different from
oneself.
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The world of education has never lacked for words describing what various individuals
have thought of as ideal or excellent teachers. Macrorie (1984) produced a text in which
he allowed 20 teachers he believed extraordinary to tell their stories. He noted that ‘The
idea behind this book is so simple that it may sound at first like tomfoolery’ and went on
to note that ‘They were not teachers in the usual sense—persons who pass on the accepted
knowledge of the world and get it back from students on tests, but enablers who help
others to do good works and extend their already considerable powers’ (p. xii). In the
remainder of the text, the 20 teachers present themselves and what Macrorie calls ‘the
good works done by students of these enablers’ (p. xii), for it is in what their students
produce that Macrorie sees the greatness of the teachers. In the final chapter, after the 20
teachers have presented themselves and the good works of the students, Macrorie provides
‘An Open Letter About Schools’. In it, he states, 

Every seven or ten years we read in the papers and hear on TV that education is in
crisis. Our schools aren’t turning out children competent in math and science.
They can’t write or read. We are falling behind other countries in high technology.
We’re hearing these complaints now. In the fifties we heard them about our failure
to keep up with the Soviet Union’s Sputnik. Now we are hearing about our failure
to keep up with Japan in electronics. Old story. In 1893 a writer in the May issue
of The Atlantic Monthly was discussing the ‘great outcry’ about the ‘inability of the
students admitted to Harvard College to write English clearly and correctly’. (p.
233)

Writing of the teachers for the future, Carson (1996) states,

They are responsible for civic education in a society that has grown cynical about
politicians and bureaucrats, they are trying to teach international understanding in a
world where the threat of nuclear war has receded only to reveal a multitude of
virulent ethnic hatreds that have surfaced in many quarters, and they are trying to
teach for social justice in a world where the gap between rich and poor continues to
grow. Such are the perplexing times facing the aspiring social studies teacher who is
still usually white and middle class, but who will probably be teaching in an urban
classroom where many of the students will be of different cultures and family
backgrounds. (p. 154)

Teacher educators are generally well aware of the failure of the traits of effective teachers’
approach to teacher preparation. They should also be aware that the failure of the
approach as a panacea for the problems of teacher preparation need not necessitate an
abandonment of looking at the traits of teachers whom students either admire or
disrespect and of seeking to inculcate and develop those attitudes in individuals preparing
to teach. The students’ comments illustrate, as though the point required further
illustration, that teaching is complex and manysided. Their comments belie the currently
popular notion that becoming a teacher means merely acquiring some knowledge.
Sheehan and Fullan (1995) note that

TEACHER EDUCATORS AND TEACHERS 53



Despite the rhetoric about teacher education in today’s society, there does not seem
to be a real belief or confidence that investing in teacher education will yield
results. Perhaps deep down many leaders believe that teaching is not all that
difficult. After all, most leaders have spent thousands of hours in the classroom and
are at least armchair experts. And they know that scores of unqualified teachers are
placed in classrooms every year and required to learn on the job. (p. 89)

Darling-Hammond and Cobb (1996) argue that ‘Teachers will need to be prepared to
teach in the ways these new standards demand, with deeper understandings of their
disciplines, of interdisciplinary connections, and of inquiry-based learning. They will need
skills for creating learning experiences that enable students to construct their own
knowledge in powerful ways’ (p. 17). Macrorie (1984) notes, There’s no way in any
country to institute from above a sweeping successful reform of education. Teachers
don’t like to be handed a new curriculum and told to put it into practice next semester.
They don’t want to be advised by the teacher next door or the administrator down the
hall that they should change their ways radically. They feel they know their job as well as
the next person in the field’ (p. 250).

C.Clark (1995), writing of the ardor of good teaching, notes that

Good teaching will never be easy. Nor will it ever be (sic) easy to be a good parent,
a good nurse, a good scientist, or a good political leader. The essence of these
callings is a courageous willingness to form moral relationships, to embrace
uncertainty, to do what seems right at the time, to lead but not to control. In those
ways, good teaching happens every day in our schools and in our homes, in our
workplaces and towns. Perhaps the best preparation for the future of life-long
learning, in this culture and elsewhere, is to cultivate and treasure a better
appreciation of the present state of good teaching. We cannot change the past, but
we can come to understand and cooperate with contemporary goodness more
constructively. (p. 16)

Fusion

‘The time is out of joint. O cursed spite / That ever I was born to set it right’ (Hamlet, I,
v, 215–216). Indeed, the times are out of joint, but we were born to help set them right;
we are not cursed; we are blessed to ‘set it right’. Teacher educators must save
themselves at the university level, sustain and develop further their reputation among
students and graduates now teaching, and assist in promoting equity and civitas in the
nation’s schools. No one knows teaching better; no one can fuse teaching and learning as
well as teacher educators can. Passion and spunk are the attributes necessary to enter the
next century, a century holding the key to a better future for the nation’s children in
schools where teachers teach them with knowledge, skills, and attitudes wrought in the
crucibles of the universities and colleges where teacher educators live and work with
dignity and teacher education is…writ large on the institutions’ agendas.

54 EDWARD R.DUCHARME AND MARY K.DUCHARME



References

BALL, J. and GOODSON, I. (1985) ‘Understanding teachers: Concepts and contexts’, in BALL, J.
and GOODSON, I. (eds) Teachers’ Lives and Careers, Philadelphia: Falmer Press, pp. 1–26.

BARR, R. (1992) ‘Turmoil in teacher education in Oregon’, in GIDEONSE, H. (ed.) Teacher
Education Policy: Narratives Stories and Cases, Albany, NY: SUNY Press, pp. 111–31.

BOYER, J. and BAPTISTE, H. (1996) ‘The crisis in teacher education in America: Issues of
recruitment and retention of culturally different (minority) teachers’ in SIKULA, J.,
BUTTERY, T. and GUYTON, E. (eds) Handbook of Research on Teacher Education, New York:
Macmillian, pp. 779–94.

BUTTS, R.F. (1993) In the First Person Singular: The Foundations of Education, San Francisco: Caddo
Gap Press.

CARSON, T. (1996) ‘Reflective practice and a reconceptualization of teacher education’, in
WIDEEN, M. and GRIMMETT, P. (eds) Changing Times in Teacher Education, Washington, DC:
Falmer Press, pp. 151–62.

CLARK, C. (1995) Thoughtful Teaching, New York: Teachers College Press.
CLARK, D. (1992) ‘Search for a more effective future’, in GIDEONSE, H. (ed.) Teacher Education

Policy: Narratives Stories, and Cases, Albany, NY: SUNY Press, pp. 269–95.
DARLING-HAMMOND, L. (1996) ‘The right to learn and the advancement of teaching: Research,

policy, and practice for democratic education’, Educational Researcher, 25, 4, pp. 5–18.
DARLING-HAMMOND, L. and COBB, V. (1996) in MURRAY, F. (ed.) (1996) Knowledge Base for

Teacher Educators, San Francisco: Jossey-Bass, pp. 14–62.
DUCHARME, E. and DUCHARME, M. (1996a) ‘Development of the teacher education

professoriate’, in MURRAY, F. (ed.) The Teacher Educator’s Handbook: Building a Knowledge Base
for the Preparation of Teachers, San Francisco: Jossey-Bass, pp. 691–714.

DUCHARME, M. and DUCHARME, E. (1996b) ‘A study of teacher educators: Research from the
USA’, Journal of Education for Teaching, 22, 1, pp. 57–70.

ELLIOTT, J. (1993) ‘Professional education and the idea of a practical educational science’, in
ELLIOTT, J. (ed.) Reconstructing Teacher Education: Teacher Development, Washington, DC:
Falmer Press, pp. 65–85.

GARCIA, E. (1996) ‘Preparing instructional professionals for linguistically and culturally diverse
students’, in SIKULA, J., BUTTERY, T. and GUYTON, E. (eds) Handbook of Research in Teacher
Education, New York: Macmillan, pp. 802–12.

GIDEONSE, H. (1992) Teacher Education Policy: Narratives, Stories, and Cases, Albany, NY: SUNY
Press.

GINSBURG, M. (1988) Contradictions in Teacher Education and Society: A Critical Analysis, New York:
Falmer Press.

GINSBURG, M. and LINDSAY, B. (1996) The Political Dimension in Teacher Education: Comparative
Perspectives on Policy Formation Socialization and Society, New York: Falmer Press.

GITLIN, A., BRINGHURST, K., BURNS, M., COOLEY, MYERS, B., PRICE, K., RUSSELL, R.
and TIESS, P. (1992) Teachers’ Voices for School Change: An Introduction to Educative Research, New
York: Teachers College Press.

GOOD, T. (1996) ‘Teaching effects and teacher evaluation’, in SIKULA, J., BUTTERY, T. and
GUYTON, E. (eds) (1996) Handbook. of research on teacher education, New York: Macmillan, pp.
617–65.

TEACHER EDUCATORS AND TEACHERS 55



GOODLAD, J. (1990) ‘The occupation of teaching in the schools’, in GOODLAD, J., SODER, R.
and SIROTNIK, K. (eds) The Moral Dimensions of Teaching, San Francisco: JosseyBass, pp. 3–
34.

GRIMMETT, P. (1995) ‘Reconceptualizing teacher education: Preparing teachers for revitalized
schools’, in WIDEEN, M. and GRIMMETT, P. (eds) Changing Times in Teacher Education,
Washington, DC: Falmer Press, pp. 202–25.

HABERMAN, M. (1996) ‘Selecting and preparing culturally competent teachers for urban schools’,
in SIKULA, J., BUTTERY, T. and GUYTON, E. (eds) Handbook of Research on Teacher
Education, New York: Macmillan, pp. 747–60.

HANSEN, D. (1995) The Call to Teach, New York: Teachers College Press.
HARGREAVES, A. (1994) Changing Teachers, Changing Times: Teachers’ Work and Culture in the

Postmodern World, New York: Teachers College Press.
HOLMES GROUP (1995) Tomorrow’s Schools of Education, East Lansing, MI: The Holmes Group.
HOWEY, K. (1995) ‘The United States: The context for restructuring and reconceptualization of

teacher preparation’, in WIDEEN, M. and GRIMMETT, P. (eds) Changing Times in Teacher
Education, Washington, DC: Falmer Press, pp. 19–33.

HOWSAM, R., CORRIGAN, D., DENEMARK, G. and NASH, R. (1976) Educating a Profession,
Washington, DC: American Association of Colleges for Teacher Education.

MACRORIE, K. (1984) 20 Teachers, New York: Oxford University Press.
MCBRIDE, R. (1996) Teacher Education Policy: Some Issues Arising from Research and Practice, New

York: Falmer Press.
MCINTYRE, D. (1995) Initial Teacher Education: An Education that Empowers: A Collection of Lectures in

Memory of Lawrence Stenhouse, Bristol, PA: Cromwell Press.
NASH, R. and DUCHARME, E. (1974) ‘The university can prepare teachers: An unfashionable

view’, Educational Forum, XXXIX, 1, pp. 99–109.
NATIONAL COMMISSION ON EXCELLENCE IN EDUCATION (1983) A Nation at Risk: The

Imperative for Educational Reform, Washington, DC: US Department of Education.
PIMM, D. and SELINGER, M. (1995) ‘The commodification of teaching: Teacher education in

England’, in WIDEEN, M. and GRIMMETT, P. (eds) Changing Times in Teacher Education,
Washington, DC: Falmer Press, pp. 47–66.

PROEFRIEDT, W.A. (1994) How Teachers Learn: Towards a More Liberal Education, New York:
Teachers College Press.

RICE, R. and RICHLM, L. (1993) ‘Broadening the concept of scholarship in the professions’, in
CURRY, L. and WERGIN, J. (eds) Educating Professions: Responding to New Expectations for
Competence and Accountability, San Francisco: Jossey-Bass, pp. 279–315.

SHEEHAN, N. and FULLAN, M. (1995) ‘Teacher education in Canada: A case study of British
Columbia and Ontario’, in WIDEEN, M. and GRIMMETT, P. (eds) Changing Times in Teacher
Education, Washington, DC: Falmer Press, pp. 89–101.

SMITH, B.O., SILVERMAN, S., BORG, J. and FRY, B. (1980) A Design for a School of Pedagogy,
Washington, DC: US Department of Education.

WISNIEWSKI, R. (1989) ‘Ideal professor of education’, in WISNIEWSKI, R. and DUCHARME, E.
(eds) The Professors of Teaching: An Inquiry, Albany, NY: State University of New York Press,
pp. 134–46.

ZIMPHER, N. and SHERRILL, J. (1996) ‘Professors, teachers, and leaders in SCDEs’, in SIKULA,
J., BUTTERY, T. and GUYTON, E. (eds) Handbook of Research on Teacher Education, New
York: Macmillan, pp. 279–305.

56 EDWARD R.DUCHARME AND MARY K.DUCHARME



5
The Challenges Teacher Education Presents

for Higher Education
Frank B.Murray

The argument against professional teacher education is rooted in the undeniable fact that
teaching is a naturally occurring human behavior, a wholly natural act that is an enduring
and universal feature of the repertoire of human behaviors. We are, in other words, a
teaching species, a species whose young cannot, and do not, survive unless they are
taught, invariably by persons with no formal schooling as teachers.

A question of the moment is whether university- and college-based teacher education,
coming on the scene only within the last hundred years or so, can offer anything that can
take novices much beyond the natural teaching skills all persons have. A further question is
—even if formal teacher education improves natural teaching somewhat, can the nation’s
needs for schooling still be met, less expensively and adequately, by the natural teaching
techniques and styles we all possess in varying degrees?

Features of Natural Teaching

J.M.Stephens (1967) catalogued the features of naturally occurring teaching in his theory
of spontaneous schooling. His argument was that schooling, a feature of all anthropological
groups, was dependent on a set of natural human tendencies that some persons had in
greater degrees than others. Those that had these tendencies in generous proportions would
be seen, whether they intended to teach or not, as teachers by the members of their
communities. Teaching and learning would take place naturally or spontaneously and not
necessarily with any particular motive to benefit the pupil. They would occur merely
because the tendencies, which fundamentally serve only the teacher’s needs, led
incidentally and inevitably to learning in those persons in the teacher’s company.
Teaching, in other words, was spontaneous and non-deliberate. It occurred whenever a
person with these tendencies was with any other person for a protracted period and it
occurred to satisfy some need of the teacher, not the student.

These tendencies, which sustain natural teaching and schooling, were thought by
Stephens to be:

1 a tendency in all of us to collect and manipulate things, classify them, dwell on and
play with simple and basic ideas, create systems for grouping things—all done with
no immediate payoff; 



2 a tendency of a person to talk about what they know because an unshared experience
is painful and a burden that must be eased through telling;

3 a tendency to correct others’ mistakes, not with any view to making them better
persons, but because an error—whether, for example, in a book or spoken on
television—must be corrected even when the correction cannot possibly affect or
benefit the author, publisher, or actor;

4 a tendency to supply the word that someone else is groping for, not to help the
person exactly, but to meet one’s own need to provide the answer and to fill the void
of silence;

5 a tendency to ‘point the moral’, to show others how things are related, to show that
x leads to y as in ‘I told you that would happen’.

The theory of spontaneous schooling, incidentally, is meant to account for two pervasive,
and otherwise unexplained, findings in the research literature on schooling: the
universality of schooling; and the fact that educational research overwhelmingly finds
insignificant differences between educational treatments. It accounts for universality by
arguing that wherever there are people, there are these five spontaneous tendencies, and
in whomever these reside, there will be a teacher—whether in a formal school or outside
one. The pervasive no difference findings in educational research were explained in the
theory as the natural outcome of the fact that the tendencies were operating in both the
treatment and control groups (e.g., in large and small classes, in TV and conventional
instruction, in mixed and segregated ability groups, in classrooms with textbooks A and
B, and so forth). The tendencies, by themselves, caused powerful learning effects that
swamped any effects that could be attributed to the researcher’s treatment. These effects
were explained adequately at the time by the prevailing Skinnerian/Thorndike learning
theories because the spontaneous tendencies forged the defining stimulus-response
learning link. They caused the stimulus to be presented, they permitted the opportunity
to respond to it, and they rewarded and shaped the listener’s response to the stimulus. At
the time, these conditions were thought to be sufficient for all learning.

The theory, like other socio-biological theories, provides a convenient base for arguing
that knowledge of subject matter in the company of these tendencies will outfit a person
as a teacher, especially in situations where the teacher and the pupil are a lot like each
other—as they are in families and other anthropological groups. It is not important
whether Stephen’s speculations on the specific natural or spontaneous tendencies are
correct in every detail, but only whether the natural teaching abilities we all possess,
whatever their exact natures, are adequate to support contemporary teaching and
schooling.

The Breakdown of Natural Teaching

The theories of spontaneous schooling, sound as it may prove to be in many respects, and
the view of teaching that is based on it, have a number of problematical consequences for
contemporary schooling because schooling now takes place on larger scales than that
found in families and other anthropological groups, and because schooling increasingly
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takes place in circumstances where the teacher and the pupils are less and less alike. As a
result, reliance on the theory of natural teaching can be expected to lead to serious
pedagogical mistakes for weak and superior students. Quite apart from the matter of scale
and size and the degree of similarity, or commonality, between the teacher and the pupil,
the theory promotes a direct mode of instruction that is unduly limiting in terms of
modern views of cognition and cognitive development. Finally, the theory provides
insufficient guidance for the solution of difficult and novel problems in schooling that go
beyond the teacher’s reliance on ‘telling and showing’, the core of the natural style of
teaching.

Similarity, Commonality and Expectations

When the teacher and the pupil are not alike and when the teacher has, as a result, lower
expectations for the different pupil, the natural tendencies lead to very unfortunate
consequences (Brophy and Good, 1986; Evertson, Hawley and Zlotnick, 1985). When
the teacher and the pupil have dissimilar backgrounds, we can expect the natural teaching
mechanisms that support familial instruction will not operate to benefit the student.

American teachers are a relatively homogenous set of lower-middle class suburban
white women and the American pupil is increasingly variable with regard to every
demographic feature (Howe, 1990; Choy, Bobbitt, Henke, Medrich, Horn and
Lieberman, 1993). Thus, the teacher, even if he or she were to rely exclusively on the
spontaneous tendencies, would still need to come to terms with the findings in a maturing
literature on sexism, racism, bilingualism, cultural and class diversity.

Even if the teacher had acquired this information about the diverse groups in the
classroom, and was disposed to act in sympathy with it, there are a predictable number of
pedagogical mistakes novices, and regrettably some licensed teachers make unless they
also have had the opportunity to practice extensively some counterintuitive and unnatural
teaching techniques. For example, it is certain that well-meaning and well-read persons with
good college grades will still make the following pedagogical mistakes with their pupils
for whom they have low expectations, regardless of how they came to have these
expectations. They will treat these pupils not as individuals but as a group, seat them
further away and outside the classroom zone of frequent teacher-pupil interaction, look at
them less, ask them low-level questions, call on them less often, give them less time to
respond, give them fewer hints when they are called upon, and give them less praise and
more blame than other pupils. And teachers will do all this out of a mistaken sense of
kindness that is seemingly oblivious to the pedagogical harm their undisciplined actions
have caused their pupils (Hawley and Rosenholtz, 1984; Murray, 1986a).

This untrained and kind person, believing the pupil does not know very much, will not
want to embarrass the pupil by calling on the pupil often, will ask appropriately easy
questions when the pupil is called upon, will give fewer hints and less time when the pupil
fails to respond as it would be unkind to prolong the pupil’s embarrassment and so on. The
professional teacher, like all professionals, and in contrast with the spontaneous teacher,
must discipline many of his or her kinder instincts and implement an equitable and
disciplined professional approach to bring about high levels of achievement from those
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pupils for whom the teacher would otherwise have low expectations (Oakes, 1985).
These professional actions are frequently counterintuitive and as a result require practice,
hopefully not on-the-job and at the expense the school’s students.

Higher-order Forms of Learning and Knowing

A further limitation of the natural teaching regime, apart from the harm caused to weaker
pupils, is that it doesn’t take the superior pupil much beyond the kind of information that
can be told and demonstrated and conforms to the stimulus-response and imitative forms
of learning. While such declarative knowledge is important, the forms of knowledge that
are constructed by the pupil, not merely transmitted to the pupil, are increasingly seen as
key to the student’s performance at the advanced levels of the disciplines (Murray, 1992;
Ogle, Alsalam and Rogers, 1991). A pupil can be told and shown that, for example, A is
greater than B and that B is also greater than C, but the knowledge that A must be greater
than C, and that one could know that without ever looking directly at A and C, cannot be
simply given to the pupil. Not only is A truly greater than C, but more than that, it has to
be greater. That notion of necessity has its origins elsewhere. Showing and telling have
not been found, except in very unusual circumstances, to be effective means of ‘teaching’
necessity (Beilin, 1971; Murray, 1978 and 1990; Smith, 1993). It is one thing to know
that a statement is true, but quite another to know that it must be true. The origins of
necessity, and other pivotal concepts, seem to lie in dialectical instruction, which demands
intellectual action on the part of the teacher and the student. While more demanding on
the student, dialectic is a less direct and more subtle form of instruction than that
supported by the natural ‘show and tell’ teaching tendencies.

The Native Theory of Mind

Along with the natural teaching techniques there often comes a naive and serviceable
theory of the human mind (Heider, 1958; Baldwin, 1980). The pupil’s school achievement
in the naive or common sense theory is tied to four common place factors—ability,
effort, task difficulty, and luck. With these four factors, the natural teacher can explain
completely the pupil’s success or failure by attributing the level of the pupil’s work to his
ability or effort, or to the difficulty of the school task, or to plain luck. The problem with
naive theory, apart from the circularity in the four factors, is that more sophisticated
theories have been developed in which it can be shown that ability, to take only one
example, is not fixed or stable and that it varies from moment to moment interactively
with many other mental factors, not just the few in the naive theory (Baldwin, 1980;
Murray, 1991). 

Naive theories also yield such maxims as ‘practice makes perfect’, when it is clearer
that ‘practice only makes tired’ as it is reinforced practice that makes perfect. Moreover,
these naive theories give contradictory maxims like ‘he who hesitates is lost’ and its
converse, ‘fools rush in where angels fear to tread’. Naive theories, to take another
example, see forgetting as the inevitable decay of stored knowledge, when the educated
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view is that forgetting is an active thinking process of interference and reorganization
(Rose, 1993).

Additional Unfortunate Educational Consequences of Naive
Views

These naive views of how the mind works coupled with equally naive views about the
nature of the academic subject matters as received and objective truth further limits the
benefits that can be expected from nonprofessional teaching. The naive view of subject
matter shows itself principally in the areas of assessment, academic major policy
requirements in teacher education, and ironically in the study of the discipline of
education itself.

Classroom Assessment

The teacher’s evaluation of the pupil’s correct and incorrect responses provides a telling
and targeted arena for distinguishing naive and professional teachers. A pupil’s reasoning
may look illogical to a naive teacher, while the educated teacher will see that the pupil’s
reasoning is intact, but has operated on different premises from those of the set problem.
The naive teacher will be distressed when a pupil who had pluralized mouse correctly
suddenly pluralizes it as mouses while the professional teacher will see the new plural, not
as an unfortunate regression, but as a positive sign of cognitive advancement in which the
pupil is exhibiting a newly developed appreciation of a linguistic rule that is merely
overgeneralized in this instance. Other decrements in performance may also indicate
educational progress; for example, the child’s identification of the color of the ink in
which a color name is printed is affected by whether the color of the ink is the same as the
word or not. Readers perform quite poorly when they are asked to identify the red color
of the ink in the printed word, blue, while nonreaders have little difficulty with the task
(the Stroup effect). Along similar lines, some 6-year-old pupils not only maintain
incorrectly that the longer row of two rows of five beans has more beans, but also
maintain that the longer row must have more beans and would always have more beans.
These errors occur even after the pupil has just counted the equal number of beans in each
row. It happens that the error (‘there must be more beans’), which seems the more
serious error, is indicative of more developed reasoning than the error (‘there are more
beans’). Naturally, it is very difficult for the naive or spontaneous teacher to accept any
error and poor performance as a marker of progress, yet the failure to see some errors as
markers of progress is another serious pedagogical mistake that stems from the naive
theory of teaching and learning (Bruner, 1961). 

Limitations in the Traditional Academic Majors in Arts and Science

The fact that many liberal arts graduates have succeeded in meeting the expectations of
the faculty in their fields of study, should not be taken as evidence that they, having
majored in the subject, are ready to take up work as teachers because many of these
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graduates, despite their high grades, have not mastered many of the fundamental ideas of
their disciplines (McDiarmid, 1992; Tyson, 1994). Surprisingly large numbers of
undergraduate majors in science and engineering, for example, are simply unable to write
an equation to represent the fact that there were six times as many cows in the field as
farmers. Their errors are systematic—they write the equation as 6 cows=1 farmer, rather
than correctly as 1 cow=6 farmers. Their mistake reveals a shallow grasp of the logic of the
algebraic equation, the core idea in school mathematics.

Harmful Consequences in the Abbreviated Study of Professional Education

While mistakes in the subject matter and its assessment are a problem under any view of
teacher employment, there are some who hold that some level of professional knowledge
should be acquired, but that a sufficient level can be reached easily and in a short period.
Such a view, while a small advance in professional education for teachers, has its own
problems, however. For example, on a simple reading of Skinner, prospective teachers
will believe that positive reinforcement (or reward) is an effective and preferred way to
increase the likelihood of desirable pupil behavior. Without an awareness of the important
exceptions and qualifications in which rewards actually weaken a response (the over-
justification phenomenon), teachers will make mistakes by implementing procedures that run
counter to their intentions (Cameron and Peirce, 1994).1

Similarly, upon a quick reading, the prospective teacher could get the idea that student
grades should be normally distributed or that reliability is a property of a test rather than a
property of those who took the test. These professional lessons cannot be easily abridged
or rushed because many educational innovations are counterintuitive and subtly tied to
hidden factors.

For example, it makes a difference whether addition problems, like 8+5=—— , are
presented horizontally or vertically. While a 7-year-old girl, to take another example,
may understand that the amount of clay in a ball would be unaffected if the ball were
flattened into a pancake, she would more than likely believe incorrectly that the same
pancake would weigh more and take up less space, despite the fact that the child claims
the ball and pancake have the same amount of clay. Furthermore, it is now acknowledged
that many research findings are inherently provisional and must be qualified by the cohort
or generation of subjects who participated in the study, as different results are obtained
from different cohorts on such basic questions as whether intellectual performance
decreases after a certain age. Thus, having studied the research literature at one time is
not a guarantee that the results can be applied at a later time. 

The Limitations in the Discipline of Education

Fortunately, it is possible to perform many routine tasks, even teaching tasks, without the
benefit of great theoretical sophistication, but errors of judgment multiply when events in
the classroom are not routine and when past practice is an insufficient guide. Even though
there are significant gaps in it, over the last 25 years, a body of literature has developed
that supports the teacher’s reasoning about some educational practices and allows the
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teacher to evaluate the merits of some educational innovations, techniques, and policies.
This literature does provide sound advice about whether a teacher should adopt ita (the
initial teaching alphabet) that regularizes spelling by having 44 letters, one for each of the
phonemes of English. The argument is that ita facilitates early reading by reducing the
discrepancies between English orthography and pronunciation. The teacher who had
studied Osgood’s transfer surface, unlike the thousands of teachers in the USA and Britain
who adopted the innovation in the 1970s or in the 1860s (when the innovation was called
phonotaby), would know the likely benefits to reading and harm to spelling of the
innovation.

Similarly there is a substantial literature on the controversial question of whether failing
pupils should repeat a grade or be socially promoted to the next grade, or whether a gifted
pupil should skip a grade, enter school early, be grouped separately from less gifted
pupils. How should the natural teacher decide whether or not pupils should use
calculators in their arithmetic lessons and homework? How can the naive teacher avoid
making mistakes in answering these questions unless they study the relevant research and
scholarly literature?

Despite these fragmentary examples, the lack of an encompassing, systematic and
authoritative body of scholarly knowledge about teaching, let alone about the education of
teachers, presents a formidable obstacle to teaching becoming the genuine profession it
aspires to be. While there are many weaknesses in the naive approach to teaching, a
strong case for professional education is also difficult to make owing to the failure of
educational scholarship to coalesce around any powerful and generative theory of
schooling and teaching. Although it is unfortunately a negative example, one test of the
tentative and embryonic nature of educational scholarship is that there is still no consensus
among educational scholars and practitioners about what would constitute educational
malpractice (Collis, 1990).

Apart from teachers’ acts which are expressly illegal, there is regrettably no accepted
view, except in a few extreme instances (like no longer forcing left-hander to switch
hands to write), about what educational practices should never be employed in
classrooms. Even competing practices, like whole word and phonic reading methods, have
reasonable levels of current scholarly support and adherents. Without a sure sense of what
constitutes educational malpractice, teaching and teacher education are behind other
professions which have fairly well-articulated codes of good practice, which by extension
define malpractice as the failure to follow good practice.

Surprisingly, the field of teacher education is also held back by the fact that teacher
education programs are not clearly connected to the educational needs of children and
adolescents. These needs, of course, should be the driving principle in the design of
teacher education programs, but the influence of other factors is more clearly seen
(Gardner, 1991). The overriding question, whose answer legitimizes any requirement in
the program, is—can the requirement be connected, on some line of reasoning, to the
teacher’s response to an educational need the child or adolescent truly has? The more
distant the connection, the less convincing the requirement is to the students and the
public. The more distant the connection to the child’s needs, the less university-based

THE CHALLENGES TEACHER EDUCATION PRESENTS FOR HIGHER EDUCATION 63



teacher education is actually warranted because naive or spontaneous teaching would be
adequate in this regard as it primarily serves the needs of the teacher, not the pupil’s.

Educational scholarship, unfortunately, is not currently organized around the needs of
children and adolescents, but rather around the academic disciplines, the separate clinical
methods, and the norms of higher education. Were educational scholarship organized
around children’s needs and the teacher’s responses to them, prospective teachers would
be guided by the view that the curriculum must be shaped so that it actually solves a
problem the student has. The teacher’s art is in organizing the activities of the classroom
so that the student’s academic work solves a genuine problem the student brings to the
classroom. As it is now, the problem students have is not brought by the student, but is
imposed by the school and is largely artificial—namely the student has to avoid school
failure by taking actions that meet the teacher’s expectations—whatever they are and no
matter how unrelated they are to anything the student directly cares about. To connect
the curriculum to problems students truly have is an exceptionally demanding task for the
teacher, which is another reason why teachers need specialized knowledge and skill.

Education as a University Subject

Teacher education is probably not warranted at the university level if the teacher is held
only to the standard of presenting material truthfully and clearly, to giving students an
opportunity to practice, and to testing the student’s grasp of the material. The modern
teacher’s obligation, however, is at a much higher level. It is not enough to have the
students simply learn the material, they must understand the material (Gardner, 1991).

Understanding, it would appear, cannot be produced by the teacher’s art alone, by
didactic telling, or by showing and coaching, although the pupil may learn and remember
what the teacher said and may imitate what the teacher did. Understanding seems to be
dependent upon the student’s active investigation and experimentation, guided by dialectic
—the teacher’s skillful questioning and conversation aimed at the student’s
misconceptions and provoking the student to resolve discrepancy—forging, thereby, a
coherent understanding of the events at hand. Unlike solutions that are learned, the
dialectical outcomes are personal and extraordinarily resistant to forgetting.

Pupils will not understand their lessons if the teacher’s role is merely to deliver
information, however important information is in high level thinking. While dialectic
requires the pupil to do something overtly—to speak, respond, and question—there are
other features of teaching for understanding that require the teacher to abandon the naive
and spontaneous techniques as the prime teaching style in which the teacher is more active
than the students.

Modern views of intelligence and cognition, for example, are clear that knowing is
negotiated, distributed, situated, constructed, developmental, and affective—all features of
knowing that entail greater degrees of student action and alter traditional schooling based
on the naive view. Briefly, these features of knowing have the following characteristics:
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Negotiation

The teacher does not in fact have the power, regardless of how well the school is managed,
to transfer knowledge to the pupil and this means that the pupil’s intellectual cooperation
is a precondition of his inventing what he knows and understands. The teacher must begin
the lessons with what the pupil brings to the lesson; they must negotiate what is important
and privileged and to what aspects of the pupil’s prior understanding the lesson will be
linked and assimilated.

Distribution

Because the range of things to be known and understood exceeds the cognitive capacities
of our minds, knowing must be distributed across technological devices, books, lists, and,
increasingly, other people with whom we must cooperate and interact. The amount of
mental space available for active processing is severely limited (perhaps to as few as seven
simultaneous events), and consequently complex thought is critically dependent upon
other devices for assisting the mind in its handling the other factors imbedded in complex
problems.

In particular, the use of computer technology in the classroom, not only shifts
instruction from the teacher to the student, but shifts the student’s activity from learning
to understanding (Sheingold, 1991). The Geometric Supposer, a computer program that
encourages students to ‘do geometry’, for example, irrevocably changes the
predetermined sequential nature of the school curriculum, the authority for knowledge,
and generally forces instruction into a modern format (e.g., Scardamalia and Bereiter,
1991).

Situation

In the last several years the cognitive science literature unequivocally demonstrates that
understanding is also dependent upon, and critically shaped by the situation in which it
takes place. It proves very difficult to document aspects of thought that transcend
particular circumstances and generalize as widely as traditional school pedagogy and
curricula assume and hope.

Constructed

Several lines of theory suggest that what we understand is best seen as an invention or
construction, provisionally and personally erected to permit sense to be made of a
particular set of physical, social, and historical factors. The mind is increasingly seen as a
top down expectancy driven and meaning seeking system.
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Developmental

These mental constructions also seem to be qualitatively different from each other over
time and are based upon different mechanisms and logic. It is not simply that the older
pupil has more information than the younger one, which of course she does, but rather
that the older pupil reasons in a new and novel manner that is not available to the younger
pupil. Similarly, and more importantly perhaps, the manner of the younger pupil’s and
pre-adolescent’s reasoning is not available to the adult teacher, especially the spontaneous
teacher, who would have no reason to suspect that there would be these documented
qualitative changes in the student’s thinking over the school years.

The older pupil’s understanding, in other words, cannot be reduced or decomposed
into the intellectual possessions of his younger self. His new understanding emerges from
his prior understanding the way wetness emerges from the combination of two gasses,
oxygen and hydrogen. The later constructions cannot be predicted from any features of
the child’s prior understanding just as wetness could not be predicted from any feature of
a gas.

Affective

Finally, cognition and intellectual functioning are increasingly seen as integrated with the
other features of the mind. The systematic and ancient links between knowing, emotion,
and motivation, must be respected in pedagogy as knowing is surely in the primary service
of pervasive and powerful non-cognitive factors.

Premature Professionalism

Finally, the teaching profession is held back, ironically, by the very fact that it looks like a
profession. Teaching seems to have all the attributes of the other professions—
accreditation of academic degrees, professional associations, standardized tests, licenses
and credentials, advanced degrees, and so forth. Teachers, since the end of the second
world war, have been required to have college degrees (in some cases, graduate degrees),
pass standardized examinations, meet State licenses standards, fulfill the school district’s
requirements for tenure, complete annual inservice update courses and show other
evidence of professional growth. The irony is that none of these requirements, all demanding
in their appearance, has credibility within or outside the profession as each is routinely
waived when there are shortages of otherwise qualified persons for the public schools. In
the case of the private schools, the States typically set and require no standards at all, a
practice that only reinforces the lack of standing the current standards have.

A far better case, in fact, could be made for the waiver of the state driver’s license than
for the State’s teaching license. It is clear, for example, that many persons can drive at a
high standard2 without having passed a particular state’s license examination. Yet no State
waives its own license requirements, other than on the most short-termed basis, for their
residents who wish to drive their automobiles. So strong is the naive view of teaching that
these same States, however, willingly and enthusiastically waive teaching license
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requirements, sometimes even in the name of raising the standards for the teaching
profession—perhaps the only instance ever where the waiver of a standard was taken as a
sign that it was being raised.

Higher Education's Continuing Role in Preparing Teachers
and Educators

It could be tempting to conclude that higher education, and teacher education in
particular, has already abdicated its responsibility for the kind of teacher education
program that the nation requires (National Commission on Teaching and America’s
Future, 1996). However, when we turn to the educational reform reports, we find two
things: they present very appealing, and easily granted, slogans (all kids can learn, less is
more, student as worker, spiral curriculum, etc.). And we find the principle thinking and
analyses that give these attractive reform slogans any useful meaning are taking place, and
have taken place, in the academy and by scholars who, by and large, are employed by the
nation’s universities.

The work that needs to be done in school reform still requires the participation and
leadership of the academic and professional community because the intellectual work that
needs to be done, in part, continues to be the unchallenged excellence of the nation’s
research universities.

As the Holmes Group has pointed out (Holmes Group, 1995), the changes needed in
teacher education need to occur in all its components because it could be claimed, with
only some hyperbole, that the problem with today’s teacher education is simply that the
wrong students are studying the wrong things in the wrong places with the wrong people.
Consequently, what seems to be called for are improvements in each component of the
teacher education programs—the curriculum, the faculty, the site, the students, the
faculty, pedagogy, and partners. 

New Curriculum

In simple terms, the new curriculum for professional education needs to be mapped
backwards, so to speak, from the student’s intellectual needs to each of the university’s
degree requirements. There must be some line of reasoning that links each degree
requirement in professional education to some need a student truly has. As it is now, the
links between what teachers are required to study and what pupils need to know and be
able to do are either not evident in the teacher education curriculum, or where there
seems to be a reasonable link, the assumptions behind the link are usually not
substantiated as either necessary or sufficient for pupil learning and understanding.

The new curriculum extends to the liberal arts component of the teacher education
program. Here it focuses on a relatively unexamined, but much needed, area of thought—
namely, what are the features of the compelling analogy, metaphor, and explanation of
topics and concepts in the curriculum. Of all the ways in which a concept can be
represented, which are generative and productive and which do not have these properties?
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New Faculty

It is not just a new discipline of academic professional education that is required, but of a
new kind of faculty member—a person who is equally at home in the university and
public school classroom. A clinical professor, for want of a better term, is needed, who
can show and do what education professors would otherwise be lecturing about in
university classes on pedagogy, school psychology, counseling, etc. Clinical professors of
pedagogy, for example, could be developed from two directions, so to speak—from the
university faculty and from the public school faculty. It follows that the clinical faculty
would practice what they preached and that criteria would need to be developed by the
profession that distinguishes mediocre work in schools from work that makes a
contribution to the field.

New Instructional Settings

The Professional Development School (PDS) is the new setting and it is designed to serve
itself and professional education the way teaching hospitals serve medical education
(Holmes Group, 1990). The PDS is meant to be the site for as much of the education of
prospective teachers, specialists, counselors, administrators, etc. as can be managed.

The PDS is a regular public school that serves teacher education the way the teaching
hospital serves medical education and the way the agricultural extension service serves the
agricultural community. The PDS is the place where all the elements of educational
reform might come together—the community, the school board, the teacher, the pupil,
the principal, the social service agencies, the district, the university school of education,
and the university academic disciplines. 

Although the PDS has some of the attributes of laboratory and demonstration schools,
the PDS is neither in the traditional senses. The great university-based laboratory schools,
on the whole, failed to bring in some key reform ingredients, such as a diverse student
body, an empowered teaching force, a democratic school organization, and the
constraints and benefits of membership in a public school district (Nystrand, 1991).

The PDS is more than a site that university-based educational researchers can arrange in
accordance with the demands of their research paradigms and designs. Nor is the PDS
simply a demonstration school, important as they are, because its purpose is not to
demonstrate the utility of a pedagogical or curricular innovation that does not, or could
not, exist elsewhere. Apart from the PDS design itself, the Holmes Group and others are
not advocating a particular pedagogical model or curriculum scope and sequence.

To understand what the PDS is, it is necessary to understand the problem in American
teacher education it was designed to solve, namely the paradoxical problem of the student
teaching and clinical experience components of the teacher education program at a
research university. The paradox is that while teachers universally praise their student
teaching experience as the most valuable part of their teacher education program,
university faculties often find it the most distant and intellectually regressive aspect of the
program because many student-teachers quickly conform to the traditional and prevailing
practices of their supervising teacher (Murray, 1986b).
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Until recently, student-teachers rarely have had the opportunity to put into practice a
novel, cutting edge, or counterintuitive teaching technique. Student-teachers are no
exception to the rule of regression under stress, and under the stress of teaching on their own,
often for the first time, they invariably fall back on a set of novice teaching behaviors they
possessed long before they entered teacher training. The gap between current schooling
practices and sites in which ambitious and modern teaching can be practiced is the
fundamental problem the PDS is designed to solve.

First and foremost, the PDS must be a modern school. It must have the features of a
good school as those have emerged by consensus over the last decade from the scholarly
and reform literature, most notably from the work of the Coalition of Essential Schools
and the Re: Learning Project, the Effective Schools movement, the Child Development
Project, Levin’s Accelerated Schools Project, and Comer’s School Development
Program.

But it is more than a good school; it is a good school that takes on two other
assignments that few other schools can take on. It assumes a genuine responsibility for the
education of the next generation of educators and it assumes a responsibility to produce
the new research and scholarship that is required to build the new discipline of education.
The school should be designed to adhere to the following six principles.

Principle 1:
Understanding as the Goal of the School

The primary and overriding goal of the school is to have all its pupils understand, not just
learn, their lessons. The school must accept nothing less as a goal than students
understanding, not just learning algebra, for example, and passing school tests on what he
has learned. They must understand algebra and think algebraically. Understanding
represents a qualitative change in what is merely learned; it is an ‘all or none’ event, in
other words. A further implication of the principle is that whatever the situation or
problem, whether encountered in the school or outside, the student should have the
confidence to attack the problem intellectually.

Standards and Rubrics

The school’s faculty must clarify their standards for the degree to which each pupil has
understood each subject studied in the school. The standards, implicitly applied in the
teacher’s daily evaluation of each pupil’s work, should contain criteria by which all can
know whether a student’s work meets the standard, is well-below it, or is well-above it.
The scoring rubric, by which the student’s accomplishments and progress are noted, is at
the heart of the matter and is dependent upon the teacher’s theory (naive or sophisticated)
in two domains: 1 a theory of children’s and adolescent’s cognitive development and
understanding, and 2 a theory of the complexity and sophistication of the subject matter.
If a child arrives at the correct answer to a multiplication problem through serial addition,
should that response be scored as superior or inferior to the response of a child who
arrives at an incorrect answer through multiplication? Do college students, who correctly
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calculate the mean, median, and mode, operate at scoreably different standards of
sophistication if their reasoning is based on a calculation algorithm, a mechanical model of
balance, an alegraic deduction, or a special case in the calculus? Upon what theory and by
what means would the instructor determine whether some solutions are more
sophisticated, elegant, significant, and so forth, than other solutions?

Big Ideas

Because students require more time to understand material than to learn material, the
curriculum must be restricted to matters that are truly indispensable to a life of the mind
and the life of the nation. Because these matters are important, the teacher must make
complete provisions for each pupil’s understanding and mastery of them.

This feature is sometimes called the less is more principle in the sense that while a student
will be exposed to less information, he will master what is taught so that he ends up
having more. The student, in other words, will understand what he has learned.

Valid Assessment

The commonly used school tests often indicate that the pupil has mastered a subject when
it is perfectly plain that in another setting the pupil has very little grasp of it. 

The important things that a student has mastered should be apparent in works he can
exhibit and in things he can make, compose, and design. It should be evident in the real
and personally significant problems he can solve, in the stories he can tell and write, and
so forth. The demonstration of recently acquired knowledge through artificial school
tasks, tasks that are unlikely to occur elsewhere in life, are not as valid as real-world tasks
that reveal what the pupil truly knows and can do.

Recently, this criterion of understanding has been called authentic assessment in the sense
that the pupil’s performance unambiguously indicates that the pupil has understood the
true or authentic concept, skill, or disposition.

Principle 2:
Creating a Learning Community

None of the other goals will be forthcoming unless the school itself is, in all aspects of its
operation, a model of the community values—decency, honesty, integrity, democracy,
altruism—that it hopes to have its pupils acquire. More than outcomes in their own right,
these values are inherent in, and inseparable from, the negotiated dialectical process that
yields understanding.

The tone of the school should make it clear that school is a place where serious and
important work takes place, a place where professional people practice their profession,
and so forth. The importance of the work conducted in the school is reinforced and
enabled by the involvement of other important people in the community, especially parents
and other supporters of the pupils, who, along with the teachers, make it clear that they
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also are learners whose own understanding is enhanced by the interactions with all
members of the school community.

All the features of Principle 1, in other words, apply to this principle, and in fact to all
the remaining design principles—and vice versa.

Principle 3:
Goals of the School Apply to All Pupils

The limits of any pupil’s potential achievement in a subject area cannot be predicted in the
behavioral sciences with a confidence that would permit the school to have standards for
some pupils that were lower than the standards for other pupils. Based upon our current
knowledge of cognitive science, there would be no justification in concluding that a child
was capable of understanding only some of the algebraic manipulations that needed to be
taught. The fact that some children are harder to teach than others does not warrant the
school’s holding hard-to-teach children to lower standards of learning and understanding.

The entitlement to understand the curriculum, which is embedded in design
principle 1, is similar—from a policy perspective—to the American entitlement to drive a
car. The nation is committed to having a very wide spectrum of natural driving talent
accommodated on the highways through training, elaborate and expensive engineering
devices in automotive and traffic safety designs, insurance policies, and constant societal
intervention and vigilance. Far from an empirical question, the issue of each and every
student’s understanding, like having all citizens drive, is a matter of commitment to the
kind of inclusive society upon which a democratic republic depend.

Principle 4:
Career Long Learning and Development

Teaching makes a claim as one of the learned professions to the degree teachers can
demonstrate that they can do important things that few other college educated persons
can do. Only then will they be afforded the autonomy, compensation, and prestige of the
other professions. Teachers, in collaboration with their colleagues, should know enough
to be fully responsive to all the demands of the classroom, calling in expert help only in
rare instances when a problem exceeds their level of training and skill.

An inevitable consequence of the foregoing features of the PDS is that teachers must
continually learn and understand their work differently and more powerfully. Dialectic,
being inherently unpredictable in its course, minimizes the teacher’s dependence on the
routine and the tested. It requires the teacher, novice and expert alike, to continually
invent and discover, to be a cognitive apprentice and learn and understand teaching in the
same way the student comes to understand algebra.

The professional teacher, especially in the PDS, stands in sharp contrast to the traditional
professional who seemingly holds all the knowledge and all the power in the relationship
with the client and who, by that fact, is entitled to decide, alone or in consultation with
other professionals, what is best for the client. The consequences of the traditional
professional role are that knowledge is mystified and made inaccessible, social distance
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between the professional and client is increased, and there is no reciprocity of effort as it
is the professional and not the client who works on the problem.

As these consequences of traditional professionalism clearly would work against the
student’s understanding, it is no surprise that teachers must have another view of
professional work—work in which, by necessity, the client’s ability and talent is a
determining factor in the outcome of the professional’s work. Teaching is the prototypical
case for a view of the professional as a catalyst who creates the conditions in which the
client achieves understanding, health, justice, salvation—all outcomes of the learned
professional’s work.

Principle 5:
The PDS Research Mission

The engagement in inquiry that contributes to the scholarly literature is perhaps the most
novel and distinctive aspect of the PDS mission, as it carries the school beyond the level of
inquiry and reflection that is inherent in dialectical teaching for understanding. 

Status Enhancement

Engaging in educational research, even as a member of a research team, may increase the
teacher’s self-esteem and status, increase the teacher’s literacy, place the teacher on the
cutting edge, and prompt the invention of research-based innovations. Each of these is a
worthy outcome of a teacher’s participation in a research program, but none is sufficient
reason for bringing the research program to the PDS itself because there are more direct
ways of raising self-esteem, status, and increasing literacy, and so on.

Research is conducted to solve practical and theoretical problems so that knowledge
can be more complete and coherent. The test the PDS must meet is whether educational
research is improved by this new collaboration between university researchers and
classroom teachers.

Weakness in Traditional Educational Research

Until the last two decades, scholarship in education relied heavily upon findings from
other disciplines, particularly the behavioral sciences. The transfer of those findings,
collected in non-school settings, to issues of educational practice has been generally
unsatisfying. Within the last 20 years, however, the powerful methodologies of the
behavioral sciences have been turned on classrooms themselves, not just on distant
laboratory simulations of instructional settings with the result that life in classrooms has
been studied in such a way that fairly convincing and counter-intuitive conclusions about
schooling are now possible. How does the PDS improve upon this trend?

Researchers in the behavioral sciences, as was noted above, are identifying factors and
mechanisms that appear to operate uniquely in particular historical periods and contexts.
In earlier research paradigms these contextual and cohort-specific factors were controlled
experimentally or statistically because they were viewed as uninteresting noise or as
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factors whose investigation had to be postponed until better research techniques became
available.

The pervasive character of these situated factors, however, has meant that
consideration of these troublesome factors can no longer be postponed or ignored.
Substantial effects can be attributed now to factors that appear to be features of a
particular context, social or cultural group, gender, generational cohort, geographic
location, historical time period, and so forth (Murray, 1991).

The Particular Case

PDS inquiry is about understanding the particular case, while traditional university-based
inquiry seeks more universal explanations and contributions to general theory. PDS
research is about a particular student and his or her understanding of a particular idea. At
the moment, the powerful mechanisms embodied in the surviving large scale theories (e.g.,
Piaget, Vygotsky, Skinner, Kohlberg, etc.) provide helpful, but incomplete, accounts of
the rich case study documentation of classroom life.

The situation is not unlike Piaget’s rejection of traditional behavioral science methods
in his pioneering investigations of the young pupil’s thinking about basic school subjects in
favor of extensive dialectical interviews of individual children. The logic of PDS research
is in the tradition of the early Genevan work, and surprisingly, it is also in the Skinnerian
tradition of single subject demonstrations of the powerful local and contingent factors that
determine the events at hand.

Theoretical Contributions

While the outcome of PDS research is inherently particular, its findings must be
accommodated in the end by large scale theories. It is not widely appreciated that
cooperative research projects, between developmental psychologists and teachers, have
advanced the field at a theoretical level. Throughout the 1960s and early 1970s, for
example, researchers all over the world confirmed the young child’s inability to take the
point of view of another (egocentrism). In fact curriculum and instructional designs
routinely accepted the immutability of the young child’s limited competence (Cox,
1980).

When teachers and mothers entered graduate programs in substantial numbers in the
1970s and researched these issues, they, based on their unique familiarity with children,
devised experiments that showed that young children were able to take the point of view
of others. Young children, for example, were found to reduce the complexity of their
speech when they spoke with even younger children, and they would select different toys
for a younger child than they would select for a peer (Cox, 1980).

These inquiries led to a re-evaluation of the child’s cognitive competence that in turn
supported the invention of pedagogical techniques, like cooperative learning and
reciprocal teaching, that now presuppose the young pupil’s competence to take the point
of view of another pupil (Murray, 1992). It would not be hard to document other cases
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where the unique perspectives of school teachers and specialists have shaped the prevailing
academic learning and developmental theories (Fosnot, 1989).

Principle 6:
Inventing a New Institution

Obviously, the school must be organized and financed in a manner that allows the
foregoing principles to be salient features of the school. Like all other professionals, the
teacher would need time for reflection, planning, and consultation (Stigler and Stevenson,
1991).

The increase in the proportion of personalized and dialectical instruction means, of
course, that teachers will need time to work with all pupils on an individual basis during
the school day and to evaluate the pupil’s exhibitions of his or her understanding of the
curriculum. In time, as increasing professional competence warrants it, and as the
teacher’s need to rely upon support staff outside the classroom is reduced, class
enrollments could be brought in line with the overall funded teacher/ student or unit
count ratios.

None of the goals of the school can be accomplished unless the teacher has the time to
know each student well. Every goal is compromised when there is insufficient time for a
genuine interaction between the teacher and each pupil.

Integrated Support Services

A common coordinated plan of operation, following the principle of distributed
intelligence, is essential if the mission of each teacher and each of the separate state
agencies that have responsibility for the welfare of children is to be achieved. The school is
a sensible central point for the delivery of services that will increase the likelihood that
pupils will understand their lessons. A team approach is required in which representatives
of each children’s service agency coordinate efforts on the child’s behalf so that each
member of the team is fully aware of the other’s activities.

Decision-making in the PDS

The implementation of the PDS rests upon the PDS staff’s ability to be thoughtful about
the design principles and to make decisions in light of them. Good decisions could be said
to have three connected components that, if attended to, should increase the likelihood
that the decision will be correct, effective, and wise.

1 Is the decision informed; is it grounded in the pertinent academic literature and a
sound reading of the local context?

2 Is the decision rational and coherent? Is there a clear rationale for the decision, a
rationale which often must go beyond the scholarly literature on the subject?

3 Is the decision realistic? Is there a feasible plan for the implementation of the decision?
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Adherence to the PDS six design principles rests with the school’s awareness of what
others have thought and written, a clear-headed analysis of the local context, a reasoned
formulation of a decision that shows how it flows from the literature and the analysis, and
a strategy for implementing the decision that shows how it will bring about the results the
decision was meant to accomplish.

Like the six design principles and the criteria that define each, the answers to these
three questions presumably influence each other. The answers are not linearly linked in a
causal chain in which the former determine the latter. Rather the causal chain between
them is reciprocal and interactive. The discussions among the faculty of the school that are
needed to formulate a good plan of implementation, for example, can be expected to
shape the answers to the other questions—the decision itself may change and evolve
differently and the literature that was truly relevant to the decision may be seen
differently.

The answers to the three questions are dependent upon the PDS staff s capacity for
local inquiry, which is why the PDS research mission distinguishes the PDS from other
school reform strategies and why the PDS reform is so critically dependent upon a deep
understanding of the PDS design principles by the faculty and administration of the
school.

The emergent literature on Professional Development Schools indicates that efforts to
create these schools have proceeded to the point at which individual schools and
universities have agreed to declare that a PDS has been 222 initiated, but not to the point
where there have been documented improvements in student or teacher learning and
understanding as a result of the PDS innovation (Abdul-Haqq, 1992; Winitzky, Stoddart,
and O’Keefe, 1992). The literature also draws attention to several practical obstacles to
PDS reform—increased costs (e.g., $48m for 18–24 PDS’s in Michigan), teacher and
faculty workload issues (equity, tempo, rewards, autonomy, cultural sensitivity), time
constraints inherent in collective bargaining provisions, state inservice regulations, the
university rewards structure, equity and access for non-PDS schools, top—down versus
bottom-up initiation strategies, and so forth (Nystrand, 1991; Rushcamp and Roehler,
1992).

In the few instances when adequate provisions for these practical matters have been
made, successful outcomes are not assured, however, because the obstacles to PDS reform
are often deeper. The parties to the reform, even when they adopt a new technique, often
do not understand the reform slogans or goals of the reform in a way that allows them to
profit from the adoption of an innovation (Brown, 1991). Hampel (1992), for example,
has documented a four year state-wide effort in Delaware by 15 schools to take on the
attributes of the PDS and found that while some school practices changed (e.g., an
increase in team approaches to instruction), the changes were fragile and not conceptually
based. Thus, like school subjects learned, but not understood, the reforms are short-lived
and deprived of the flexibility that characterizes knowledge.

The very goals of the PDS need to be applied to the reformers themselves because
there is a resistance to press the implications of the reform goals to the point where they
make a difference in the reformer’s understanding (Farnham-Diggory, 1990). Too often
these implications are seen in isolation and only in the negative; as what they are not—
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exhibitions and authentic assessments are not standardized tests (when, of course, they
could be), but it is not clear what they are. Less is more means only less will be covered
with little sense of the more that will result, all kids can learn means that special education
will be eliminated, but not what will replace it. Hard thinking is needed about the
practical implications of these innovations; what they are, why they are necessary, and
how they qualitatively change schooling.

Failure to understand the implications of the all kids can learn, reform slogan, for example,
proved to be a crippling obstacle to one of the Delaware school’s reform aspirations
(Hampel, 1992). Should this Delaware school, for example, have implemented fully the
research finding, confirmed in hundreds of studies over decades, that student achievement
is higher overall when students of different abilities are taught together than when
students of differing abilities are taught in separate classrooms? Or is this research flawed
because the measures of school success were too modest, or because the most able
students were never really challenged, or because the tests of ability were poorly related
to the lessons? Or is the research literature largely irrelevant because the issue is about the
kind of society we want, not how hard it is to achieve it? Is the issue akin to the nation’s
goal, mentioned earlier, of having nearly all its citizens drive cars by re-engineering the
driving task so that wider bands of the driving-talent spectrum can be accommodated on
the roads? The Delaware experience indicates that the implementation of the PDS is
critically dependent on the issue of how well the reformers answer the foregoing
questions.

Three Tests of Misunderstanding

There are at least three indicators that the reformers have not understood the PDS design
principles.

1 One is the failure to see that the principles are interconnected and that none can be
implemented without the others. These principles are inter-related and are
implications of each other. If any one were truly present, the others would be joined
with it, and similarly the denial of any one undermines the others. Less is only more
if each student understands; she will not understand if she is not expected to, nor if
the principles of active cognition are violated and so forth.

2 A second is that the principles are not new, but have clear antecedents in historical
practice and theory (Farnham-Diggory, 1990).

3 The third is the failure to see that the principles are developmental and cannot, as a
result, be achieved quickly. The PDS design principles entail qualitative or
developmental change on the part of the school. Changes of this sort, in contrast to
quantitative or learned changes, cannot be accelerated (Murray, 1991); sudden or
effortless changes, in fact, are taken by developmental psychologists as a sign that the
change was not developmental or fundamental, but rather a change that is
temporary, caused by a peripheral mechanism, and not authentic.
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Smith (1989) has shown in another Delaware PDS site that even under ideal teacher-
coaching conditions—one on one—highly motivated, knowledgeable, and experienced
teachers were still unsure and shaky after 10 months of practice in their efforts to
implement a PDS teaching technique. Even though they had practiced the technique in a
variety of settings, had video and stimulated recall analysis of their teaching performance,
and had personal feedback of their efforts, they were at risk whenever the lesson took an
unusual turn (Smith and Neale, 1990). 

In summary, each principle for the design of the PDS is derived from the literature,
represents a qualitative change in school practice, and can be derived from the other
principles. Schools that drive toward understanding (principle 1) cannot set the principle
aside for some students (principle 3), nor can they succeed without a school-wide
approach (principle 2), or without a professional teaching staff (principle 4) that has a
capacity for inquiry (principle 5) embedded in a new organization and decision-making
system (principle 6). Similarly principle 5 (inquiry) cannot be implemented independently
of principles 4 (community) and 6 (new organization) in the service of 1 (understanding)
and 3 (same goals for all) by the staff described in 2 (professional teachers). Principle 3
(same goals for all), to take another example, only makes sense, in terms of principle 1
(understanding) and is feasible only if the other principles are in place in the school’s
design.

Finally, it should be clear that the PDS is connected, not just to the university teacher
education program, but to every other stock holder in the reform of schooling. The PDS
is the place where all the elements of educational reform come together—the
community, the school board, the teacher, the pupil, the principal, the social service
agencies, the district, the university school of education, and the university academic
disciplines.

New Instructional Arrangement

One of the more far reaching proposals for restructuring teacher education, apart from
the invention of the PDS, is the notion that educators should be educated as they would
function. Since we increasingly expect that teachers, counselors, school psychologists,
curriculum specialists, and administrators should work as a team, it would follow that
future educators, despite their delineated roles and licenses, should be grouped as cohorts
or teams and be educated with that outcome in mind.

Along the same lines, it follows that as much of the professional curriculum as possible
should be common to each of the professional roles. The recommendation is based upon
more than the efficacy of team-based problem solutions. It is based also on the fact that
each of the professional education roles—teacher, counselor, administrator, etc.—is
legitimized by its unique hypotheses and suppositions about the underlying causes of a
student’s performance. When the student habitually fails to learn his lessons, for
example, each professional specialist offers its own group’s explanation for the event. The
special educator sees the student’s chronic failure as a matter of an inappropriate
curriculum or pedagogy, the counselor sees the problem as a matter of a cluster of non-
school factors (e.g., the student’s self-esteem, anxiety over non-school issues, family

THE CHALLENGES TEACHER EDUCATION PRESENTS FOR HIGHER EDUCATION 77



dynamics, etc.), the school psychologist often sees the problem in terms of the student’s
tested ability, the administrator may see the difficulty in terms of the school’s organization
or student grouping or promotion policies, and so on. The point is that each specialist,
like the blind discovering the elephant, has an explanation of the student’s problem that
could benefit from the others’ perspectives. The education of each should be arranged so
that, as often as possible, each has the opportunity to validate and confirm the limitations of
his or her own guild’s perspectives through the intellectual challenge of other educational
specialists’ interpretations of the same events.

New Students

Nearly every reform group has seen the need to expand the composition of the cohort of
professional educators to include members of several under-represented groups. Special
efforts are called for, like the Holmes Scholar initiative, to recruit people of color into the
ranks of the next generation of the education professorate. Currently, there are stark
under-representations in professional education of people of color, men and women in
selected teaching fields and roles, and over-representations of low scorers on academic
measures of prior accomplishment everywhere in the system.

New Scholarship

Contemporary educational scholarship is largely derivative and on the margins of theories
and research tools developed in other disciplines. What is needed in our field is inquiry
about the particular case in addition to traditional university-based inquiry that seeks more
universal explanations and contributions to general theory. Professionals require research,
and research techniques, about a particular student and his or her understanding of a
particular idea, for example. This is the reason research in the PDS is directed at local
action and the particular child. It is about matters that apparently are not penetrated easily
by traditional experimental designs that employ controls for chance and other seemingly
irrelevant factors. It is research, in other words, that serves the needs of professionals who
work in particular places.

The Need for Partnerships

No matter how successful the ed school would be in creating a new curriculum for new
students in new settings working with a new kind of ed school faculty member, and so
forth, the problems ed schools and public schools face still might not change very much
because there are large-scale factors operating outside the academy that impact the
academy’s work. For this the problems of American education, let alone teacher
education, are beyond the capacity of universities to solve on their own, no matter how well
they might conceptualize and administer their teacher education programs.

The problem is that the proper work of the various agents in the profession of
education do not intersect or overlap. Each stops short of what is needed—the university
gives a degree based upon requirements that are rational only within the academy, the

78 FRANK B.MURRAY



reform organizations and policy-makers publish reports and take no further action on
them, commissions announce or assert standards but have neither the will nor the capacity
to enforce them, unions write contracts that preserve the current arrangements, school
boards and administrators settle for order and peace in their schools, teachers strike
Horace’s compromises everywhere, and the public has a romantic view of schooling that
was forged in childhood memories and storytelling.

Having a problem, such as universities have in a case like this, however, is not a
sufficient condition for the formation of a partnership as there are other time-tested ways
to solve problems that cannot be solved alone—consultation, or cooperation, or
collaboration, for example. In these instances, the parties who seek to solve their problems
by consultation, cooperation or collaboration with others, are invariably approaching the
problem as they would have approached it alone, but now they have more strength or
resources to accomplish what they attempted on their own. Thus, universities, following
this line of approach, would improve the quality of their degree programs quantitatively—
with more topics, more credits, more clinical experience, more arts and science
requirements, better management, and so forth.

In partnerships, however, the parties do not do what they would have done alone, but
now do jointly. A partnership is a new entity in which each member’s work changes by
virtue of its place in the partnership. Successful partnerships depend upon the formulation
and acceptance of genuine and important problems that each partner has and cannot solve
on its own. It is not just that the parties who have and cannot solve a problem collaborate,
pool resources, form a confederation and simply coordinate their work more effectively.
In that instance their work is essentially as it was before the confederation, but now it is joint
or coordinated.

Some problems are complex and simply will not yield to more and better coordinated
effort and in those cases new entities and organizations may need to be created, whose work
—collectively—is qualitatively different from what it would have been before the
partnership was formed.

The kind of partnership teacher educators seek and require to accomplish their goals is
likely to adhere to the following principles:

1 That it be informed and based upon scholarship and research.
2 That it include all parties in the profession.
3 That it include all levels in the field from local schools, through districts, through

state and regional groupings to the national level.
4 That the local partnership be a microcosm of the national partnership with all the

local counterparts of the national groups actively participating.
5 That it be democratic, i.e., all voices in the partnership at each level have influence in

the governance and work of the partnership.
6 That the partnership be a community of inquiry and scholarship, a learning

community as it is sometimes put.
7 That it build a consensus for professional action and that its members be committed

to taking action.
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As an example of the kind of problem that surrounds university degree programs for
educators and why university partnerships with the organizations and agencies outside the
university are critical to the very design of the degree program, consider the following
issues in the mere alignment of academic degrees with other factors in the teacher’s
career:

1 The BA and/or MAT degree requirements ought to be necessary and sufficient for
the State license standards as they might also be embedded in INTASC, NASDTEC,
or the Praxis series standards and rubrics. Similarly, the degree requirements would
be compatible with accreditation standards (e.g., NCATE) for the institution, the
university’s promotion and tenure standards for the faculty’s work, and the
university’s standards for the faculty members’ own doctoral degree.

2 The school district’s hiring and tenure decisions should also be based upon criteria
that are connected to the former. These decisions also need to be supported and
reinforced by the collective bargaining agreements the district and the professional
association negotiate. Further, and more difficult, these decisions need to conform to
the public perceptions and expectations of the teacher’s duties and performance.

3 The MA or MEd degree requirements, linked as above to the BA/MAT degree, should
also be connected to the NBPTS standards. And these in turn need to be connected
to the acquisition of skills, knowledge, and dispositions associated with advanced
professionals—counselors, psychologists, administrators, specialists, and so forth;
that is, they must support the development of complete teachers, who require less
and less assistance from experts who work outside the classroom.

4 The PhD/EdD requirements should similarly be linked to the further acquisition of
complete teacher competence, but now include the research skills of the clinical
faculty member, the teacher or the teachers, who has a leadership position in the
PDS.

5 Finally, there is the perfection of the clinical faculty/classroom teacher role, which
entails an ongoing connection with the university as an instructor in the university’s
degree programs, particularly in the segments that are located in the PDS. Clearly,
the alignment of all these factors requires that all parties with direct responsibility for
each factor must be part of an entity devoted to their overlapping interests and has its
own responsibility for the intersection of their separate responsibilities. The
alignment also entails a reciprocal influence among the factors as each one causes
nonlinear changes in the others.

In conclusion, professional decisions have the following interactive and reciprocally caused
components. Each evolves over the course of a professional career and each is linked to
the mission of the university and its school of education. They are based, for the sake of
explication, on three interrelated factors:

1 Professional knowledge—which in turn has at least three components. Scholarship
or what is known, research which is devoted to the gap between what scholarship yields
and what is needed for adequate professional knowledge, and experience that serves
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the professional who has to act before the research is successfully completed and/or
the scholarship is mastered.

2 Intention—a decision or formulation or an idea of what a professional should or would
do.

3 A professional act—which reciprocally interacts with the student’s actions and those
of other professionals and is inextricably connected to the reservoir of professional
knowledge and intention.

Each component, presumably, evolves over a career. Teaching actions, for example, that
were based initially upon the teacher’s assumption of full responsibility for the student’s
learning, shift toward more mature and advanced teaching actions in which the student
takes greater responsibility for her learning. Thus, we expect to see a progression from
the naive and spontaneous teaching skill of show and tell, through discussion regimes, and
through cooperative and reciprocal learning formats, to dialectic. As these advanced
professional actions are often counterintuitive and rarely found in the naive and
spontaneous approaches, they are themselves dependent upon a program of instruction of
the sort called for in the modern university-based teacher education degree program. In
this resides the case for the continuation and enhancement of professional education
programs at the university and college.
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6
The Problem of Evidence in Teacher

Education
Mary M.Kennedy1

The current wave of skepticism about the effects of teacher education is not new. Almost
since its inception, the need for, and value of, teacher education has been doubted by non-
teacher educators. Some of these doubts stem from beliefs that teachers are born rather
than made, some from beliefs that the practice of teaching is not particularly difficult, some
from beliefs that teaching can only be learned in the doing. For their part, teacher
educators have conducted research on the effectiveness of their efforts, in part to learn
how to improve their practices, but also in part to defend themselves from external
skeptics.

Several years ago I reviewed these approaches to research on teacher education with an
eye toward their potential to help teacher educators understand their practices (Kennedy,
1996). My aim in this chapter is to examine the same approaches, this time from the
skeptic’s point of view.

Five broad strategies, or genres, for research in teacher education have been and are
still in widespread use. They are summarized in Table 6.1. Each offers us a glimpse of one
aspect of teacher education and one aspect of its influence on teachers, but none is broad
enough to capture the entire story. Indeed, if a study were sufficient to capture the entire
story, it would be so hopelessly difficult, timeconsuming, and expensive to complete that
it will probably never exist. As I review each genre, I ask three questions of it. First, what
aspects of teacher education does it look at? Second, what outcomes does it look at? And
third, on what basis does the research argue that there is a causal relationship between
these aspects of programs and these outcomes?

Multiple Regression

The first genre, multiple regression, is most familiar to skeptics of teacher education and
least familiar to teacher educators themselves. Researchers working within this genre are
not testing any particular theory about teacher education. Instead, they are engaged in a
relatively open-ended search for contributions to pupil learning, and one of the possible
contributions is teacher education.

These studies were originally stimulated by, and are based on, the Equality of Educational
Opportunity (EEOS) Study (Coleman, 1966), and many actually used the EEOS data. One
of the earliest and best of these studies was conducted by Eric Hanushek (1971, 1972). He
began by asking whether teachers differed in their    ability to increase student
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achievement, after taking into account the child’s initial achievement and various aspects
of the child’s background. Hanushek found that teachers did make a difference. That is, the
teacher a child happened to have could significantly influence the child’s achievement
growth for the school year. Seeing that this was the case, Hanushek then tried to see
which particular teacher characteristics seemed to account for these differences. Among
the variables Hanushek examined were the teacher’s college major, the number of hours
of graduate coursework teachers had taken, and the length of time since the teachers’
most recent educational experience. Hanushek found that neither college major nor the
number of graduate credits teachers had taken were significantly related to student
achievement. Variables that were related, on the other hand, included the teachers’
general verbal ability and the recency of their last educational experience. These two
variables do not necessarily reflect teacher education courses per se, although verbal
ability may reflect the teachers’ college education in general. The recency of the teachers’
educational experiences may reflect either the nature of the experiences or the teachers’
interest in continued professional learning.

Another important study that focused on teacher education was done by Murnane and
Phillips (1981). Like Hanushek, they began by testing to see whether teachers made a
difference, found that they did, and then tried to see what aspects of teachers seemed to
account for these differences. But instead of generating a single equation which included
all possible contributions to student achievement, they developed two separate equations,
one of which included measures of teacher behaviors (e.g. circulating around the room to
correct seatwork, use demonstrations, make students repeat poor work, etc.) and the
second of which included measures of teacher characteristics (e.g. years of experience,
possession of a masters degree and prestige of college attended). Their data indicated that
teacher behaviors were better predictors of student achievement than were teacher
characteristics. Moreover, of those characteristics that Murnane and Phillips examined,
neither of their education-related variables—possession of a Masters degree or prestige of
college attended—appeared to be relevant to student achievement.

Many skeptics of teacher education reside in the policy community, and they may be
more aware of this body of research than of the others that I describe below. If these
multiple regressions were the only studies available on the merits of teacher education, it
would be easy to conclude that teacher education contributes very little to teaching. But
there are some weaknesses in this genre, and these need to be considered before a conclusion
is drawn.

Aspects of Teacher Education Examined

The aspects of teacher education that these researchers examine are often relatively crude
quantifiable indicators such as whether or not a teacher has a teaching credential, whether
he or she has a masters degree, or, occasionally, the number of teacher education courses
the teacher took in college. These measures may not be very meaningful, for two reasons. 

First, virtually every teacher in these studies already holds a bachelors degree and is already
certified to teach. The percentage of teachers lacking a bachelors degree was only 7 per
cent in 1966, and has since fallen to less than 1 per cent (National Center for Education
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Statistics, 1989). Presumably, then, virtually all of these teachers have attained the
minimum educational background required for teaching. The variations that are measured,
therefore, are not variations in the required core of teacher education, but instead
variations in what other educational courses teachers have elected to take.

Second, since the United States does not have a centralized curriculum, and since many
states give teacher educators considerable leeway in their program designs, teacher
education programs can look remarkably different from one institution to the next. One
recent study suggested that the number of education credits required by each state ranged
from 18 to 90 for elementary teacher candidates (Council of Chief State School Officers,
1988). Not only does the number of education courses taken differ, but their content and
character differ as well. These differences reflect different ideas about what teachers need
to know and about how teachers learn. By failing to measure the substantive differences
among programs, researchers in this genre may miss the very aspect of teacher education
that is most likely to make a difference. Moreover, because there is so much variation in
the content and character of teacher education programs, measures of the amount of
teacher education do not measure of a unitary thing. Some teachers may have received
extensive education in a mediocre program while others received modest education in a
very good program. It should not be surprising, therefore, that these measures generally
do not correlate highly with measures of student achievement gains. When a
measurement scale does not measure a unitary thing, it is hard to show a relationship
between it and other things.

A recent study by Ferguson and Womack (1993) corrects this problem in two ways.
First, instead of simply tallying up courses, they document the actual courses students
took during their undergraduate preparation and correlated the presence or absence of
each course with teaching performance during student teaching. Second, instead of using
presence or absence of a disciplinary major as their indicator of subject matter knowledge,
they use both grade point average within the subject and score on the subject matter
portion of the National Teachers Exam (NTE). With these alterations in method, the
researchers found substantial relationships between the teacher education courses that
teacher candidates took and the quality of the teaching they demonstrated.

Outcomes

Researchers practicing within this genre take student achievement, or better still, gains in
student achievement, as their primary outcome. Since teachers often aim to create
benefits to students that extend far beyond those measured by achievement tests, student
achievement outcomes measure some, but not all, of the important goals of education. In
fact, whether such tests even measure the most important outcomes of schooling is a
contentious issue in the current reform rhetoric. Gains in student achievement, then,
constitute a very narrow outcome for estimating the contributions of teacher education to
teaching.
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The Logic of the Argument

The logic of these studies goes something like this: if teachers who have taken more
credits in teacher education foster greater gains in student achievement than teachers with
fewer credits (after taking into account differences in entering achievement, family
background, and so forth) then these teacher education courses have made a difference.
Because such differences have rarely been observed, researchers within this genre tend to
be skeptics and often argue against policies that require teachers to take certain numbers of
credits, or that pay teachers more if they have masters degrees, for instance (see, e.g.
Murnane et al., 1991).

Studies in this genre also depend heavily on the ability of complex statistical techniques
to ferret out extraneous variables that can influence student achievement —variables such
as the child’s family background, for instance. The success of each study depends on
whether the researcher captures all the relevant variables, and studies can differ
substantially in their thoroughness. But there are always influences that cannot be
measured. Take, for instance, school climate. There is ample evidence that school climate
contributes to student achievement (Brophy and Good, 1986), but less is known about
how and why school climate matters. But suppose that the reason school climate
contributes to student achievement is because it enables teachers to teach better. If that is
the case, then the effects of the teachers’ educational background might be masked by
variations in school climates. It may be that teachers’ educational backgrounds make a
difference within each school climate, but these effects are not apparent when a wide range of
school climates are involved in the study. Or, it is possible that teacher education only
makes a difference within reasonably positive school climates, and that teacher education
cannot help teachers teach better when they are working in especially difficult schools.

These caveats should not be taken as an excuse for teacher education, however. No
doubt a skeptic would respond to these arguments by pointing out that teacher education
should have a strong enough impact that it can be seen in any school climate. Still, there
are enough limitations in this research genre that it cannot be depended upon to provide
unambiguous evidence for the merits of teacher education. The aspects of teacher
education that it measures often are degrees, quantities of course work, or courses taken
after the bachelors degree, rather than quality or content of these courses. The outcomes
it measures represent only a narrow slice of the outcomes teacher educators hope to
influence, and to the extent that its arguments about the relationship between teacher
education and student achievement are based on incomplete lists of possible influences on
student achievement lacks credibility. 

Follow-up Surveys

While multiple regression studies are most common outside of the teacher education
community, the most common genre within this community is the survey of graduates.
This genre is popular in part because it is relatively inexpensive and simple to do, and in
part because the accreditation system devised by the National Council for Accreditation of
Teacher Education (NCATE) has traditionally required some form of program evaluation.
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Adams and Craig (1983) surveyed teacher education programs in 1980 and found that 74
per cent claimed to be conducting some sort of follow-up of their graduates.

These surveys generally use one of two strategies to estimate the contributions of
teacher education. Either they ask teachers to assess their own knowledge and skills—that
is, to assess their own ability to teach—or they ask the teachers to assess the merits of
particular courses within the program.

Pigge’s (1978) survey, though old, is a good example of the genre. Pigge developed a
list of 26 competencies taken from the Bowling Green curriculum on which the
respondents were to rate themselves. On Pigge’s five-point scale, most self-assessments
were quite high. The lowest average self-assessment was close to the mid-point of the
scale. Few teachers, then, viewed themselves as seriously lacking in any of these teaching
competencies. Pigge also asked teachers to estimate how important these various
competencies were to their work and to indicate where they learned these competencies.
Generally speaking, teachers thought that the competencies most necessary to their work
were learned on the job, whereas those considered least necessary were acquired in their
teacher education programs.

In an interesting study by Clark, Smith, Newby and Cook (1985), teachers were
observed in their classrooms and then asked where they got the ideas for what they did.
The most frequently cited source for a teaching idea was that the teacher generated it
him- or herself. Second most prominent was the cooperating teacher with whom the
teacher had undergone student teaching. Teacher education faculty were given credit for
only 17 per cent of the practices teachers were asked about.

The vast majority of follow-up surveys are intended for use only within a particular
institution. Many are circulated only within their institutions, and many others are
circulated only through the ERIC (Education Resource Information Center) system. Only
a few are published in journals. This means that policy-makers and skeptics are not likely
to have seen any of these studies. In fact, teacher educators themselves may not know
much about findings from other institutions. However, occasionally, a non-teacher
educator conducts a follow up survey, and these surveys tend to have wider audiences.
One such survey was conducted by the National Education Association (NEA). NEA
surveyed its members and asked them to evaluate the contributions of 14 different sources
of knowledge about teaching, one of which was preservice teacher education (Smylie,
1989). The preservice teacher education program was ranked by these teachers 13th out
of 14 sources of knowledge. The highest-rated sources of knowledge were direct
experience, consultation with other teachers, and independent study and observations of
other teachers, all of which are entirely in the control of the teacher him or herself. The
only source of knowledge rated less useful than undergraduate teacher education was
school district sponsored inservice programs. To the extent that policy-makers and
skeptics have any exposure to this genre of research, their exposure will be to studies like
this one rather than to studies conducted by individual institutions. But this study and
others like it, does not help the cause of teacher education.
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Aspect of Teacher Education Examined

Most follow-up surveys ask graduates to assess particular program offerings—the math
methods course, the student teaching experience, or the placement service. These
program features are of less interest to the field as a whole than they are to the particular
institutions which provide them. In fact, the more useful a survey becomes to its own
institution, the less useful it will likely become to others, for local utility depends on forming
questions that are highly specific to the local situation. The genre was never intended for
use beyond the particular institution.

Outcomes

Almost universally, follow-up surveys depend on teachers’ judgments of their own
knowledge or skill, or of the value of the courses they took, as their indicator of program
impact. Most surveys provide the teacher with a list of knowledge or competencies or a
list of program courses, and ask the teachers to rate themselves or their alma mater on
something like a five-point scale.

Reliance on teacher judgment is a substantial limitation in these studies, for several
reasons. First, we don’t know what criteria teachers use when they make these
assessments, or whether their criteria would be the same as an independent observer’s
criteria. Koziol and Burns (1986) found that teachers’ self-assessments could be developed
to agree more with assessments of independent observers by focusing the assessment form
on specific situations (e.g. first-period social studies or the teaching of a particular body of
content), rather than on teaching in general, and by using the same set of questions on
repeated occasions. In this way, teachers had a chance to learn to attend to those practices
that the researchers were interested in. These conditions, however, are never met in
follow-up surveys.

Teacher self-assessments may also be influenced by emotional responses to the initial
difficulties of developing a solid teaching practice. Gaede (1978) found that teachers’ self-
assessments gradually increased as teachers moved through their teacher preparation
programs, but decreased substantially during their first year of teaching. Certainly these
teachers did not suddenly know less than they had known when they were seniors, but
just as certainly, they felt they knew less once they encountered the demands of real
teaching.

Similarly, when a teacher claims a program has contributed to her knowledge or skill,
or has not contributed to her knowledge or skill, we don’t know how accurate these
judgments are. It is highly likely that teachers do not recall what they knew or were able
to do five years earlier. Strang, Badt, and Kauffman (1997) provide some evidence that
teachers cannot accurately recall their prior capability. They measured teachers’ skills
both before and after a program treatment, and they also asked teachers afterward to
estimate the degree to which they had changed during the program. The researchers’
independent assessment of teacher change showed their proficiency moving from 52 per
cent to 87 per cent on their performance scale. However, the teachers’ assessments of
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their own change indicated movement from 81 per cent to 85 per cent. Teachers,
therefore, may not be good judges of whether they have learned from a program or not.

Generally speaking then, outcome measures employed by follow-up surveys are
weakened by their heavy reliance on teachers’ judgments of themselves, of their own
growth, and of what their programs might have contributed to their growth.

The Logic of the Argument

The logic of ‘ask the teacher’ studies goes something like this: If teachers who choose to
respond to the survey (and this is a big if, for response rates on these surveys are often
very low) claim they are competent in certain areas, or if they claim they have (or have not)
learned something valuable from their teacher education programs, they are probably
correct. Since follow-up surveys rarely directly measure teachers’ knowledge or skills, the
burden of the argument falls entirely on the teachers’ judgments.

These studies are also weak in that, like the multiple regressions, they usually fail to
take into account the teaching context. Some teaching situations are far more challenging
than others, some provide less assistance to new teachers than others, and some demand
different kinds of practices than their programs prepared them for. To the extent that any
of these contextual differences might influence teacher judgments, the findings are even
more difficult to interpret.

Thus, to make any sense of these data, we have to assume that (a) teachers use the same
criteria to judge themselves and their programs as teacher educators, policy-makers, or
educational researchers would use; (b) teachers’ assessments of their own knowledge and
skills, and of their prior knowledge and skills, are not influenced by their emotional
states; and (c) the context in which teachers are teaching has no bearing on their
assessments of themselves or their teacher education programs. I argued before that these
studies are of little use to policy-makers, but I also believe they are also of little use to
teacher educators. In fact, the negative evaluations teachers provided in the NEA study
could, when combined with multiple regression studies, enhance the skeptics’ case.

Comparing Credentialed and Non-credentialed Teachers

Another popular genre, used by both teacher educators and by their critics, consists of
comparing teachers with different educational backgrounds. Usually, these researchers
focus on a particular school district or geographic region, find all the teachers who have
provisional or emergency credentials, and compare them with teachers in the same region
who are fully certified. A recent variation on this theme is to compare teachers who
received their certifications through alternative routes with those who received traditional
certifications. Once two groups of teachers have been identified, the researchers observe
the classroom practices of both groups in search of differences. These studies offer several
advantages over follow-up surveys: they rely on an independent observer to assess the
teachers’ practice, they compare two groups who have different kinds of educational
backgrounds, and they often control for the influence of context because they sample
within limited geographic regions.
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The frequency of these studies waxes and wanes with the availability of non-certified
teachers. Many such studies were done in the early 1960s, when school districts
experienced serious personnel shortages and consequently hired a lot of provisionally
certified teachers (e.g. Beery, 1960; Hall, 1964; Gray, 1962; Bledsoe et al., 1967). The
recent introduction of alternative routes has spawned a new series of studies that compare
traditionally certified teachers and teachers certified via alternative routes (e.g. Cornett,
1984; Brown et al., 1989; Peck, 1989).

One early study in this genre which has often been cited as evidence against the value of
teacher education, was conducted by Popham (1971). Popham’s intent was to develop a
performance assessment of teaching. He devised several teaching units and then asking
both certified teachers and college students to teach these units. Each unit entailed 9
hours of teaching, and pupils were randomly assigned to teachers. Teachers were not told
how to teach the content, but instead were given only the instructional objectives and
some materials. (This study differs from most studies in this genre by using student
achievement as the outcome rather than teaching practices per se.) Popham found no
significant differences between students taught by certified teachers and those taught by
college students, and concluded that teacher education had not prepared teachers in a way
that made them distinctly different from ordinary, inexperienced, college students.

Dewalt and Ball’s (1987) recent study is more typical of the genre, in that it consisted
of observing teachers in their regular classrooms. Observers checked an observation form
each time they saw a particular behavior, and the behaviors they watched for were taken
from research literature on effective teaching strategies. In addition, the observers
specifically asked their teachers to demonstrate these competencies. Thus, their
observations do not reflect what teachers might normally do in their classrooms, but
instead reflected their ability to do these specific things on demand. One group of
teachers had taken no teacher education courses, the other had taken at least 12 credit
hours in teacher education but had not done student teaching. So the comparison really
asks whether taking at least 12 credits in teacher education makes a difference. The two
groups were found to differ on several variables, but the differences did not always favor
the same group. Behaviors that were more often demonstrated by teachers who had taken
at least 12 credits of teacher education were those having to do with creating a non-
punitive classroom climate and accommodating individual differences. Those that favored
teachers who had taken no courses in teaching had to do with holding students
accountable for their work and asking a wide range of questions about the material. These
researchers also found, incidentally, a wider variation in practices among the non-
prepared teachers than among the prepared teachers.

The studies in this genre are remarkably diverse in the outcomes they measure and in
the way they select groups for contrast. Not surprisingly, given this diversity, their
findings are mixed as well. Most reviewers of this genre (e.g. Haberman, 1985; Evertson,
Hawley and Zlotnik, 1985) perceive the overall pattern of differences as indicating that
teacher education does make a difference, though they also point out that these studies do
not take account of the content or character of teacher education programs. They share
this weakness with multiple regression studies. Now lets consider our three questions.
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Aspects of Teacher Education Examined

Instead of examining the particular courses teachers took, researchers in this genre usually
focus on entire programs, defining ‘teacher education’ as whatever set of courses the
teacher took in order to receive a certificate. The aspect of teacher education that is of
interest to them is the complete program relative to the incomplete, or non-existent,
program. Since skeptics are particularly critical of policies that require teachers to
complete programs in order to receive certificates, these studies are relevant to their
concern. And comparisons among different types of programs—for instance, alternative
routes versus traditional programs—are also of interest, particularly in policy climate that
encourage alternatives.

Many of these researchers also document the number of undergraduate, as opposed to
graduate, education courses taken by teachers in the non-certified group. An important
finding from this research is that very few provisionally certified or emergency certified
teachers have had absolutely no exposure to teacher education. Instead, they have taken a
few courses, but not enough to become certified. Thus, many comparisons are actually
between teachers who have taken everything that is required to become certified and
teachers who have taken some portion of the requirements. Still, these contrasts are
relevant, since both policy-makers and teacher educators expect the completed
undergraduate program to make a difference.

A significant weakness of these studies, however, is their failure to document which
courses were actually taken, or from which institution. As I noted above, the content and
character of teacher education can vary substantially from one institution to the next, so
that differences in conclusions among these studies could reflect differences in local
teacher education programs from which different samples of teachers are drawn.

Outcomes

Although a few comparison studies use tests of knowledge, such as the NTE or a state-
required test (e.g. Cornett, 1984), most depend on observations of teacher for their
outcomes. For such observations to be valuable, we would need wide agreement that the
practices they document are indeed valued. In fact, because ideas change over time
regarding what counts as good teaching, the observation systems change as well, with each
reflecting what is fashionable at the time the study was conducted. One could argue, of
course, that even though the criteria change over time, each criterion reflects views of
good teaching that would also have guided teacher education programs at the time the
studies were done. If this is true, it is not unreasonable to expect certified teachers to
perform better than non-certified teachers in these studies.

The Logic of the Argument

Studies in this genre actually represent a two-sided argument. On one side, skeptics
occasionally conduct such studies to see if teacher education hinders teaching. On the other
side, advocates conduct such studies to learn whether teacher education facilitates teaching.
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But there is a serious limitation to both sides of this argument, for neither side can be
certain that its two groups of teachers did not already differ before they enrolled in their
college programs. If those who enroll in teacher education are qualitatively different from
those who do not, these differences may still be contributing to teachers’ observed
pedagogies later on. And there is reason to believe that such prior differences exist.
Kennedy (forthcoming), for instance, found that different types of teacher education
programs tended to enroll teacher candidates who held different views, even upon entry
into the programs, and Skipper and Quantz (1987) found differences between freshmen
enrolled in liberal arts programs and those enrolled in teacher education programs.

In fact, even a finding of no difference does not avoid this dilemma, for it is possible that
different kinds of people enroll in different programs and that the programs washed out
the initial differences. Skipper and Quantz (1987) illustrate this point. They followed a
group of arts and sciences students and a group of teacher education students from their
freshman year through their senior year. They found that substantial differences existed
between the two groups as freshmen, but that these differences had disappeared by the
time the groups were seniors. No difference at the end of a program, then, means no
evidence that teacher education has hindered teaching, no evidence that teacher education
has contributed to teaching, and no evidence that different kinds of people enrolled in
different programs to start with.

Grossman’s (1990) comparisons of six novice teachers with different educational
backgrounds improves over many comparison studies in three important ways. First,
Grossman interviewed her teachers as well as observing them, and asked them where they
got their ideas for teaching. Many referred to specific teacher educators. Second,
Grossman visited the teacher education program attended by her sample of certified
teachers so that she could test the idea that the program in fact provided content that was
consistent with the ideas the novice teachers held. Finally, one of the certified teachers in
Grossman’s study had actually tried teaching earlier, and, based on this experience,
returned to college to obtain a teaching credential. This teacher’s recollections of the first
teaching experience provided yet another source of evidence to justify the inference that
credentialed teachers taught differently because of what they had been taught in their
teacher education program.

Overall, then, comparisons of credentialed and non-credentialed teachers focus on a
more relevant aspect of teacher education—completed programs versus altern-atives or
incomplete programs—than do follow-up surveys, and their outcomes are more relevant
as well, at least within the era in which they are conducted. But comparison studies suffer
a logic problem in that they do not enable researchers to separate the impact of the courses
or programs teachers took from the original beliefs or dispositions which may have
motivated some teachers to take formal course work in the first place, and motivated
others to enter the field later on.

Experiments in Teacher Education

The fourth way to find out whether teacher education makes a difference is to
experimentally test the effects of specific approaches to teacher education. This genre has
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been especially popular among people interested in microteaching, but experiments have
also been used to study the effects of hypermedia (Goldman and Barron, 1990), video
demonstrations (Winitzky and Arends, 1991), direct instruction (Klesius, Searls and
Zielonka, 1990) and a variety of other teacher education strategies. Generally, researchers
working within this genre contrast two or more approaches to teacher education in an
effort to discern the relative merits of each.

Experiments avoid many of the limitations of the first three genres. They always
contrast two or more clearly defined program variations, rather than leaving teacher
education undefined; they often assess teachers’ knowledge or skill prior to their
participation in the program as well as after it, so that they can be more sure that
whatever differences are eventually observed are due to program differences rather than pre-
existing differences; and they usually assess the outcome of interest directly, rather than
asking teachers to judge their own performance. In addition, they often randomly assign
teacher candidates to program variations to insure that groups receiving different
variations do not differ in their prior knowledge or motivations prior to participating. The
combination of these features gives experimental researchers a tremendous advantage
over those using follow-up surveys, those comparing credentialed and non-credentialed
teachers and those looking for predictors of student achievement. Experimental
researchers can ascertain how teachers differed both before and after program
participation, they know what the program actually did, and they often directly assess the
outcomes the program intended to influence.

Recently, as the popularity of microteaching has waned, experiments with other forms
of teacher education have begun to appear. One example is a series of studies reported by
Nancy Winitzky and Richard Arends (1991). These researchers first contrasted the effects
of visiting exemplary classrooms with that of observing videotapes, and found both to be
equally effective in helping teachers use cooperative grouping in their own microteaching.
In a second study, they contrasted two methods of developing novices’ intellectual
schemata regarding cooperative grouping, and in the third, they contrasted learning in the
exemplary classrooms with learning via microteaching, and found them to be equally
effective. Like many such studies, though, these studies did not follow the students into
their own student teaching experiences to see the extent to which they carried their new
skills into their own teaching practice.

Now let’s consider my three questions.

Aspects of Teacher Education Examined

More than any of the other studies, these studies tend to focus on specific approaches to
teacher education. Studies in this genre are especially relevant to teacher educators, but
are less relevant to policy makers and skeptics, for they do not address the value of entire
programs. Even for teacher educators, many of these studies suffer because they are too
short in duration. They may contrast relatively small program units—three weeks of one
approach versus three weeks of another, or even three hours of one versus three hours of
the other. They do this, of course, in part because smaller projects are easier to manage.
But evidence from such studies cannot be used to make larger scale changes in the
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structure of teacher education programs. Nor is it realistic to expect such brief
experiences to have lasting effects on teacher candidates.

Outcomes

With respect to outcomes, most of these researchers focus on teacher’s ability to perform
specific skills. The outcomes are directly relevant to teacher educators who want to
develop those skills, but often are limited in that they do not consider the teachers’
affective response to the skill. That is, it is possible for teachers to learn what the program
intends, and to perform it on demand, but to disapprove of it and never use it again once
the teachers are practicing independently. Knowing how to perform does not assure a
desire to perform, and many experimental studies have found that teachers learned the
target skills but did not practice them once in their own classroom.

The Logic of the Argument

The logic of these studies is persuasive: if teachers participating in one approach improve
their skill more than other teachers do, then this approach has a greater impact. Because
researchers have assessed their candidates’ skills both before and after the candidates
participated in these approaches, and because candidates are often randomly assigned to
approaches, experimenters can be more sure than other researchers that the outcomes
they observe do reflect program influence rather than sampling differences.

Overall, then, these studies are more relevant to teacher educators in the aspects of
teacher education they examine, more relevant in the outcomes they assess, and more
powerful in their ability to draw unambiguous findings regarding the relative merits of
one program approach over another. They do not, however, address the skeptics’
concerns, for they do not address the question of whether teacher education as a whole is
worthwhile, and they often fail to show whether even the unit they were experimenting
with had an influence on teaching practice once teachers graduated and began
independent teaching.

Longitudinal Studies of Change

The fifth genre, a relatively new addition to the field, involves following teacher
candidates as they proceed through their college education, gathering data on them at
several points along the way, to see whether and how their ideas about teaching change
over time. Researchers working within this genre want to learn what students are like
when they enter their programs, how they change over time in response to their
programs, and what they are like when they finish. Like experiments, these studies offer
us the advantage of being able to document change so that, if differences exist at the end of
the study, we can interpret these differences relative to differences that may have existed
at the outset. And like experiments, longitudinal studies usually involve looking at the
details of the programs in which students participate so that the relationship between
student thinking and program content can be examined. Unlike experiments, though,

96 MARY M.KENNEDY



these studies rarely allow us to compare students who participate in different kinds of
programs. While we learn more about how they change as they encounter particular
aspects of their programs, we cannot say with any confidence how they might have
changed if they had participated in some other kind of program.

Longitudinal studies have been especially popular among researchers who are
interested in the student teaching component of teacher education (Hodges, 1982;
Silvernail and Costello, 1983; Tabachnik and Zeichner, 1984; Goodman, 1986). In the
typical study, researchers contrast student-teachers’ beliefs or knowledge or skills before
and after they participate in student teaching. While these studies are valuable, and have
increased our understanding of student teaching, they leave untouched the center of the
enterprise—the large, diffuse, complicated web of courses and other events that we call
preservice teacher education.

One of the earliest and best examples of an effort to move this genre into the university
program is Feiman-Nemser and Buchmann’s (1989) study of teacher candidates
participating in two different teacher education programs. They followed six students
participating in two preservice teacher education programs, interviewing them on several
occasions about their understanding of what they were learning and about their views of
teaching. They also observed the teacher education courses these students took. Through
their descriptions of these students, they were able to demonstrate gradual shifts in views
and to demonstrate ways in which program content was sometimes misinterpreted by the
candidates. The study demonstrated the importance of candidates’ initial assumptions and
the ways in which they combined their own childhood experiences with the lessons they
were being taught to form their ideas about teaching and learning.

Another good illustration of this genre is Hollingsworth’s (1989) study of MAT
(Masters of Art in Teaching) candidates. She followed candidates through both university
courses and teaching internships. Through her investigation, she showed not only the role
that prior beliefs played in these teachers’ learning, but also how university learning
connected to practical experience. She found that candidates’ prior beliefs influenced
their receptivity to the program, and that they went through several distinct phases in
their practice as they tried to accommodate what they had learned in the program with
their classroom experiences.

Longitudinal studies range from cases of individuals (e.g. Valli and Agnostinelli, 1992)
to large-scale quantitative studies (Galluzzo, 1984). On the quantitative side, Galluzzo
gave candidates the National Teaching Examination (NTE) each year during their college
program. Interestingly, he found that scores did not change on the general studies portion
of the NTE, but did change on the professional knowledge portion. Quantitative studies
are particularly popular for assessing the impact of the entire college experience, and
Pascarella and Terenzini (1991) provide a remarkably thorough summary of this literature.

Kennedy (forthcoming) presents an example of a large-scale, but qualitative,
longitudinal study, the Teacher Education and Learning to Teach (TELT) study. TELT
researchers interviewed teachers and teacher candidates multiple times as they
participated in different teacher education programs. Her data allow us to see the initial
views of teachers entering these different programs, and to see how programs with
different content move teachers’ thinking in different directions. They also show,
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however, that different types of programs tend to attract teachers with different initial
beliefs. Two findings from that study are especially important. First, nearly every group
of candidates changed views as they moved through these programs, and these changes were
virtually always in the direction of the program’s substantive orientation. However, the
changes were not as substantial as teacher educators would probably want to see.
Moreover, because different programs had different substantive orientations, the net effect
across all programs could appear as if teacher education had not made a difference. That
is, some teachers moved in one direction while others moved in the opposite direction.

And now to my three questions.

Aspects of Teacher Education Examined

The aspect of teacher education that longitudinal researchers tend to focus on is the whole
program as it is perceived by the candidates themselves. That is, longitudinal researchers tend
to follow teacher candidates through their coursework, noting how the candidates
interpret and respond to the various courses that they take. Further, instead of allowing
official program rhetoric to define the courses students take, they often actually attend
courses with their sample students. This aspect of teacher education is more relevant than
that of experiments, since longitudinal studies tend to examine entire programs. It is not
clear whether this aspect of teacher education programs is of interest to skeptics or policy-
makers.

Outcomes

With respect to outcomes, longitudinal researchers tend to be more interested in
teachers’ beliefs and attitudes than in their tested knowledge or their teaching skills. The
importance of beliefs has become apparent in microteaching experiments, when teachers
learn skills but do not apply them. And the literature indicating the relationship between
beliefs and actions is growing as well. Often, however, these studies are limited because
they do not follow candidates into practice, to learn whether the changes observed during
a program extend into the teachers’ classroom practices. Thus, they document changes
during preservice teacher education, or during student teaching, but do not tell us
whether these changes are sustained later on or whether they actually influence teaching
practices.

The Logic of the Argument

Most longitudinal studies are based on the assumption that teacher candidates enter their
college programs with a set of initial beliefs that will influence their responses to the
courses they take. As candidates participate in teacher education courses, they incorporate
some new ideas, but they also reinterpret many of them to make them more consistent
with what they already believed.

Studies of change share with multiple regression a tendency to document a wide range
of variables, most of which are defined in advance. But whereas multiple regression
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researchers are measuring various influences on student achievement, longitudinal
researchers are measuring a complex of attitudes, values and beliefs and the multitude of
experiences that influence these. The success of longitudinal studies, therefore, can
depend on the theory of learning that guides data collection.

One difficulty that some such studies encounter is a confusion between change due to
normal maturation among college students and change due to program impact. The fact
that students are changing and developing over time does not necessarily mean that these
changes are a result of a program. College students are still in a highly formative stage in
their lives, and may be changing in several ways that have little to do with the particular
courses or curricula they encounter as students. Thus, the credibility of longitudinal
studies depends either on comparison groups, which permit changes to be contrasted
across program types, or on documenting the content of the program so that a clear
relationship can be shown between what teachers think and what they have been taught. 

Another difficulty that can arise in longitudinal studies derives from the number of
observations made on students. Students are often interviewed, or respond to
questionnaires, on numerous occasions, and it is highly likely that, over time, they learn
not only what they will be asked but also how they are supposed to respond. Thus there is
a chance that the researchers themselves are at least partly responsible for the changes they
describe.

Overall, then, these studies focus on relevant aspects of teacher education—
undergraduate programs and components within those programs, and on relevant outcomes
—changes in knowledge and beliefs about teaching. The logic is also sound, provided that
attention is given to sorting out natural maturation from program effects. To the extent
that longitudinal studies attend to whole programs, and particularly to differences among
programs, they may be relevant to policy makers and skeptics. The TELT study, for
instance, suggests that programs of teacher education do make a difference, and that
different programs make different differences.

Conclusions

Skeptics of teacher education seek evidence that teacher education is sufficiently beneficial
to justify that it be required. All five of these research genres are intended to document
whether or how teacher education makes a difference, but they examine different aspects
of teacher education, they document different types of outcomes, and they employ
different forms of logic to establish their case for whether teacher education makes a
difference.

Of the five genres reviewed here, findings from multiple regressions are more likely to
find their way into the policy community than other findings, for these studies are
designed to inform policy decisions. Taken together, these studies do not make a strong
case for teacher education. Moreover, the only follow-up surveys to enter the policy
making community are those conducted outside of teacher education, such as the NEA
study, and that study also does not make a case for teacher education. Some comparisons
of credentialed and noncredentialed teachers have entered the policy arena, and these tend
to be more favorable toward teacher education. However, even these studies have mixed
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results, depending on when and where they are done and depending on what outcomes
are measured.

All of these genres also have significant weaknesses, however. The first three, for
instance, cannot show with certainty that the behaviors, knowledge, or attitudes they
document resulted from teacher education programs, rather than from prior dispositions
of those who choose to enter teacher education programs. The two remaining genres—
experiments and longitudinal studies—offer the strongest possibilities for causal inferences.
Both of these genres document changes in teachers, rather than limiting themselves to how
teachers respond after they have completed their programs, and both document the
content of the program so that they can show the relationship between the changes that
were observed and program content. Each, however, is limited in its potential to
persuade skeptics and policy makers. Experiments do not address whole programs, and
tend to be of very short duration, and longitudinal studies are often case studies, limited
to a handful of teacher candidates. And they frequently are limited only to attitudes and
beliefs, and do not include teaching practice. So far, neither of these genres has shown
that a large group of teachers change in desired ways as a result of participating in teacher
education, and continue to practice in improved ways once in the field.

The sad fact is that poorly designed studies are not merely noninformative. Often, they
are misinformative: by failing to document the content and character of teacher education
programs, they confuse quantity with quality. By failing to consider what teacher
candidates know or think prior to participating in teacher education, they may over- or
under-estimate the contributions of teacher education. By failing to consider the context
in which teachers are teaching, they may confuse the effects of the current teaching
context with the effects of the earlier teacher preparation. When they study only handfuls
of teachers, they cannot tell us how widespread their observed changes are likely to be.
To maximize the potential of their studies, researchers need to address all of these
concerns. Until such time as an adequate body of such knowledge exists, teacher
education will continue to have a hard time defending itself from skeptics.

Note

1 An earlier version of this paper was presented at the Annual Meeting of the Association of
Teacher Educators, February, 1991. Preparation of the paper was supported by the National
Center for Research on Teacher Learning under a grant from the US Department of
Education, Office of Research. However, the views expressed here are the authors and no
official endorsement should be inferred.
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7
Society's Requirements for K-12 Confront

Higher Education
Barry Munitz and Rosemary Papalewis

Introduction

For the first time in American higher education dramatic metamorphosis must occur
without incremental resources or broad public support, and with the major potential
competitors not being other academic institutions. The fundamental transformation may
be inevitable, but it is not clear where it will lead, and there is no consistent vision about
how higher education ought to look as a result. Without such an overview of the future to
structure and insulate a planning process, there can be greater risks than potential rewards
to institutional leaders who try to use planning to leverage change, even for those who
value the process more than the product. Without the ability to tackle the unknown,
planning becomes a technical process of perpetuating past techniques onto future
scenarios. To enter an even more treacherous arena, like the reform of K-12 education, is
to invite disaster and depression—but society, led by our traditional academic institution,
has no choice (Ehrlich, Munitz and Wellman, in press).

Focus on California

For the reformer has enemies in all those who profit by the old order, and
only lukewarm defenders in all those who would profit by the new order.
(Machiavelli)

For planning to be effective in stimulating change, it has to be anchored in a forum where
planners and their institutions can take some risks to find answers to institutional
dilemmas that would otherwise be off-limits. Since the country is so complex and varied
when it comes to public school education, this chapter will concentrate on the authors’
state, California, and their own institution, the California State University. The chapter
begins by concentrating on the intersection of demographics, politics, economic realities,
and national reports colliding in California, followed with the CSU response to these
internal and external forces, how we are hanging on the cutting edge with the
establishment of a nexus for reform and activity. This strategy not only provides the



advantage of specific knowledge, but as in many areas of vital social policy, it describes a
situation that is, or will soon be sweeping across America. 

Economic Trends and Shifting Priorities

The passage of Proposition 13 in 1978 fixed in the California constitution severe limits
(impervious even to recent revisionist consideration) on the revenue available for all state
expenditures. During these past two decades as income was restricted, priorities for
correctional facilities and health and welfare grew, while a subsequent initiative
(Proposition 98) guaranteed a minimum of 40 per cent for K-14 (community colleges
receive about 10 per cent of that pool).

So what does this mean for the State’s likely distribution of funds 10 years hence? By
fiscal year 2005, the 18 per cent supporting Higher Education and Other in 1995
decreases to a total of 7 per cent for everything else including Higher Education.

Transforming Demographics

At the same time dollars are increasingly restricted, California is experiencing a unique
explosion of population combined with an extraordinary transformation of demographic
profiles. If we consider the half-century that we are half-way through (1970–2020), the
K-12 student census almost doubles from 4 to 8 million students. Even more
dramatically, the relative proportion of major ethnic groups shifts. No state has ever
experienced such expansion and demographic transformation.

Higher Education’s Master Plan

Almost 40 years ago, Clark Kerr, then President of the University of California led the
State through an extraordinary planning process that brought forth the world-respected
California Master Plan. It promised access to any Californian seeking post-secondary
education, at one of three public segments, with strong quality and a low price. Now the
cost is escalating, the quality is under pressure, and given the demographics above the
access and opportunity commitments are at severe risk.

In October 1993, Kerr, addressing the only joint meeting of the California State
University Board of Trustees and the University of California Board of Regents in the
State’s history, asked:

Can we maintain the Master Plan in general and access in particular into the future?
I assume that the almost universal answer of the people of this state, that we should
if we possibly can, maintain the Master Plan. Access was a promise to the people of
the state in which millions of parents, hundreds of thousands of young people have
counted. The promise made by the legislature of this state by the time we were
through had only one negative plan out of the 120 votes, by the then Governor,
unanimously by the UC Board of Regents, unanimously by the state Board of
Education, and subsequently endorsed by the new board of CSU Trustees. Access
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is even more important now, not only because a promise was made, but also
because the labor force required more education in 1960. And because the quality
of opportunity is even more important than it was then. To slam the doors now
would be, I think, a moral, economic, and political tragedy for this state. (Kerr,
1993)

The worry is not just about colleges and universities. Proposition 98 notwithstanding,
concern is even greater at earlier levels. The Business Round Table, Chamber of
Commerce and other corporate groups are now increasingly interested in strengthening
K-12 because they fear not only for the peaceful social fabric of where they work and live,
but also they realize that we will not have a competitive economy in this global market
environment if our public schools are not stronger.

In the 1960 Master Plan, one of the great changes for K-12 was that the former teacher
colleges, which until then had the same governance as K-12 through the California
Department of Education, were merged together into one system and their titles were
changed to State Colleges/University. The colleges began to think of themselves less and
less as focusing on K-12 teacher preparation, particularly since their colleges of education
were at the lowest prestige level on the academic totem pole. They had the highest
workload, the lowest salary, their deans had the least political leverage in the system and
as all of higher education moved toward the prestige model of advance graduate education
and research, it was less and less likely that the former state teachers’ colleges would
resist the temptation to now present themselves as regional, graduate universities.
California State University did not escape this trap. Therefore, when we face social
pressure from outside agencies telling us that the reform and strengthening of K-12 should
be our strongest emphasis, most academic institutions are unable to respond to that
priority assignment (even though it promises extraordinary public support and political
leverage) without dramatically restructuring their own curricular pattern, prestige and
reward system.

Recent Critical Developments: State Capital

The California Governor’s budget for 1996–7 (May, 1996) made Education the State’s
top spending priority, with more than 36.1 cents out of each General Fund dollar
dedicated to primary and secondary education in California. Specifically, the Governor’s
budget message on K-3 class size reduction was, ‘The budget provides $771 million to
begin an ambitious incentive program to reduce class sizes from 30 to 20 students in early
grades. Participating school districts can choose from three consecutive grades—K-l–2 or
1–2–3—and will have the choice of reducing class sizes for full or half school day’
(Wilson, 1996).

In July 1996, the Governor signed AB 1432 a bill to expand the alternative teacher
credentialing program to allow more experienced Californians to become public school
teachers. Individuals selected to participate in the District Intern Program must have a
baccalaureate degree; pass the CBEST (California Basic Educational Skills Test); pass
subject matter examinations; have 120 hours of teacher training; be supported by a mentor
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teacher; and, have a professional development plan. Assembly Bill 1432 removes the
requirement that there be a shortage of certified applicants for teaching positions before a
district can employ District Interns.

In his July 1995 State of the State Address, Governor Wilson called for alternative
credentialing stating, ‘Our credentialing system is wasting time and talent which no other
state can boast—and which our kids urgently need in their classrooms. We must open the
system to that talent now.’ The Governor’s mention of ‘talent’ was primarily a reference
to the theoretical availability of highly educated displaced aerospace workers; aerospace
employment has decreased by 50 per cent since 1989.

Notwithstanding the movement to a more academically prestigious model of higher
education, the CSU and the K-12 schools in California remain closely connected. At the
heart of the CSU mission is a commitment, to encourage and provide access, to prepare
educated, responsible people, to advance and extend knowledge, learning and culture,
and to provide public services. The CSU and the K-12 schools in California are closely
connected. The schools prepare the students who enroll at the state university and the
CSU educates many of the teachers who serve in the state’s elementary and secondary
classrooms. Given this state of mutual dependency, the CSU is devoting considerable
resources and energies to its relationships with the K-12 sector. As of 1995, 21 of the 22
campuses offered approved programs leading to basic teaching credentials, specialist
credentials, and services credentials. Every type of teaching, specialist, or services
credential could be earned at one or more of the campuses. Seventeen campuses offered
one or more credential programs in internship format, as well as, conventional programs.
Altogether, CSU campuses offered more than 450 separately approved programs of
professional preparation for educators. Nineteen campuses offered master’s degree
programs in Education. Of the 14 joint doctoral programs (the CSU cannot offer
independently the doctoral degree) in which CSU participates, six are in education. In
1994–5 the CSU recommended 10,865 credentials. Of those 4,589 were multiple
subject, 2,390 were single subject. The median age of recipients of initial basic teaching
credentials was 28.

Recent Critical Developments: Postsecondary National Systems

The members of the National Association of System Heads (personal communication, 15
October 1996) decided at their March, 1995 meeting to give a high priority to deepening
the connections between higher education institutions and reform efforts currently
underway in the public schools. The reason? Those efforts simply cannot succeed without
changes in higher education. Given current demands on state university systems—
including pressure to raise standards, reduce remediation, discontinue admission
preferences for minority students, while maintaining or increasing the diversity of the
student body, shorten time to degree, reduce costs and increase productivity—there are
even more reasons to increase connections with K-12. In fact, higher education cannot
succeed in meeting the demands on us without their help. It therefore seemed the right
time for large public multi-campus systems to reexamine our relationships with K-12 and
build a more coordinated improvement strategy, kindergarten through college.
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In Maryland, for instance, the University has joined with the Secretary of Higher
Education, the State Superintendent of Education, and various business and civic leaders in
a joint enterprise aimed at developing a seamlessly integrated elementary, secondary and
higher education system based on high standards and rigorous performance assessment
against those standards.

Maryland is not, of course, the only system that has taken steps in this direction.
Under their Chancellors’ leadership, the University System of Georgia has launched
an ambitious and comprehensive effort that they call ‘P-16.’ This project was
featured in the cover story of the September 19 issue of Black issues in higher
education.

At least 12 other state systems are also working on one or more aspects of K-16 reform
(NASH, 1996). Over the past year, these systems, have been meeting together to think
through the pieces of what higher education leaders are coming to regard as a national
K-16 reform agenda. Representatives of this group gathered in Baltimore in April, 1996
for a two-day session devoted to aligning admissions with new high school standards, and
again during the summer for a three-day institute that looked beyond standards/
admissions to issues of teacher preparation and professional development.

Nevertheless, when talking with colleagues across the country distressing signs that
those former teachers’ colleges which have now become regional universities are
reluctant to focus in on K-12 issues for two reasons. First, they fear slipping back into
being perceived by the public as ‘nothing more than’ traditional second-class teachers’
colleges; second, they fear that when society discovers that K-12 problems are intractable
and impervious to fundamental improvement and positive alteration they will be blamed
for failing the K-12 community. However, institutions like the California State University
system have realized that their interdependence with public schools is still too great to
allow them to alter their traditional commitment to teacher production and K-12 reform.
Therefore, the recent recommendations from Darling-Hammond’s commission are
receiving serious attention.

Recent Critical Developments: Latest Commission

Further, at the national level the just-published National Commission on Teaching and
America’s Future states:

The Commission is clear about what needs to change. No more hiring unqualified
teachers on the sly. No more nods and winks at teacher education programs that
fail to prepare teachers properly. No more tolerance for incompetence in the
classroom. No more wasting resources on approaches that cannot improve teaching
and learning. (Darling-Hammond, 1996, p. 3)

The report suggested that the major problems include inadequate teacher education,
slipshod recruitment and hiring, sink-or-swim induction, lack of professional
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development and rewards for knowledge and skill, and, schools structured for failure.
The goals to be reached by 2006 are the following: all children will be taught by
competent teachers, all teacher education programs will meet profession standards or be
shut down, all teachers will have access to high quality professional development,
teachers’ salaries will be based on their knowledge and skill levels, and, quality teaching will
be the central investment of the school.

Given their awakened sense of connection to K-12, universities are giving serious
attention to the recommendations from this commission.

The Voice of California: Board Members

School restructuring, is a topic that school board members view with steely eyed cynicism,
because it does not take long to discover that most self-appointed advocates for school
reform use the term ‘school restructuring’ as code words to describe everything from site
based management to vouchers (Plotkin, personal communication, September 6,1996).
Plotkin, former President of the California Schools Boards Association, noted,

Interestingly enough, Charter Schools have really come the closest to actually
putting in place what the school reform movement may have really had in mind
when ‘restructuring’ is discussed; changes in delivery systems, innovative
curriculum, experimental forms of assessment, changes in the length of the school
day and year along with other unique approaches to the traditional calendar,
advanced uses of technology for both academic and administrative purposes, and
true faculty power over all of the above, including the choice of the ‘academic
leader’, or principal. Few of these approaches have done much to engage parents
more directly; the phenomenon of parental involvement in the schools’ operation
continues to follow the pattern of the younger the child, the greater commitment
and participation. And, teachers (with some notable exceptions) continue to shy away
from having to confront the realities of having real power—meeting a budget,
taking care of everything from the leaky roof to the broken down air conditioning,
to dealing with difficult discipline problems and the ‘tough’ parental interaction that
inevitably follows. So, overall, restructuring, like most things in life, comes with
some fabulous ideas that are very attractive in the abstract, but a whole different
matter in the implementation. Thus, ‘school restructuring’ has had, at best, a
spotty record, with some occasional successes that meet the vision of the school
reform movement.

The Voice of California: Policy Leaders

In California, most university undergraduates who intend to become elementaryschool
teachers major in Liberal Studies, a multidisciplinary curriculum emphasizing breadth in
the liberal arts and sciences; most who aspire to secondary-school teaching major in a
subject (e.g., English, mathematics, biology) commonly taught in the schools (Service,
personal communication, 1996). While acknowledging higher education’s commitment to
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K-12, the current disconnect in California between Schools of Education and Liberal
Studies undergraduate degree programs, threaten a healthy interaction between colleges of
education and traditional arts and science colleges, and convey a very dangerous message
to youngsters who want to consider teaching as a profession. Many key political staff in
California argue that, all teacher preparation, according to legislation known as the Ryan
Act, occurs in the ‘fifth’ year after the student has received a Bachelors’ degree. Should
the Ryan Act be changed? According to several policy experts the approximately 50 pages
of statute generally referred to as the Ryan Act certainly warrant revision (Blake,
Schwartz, Wilson, Yelverton, personal communications, 1996).

First, the Ryan Act limits traditional teacher preparation to a one-year program and
requires that the undergraduate degree be in something other than education. Second, there
is an overwhelming perception that the Ryan Act prohibits the integration of education
with Liberal Studies, at the undergraduate level. Therefore, the repeal of the Ryan Act
would direct attention to the possibility of new education majors/minors configuration,
which would be legitimized in legislation.

Some experts argue that nothing in the Ryan Act prohibits the early classroom
experiences for undergraduates, nor does it prohibit an education minor. Nothing in the
Ryan Act forces university students and faculty to consider education/teacher preparation
to be a second-class course of study; in fact, the education major prohibition was in
response to that earlier perception. Nothing in the Ryan Act causes Liberal Studies to be
an amalgamation of an enormous number of unintegrated classes in the various disciplines
—FTES generate for their departments—with no required academic fiscal linkage to a
campus’s teacher prep program.

Yet other experts would turn their attention to the link between budget structure and
the Ryan Act. The politics of Proposition 98, largely which determines how much money
the K-14 community receives from the state put all K-12 related moneys in the
decentralized control of school districts; nevertheless, they can collaborate—even give
higher education cash for long-term mentoring by faculty—if they so choose. However,
the historical politics of the academy insisted that support of new public school teachers in
the schools by Education faculty or work in schools by faculty is not funded by university
nor generally valued by them (Blake, personal communication, 1996). Therefore, serious
modification of the Ryan Act, possibly in the development of an education minor, would
allow early teaching coursework and clinical experiences within the Liberal Studies
program.

The CSU Response

The meaning of good and bad, better and worse, is simply helping or
hurting. (Ralph Waldo Emerson)
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The Education Round Table and the ICC

The California Education Round Table, a group composed of the leaders of the five
educational segments, the University of California, the elected State Superintendent of
Public Instruction, the Independent Colleges, California Community Colleges, and the
California State University and the California Postsecondary Education, established the
Intersegmental Coordinating Committee (ICC) in 1987. The ICC assists the Round Table
by overseeing and coordinating the wide range of intersegmental programs and activities
undertaken by the five educational segments to carry out broad policy objectives of the
Round Table. The ICC (comprised of faculty, students and policy level staff) ensures a
high level of accountability for the success of intersegmental efforts, and a more effective
linkage for student progress through California’s educational system.

In preparing an intersegmental framework for understanding the various school
improvement strategies that have been implemented at the federal, state, and local levels
over the last 10 years, the Round Table through the ICC acknowledged that (a)
postsecondary faculty are openly critical of public school graduates; (b) efforts to identify
specific college prep curriculum and admissions expectation not perceived as successful;
(c) perception is that remediation needs are greater than ever before; and, (d) that
business and government leaders indicate changes are needed to better prepare high school
graduates to enter the workforce.

As they considered the challenges in linking postsecondary education with K-12, the
members of the Round Table recognized that the diversity of California’s population is
increasing daily in terms of age, economic level, racial-ethnic background, native
languages, and cultural identification. Because elementary and secondary education in
California occurs in the most crowded classrooms in America, our diversity represents an
even greater challenge to our ability to provide high quality education. The Round Table
and ICC assume that California’s increasing diversity has at least two specific implications
for our educational systems at all levels:

1 Increasing diversity sharpens the challenge for educators to teach basic skills and
complex cognitive abilities to students from groups that the educational system has
been least successful with in past years in order that these students may advance to
their next educational level and/or succeed in the workplace.

2 Increasing diversity mandates that educators recognize different learning styles and
develop curriculum and teaching strategies and design educational experiences that
use these differences as a strength in the teaching and learning processes.

There has been considerable cooperation between and among the members of the
education community since the California Education Round Table was formed in 1980. It
is clear that each education segment’s ability to fulfill its mission greatly depends on the
success of the other segments. Colleges and universities can educate the full range of
students capable of benefiting from higher education only if the elementary and secondary
schools effectively prepare those students, and these schools can prepare students only if
higher education effectively prepares teachers and college instructors to teach California’s
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diverse students. As a further step in the Round Tables’ collaborative efforts, the
members issued a joint statement acknowledging the importance of working closely
together in key areas of student preparation essential for the collective success of all
Californians. It was based upon the following assumptions:

• To reach a consensus on what California students should know, understand, and be
able to do in mathematics and English-language arts (reading, writing, speaking and
listening) and reflect that consensus in statewide standards.

• To ensure that existing programs structure and resources dedicated to preparing and
developing teachers are clearly focused on shared expectations for student
achievement and on the recommendations of the Superintendent’s Task Forces for
reading and mathematics (which were themselves intersegmental in composition).

• To harness powerful technological capacities and advances will be harnessed to (1)
improve the teaching of reading, writing, and mathematics; (2) enhance the
understanding of university entrance requirements; (3) simplify college admissions and
financial aid processes.

• To identify and deploy resources presently in the education systems and the
community to improve student preparation and access to college and other
postsecondary programs that support a high skills economy.

• To identify and/or develop instruments to assess students’ mastery of English and
mathematics.

Today, representatives from the Round Table are implementing this comprehensive plan
and exploring additional initiatives consistent with the stated priorities and principles.
Our institutions already have in place a substantial number of effective program structures
that can be built on to address the challenges at hand.

The Round Table objective is to develop several new programs and to link existing
ones more effectively to ensure that students who need help will receive special
encouragement and support from the elementary grades through college admission and
enrollment. They will report periodic progress in implementing this collaborative,
integrated, and focused plan for enhancing the quality of education in California and for
improving student performance.

The Institute for Education Reform

In November, 1994, CSU announced the formation of the Institute for Education
Reform. The Chancellor emphasized that there was an absolutely urgent need to develop
and cultivate programs that will improve our public schools. The main focus of the
Institutes’ work is to improve K-12 pupil academic performance by providing assistance
to schools pursuing or contemplating reform efforts (e.g., charter schools, restructured
schools, categorical reform, etc.), identifying best practices in K-12 teacher training,
finding ways to protect and expand upon those efforts, and actively participating in the
education reform debate in California through conferences, papers, and surveys that will
be helpful to state policy makers, academics, and K-12 practitioners. Former Senator
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Gary Hart (who chaired the State Senate Education Committee for 12 years and authored
its Charter School and Comprehensive Curriculum Reform bills) who serves as the
founding Director of the Institute and his colleague Associate Director Sue Burr (Hart and
Blurr, 1996) recommend four primary strategies to address program strengths and
weaknesses in teacher preparation. They believe we need to strengthen K-12 and
university partnerships through systematic review and recognition, focus on the student
teaching experience, establish distinguished teachers in residence, and annually survey
graduates for program strengths/ weaknesses.

They support systematic reviewing and revising CSU policies to encourage better
collaboration between education and arts/sciences faculty, tenure and promotion support
for faculty who work within K-12, and a teacher diversity program. Further they
recommend revising state laws and regulations for more school based experience for
teaching candidates, with emphasis on assessment. These recommendations include:

a integrated curriculum and early clinical experiences;
b new models for a five year teacher prep program;
c repeal of add-on courses;
d teacher candidate assessment;
e streamlined credentials;
f limits on emergency credentials; and
g expansion of promising state efforts.

Hart and Burr (1996), in the recently released ‘The Teachers who Teach our Teachers:
Teacher Preparation Programs at the California State University,’ insist prospective
teachers should be exposed to the theory and practice of teaching early and often in their
undergraduate careers while acquiring substantive academic preparation. Likewise, early
clinical experience is critical to future teachers. Early identification of those entering
freshmen who desire to become teachers encourages early mentoring of the student, as
well may influence them to continue to pursue teaching. Lower division undergraduate
experiences should place students in the schools for early exposure to the profession.
Their focus is on CSU Schools of Education and pre-service teacher preparation. The
three primary recommendations made are:

1 Strengthening K-12 and university partnerships:

a systematic review and recognition
b focus on the student teaching experience 
c distinguished teachers in residence
d survey of graduates for program strengths/weaknesses

2 Systematically reviewing and revising CSU policies to encourage better collaboration
between education and arts/sciences faculty:

a links between schools of education and liberal studies
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b support for faculty work with K-12
c faculty evaluation-tenure/promotion
d teacher diversity program

3 Revising state laws and regulations for more school based experience for teaching
candidates, with emphasis on assessment:

a integrated curriculum and early clinical experiences
b new models for a five year teacher prep program
c repeal of add-on courses
d teacher candidate assessment
e streamlined credentials
f limits on emergency credentials
g expansion of promising state efforts

Of immediate concern to Hart and Burr are the increasing number of urban school
districts in California that are hiring emergency permit holders. These individuals have a
bachelor’s degree and have passed the California Basic Education Skills Test but are
currently being placed in the classroom with little or no previous classroom experience
and without preparation in basic teaching methodology. The Institute just released the
report (1996) A State of Emergency.…in a State of Emergency Teachers, which finds
emergency teaching permits are valid for no more than one year each, but no limit exists
on the number of times they can be renewed, which often results in a temporary
circumstance becoming a permanent state of emergency. In theory, statutory and
regulatory guidelines on renewal are designed to promote emergency teachers’ progress
toward a credential. This renewal rule is meant to keep emergency teachers moving
toward credentialing. These individuals have a BA/BS degree and have passed the
California Basic Educational Skills Test (CBEST). These individuals are currently being
placed in the classroom with little or no previous classroom experience and without basic
teacher methodology preparation.

While this situation presents a real problem to parents and students within the schools
who deserve fully credentialed teachers, it can be rectified to a large extent through the
availability of internship programs (Hart and Burr, 1996). With the recommendation and
assistance of their school district or combination of school districts, new emergency
permit holders may be placed in an internship program in which they will prepare for the
MSAT (Multiple Subjects Achievement Test), and they will take classes in basic
methodology, classroom management, and curriculum content. This procedure will allow
these participants to become interns as soon as they pass the MSAT. Thus the district will
be able to assure parents that the teachers of their children are being prepared in a
systematic and professional manner. Furthermore, these new teachers will be on a clear
path to a full credential, with support and assistance provided while they are completing
the prescribed experiences.
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The Commitment of External Funds

Selected leaders of the communities (led by CSU/UCLA/USC) comprising Los Angeles
County were awarded from The Annenberg Foundation (December, 1994) $53,000,000
over a five-year period to be matched by at least an equal amount of additional funds from
other sources, to improve radically the education of local children. This effort, termed the
Los Angeles Metropolitan Project (LAAMP), seeks to attack the pathologies of turbulence,
transience, and inconsistency which affect the educational lives of many young people in
our communities. LAAMP will design schools in which there are consistently high
expectations for all children, in which students and faculty know each other as individuals,
in which students are achieving at high levels, in which teachers are actively engaged in the
educational life of their school including their own professional development, and in
which parents and community members actively participate in and receive systematic
assessments of work in their school. Numerous school reform efforts throughout the
country have made significant progress in this direction, and LAAMP seeks to build on
these worthy efforts, extending and enhancing them to the point where such schools are
the norm and not the exception. Particular attention will be directed to Families of
Schools in which a child can experience a seamless high-quality education from pre-
kindergarten through the twelfth grade.

Additionally, the Weingart Foundation (September, 1996), a Los Angeles-based
charitable foundation, has awarded an $8.2 million grant to the Los Angeles Annenberg
Metropolitan Project (LAAMP) and the Los Angeles Educational Alliance for
Restructuring Now (LEARN) in support of a collaborative effort with the California State
University system, and the Los Angeles and Long Beach Unified School District to
improve teacher preparation, training and professional development for Los Angeles area
teachers.

The Weingart Foundation grant (1996), which will be paid over five years, provides
for the planning and implementation of a comprehensive professional training and support
system for more than 2,000 teachers and administrators in Los Angeles County public
schools. The project seeks to transform how universities and school districts prepare
future teachers for success in the classroom, provide additional training and support for
new teachers, and provide ongoing support and professional development for veteran
teachers. The Weingart grant project is systemic and serves as a starting point for
fundamentally changing teacher preparation and professional development programs
throughout existing educational institutions.

Recognizing the leadership role of the California State University system in preparing
new teachers (CSU is the largest teacher training institution in the nation), the new
Weingart Foundation funded project establishes the CSU as lead partner with LAAMP and
LEARN in a collaborative effort with school districts, teachers, and other institutions of
higher education to design and implement a comprehensive teacher professional support
system. 

The grant also calls on participating school districts to make significant changes in how
they provide for the training and professional development needs of educators. School
district efforts include the establishment of school site based professional development
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centers, the recruitment and training of outstanding K-12 teachers to provide training and
support for other teachers, and the realignment of salary point credit systems for
professional development. It is also intended that this grant will help to create a new and
genuine collaboration among Los Angeles area universities, LAAMP, LEARN, school
districts, teachers, unions and other organizations to build the capacity of K-12 schools
and institutions of higher education to stimulate long term systemic change in public
education in Los Angeles County.

The Weingart initiative involves six Los Angeles Basin CSU campuses (Dominguez
Hills, Fullerton, Long Beach, Los Angeles, Northridge, Pomona) working together on
behalf of systematic reform. To date, most efforts at improvement have not had teachers
at the focal point. CSU plans to implement a comprehensive professional training and
support system for teachers and administrators jointly developed with K-12 experts. In
1994–5 the CSU issued 10,865 credentials (CSU in the 1990s, 1995), therefore is in an
excellent position to lead and build capacity among K-12 schools and other Institutions of
Higher Education (IHE). During the fall of 1996 these six campuses are identifying the
best possible faculty to partner with K-12 schools and to develop a Professional
Development Academy (PDA) collaboratively to revitalize and provide on-site
professional development and to support preservice, beginning and inservice teaching
efforts. The goal for the PDA is to serve as a mechanism for current and future teachers to
create collaborative learning communities. The intent is to raise student achievement
driven by student needs and teacher concerns. Assessment will be measured by:

a improvement of student performance;
b quality and match between professional development classroom supplementation and

student achievement;
c evidence of better prepared professionals;
d teacher stability; and,
e design and delivery effectiveness of IHE.

The Commitment of Internal Leadership

None of these initiatives will make a difference without the commitment of our internal
leadership team. Priorities must be established and understood, messages must be clear,
and rewards must be aligned with stated objectives. Recognizing these imperatives, the
CSU Deans of Education (1996) issued a statement that stated a plan of action over the
next two years. Actions identified are:

1 intensify efforts to recruit teacher candidates;
2 establish regional advising and service centers to support the transition of teachers

whose credentials may have lapsed or who have moved to California from other states;
3 expand evening and part-time teacher preparation programs;
4 expand greatly the number and variety of teacher internship credential programs;
5 expand career-ladder opportunities for paraprofessionals to become teachers; and
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6 work in partnership with school districts to customize professional development
programs for new and experienced teachers.

Their presidents responded quickly and firmly to their Dean’s statement. They formed
the Presidents’ K-18 Committee (June, 1996) to ensure that the strengthening of K-12
education is a key strategic priority for the CSU. Their issued mission is stated as:

We believe California’s future is wedded to the quality of education it provides to
its citizens. Our economic prosperity is contingent upon a well-trained and
knowledgeable work force. Our ability to respond, whether it be to the
revolutionary developments in information technology or the dramatic growth in
cultural and linguistic diversity throughout California—depends to no small degree
on our schools’ ability to provide a dynamic curriculum, offer inspirational
teaching, and engage in continuous renewal. Although this responsibility rests with
all segments of our educational system—from preschool to post-baccalaureate—
the challenges confronting our elementary and secondary schools are particularly
compelling given the large number of students and the tremendous range of
student backgrounds and interests… It is our conviction that the strengthening of
K-12 education is of critical importance and must be a key strategic priority of the
CSU. We believe that a strong public school system is of vital importance to our
state’s economy and will ensure the CSU focus of resources on appropriate college-
level instruction, scholarly and creative activity, and service. We believe that the
central mission of CSU’s relationship to K-12 schools ought to be to improve the
quality of preparation programs for school site personnel and to insure that the
scholarly, pedagogical, technological expertise of the CSU is available to the
schools on an ongoing basis.

In pursuit of these goals, the CSU’s Presidents’ K-18 Committee initial focus will be on
internal efforts to improve our own school site personnel preparation programs and their
relationship to K-12 education. The ultimate objective, however, is to see that these
reform efforts influence K-12 and postsecondary institutions, thus helping to transform
educational practices and to affect state education policy.

The following principles guide the Presidents’ K-18 Committee designed to strengthen
education programs for teachers and other education professionals:

1 The education of teachers is a university-wide responsibility and is of such critical
priority that it will influence key decisions regarding faculty recruitment,
promotion, tenure, compensation, and workloads. Because prospective teachers are
most influenced by the quality of teaching they encounter as students, all university
faculty need to demonstrate effective instructional practices and serve as good
teaching role models.

2 Students contemplating teaching careers will have opportunities in their undergraduate
years to participate in academic majors and other university courses which integrate
subject matter and teacher education course work and provide multiple site-based
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clinical learning opportunities. Such approaches will provide better opportunities to
identify high-potential students, recruit exemplary candidates for the teaching
profession, and maximize the all-university nature of teacher education and the
creation of an integrated five year approach.

3 CSU Schools of Education (SOE) will embody the principles of good professional
practice by providing extensive standards to define the characteristics of a well-
prepared teacher educated anywhere within the CSU system. In order to complete
successfully a CSU preparation program, teacher candidates will be individually
assessed based on these established standards, which include competencies such as
knowledge in content areas and appropriate instructional planning and presentation
skills.

4 SOE as well as other schools and departments within the CSU will develop and
maintain partnerships with K-12 schools to facilitate continuous renewal of schools
and universities alike. Regular faculty exchanges and other ongoing joint university/
school activities will help achieve the simultaneous co-reform of teacher education
and of K-12 schools.

5 Regular consultation and collaboration with leaders in the K-12 community is an
important all-university responsibility throughout the CSU. In addition, presidential
engagement and action will be a high priority regarding recommendations made by
groups working to improve education in the state such as the California Education
Round Table, the CSU Remedial Education Task Force, the University of California
Outreach Task Force, and the SB 1422 Advisory Committee.

6 All CSU Presidents, as campus leaders, have a responsibility to promote the
principles articulated above in their personnel practices, academic planning, budget,
and public pronouncements. Indeed, for this effort to succeed, leaders throughout
the CSU, including the Chancellor, the Board of Trustees, the Presidents, the
Academic Vice Presidents, the Academic Deans, and the Academic Senates must also
assume this responsibility.

Three committees and an ad hoc task force have been formed based on this strategic
initiative on teacher preparation and K-18 education:

• Curriculum/Assessment/Standards Subcommittee (1) Will develop standards to define the
characteristics of a well-prepared teacher educated in any CSU preparation program
and identify assessment systems which are currently available or under development
which can be used individually to assess teacher candidates to determine if they have
attained the standards; (2) Will identify five-year teacher preparation programs (within
the CSU or in other IHE’s in California) which integrate subject matter and teacher
and education coursework and provide multiple site-based clinical
learning experiences and recommend means to expand upon such efforts: and (3) Will
review existing relationships among Liberal Studies, teacher preparation, and other
Arts and Sciences programs and recommend organizational structures to strengthen
the link among these programs. Principles 2 and 3 undergird this committee.
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• Rewards/Resources Subcommittee Will develop reward and recognition systems for faculty
which reflect the principle that the education of teachers is a university-wide
responsibility and is such a critical priority that it should influence key decisions
regarding faculty recruitment, promotion, tenure, compensation and workloads…will
identify resources needed to implement reward and recognition systems. Principles 1
and 6 undergird this committee.

• Market Share and CSU Collaboration Subcommittee Will analyze CSU’s decline in credential
candidates over the past several years to identify campuses losing these candidates and
reasons for the loss…will develop strategy to stem the decline of credential candidates
prepared in CSU, and identify/develop/sustain partnerships within CSU and with
K-12 schools which embody well designed, field-based teacher preparation programs
that promote collegiality, reflective practice and continuous improvement. Principles
4 and 5 undergird this committee.

• Ad Hoc Task Force on Marketing and Resource Development specific to the K-3 Teacher
Initiative: Will secure additional resources and other support needed for CSU to
identify and develop new and creative ways to supply the teachers needed to
implement the class reduction legislation… will set up alliances with partners who
share responsibility for meeting the needs of the K-3 Teacher Initiative…and will
partner with state agencies such as the California State Department of Education, and
the Trade and Commerce Department.

Hanging on the Cutting Edge

Tell me and I’ll forget; show me and I may not remember; involve me and
I’ll understand. (Native American Proverb)

The Presidents and Deans Meet the Round Table and the Institute

As the end of the twentieth century approaches, the K-12 reform crisis grows. At CSU
the administrative initiatives, supported by dramatic Annenberg and Weingart
commitments, and undergirded by the ‘Hart Institute’ policy leadership, are attracting
national attention. All segments in the state are pulling together, and the path to
fundamental restructuring is slowly emerging.

In the California Education Round Table document Collaborative Initiatives to Improve
Student Learning and Academic Performance, Kindergarten through College (1995) they have
agreed to take the following steps: 

• Agree on high school graduation standards and clarify expected competencies for
university admission;

• Strengthen programs and resources for teacher preparation and professional
development;

• Use technology to improve the quality of education and streamline access to
postsecondary education;
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• Bring additional community and professional resources into the teaching and learning
process; and

• Assess high school progress more uniformly to determine if the standards have been
met.

Partially in response to this intersection of opportunities, the California Department of
Education (CDE) has recently allocated $6 million from Goals 2000 funds to 10 County
Office of Education service regions to be used to develop partnerships with institutions of
higher education that prepare beginning teachers. According to the grant proposal, the
intent of these partnerships is to: (1) improve the preservice preparation of K-3 teachers
in the area of reading instruction, (2) improve the preservice induction connection and
support for beginning teachers, and (3) ensure a supply of well prepared teachers to the
districts, particularly to districts that have difficulty in attracting adequately prepared
teachers. The grant proposal further states that funds may be spent on curriculum
development for preservice instruction, or instruction itself, which addresses a
comprehensive list of K-3 reading instruction topics representing a balanced approach to
reading instruction that combines explicit direct skills instruction with literature rich
comprehension instruction. This approach parallels the mandate contained in AB 3075
(Baldwin), which requires that beginning in 1 January 1997 all multiple subject and single
subject credential programs include comprehensive reading instruction that is
researchbased and includes systematic organized skills and a strong literature, language
and comprehension component.

The Institute for Education Reform has created the CSU Center for the Improvement
of the Instruction of Reading (1996) to provide a statewide mechanism for faculty
professional development in research about effective reading instruction and exemplary
classroom practice in beginning reading. The Center has two key missions: (1) to provide
professional development opportunities to higher education faculty who teach preservice
coursework on language arts or reading and (2) to assist CSU campuses in the
development of partnerships with school districts and county offices of education designed
to improve the preservice preparation of teachers in reading. The Center is a
clearinghouse for research and proven instructional practices in reading. Specific activities
of the Center include:

• To provide a series of seminars providing professional development activities for
higher education faculty who teach preservice courses in reading or language arts;

• To assemble a group of researchers and exemplary classrooms to serve as resource for
higher education faculty and preservice teacher candidates; 

• To develop an interactive Internet web site to provide the latest research and classroom
practices ideas on the instruction of reading and to serve as the communications hub
for individuals involved in professional development activities;

• To promote and coordinate on-site clinical instruction and practice at schools for
faculty and prospective teachers; and,

• To create and/or disseminate appropriate instructional materials to university and
K-12 educators.
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Given the Goals 2000 initiative, CSU campuses are working with local school districts in
their regions to develop partnerships which meet the intent of providing improved
reading instruction to preservice candidates and beginning teachers.

As noted earlier in this chapter, a specific Hart and Burr (1996) recommendation
relating to emergency credentialed teachers is being implemented through the availability
of internship programs. A new CSU initiative, Intern 2000 Program, is specifically
focused on the six Los Angeles Basin campuses and is linked to the Annenberg-Weingart-
Ford grants. With the assistance of their school district new emergency permit holders
may be placed in an internship program in which they prepare for the MSAT, and they
take classes in basic methodology, classroom management, and curriculum content. These
new teachers will be on a clear path to a full credential with support and assistance being
provided while they are completing the prescribed experiences.

Credential candidates are not assessed individually to determine their capabilities,
which is virtually unlike all other professions, such as, law, medicine. Hart and Burr
recommend the establishing of common standards and a system of candidate assessment to
ensure the modeling of instructional approaches desired.

There are some items which must be viewed early if we are to break out of traditional
molds and have any chance of introducing new concepts. The need to look at existing
policies that are both on campuses as well as executive orders at the system level that
probably grew out of a need to fix some thing that now has become tradition in practice
but may very well impede as we look forward and try to look for innovation. We need to
sit down and rethink, put them all back on the table, and determine what we want to
keep, what we do not need and then what we might need to be put in its place to help
streamline our credentialing process.

Conclusion

Everybody is ignorant, only on different subjects. (Will Rogers)
There is, there can be no question about the legitimacy of higher education’s role in the

strengthening and reshaping of our nation’s K-12 schools. We start with the following
assumptions:

1 For the first time in American history, higher education had to experience
fundamental change without incremental resources or widespread public confidence
—therefore, basic transformation had to evolve from painful internal reallocation.

2 The most likely strongest competitors on the horizon—again, for the first time—
were not other academic institutions. Combined with ‘1’ above, this meant that our
institution had to design a variety of strategic alliances with non-university partners
to accomplish subtle but inevitable metamorphoses.

3 We must shape a national network of high performance comprehensive university-
based consortia devoted to regional human capital and economic development.

4 Higher education’ s growing hypocritical gap between why patrons send us money
and how it is actually spent must be closed through public accountability measures
and reward/prestige systems that actually honor the public’s priorities.
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5 Tied directly to the point immediately above, and with our priority of direct linkage
to K-12, we must acknowledge that in the absence of a fundamental revision of the
singular prestige and reward system that currently characterizes American higher
education, it will be impossible for strong academic institutions to reverse their
priority sequence and put a higher emphasis on the value of K-12 reform.

The question then becomes ‘What would viable evidence be of a restructured or multi-
level status and reward system?’ Not just emphasizing undergraduate teaching vis-à-vis
graduate research, but particularly accruing prestige and tangible value to those faculty
and programs that reach into the school system and risk reputations to improve the lives
of our nation’s youngsters and their families. As we have seen, in California, and
particularly at CSU, higher education and prebaccalaureate institutions are reaching out
imaginatively and courageously to each other. Fundamental experiments have begun and
they have been launched in ways to encourage a planning dialectic between the two levels,
each informing and improving the other, and with an abiding commitment to care for
lower and middle class anxiety about the future classroom and workplace. Art Levine, the
distinguished scholar and new president of Columbia Teachers College, recently told us
‘as presidents we talk about the institutions we hope ours will become, not always about
the ones ours currently are’. Our goal is to have campus presidents work with faculty
leaders to acknowledge the gap, recognize the danger, and move toward matching dream
with reality—time, turmoil, and tenacity will tell.

At the core, presidential leadership will be an essential ingredient in the restructuring
and reform movement. Their challenge? Let us close with the last paragraphs from Robert
Rosenzweig’s new manuscript on the Research University soon to be published by Johns
Hopkins:

As the university’s principal public person, the burden of explaining to the public
what it needs from the university and how that may be different from what it thinks
it wants, falls most heavily on the president. But the most articulate and persuasive
advocate is, in the end, no better than the facts of his case, and in recent years the
facts have tended to undermine what should be a strong case. Modern universities,
after all, have proven themselves to be the most effective knowledge creating
institutions in history. In the process of creating knowledge, and because the
process is closely linked with the training of future scholars, they also provide
society with its next generation of knowledge producers and transmitters, and they
do so at a level of quality that attracts students from all over the world. The values
that sustain the university: openness, respect for dissent, commitment to evidence
and the proper inference from evidence as the best instrument for settling disputes,
integrity, intellectual honesty, these are all the values that also sustain a free society.
Moreover, universities are their principal, and in some cases their only, exemplars
and practitioners. To change the university fundamentally is to risk the loss of a
great deal, indeed. (Rosenzweig, in press)
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But it is also true that years of prosperity and preferred treatment have bred elements of
carelessness, self-indulgence, a sense of entitlement, and not a little arrogance.
Carelessness about faculty misconduct, inattentiveness to the educational needs of
undergraduates, disingenuousness about the utility of university research to produce
economic benefits, the willingness to accept restrictive conditions in exchange for
research funds from industry, the use of political tactics like the pork barrel that
undermine the image of universities as something more than another self-interested
supper at the public trough, while none of these fairly describes all institutions, all are real
and the cumulative effect has produced a level of cynicism about universities that can only
be destructive and that, if nothing else, distracts attention from efforts to make the case
that is so badly needed.

If those flaws are treated as problems of image, best dealt with by image makers, then
the future is bleak. If, however, they are seen as real problems to be addressed by real
solutions, then there are grounds for optimism. Indeed, there is no alternative to
optimism. The virtual university, like the virtual everything else, is by definition a false
university. It may do some things that are now done in universities, but it cannot replace
them. Values are given life by institutions. Political theory without political institutions to
give it life is mere rhetoric; educational values without educational institutions to live
them are mere platitudes. In the end, the health of individual universities, no matter how
well managed they may be, will depend on the health of the institution of the university.
To attend to the former without attending to the latter is ultimately a failing strategy.
That is the challenge modern university presidents face. We should all pray for their
success.
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8
A Grimm Tale

James Raths

Introduction

In my judgment, universities have a key role to play in professional education—including
medicine, law, dentistry, education, and most other professions as well. Of course there
are alternatives. As a matter of policy, it is possible to conceive of assigning professional
preparation programs to night schools, junior colleges, and/ or entrepreneurial consortia
in the private sector. Given the fact that practice in most professions includes a
combination of art and science, there is no precise litmus test to distinguish journeymen
from hacks. Advocates for institutions other than universities would and do argue loud
and long that their graduates better serve the public and are better trained, if not better
educated, for the professional roles to which they aspire.

But there is a missing ingredient in every non-university approach currently under
consideration. There is an urgent need—at every age and in every context—for
universities to criticize (and thus improve) current professional practice. This obligation
holds for all professions, but for the teaching profession certainly. The profession of
Education is a case in point. According to the highly acclaimed report ‘A Nation at Risk’,
the quality of our current schools is so bad, that our enemies couldn’t have designed a
worst system for our children (National Commission on Excellence in Education, 1983).
So, massive efforts have been undertaken since 1983 to reform our schools. Does the
nation want normal schools or alternative routes to licensure systems staffed primarily
with practicing teachers working to prepare candidates to ‘succeed’ in today’s mediocre (or
worse) schools? No, of course not. Instead, our society needs to prepare teachers for
classrooms that don’t exist today and that will serve tomorrow’s children after the reforms
have taken hold. The thesis of my ‘tale’ is that it is becoming more and more difficult for
universities to play this role given current licensing and accreditation trends in the United
States. It is to this new threat that I address my comments.

But first, I want to return to the notion that professional schools’ primary mission is to
improve current practice and in so doing become critics of current practice. There is
always a useful tension between practitioners and professors—a tension that is aroused
from one vantage point by an understandable intolerance for criticism, and from the other
a wonderment about the existence of such widespread bad practice. Let me expand with
some examples.



At a midwestern university, there was a program to prepare veterinarians to care for
house pets. Candidates in this program were told explicitly that when a small dog is
brought in with a cut on its leg good practice dictates the use of a sterile mask and gloves
to avoid infecting the dog’s leg; the use of sterile needle and thread to sew up the cut, and
other similar prophylactic measures. Practitioners hearing of these teachings became
outraged. It was their position that any veterinarian who practiced in such a mode would
go broke in a month. They wrote to the university, asserting that no one in practice could
afford such expensive treatments for such a minor injury. The professors responded
pridefully, ‘Are you interested in implementing good practice or being a hack!’

Of course while healthy in optimum doses, the tensions between the university
professional schools and the field can become heated and acrimonious. Some veterinarians
were heard to say that the veterinarian professors were only teaching at the university
because they couldn’t do anything else. Maybe so, but the issue is: How can practice be
improved?

Another story about professional school/practitioner tension. Almost 20 years ago
during another era of competency based education, medical evaluators at a distinguished
medical college were busy writing items that could be given to candidates in clinical
medicine to assess their skills and judgments as potential doctors. One of the items on a test
developed by the professors was the following:

You are called in the middle of the night by a woman who says she is a sister of one
of your patients. She has a four month old baby girl with an ear ache—and the baby
won’t stop crying. Which of the following options would you choose?

The options included some obvious ones: (a) give the baby some aspirin and call back if
that doesn’t work, and (b) take her temperature and call me back with the reading. One of
the options, and the one that was keyed as correct by the university-based team was, ‘Tell
the mother to meet you in the emergency room of the hospital in 15 minutes.’ A panel of
local doctors who were asked to respond to this item were outraged at the response keyed
as correct. They were confident that the response was ‘typically academic’. In rather
angry tones, the practicing physicians claimed that practitioners could respond in this way
because if they did they would never get any sleep. The university team responded by
citing medical findings such as the average length of the Eustachian tube in a four month
old baby, and how the ear drum itself was at risk in this situation of being severely and
irreparably damaged by infection. The local doctors were unconvinced—but the
university professors held their ground in the name of ‘good practice’.

How likely is it that a normal school faculty or public school teachers moonlighting as
teacher educators would have the dispositions or the status to criticize current practice? In
my judgment, universities are the current best hope for finding ways to nudge practice
along.

Have schools of education criticized current practice? I would said ‘yes’. The charge
against homogeneous grouping has come mostly from academics; the need to mainstream
children was an impetus of parent groups informed and pushed in part by University
professors. The changes and improvements in writing instruction and in reading
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instruction have come in the main from university professors. And without an investment
in teacher education and the interaction this process requires between practitioners and
researchers/scholars, it seems very unlikely that the university role as critic of current
practice and improver of current practice would be played out.

The premise of this collection of essays is that the survival of university-based teacher
education is at serious risk. What happened to put university-based teacher education into
this precarious situation? I write to share one explanation. The tale I have to tell begins
long ago and speaks of a solution that the teacher education establishment developed to
address a very pressing problem at the time.1 The ‘solution’ was apparently quite
successful in the short run. But, as H.L.Menken reminded us: ‘For every complex
problem, there is a simple solution. And it is usually wrong!’ Not only was the solution in
this case wrong, but it can also be seen as the seed of disaster for university-based teacher
education programs and in the long run the profession itself.

The Tale

Once upon a time, just after World War II, teacher education began to take on increased
prominence. Prior to 1940, licensing requirements for teachers were minimal at best—
and not taken very seriously. After the war, as populations grew, as professional
awareness increased, and as state bureaucracies became more invasive in the lives of
citizens, a touchy problem arose that seemed to threaten a principle pillar in the
foundation of higher education—namely its autonomy. Universities in the United States
had enjoyed for years the privileges of autonomy. Faculties at universities prided
themselves in the idea that they alone controlled the University’s curriculum and
graduation requirements. No royal peer, or political hack, or even wealthy alumnus could
dictate curriculum issues to faculty at American universities. This fierce independence on
the part of university faculty was recently demonstrated at Yale University when a
benefactor donated $20,000,000 to the University to establish a program in western
culture. The faculty decided the program proposal was not a good idea and the University
returned the money.

On the other hand, state governments are by default assigned responsibility for
regulating education by the 10th amendment to the US Constitution, and by almost all of
the several state constitutions in the Union. State constitutions, as a rule, assign duties and
responsibilities for regulating public schools and for licensing school employees to the
legislatures, to the Governor, or to others within State Government, such as a State Board
of Education.

In sum, two powerful institutions were on a collision course. The state governments
had rights to license teachers and thus to insist on particular forms of professional
preparation on the part of candidates prior to licensing. Universities had taken the position
that their faculties alone could decide program requirements and graduation
requirements.

Our ‘elders’ in teacher education anticipated the problems that the over-lapping
responsibilities foreshadowed. Working through national professional organizations—
precursors of today’s American Association of Colleges for Teacher Education—teacher
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educators endorsed and implemented agreements between states and institutions of
higher education that would serve to forestall conflict. The agreement was called
‘entitlement’ or certification by program approval. States would approve teacher
education programs at the various institutions of higher education within their jurisdiction,
and as a result, any candidate graduating from the institution’s approved program would
be ‘entitled’ to a teaching license. As will be illustrated later, the approval process was
initially quite informal and deferential. This solution was more generous than ‘win/win’.
From the vantage point of higher education, it was more nearly ‘winner take all’. Or so it
seemed.

The fact that higher education had yielded to state governments the authority to review
and approve its teacher education programs was lost in the general comity and deference
found between state bureaucrats and University officials in the early going. A linchpin in
the entitlement process had to do with the program approval process. From the late
1940s through the 1970s the process was far from rigorous. The following description of
an exchange of letters between the University of Illinois and the State of Illinois illustrates
this point.

Professor J. Marlowe Slater, Associate Dean for Teacher Education at the University,
wrote to an official at the Illinois State Board of Education in Springfield who held a title
such as ‘Supervisor of Teacher Education’. The letter read in its entirety:2

Dear Sir:
I am writing to inform you that the University of Illinois has just instituted a new

program preparing mathematics teachers for secondary schools. The rationale for the new
program and its requirements for admission and graduation are described in the enclosed
document. Please enter this program on your list of State-approved programs.

Sincerely,
J. Marlowe Slater

Associate Dean

A reply from Springfield, dated within a week of Professor Slater’s original mailing was as
follows:

Dear Dean Slater:
Thank you for your letter and description of your new teacher education program in

secondary mathematics. Please be assured that I have entered this new program on our list
of approved programs. If I can be of further help to you, please let me know.

Sincerely,
J. Arthur Rudd

Supervisor, Teacher Education

Suffice it to say, the state’s interest in quality teacher education was delegated, in a sense,
to the University. 
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Sequela

So, as we have seen, higher education ceded in part its claims of program autonomy to
negotiate the ‘entitlement’ compromise. The agreement also in part nullified the need for
the state to take the evaluation of candidates as individuals very seriously. In effect, the state
delegated the authority to make licensing decisions to the University. Anyone who
completed an approved teacher education program successfully was ipso facto eligible for
a license. The seeds were now sown for threatening the survival of university based
teacher education.

The first threat arose from the university’s stepping away from the responsibility of
evaluating candidates rigorously in the certification process. It was the rare institution that
adopted evaluation procedures for teacher candidates that were different, more rigorous,
or more responsible than those found in all other areas of the university. That is, the
procedures that were deemed satisfactory for deciding to award a degree to an English
major or a history major were seen as sufficient for a teacher education major. And the
procedures for making a recommendation to the state involved, in the main, taking into
account only grade point average and meeting program course requirements.

Professor Martin Haberman, a distinguished professor of education at the University of
Wisconsin at Milwaukee, had challenged his colleagues in teacher education by continually
asking:

Consider a candidate with a B+ average at graduation time. What could this person
possibly be or do to prevent his graduating from an approved teacher education
program and thus, through the entitlement process, from being licensed as a
teacher?

The current answer is, and has been for decades, nothing. Haberman teases (torments) us
with examples: ‘What if the candidate were an avowed racist? Would he still be allowed
to graduate and receive a teaching license?’ It is not clear what would happen to such an
individual today, but a best guess is that by raising the specter of ‘political correctness’ and
the guarantees of free speech, an avowed racist with a B+ average would be graduated
from most approved teacher education programs and be granted a teaching license. Is it
unreasonable to anticipate professors saying, ‘After all, why should we play God with an
individual’s career? Let the schools who are making employment decisions sort out those
who will be successful teachers from those who would be less successful teachers in their
particular contexts’ (Haberman and Stinnett, 1973).

As a result, the standard notion that quality control in the professions is composed of a
three-legged stool—program accreditation, a realistic and carefully supervised internship
experience, and the rigorous evaluation of candidates for teaching licenses—was undercut
by the entitlement policy. The state apparently assumed that everyone graduating from
approved programs was qualified for a teaching license. The University assumed that what
is sufficient rigor for graduating a student in the liberal arts should suffice for graduating a
student in teacher education, so nothing beyond the grade point average and number of
credits earned was deemed relevant to the decision. 
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The hypothesis I am advancing is that the decision to implement the ‘entitlement’ policy
—an agreement that brought peace of sorts for the period 1950 through 1970—was
initially successful. But at what costs? Quality control, the rigorous application of high
standards, and the accountability for the proficiency of teacher candidates was seriously
diluted, leading to high level credibility problems in the 1990s.

The failure of the university to meet its responsibilities in the ‘entitlement process’ had
a significant effect on the credibility of university-based teacher education. But, the other
side of the equation, state program approval was also hindering the basic mission of
university based teacher education, namely that of critic of current practice. By conceding
the right of states to approve and ultimately dictate the content of teacher education
programs, the autonomy of higher education, valued and protected over the centuries,
was being decimated. When the teacher empowerment movement arrived in the early
1970s, the National Education Association was quick to propose teacher dominated
‘teacher education quality control boards’ within the various states. These new boards,
often created by acts of state legislatures after the powerful prodding of the NEA State
affiliates, quickly wrote new regulations requiring Universities to offer early field
experiences, as well as courses in special education, parent/community education,
multicultural education, and other areas seen as critical—whether or not the University
faculty agreed with these priorities or not. Teacher educators, needing to promise their
students that they would be eligible for licensure through the entitlement agreements
were forced to accept the state regulations as a matter of course. Teacher education
programs burgeoned in size—with professional education courses dominating as much as
50 per cent of the graduation requirements.3

In sum, Universities ended up with teacher education programs over which their
faculties had very little control, graduating teacher candidates who were not evaluated in
ways different from degree candidates in the liberal arts. If this scenario is correct, is it
any wonder that university-based teacher education is in trouble? What university provost
would be willing to invest scarce and precious funds into such an operation? What teacher
educator could deny that university based teacher education as we have come to know it is
‘at risk’?

But in the 1990s, the problem is becoming even worse. Acting on the recommendations
of prestigious commissions, such as that chaired by Darling-Hammond (1996), more and
more states are setting requirements for program approval that require candidates to be
prepared to teach the state’s curriculum in ways the state has mandated. In some states,
the teacher quality control boards are even mandating not only what candidates are to be
taught, but how they are to learn. A recent standard to be applied to candidates in the
State of Delaware states not only that they have specified knowledge, but that they have
come to acquire the knowledge through a reflective process. While it is logical for the
state government to require teacher preparation programs to prepare candidates for today’s
schools and to use today’s teaching methods and to accept today’s ideologies, in the long
run this sort of strong arm policy can be disastrous for schools and for educational policy.
Criticism of professional practice, now a hallmark of many teacher education programs, will
be stifled in the name of ‘alignment’.
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Moral of the Tale

It would be nice to finish this account with the line, ‘And university-based teacher
educators lived happily ever after.’ Right now, the possibility of any sort of happiness
seems remote. What are some policies that universities might adopt to at least ameliorate
the problem and reduce the risk that their programs are now experiencing? With full
awareness of the danger of ‘simple solutions’, here are some implications from this tale:

1 Cancel all entitlement agreements. They are seriously flawed and serve to undermine
the autonomy of the University. Further, since states are adding increasing
requirements for certification beyond mere graduation from an approved program—
criminal background checks, attaining passing scores on PRAXIS tests, and similar
other mandates—the advantages of graduating from approved programs are
diminishing.

2 Deny the right of states to approve teacher education programs. Yield to them the
right to license teachers in terms of their experiences, skills, and dispositions. This
recommendation is the reverse side of the coin described in Recommendation #1
above. The University should work to insulate itself from the political winds that
advance fads and ‘common sense’ approaches that have little merit.

3 Work with national associations to develop a system of reciprocity for teacher
licensure among states that would allow candidates who are graduates from teacher
education units accredited by NCATE to seek employment in any state in the Union
without undue penalty. There is a slap-dash system now in place, administered in
effect by the National Association of State Directors of Teacher Education and
Certification (NASDTEC), that allows for a degree of reciprocity. But the
agreements negotiated by states through the good offices of NASDTEC are bilateral
and complex and continually changing. A better system could be established to the
benefit of the profession and the teachers who are its members.

4 To make Recommendation #3 work, the NCATE standards have to be revised once
again—to give them more focus on those elements of programs that contribute to
quality. That is, some of the politically correct language in the current standards
having to do with ‘global perspectives’ and the idealist expectation that each program
(or unit) have an explicit model to give direction to its programs could be omitted.
New standards could be written that have to do with resources (human and fiscal)
and with program evaluation practices. 

5 Finally, states will need to find ways to evaluate individual candidates for licensure.
The time-consuming practices of the National Board for Professional Teaching
Standards cannot be adopted because they are not feasible. The quick and dirty
approach of using PRAXIS examinations should also be shunned because of their
problematic validity and because of the negative impacts this practice has on the
diversity of the national teaching corps. The profession working together—
practitioners, researchers, and policy makers—might design workable procedures
that, while not perfect, may be perfectible as our knowledge and technical skills
increase over the next century.
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Notes

1 Readers should know that this ‘story’ is not found in the classic histories of teacher
education, such as Johnson and Johanningmeier (1972), Haberman and Stinnett (1973), or
Clifford and Gutherie (1988). My guess is that the policy originated in the National
Commission on Teacher Education and Professional Standards, or its precursors, circa 1950.

2 I am re-constructing these letters from memory since the University of Illinois files are no
longer available to me. However, the letters were so brief, and their contents so odd, I am
confident that my memory is near perfect on these matters. Also, Professor Slater was
indeed the Associate Dean at Illinois at the time; I made up the name of the State official.

3 To be fair, in some states, the Teacher Quality Control Boards took a different tack.
Influenced by conservative influences, some states abolished ‘education’ majors and put a
ceiling on the number of education courses that could be required for entitlement programs.
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9
University Responsibility for a Public

Purpose: Institutional Accountability and
Teacher Education

Calvin Frazier

Universities tend to treat schools of education and the preparation of teachers like any
other department, school, or college. Some variation might be allowed for professionally
oriented units such as the schools of journalism, business, architecture, and education but
for the most part the same policies and administrative expectations govern all participants
in the university culture. The mind set is the same: you are in the university system and
you conform to the university rules and culture. Failure to do so means, ‘you are not one
of us’. Where does this leave those faculty involved in meeting some very critical public
expectations relative to the preparation of teachers for America’s schools?

From the study of teacher education settings in the 1980s by Goodlad and his
colleagues, there were four common themes identified in institutions. Programs for the
preparation of educators were characterized by a (Goodlad, Soder and Sirotnik, 1990)
‘loss of identity accompanying the shift to a research orientation’; (Soder, 1995) search
for prestige; (National Commission on Teaching and America’s Future, 1996) intrusion of
external forces, and (Soder, 1995) ‘market competition’ (Goodlad, Soder and Sirotnik,
1990). Loss of identity and search for prestige can generate strong feelings and
psychological conflict for teacher educators. One might compare this to an organ
transplant rejection by a host body.

Legislators and representatives of state agencies are not seen as having any legitimacy
but are external, intrusive forces posing a threat to the university. Roger Soder’s
wonderful dialogue in the Record in Educational Leadership captures the resentment well. ‘I
don’t want the university to have to give up its control of teacher education. Let me tell
you, the university already has precious little control over teacher education. We’re
already little more than a state training institute’ (Soder, 1995).

Any consideration of institutional accountability for teacher education quality must
recognize the conflict in the two worlds. The external world speaks one language. The
university culture speaks another. Teacher educators and their students are caught in the
middle. But nested in the one and interacting daily with university policies and
expectations, school of education faculty generally are drawn to the research and writing
ark and their desire for peer prestige. Off setting this movement, however, is a
heightened anxiety caused by the marketing competition from alternative approaches and
concern over who, the universities, private vendors or school districts, will prepare the
estimated two million teachers projected by the National Commission on Teaching and



America’s Future to be needed by 2006 (National Commission on Teaching and
America’s Future, 1996).

This chapter argues for a quality program for the two million new teachers and for the
continued involvement of those universities choosing to operate under a new set of
accountability guidelines: guidelines that will be seen by some as being even more
intrusive than past state approaches but when examined closely will be welcomed by
many who will see this as an opportunity to bring a much needed creativity and energy to
teacher preparation programs. Such is the price of hosting a program having a very
specific and profound public purpose.

Public Purpose versus Institutional Mission

Teacher education has a particular place in the university mission. Unlike other professional
development and career programs, teacher education comes into the university culture
loaded with public expectations and a sense of urgency. In a community emphasizing
academic freedom and faculty designed majors and minors, the teacher preparation
program sits as the most heavily regulated offering in the university. Preparing teachers
for classroom leadership responsibilities means the institution is assuming a state function
and in a very real sense, becoming an agent of the state. But address a school of education
faculty as ‘agents of the state’ and the statement rings as a harsh, dissonant challenge to
their role as academicians. However, the state commitment to public education has given
birth to schools, local boards of education, state departments of education, and teacher
preparation programs. Absent this purpose, education as we know it, may have taken a
very different form.

Historically, the well being of our democratic society was seen as resting on the quality
of the nation’s education undertaking. Again, quoting Soder, ‘The purpose of schools, the
major purpose of schools in America, is to teach children the moral and intellectual
responsibilities for living and working in a democracy’ (Soder, 1995). This theme,
articulated by Washington, stressed by Jefferson, and advocated by Horace Mann argues
persuasively that sustaining a democracy rests on an educated citizenry. The philosophical
underpinnings seem undeniable. Yet, the status of schools of education and teacher
education would suggest that even faculty members in the school of education, as well as
arts and science staff, the campus leadership and governing boards, fail to make the
connection between quality schools, quality teachers, and the university’s teacher
education program. The public ends are regularly displaced by institutional and individual
faculty goals and priorities.

The public interest is expressed in state law that in turn is based on constitutional
provisions similar to Colorado’s Article IX, Section 11, whereby ‘the general assembly is
granted the power to require, unless educated by other means, that every child shall
attend the public school during the ages of six and eighteen years’ (Colorado School Laws,
1997). Additionally, state constitutions commonly require that the educational system
designed be ‘thorough and uniform’ (Colorado) or ‘thorough and efficient’ (New Jersey).
Courts have utilized such provisions to require equity in the financing of public schools
and uniformity in the preparation of teachers serving the public schools. Absent some
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common teaching skills and quality by those carrying out the public education mandate,
courts have indicated that the equity concept is lost. A state’s involvement in preparation
programs and teacher licensing is based in large part on some significant and deep-seated
constitutional mandates and not the whims of a legislative body. How this equity
requirement is met, however, becomes the basis for conflict between the teacher
preparation providers and the state.

The university culture and the external forces have become increasingly contentious as
legislators and governors have become more determined to address public concerns about
elementary and secondary educational quality. Justifiably, lawmakers have revisited their
obligation to improve teacher quality as a condition of justifying a compulsory education
requirement for all children.

Almost concurrently with the release of the Nation-at-Risk report (National
Commission on Excellence in Education, 1983) 11 governors, joined by legislative,
educational, and business leaders completed a two year study and issued a bipartisan
report calling for ‘a new ethic of excellence in public education’ (Task Force on Education
for Economic Growth, 1983). One of the key recommendations of the Task Force on
Education for Economic Growth was directed to states to ‘express a new and higher
regard for teachers and for the profession of teaching’ acknowledging that this ‘will
require a substantially restructured and renewed curriculum for teacher training’ (Task
Force on Education for Economic Growth, 1983).

By the end of the 1980s, the conflict between universities and the legislature over
teacher education was evident in legislative sessions across the country. Universities had
become acceptant of, and in some cases even encouraged, legislative prescription of
courses and content. But frustrated by a reluctance on the part of higher education to
explore changes in past approaches, legislators in a number of states opened the doors to
alternative routes to certification. In part, legislators did so to respond to a growing
number of older, second career applicants wanting access to licensing through routes
other than the traditional undergraduate sequence. But it was evident in the state
legislative discussions that lawmakers wanted to send a message to higher education to
attend to needed change in preparation programs. In alternative certification hearings,
higher education was attacked by recent graduates and experienced teachers about
perceived program deficiencies. Legislative-higher education rapport was badly damaged
during these debates.

The confrontations were curious in one respect. Over the years, teacher education
programs had become one of the most regulated of any of the state licensing programs.
Although universities bore the brunt of the attack, the criticism voiced by graduates could
legitimately have been directed at the lawmakers themselves. Credit hours, courses,
content, endorsement areas, number of weeks of student teaching were often topics of
detailed state laws and regulations. In their effort to detail the process and inputs, state
leaders and campus implementers paid little attention to learning and the quality of the
teaching performance. Accountability rested primarily in confirming the presence of the
required program components. Legislators, more so than university leaders, moved to
address this omission. By 1990, states began to require that candidates for a state license
pass a basic skills test to confirm their ability in reading, writing, spelling, and
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mathematics. From the mid-1980s and a major state confrontation over basic skills testing
as proposed by an Arkansas governor named Bill Clinton, 40 states have adopted testing
requirements to confirm the basic skills of the prospective teacher (National Association
of State Directors of Teacher Education and Certification, [NASDEC], 1996). States
didn’t stop there. Arguments accelerated for confirmation of the candidate’s knowledge of
his/her subject area, general studies, and pedagogy. Thirty eight states have set
requirements in one or more of these areas (NASDEC, 1996).

By 1996, states were investing heavily in assessment programs aimed at assuring the
public that teachers did in fact have a body of knowledge and a minimum level of basic
skills as a condition of receiving a state license to teach. From this author’s observation,
seldom were these proposals initiated or supported by higher education. The
accountability train was moving and universities were left protesting at the station.
Beyond the testing mania, another far more significant shift occurred in policy making.
Universities, still unsure of what to do with the new state assessment data on their
graduates, now face a challenge coming from yet another escalation of the accountability
thrust.

A Shift in Legislative Policy Making

Parallel to the activity of governors and state policy makers to address shortfalls in teacher
education quality, a broader policy shift began unfolding in the early 1980s. President
Reagan entered his first term with a theme of reducing government and the massive
number of federal regulations. By the time President Clinton entered the White House in
1993, the deregulation theme was now a bi-partisan concern and had expanded to the
questioning of long standing assumptions about how government should operate. Public
disenchantment with government and politicians had increased. Shortly after the Time
magazine cover posed the question, ‘Is Government Dead?’, Osborne and Gaebler
answered the question by suggesting this indeed may be the case unless there can be a
complete rethinking of how we seek to achieve many of our public goals and ultimately
account to the public. To improve public stewardship, the authors, in their book
Reinventing Government, proposed 10 principles for achieving ‘an American Perestroika’
(Osborne and Gaebler, 1993). Deregulation was placed in a broader agenda including
devolution, customer based and market-oriented approaches, mission-driven operations,
and establishment of a results-oriented government. The Osborne and Gaebler treatise is
an example of the literature impacting and reflecting a mini-revolution in policy making.

The new approach to policy making is beginning to be seen at all levels of government
and in government operations beyond the educational arena. Applied to teacher education,
one might make this analysis of the traditional policy approach: 

• Centralized control and decision-making to reduce potential for organizational
variations;

• Extensive statutory and regulatory mandates to control the process;
• Emphasis on required courses, content, and measurable inputs;
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• Rigid adherence to the rules, with little flexibility, less there be a weakening of quality
control;

• Quantitative-based evaluation and accountability procedure; and
• Formula driven funding patterns unrelated to the goals desired.

In the last 10 years, governors and legislators have moved to a new policy approach
characterized by:

• Delegation of decision-making to lower levels of government to promote local
ownership and leadership;

• Reduced emphasis on rules and regulations;
• Greater specification of desired results and performance;
• Flexibility encouraged to promote identification of solutions to emerging local

problems;
• Qualitative-based evaluation and accountability procedures;
• Collaboration across agencies and levels of government to streamline the delivery of

services;
• Funds allocated on the basis of results and performance;
• Openness to possible privatization of work previously reserved to federal, state, or

local government.

While state policy makers are moving more and more aggressively in this new policy
direction, universities seem unaware of the implications of this new configuration. The
review of this policy shift is presented in advance of the accountability discussion in the
belief that the policy transition offers universities a tremendous opportunity to contribute
to this evolution while regaining a greater control of teacher education programs—albeit
with a significantly expanded accountability responsibility. Currently universities seem
unprepared and often unwilling to assume these responsibilities.

Teacher Education in a Performance-based World

The basis for a performance system begins with the identification of what the state expects
of anyone receiving a license to teach. Other than general statements, falling far short of
observable and measurable standards by which teacher candidates might be judged,
legislatures have been remiss in setting this foundation and, in doing so, undermined a
performance-oriented approach to teacher education.

Teacher standards, objected to by some reformists, are a legitimate expression of a public
expectation. Less justified is the legislative specification of the program elements.
Previously, legislators sought to control the components of the teacher education program
and bypassed the professional judgments that should have guided the preparation process.
As pressures mounted on the K-12 arena, legislators passed additional laws to control
teacher education but the system itself was not pushed to generate creative approaches.
The new policy emphasis must have as one of its goals that of energizing a system that has
through domination and neglect become passive and uncreative. Setting state expectations
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and holding institutions responsible for achieving these standards is a constructive
approach to achieving organizational change.

In adopting specific expectations, states have found the 10 standards developed by the
Interstate New Teacher Assessment and Support Consortium (INTASC) to be a
particularly helpful basis for starting a dialogue on standards (Interstate New Teacher
Assessment and Support Consortium, [INTASC], 1992). Some states have found reason to
consolidate the INTASC standards to a smaller number. For example, Colorado
eventually adopted five. Discussions in other states have focused on two additional
expectations: the teacher’s technology awareness and application and the ability of the
teacher to move students to a higher achievement of state adopted learning standards.

A more generic, but nevertheless challenging expectation, has been advocated by John
Goodlad in his book, Educational Renewal: Better Teachers. Better Schools (Goodlad, 1994).
Goodlad argues that it is reasonable to expect that new teachers should enter a school
prepared to contribute to the development and maintenance of a responsive and renewing
school. Again, acceptance of this or any standard has major program and resource
implications. For example, in programs that have traditionally limited their focus to
preparing the teacher for classroom responsibilities, learning to work effectively with
colleagues, parents, and the community for school change has little chance of being
achieved in a 5–10 week student teaching assignment.

The language of the INTASC standards suggest the accountability challenge for
universities and teacher education programs:

• Principle #3: The teacher understands how students differ in their approaches to
learning, and creates instructional opportunities that are adapted to diverse learners.

• Principle #4: The teacher understands and uses a variety of instructional strategies to
encourage students’ development of critical thinking, problem solving, and
performance skills (INTASC, 1992).

Typically, the standards’ statements contain both a cognitive and a performance
expectation, i.e., the teacher is aware of or understands, and uses, performs,
demonstrates or creates.

States are moving slowly, but steadily into standards for teachers. In the 1996–7 Manual
on Certification and Preparation of Educational Personnel in the United States and Canada, eight
states reported adopting performance standards for teachers and using them in approving
programs of preparation and/or the granting of individual licenses. Five had adopted
performance standards and were in the process of establishing procedures for applying these
standards while 11 states reported studying or moving in this direction (NASDEC, 1996).
State adoption of teacher standards has been a steady one in the last five years and there
seems to be little countering this trend at this point.

National representatives of the professional community have become more vocal in
their support of this approach. ‘Get serious about standards, for both students and
teachers’ (National Commission on Teaching and America’s Future, 1996), was the first
recommendation to states from the National Commission on Teaching and America’s
Future in its September, 1996 report. The American Association of Colleges for Teacher
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Education (AACTE), Association of Teacher Education (ATE), National Council for
Accreditation of Teacher Education (NCATE), Council of Chief State School Officers
(CCSSO), and the National Association of State Boards of Education (NASBE) have issued
statements in favor of teacher standards as the cornerstone of a state’s redesign of teacher
education. It is reasonable to expect that most if not all states will have standards in place
by the year 2000.

Assuming this trend continues, the issue then becomes the assessment of the adopted
standards. What is to be measured, how, by whom, and when, are questions states must
answer in terms of putting in place an assessment process that is reasonable, efficient, and
meets the legal tests of fairness, validity, and reliability. States have developed a track
record of sorts in assessment after setting out over 10 years ago to judge the basic skills of
applicants for a state license. Litigation has clarified, and continues to do so, state testing
practices related to confirming the knowledge base of prospective teachers.

Despite problems over cut-off scores, testing conditions for the disabled,
disproportionate failure rates among different populations, connecting the content of tests
to the knowledge needed in the classroom, and test availability for all of the state’s
endorsement areas, states have moved forward in confirming the knowledge base
suggested by the adopted standards. Appropriately, legislatures appear ready to leave the
problems of performance assessment to the program providers.

Performance and the Challenge to the University

Judging student performance in terms of candidates demonstrating, for example, the 10
principles of INTASC, is not so easily accomplished. Nor is the legal landscape for judging
performance clear. For universities, this means going beyond assuring the state that an
applicant has completed all required courses, has a BA, and should therefore be
considered for a license. Courts have tended to support university decisions in these
areas. In grading conflicts, the faculty member is presumed to be qualified based on an
academic record that includes the appropriate degrees. Student papers are available for
review. And most importantly, courts have been reluctant to substitute their judgment of
faculty members for fear of opening a giant litigational box. This protection may not
continue as universities move into judgments related to performance. 

As Michael Ford suggests, ‘performance assessment is a new direction in testing. “It is
an effort to access complex skills in a realistic way”’ (Ford, 1995). Students must know
the standards to be met and the criteria by which they will be evaluated. They must have
an opportunity to be trained and to practice the expected performance, and finally, to be
judged by qualified judges as they demonstrate these behaviors in appropriate settings.
These expectations can be met but the typical teacher education program has not
addressed these questions.

The qualifications of the ‘judges’ become a critical component. The holding of
academic degrees may be insignificant to the performance judgments required. The
number of qualified observers or raters may be an issue. Again, Ford, in examining the
fairness issue, has underscored the value of triangulation or multiple judges, coming from
different assignments and backgrounds (Ford, 1995). These components are not new to
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teacher education programs but they have been done poorly or erratically in many cases.
Rather than academic degrees confirming the capacity of a judge to rate performance,
other qualifications may be considered more important. In terms of the legal implications,
therefore, assessing teacher performance to meet state standards will generally mean
meeting a much higher standard of evaluation than universities have been held to in the
past.

Most universities must undergo major organizational change to recognize the standards
in a world of courses and credits. Faculty know well how to prepare a syllabus; conduct a
class; test the students for content, understanding, and awareness; and assign a grade.
They are less confident in their performance as a judge affirming that a student can
perform consistently in the manner determined by the state to be essential for all
teachers. Further, if the tests of validity and reliability are to be met, performance-based
assessment means the program must be more field-based in its orientation than what is
currently found in most colleges and universities. Faculty and students must spend more
time in schools and classrooms where performance judgments must be made, and, as
anticipated in triangulation, elementary and secondary personnel must be more actively
involved in the preparation and evaluation sequence. Achieving the state goal of a
performance-based system and meeting the legal requirements will take a rigorous
examination of current university practices and policies.

Can Universities Meet the Challenge?

Implementing the university part of the performance based system will not be easy. In the
past, universities met state requirements, but generally in ways that fit nicely into the
campus structure. Teacher education didn’t disrupt student or faculty routines. Classes in
the sequence emphasized the development of the students’ knowledge, understanding,
and awareness levels. In this area, there may be little reason to adjust the content
provided although it will be important to evaluate the offerings in terms of their
correlation with the expectations of the standards. Classroom tests and examinations will
continue to be important in providing staff and students with feed-back on the progress
made toward the knowledge base identified. In addition, the state tests can act as a
collective supplement and provide valuable data back to all university faculty in regard to
any gaps in the knowledge base of graduates. Closing this last part of the loop may cause
some concern if students fail to perform well on the state tests and faculty are unwilling
or see no reason to adjust their syllabi. When teacher education students are part of a
larger group, there may be some conflict over modifying the course content for one
segment, but, for the most part, problems in the knowledge-based realm will be
manageable.

University experience in the performance area has been in the capstone experience or
the student teaching phase of the program. In this final segment of a quarter or semester
of time, the student is expected to bring theory and practice together. The instructors
often change during this part of the program. In universities having several hundred
students involved in student teaching, the bulk of the student supervision often falls on
adjunct faculty and supervising school teachers with neither having much input in or
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knowledge of the campus preparation content, philosophy or other aspects of the program.
There is little chance of universities meeting the legal tests of reliability and validity and
the intent of a performance approach if such practices are continued. Major organizational
change will be required.

The extent of the change makes this an institutional issue—not just a school of
education involvement. Further, the change from a campus-based program to one having
significantly more field contacts impacts the local schools of the area as well.

The experience of the National Network for Educational Renewal and the program
descriptions provided by Goodlad (1994), suggest the key programmatic conditions that
will provide the educational quality and meet the legal tests as well. Examining some of
the components suggest how the two come together:

1 Early and supervised contact with classrooms and schools

Students need to enter the teacher education program knowing what is expected of them
in terms of the courses, off-campus involvement, and the state standards and assessment
requirements of a license. Some universities have found that by providing an orientation
and field based contact in the freshmen and sophomore years as many as one out of five
students may choose to redirect their study to other careers. Similar gains can be expected
by providing these orientation and visitation opportunities in the early weeks of a fifth
year or post-BA program.

2 Expanded opportunities for prospective teachers to have experience in schools having
racial and income diversity among the students

Preferably every student should have such an experience in an urban setting if at all
possible and prior to the internship or student teaching experience. Working with
disabled students would be an important consideration as well. Usually, one standard
relates to demonstrating one’s ability to work effectively with children having diverse
backgrounds and abilities.

3 Cohort grouping of students

An important socializing experience through the cohort group approach has helped students
reflect on the ‘moral, ethical, and enculturating responsibilities to be assumed’ (Goodlad,
1994). The cohort group has been an important feed-back opportunity to allow a student
to receive comments from staff and students.

4 Partner schools

As field contacts increase, it becomes easier for the university and selected schools to have
an ongoing relationship to facilitate understanding, planning, and evaluation of the
preparation efforts. Such partnerships, as described more fully by Goodlad (1994), allow
the prospective teachers to understand the dynamics of a school and not just the work of a
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single classroom. Through the partnership, school personnel become informed and,
often, are invited to participate as clinical staff in making campus contributions as well as
providing school level assistance. The quality of the performance ‘judges’ is enhanced
considerably by such an arrangement.

5 Internships or student teaching experiences providing at least two semesters of school
experience

Ideally, this time permits an in-depth experience in two schools having two very different
settings and demography. This gives adequate time for the students to practice, revise,
and confirm their performance with frequent observations from highly qualified school
and campus evaluators.

6 Finally, feed-back and follow-up to allow a formative evaluation of ongoing
programs (Goodlad, 1994)

Such a commitment fits well into a field-based program that is routinely gathering data,
making qualitative judgments, and adjusting the program to improve the quality of
instruction.

Individually or collectively, these programmatic provisions have operational
implications that extend beyond the school or college of education. All have implications
for arts and sciences faculty. All require the support and involvement of the public
schools. A teacher education program buried in the school of education may have trouble
gaining the respect and attention of these parties. For this reason, some universities have
found it desirable to form a new ‘Center for Pedagogy’ as recommended by Goodlad
(1994) or ‘Center for Teaching and Learning’ as preferred by some institutions. Here the
triad (education, arts and sciences, and local schools) can find equal status. The Center can
be a critical vehicle in enabling a university to organize itself to respond to the new
demands of a state performance-based approach.

Universities may find value in seeing such a center in a broader context. Assessment
findings such as those reported by the National Center on Post-secondary Teaching,
Learning, and Assessment in Realizing the Potential: Improving Post-secondary Teaching,
Learning, and Assessment (National Center on Post-secondary Teaching, Learning, and
Assessment, 1995), suggest to this writer that the university efforts to provide a higher
quality undergraduate program are not unrelated to the assessment challenges presented
by a performance-oriented, teacher education program. Identifying and monitoring the
performance indicators of under-graduate student progress and learning can carry one into
a similar field of questions and processes. 

Additionally, a Center for Teaching and Learning or Pedagogy can be instrumental in
improving the overall quality of faculty instruction. Rather than viewing the problems of
teacher education assessment as unique and a burden, higher education leaders should see
the challenge as running parallel to a broader public accountability concern regarding the
university itself.
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Underscoring the institutional nature of the changes needed are the findings of a policy
study conducted through the National Network for Educational Renewal (Unpublished
Summary, 1995). Directors of the Network settings were asked to identify those policies
or actions that were most important to the enhancement of university and school
collaboration. The most commonly mentioned were these:

1 Critical institutional actions

• Demonstrated support for the simultaneous renewal concept by the institutional
governing board and president or chancellor.

• Commitment to a faculty tenure, promotion, reward, and recruitment structure that
encourages participation in a field-based program.

• Adoption of formal agreements between the university and the school districts relative
to setting the expectations and responsibilities of each party involved in a partnership
relationship.

• Acceptance of the idea that teacher preparation is an institutional responsibility.
Schools of education have a primary interest but a shared responsibility with arts and
sciences faculty who are the recipients of students prepared by the public school
teachers.

• Provisions for flexibility in the university calendar and employment contracts that
encourage interaction with local schools that have different starting and ending dates.

• Recognition that faculty assignments involving field activities with cohort groups of
students take more time than teaching campus based classes.

Often given less attention, but equally important, are the supporting steps to be taken by
the local school district.

2 Critical school district actions

• Demonstrated support from the local board and superintendent that school
participation in a preparation program is an accepted and valued activity.

• Adoption of formal agreements between the school district and the university relative
to setting the expectations and responsibilities of each party involved in the partnership
relationship.

• Participation in the selection of the partners schools to take the lead in working with
the university.

• Development of a reward system and recognition program for those teachers involved
in the preparation of teachers.

• Allowing released time for district faculty to participate in the planning and
implementation of the school/university partnership. 

• Where applicable, securing collective bargaining provisions that support school/
university partnerships.
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Each partnership will have its unique policy issues. But universities and school districts are
not the only organizations having to rethink their roles. There are significant changes
necessary at the state level as well and these must be undertaken in tandem or they will
undermine the steps initiated at the campus and school district levels.

State Level Changes to Support Universities

In the state’s striving to achieve a state purpose, universities became part of a heavily
regulated, top-down system that has sought to control the process and the inputs as a
means of maintaining some semblance of quality control. The game and the rules are
changing. It is not easy to reverse practices and patterns of relationships that have existed
for several decades. Unless the state legislature and state agencies take seriously their
rhetoric in support of a more decentralized but accountable system, the next few years
will be a dysfunctional mess.

State departments of education, through state boards of education, have traditionally
driven the teacher education train. As dissatisfaction built toward teacher preparation and
ongoing professional development quality, 15 states created professional standards boards
to focus exclusively on educator licensing issues (NASDEC, 1996). Regardless of the state’s
governance approach, the processes for licensing, program approval, and monitoring of
the over-all system must be in sync with performance-based concepts.

The state agency’s process of granting a teaching license has revolved around the review
of the applicant’s transcript. Although agencies have added state assessment results, finger
printing, and security checks, the manual review of the applicant’s courses and credits has
remained the core of the processing sequence. Unless the agency’s review acknowledges
the performance confirmation of the preparing institution, the new approach is
undermined. Applicants coming from state approved programs must be accepted on the
basis of institutional recommendation.

Secondly, a revised state program approval process becomes a foundation for building
the new performance-oriented, field-based approach. In the past, the state agency has
operated much like an accreditation body. The accreditation process and the state program
review have similar but distinctly different purposes. The two overlap in respect to
examining the process by which the institution monitors the students for achieving the
performance standards and the changes implemented from the data compiled. However,
the state’s program review must examine issues related to:

• the adequacy of state funding;
• K-12/higher education collaboration in establishing partner schools;
• the validity and reliability of the performance assessments being used by the

institutions; 
• the effectiveness of state statutes and regulations in establishing high quality teacher

education programs;
• the recruitment of under-represented groups;
• the use of the state’s knowledge-based assessment information and the data from

follow-up studies on graduates serving in the state’s public schools; and
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• the success of the institution in serving troubled K-12 schools such as those commonly
found in urban or rural areas serving concentrations of low income families or
diversity.

Hopefully, the institution’s accreditation findings can be used to expand the state’s
understanding of the institutional successes and problems, but, in many cases, the
accreditation review will involve judgments in areas that are beyond the legitimate
interest of the state.

The state must be concerned with the manner in which state moneys are distributed to
public institutions. Often, the appropriation of funds is on a formula basis, unrelated to
the achievement of specific public goals, and becomes a disincentive to the establishment
of good teacher education programs. State leaders have supported the rhetoric of greater
emphasis on performance and results but have been unwilling to invest dollars in the
added costs of field-based programs and the assessment processes necessary for confirming
performance and higher quality programs.

Lastly, the responsible state agency must take the lead in a periodic evaluation of the
effectiveness of the state’s teacher education program. Do all the changes undertaken make
a difference in the quality of instruction taking place in the state’s classrooms? Are schools
and universities becoming renewing institutions in such a way that they are self-correcting
and creative entities? Each university must contribute to this analysis and be ready to
change those elements that would improve the system.

Summary

Universities, through their schools of education, have been asked to be central actors in the
renewal of the nation’s public schools. This has come at a time policy makers have moved
to a more decentralized, performance-based policy approach that allows and encourages
institutions to bring their best thinking and creativity to a very important public purpose.

Universities have chaffed in the past under the baggage of excessive regulations. They
now have an opportunity to control more of the teacher education program, and this should
be welcomed by higher education faculty. The challenge—and indeed a threat to some—
comes with the added accountability responsibility and the expectation for an expanded
relationship with the public schools. In addition to the improvement of teacher education
and its graduates, university leaders and many faculty are realizing that accepting the
responsibility offers other opportunities. It becomes a means of raising the performance
levels of high school graduates seeking entry to post-secondary study. Second,
participating and helping to guide the policy transition will raise the image of higher
education in the minds of many policy makers.

It is a high stakes challenge. If we believe that education under-girds our democracy and
that schools are the footings on which our society rests, universities must undertake the
changes necessary to ensure that each candidate for a state teaching license leaves the
campus prepared to enhance learning and democracy in our public schools. If that
expectation is met, higher education stands to accrue important dividends to the system
itself, but will receive as well, accolades from an appreciative and strengthened society.
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10
Moving Toward Performance-based

Accreditation Systems for the Teaching
Profession

Arthur E.Wise

For too long, teacher preparation, licensing, and continuing development have been
hostage to the status quo. Some promising reforms have been developed, but they are still
not the norm. To ensure quality in teaching, it is time for the profession to embrace a
system of quality assurance that is already used by other professions. Such a system is
composed of sets of standards within three interconnected mechanisms:

• professional accreditation of institutions that prepare teachers;
• performance-based licensing; and
• certification of accomplished teachers.

As accreditation, licensing, and advanced certification standards are developed to be
compatible with one another, a new view of preparation and professional development is
emerging. The idea of teacher preparation and development as moving along a
continuum, from pre-service preparation to advanced certification, is the basis for a
proposed extension of teacher preparation into three phases (see Figure 10.1):

• pre-service preparation;
• extended clinical preparation and assessment; and
• continuing professional development.

The three quality assurance mechanisms serving these three phases of teacher
development are now actively at work, developing and implementing standards and
assessments which teachers meet along the path of preparation and continuing
development. The National Council for Accreditation of Teacher Education (NCATE), as
the professional accrediting organization, the Council of Chief State School Officers,
through its task force on licensing, and the National Board for Professional Teaching
Standards, designed to grant certification to experienced teachers, are working together
for the first time to develop a coherent system for quality assurance for the teaching
profession. Developing the sets of standards has been the work of the 1980s and continues
into the 1990s. Linking them to each other in meaningful ways is the work to be done as
we move into the twenty-first century.   

Linking the standards involves linking the systems that develop them: higher education,
state departments of education/standards boards, and the teaching field/ school districts.
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Working together instead of operating independently involves new sets of meetings, new
procedures, and new policies for all entities involved. Attempting change in one part of
the system, i.e., strengthening licensing requirements via performance assessments, will
work only as well as changes made in other parts of the system, i.e., teacher preparation.
States, local districts, and higher education leaders need to work together as new standards
are integrated into curriculum frameworks, and as teacher preparation standards and
structures change to emphasize teacher performance.

Pre-service preparation is only the initial portion of teacher preparation and
development, as it is conceived of on the continuum (see Figure 10.1). NCATE, as the
accrediting agency for schools of education, functions as the profession’s quality assurance
mechanism during this phase. Most states also operate approval processes for teacher
preparation programs in higher education institutions.

NCATE has 40 partnerships with states as of this writing to conduct joint reviews of
schools of education. The purposes of the partnerships are

1 to increase the rigor of review of schools of education;
2 to integrate state and national professional standards; and
3 to reduce or eliminate duplication of effort that occurs when states and NCATE

conduct separate assessments.

Schools in partnership states can meet NCATE and state requirements simultaneously.
Partnerships vary, but states must agree to the use of national professional standards to
participate.

NCATE’s influence and strength, and state use of its professional standards, has grown
exponentially over the past several years. State/NCATE partnerships have grown in
number from 14 in 1989 to 40 in 1996. Through its partnerships, NCATE is affecting
state approval and licensing standards and processes. In three states, colleges must meet
NCATE standards. In 37 states, colleges must meet NCATE standards or standards that
have been substantially shaped by NCATE. Twelve states now use NCATE review only to
judge the quality of individual programs, and the schools are free from further state
review. What will the future bring in terms of program review and use of NCATE
standards?

The next phase of teacher development includes a prolonged clinical phase of teacher
preparation, during which the teacher is granted a beginning, or conditional license, and
receives extensive clinical assistance. This phase continues initial teacher preparation at
least through the first year of teaching, during which the beginning teacher is evaluated for
suitability for independent practice. The state plays a dominant role in this phase of a
teacher’s development. State licensing requirements determine which individuals are
permitted to enter the classroom as independent practitioners. Professional development
schools, which follow the teaching hospital model in providing the student with a year-
long internship, may become the mechanism used for longitudinal assessments of
beginning teachers as they move toward licensure. How does this extended phase of
preparation impact university programs? What changes in structure and content are taking
place?
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National Board certification will be an important form of recognition for many
teachers, including those who wish to enlarge their roles by becoming mentors to
beginning teachers. The creation of the National Board and its development of standards
and assessments for excellence in teaching have advanced the entire profession by bringing
attention to the inadequacies of licensing and teacher preparation programs, and
stimulating change in those quality assurance systems. What role will universities play in
preparing teachers for National Board certification?

Pre-service Preparation

One of the hallmarks of a profession is the mastery, by the practitioner, of a body of
knowledge that laypersons do not possess, and autonomy in practice based upon
application of this knowledge. Professionals in teaching should understand the knowledge
base and be able to apply it effectively in their practice. The knowledge base of teaching,
and of teaching specific content areas, has exploded in the past 20 years. New research on
the teaching of mathematics and science, for example, has propelled the formulation of
new K-12 student standards and teacher preparation standards, as well as new methods of
teaching mathematics and science.

Being part of a profession involves making judgments every day that relate practice to a
knowledge base. Teaching is a profession in which the practitioners must constantly make
informed decisions to structure learning experiences in a particular way. There may be no
one ‘right’ answer in a given situation; however, there are approaches that facilitate
learning and there are approaches that do not. One does not learn such professional skills
or acquire a body of knowledge in a weekend seminar or in a one-day in-service training
session. Prospective teachers learn a body of knowledge and develop skills over time
through a coherent program of study that includes the liberal arts, as well as professional
and clinical preparation.

During the late 1980s and 1990s, the NCATE standards have served as a lever for
teacher preparation reform. NCATE’s standards and processes were completely
redesigned in the 1980s and a new, more rigorous system was implemented in 1987. The
centerpiece of the redesign was the development of standards pertaining to the knowledge
base for teaching. In order to be accredited, schools of education must now demonstrate
that their programs are based on established and current research and best practice, and
that students and faculty alike can articulate the framework of the knowledge base.

Almost half of the schools of education that were reviewed in the first three years
following the redesign failed to meet the knowledge base standard. Thirty percent were
denied accreditation, based in part on the failure to meet this critical standard. Most
schools of education that were denied under the new system then made serious efforts to
redesign their programs to meet the new, more rigorous standards, and many have since
been accredited. Thus, the professional accreditation process has served as an important
lever for reform in teacher preparation. 

NCATE continually revises its standards to incorporate new knowledge and practice.
The 1995 revision emphasizes prospective teacher performance, new forms of
assessment, the integration of content and pedagogy, collaboration with K-12 schools,
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technology and diversity—all in the context of high quality programs and continuous
program evaluation. These standards are significantly different than the 1987 standards, in
that they focus much more attention on the performance of the graduate of the teacher
preparation program—what knowledge and skills the individual possesses and how
effective he or she is in the classroom. This shift to performance-oriented standards is just
beginning to impact teacher preparation institutions, as they grapple with coming
revisions in licensure and new accreditation expectations focusing on performance and
assessment.

Emphasis on Performance

NCATE expects schools of education to ensure that prospective teachers have the
knowledge and skills they need to work effectively with all students. The indicators to
NCATE’s standard on professional and pedagogical knowledge are explicit (see
Figure 10.2). Teachers should be able to use strategies for developing critical thinking and
problem solving. They should be able to use formal and informal assessment strategies to
ensure continuous student learning. They should be versed in educational technology,
including use of the computer and other technologies for instruction and student
assessment. Prospective teachers should be skilled in classroom management and be able
to collaborate effectively with parents and others in the community. They should know
and use research-based principles of effective practice proven to be effective—in other
words, teachers should be able to explain why they decide to use a certain strategy and
teach a particular idea in a certain way. In short, teachers should demonstrate competence,
needed knowledge, and acceptable proficiency.

The skills and knowledge listed above come directly from a list of 10 principles for new
licensing systems developed by the Interstate New Teacher Assessment and Support
Consortium (INTASC) task force on licensing reform under the auspices of the Council of
Chief State School Officers. NCATE is represented on the task force and has worked
diligently to ensure that accreditation standards parallel new, more rigorous expectations
for state licensing now under development in several states. In turn, the task force on
licensing drew the new licensing principles from the seminal work on standards done by
the National Board for Professional Teaching Standards.

In addition, NCATE standards require the school of education to monitor and evaluate
the progress of teacher candidates throughout their program of study, and to use
performance assessment as a part of the evaluation. Finally, NCATE’s standard on
‘Ensuring the Competence of Candidates’ spells out clearly that the school of education is
expected to assess a candidate’s competence before the completion of the program and/
or recommendation for licensure, and that this assessment should include actual
performance.   

NCATE’s emphasis on performance assessment requires schools to provide evidence of
successful candidate performance. Schools and NCATE are now adjusting to these new
expectations. NCATE will ask how the unit knows that its graduates are able to teach
effectively. Student portfolios should provide some evidence, but they do not stand alone
as complete documentation. Teams are interested in how portfolios are developed, the
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Figure10.2Selected NCATE performance-oriented standards

Source: Reprinted with permission National Council for Accreditation of Teacher Education
(NCATE)
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nature of the feedback from faculty and members of the professional community, and how
they are used to improve teaching. Both candidates and faculty should be able to explain
how portfolios have been used to improve teaching performance.

Videotapes of teaching performance may be used to document performance, if the
performance is analyzed and recommendations for improvement are included. Systematic
evaluations of performance from cooperating teachers during the student teaching or
internship phase also provide evidence.

The field is just beginning to use performance assessment as a tool to improve teaching
and teacher preparation.

Integrating Content and Pedagogy

In the reform-driven 1980s, some states passed legislation eliminating an education major
and requiring academic majors for those planning to teach. While it is certainly necessary
for teachers to be well-grounded in liberal arts—required in NCATE standards—the
academic major is not sufficient. The Project 30 report, The Reform of Teacher Preparation for
the 21st Century, a collaborative effort of 30 representative higher education institutions to
redesign the way prospective teachers are educated, has documented the need to integrate
content and pedagogical knowledge.

As the authors of the report note, ‘What constitutes the most appropriate academic
major for a teacher is not as simple as requiring a regular academic major in some
university subject. To require prospective elementary teachers to major in some field may
be…good, but alone it cannot guarantee that they will acquire competence in the subjects
they will teach their pupils’ (Murray and Fallon, 1989, p. 17).

Just one of many possible examples that illustrate this point follows: ‘We do know that
reasonably well-educated college and university graduates find themselves in great
difficulty early on in their attempts to answer coherently the questions young children are
likely to ask. Sooner or later, an elementary school teacher is going to tell children that
the world, despite all appearances, is not flat. Children will inevitably wonder why they
don’t fall off. Teachers…will say something about the power of gravity… They have no
intellectual resources left to deal with other questions…. In fact, there is some risk that
gravity will be described as a magnetic force, which it is not, and thus the pupils will be misled
about a point that will require correction….’ (Murray and Fallon, 1989, p. 16).

In the end, pedagogical content knowledge becomes a discussion of the appropriate
ways of organizing information and knowledge (i.e., young elementary school children
will be taught one of the algorithms for subtraction—but which one, decomposition,
equal additions, rule of nine? Murray and Fallon, 1989, p. 25). It is the search for ways of
representing the subject matter, analogies and metaphors, that will take each pupil well
beyond what can be held together spatially through rote memorization (Murray and
Fallon, 1989, pp. 23–4). It is concerned with an appropriate level of understanding the
knowledge—how it can be applied, and how it relates to other phenomena.

The work of Project 30, based in the university, has introduced the issue within the
higher education community. Project 30 recommends several approaches to the dilemma,
from developing an interdisciplinary major to a pedagogical content minor.
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The Project 30 report concludes with the observation that ‘the hope of a genuine
teaching profession rests [in part] upon the reform of the relations between teacher
education and the arts and sciences, as well as on reforms within each’ (Murray and Fallon,
1989, p. 34). Teams of faculty from education and the arts and sciences are now working
together on these and other campuses to forge new alliances and introduce new
collaborative efforts to change the way teachers are prepared. This critical translation of
the knowledge itself into a base of understandable pedagogical content knowledge that
teachers can use to guide their practice will be a work in progress and should be an
integral part of reform efforts as we move into the twenty-first century.

To that end, NCATE has designed a project to strengthen the probability that newly
prepared teachers will master content knowledge and effective ways to teach it. The New
Professional Teacher Standards Development Project is built upon the proposition that
content, and how it is taught effectively, should be given increased emphasis in the
accreditation system. This project is designed to assist institutions in implementing the
accreditation standards, and move the field forward by integrating content and pedagogy.

In the 1995 standards, NCATE addresses the dilemma identified by Project 30 and
includes an expectation that ‘the unit ensures that teacher candidates can integrate general
content, and professional and pedagogical knowledge to create meaningful learning
experiences for all students’ (NCATE Standards, 1995, p. 18). Institutions need help with
this new standard. Hence, NCATE’s Standards Development Project focuses on the
development of pedagogical content knowledge that teachers need to know that is not
regularly part of the liberal arts disciplines. Using the INTASC principles as a framework
and the new K-12 standards as content referents, NCATE will, starting with elementary
school, redevelop its teaching content standards.

Developing structures to understand the concepts of a discipline lies at the heart of
pedagogical content knowledge. Communicating the content in such a way that the
student grasps the concepts and can apply them, rather than simply memorizing facts or
equations, has been one of the major ‘missing links’ in teacher preparation. Other
professions do not need to incorporate this step into their professional preparation
programs, simply because these professionals communicate the information to other
professionals in their daily practice. They do not have the need to translate their
knowledge into different forms digestible by a roomful of elementary, middle or high
school students. Thus higher education has not, until now, focused on this ‘bridge’ from
sophisticated concept to translation of it into elementary school applications. But if we are
to truly transform teacher preparation, this is one bridge that must be built. The higher
education community has begun to make a start at this task, which will, when assimilated
and acted upon, help ensure better prepared teachers in the nation’s classrooms.

Upgrading Clinical Experience: The Professional Development School
Movement

Imagine a school designed to help teachers become masters at what they do. Imagine a
school where teachers reach out to each other and meet during the day to share ideas.
Imagine a school where new teachers are being educated instead of being expected to
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know everything their first time around. Imagine a school where new teachers share a
host of mentors instead of experiencing ‘baptism by fire’. Imagine a school devoted to the
clinical education of beginning teachers and to research aimed at continuous improvement
of practice.

Some of these places already exist, in the new structure of professional development
schools. A professional development school, or PDS, is a partnership between a college or
university and one or more K-12 schools. These partnerships have a four-pronged mission:

1 the preparation of new teachers;
2 the continuing development of teachers in practice;
3 the support of student learning; and
4 the support of research directed at the improvement of practice.

PDSs are a key strategy for redesigning schools of education while at the same time
restructuring elementary, middle, and secondary schools. PDSs link teacher preparation
reform to school reform in a powerful way. They build in continuous performance
assessment of the beginning intern/teacher; thus, they provide a comprehensive
evaluation of a beginning teacher’s competence. And since professional development
schools are partnerships between higher education institutions and school districts/K-12
schools, they inextricably link standards for preparation to standards for licensure. The
Council of Chief State School Officers has prepared briefing materials for states that
contain a flow chart connecting comprehensive assessment to preparation, induction, and
professional development. It is a historic step, as policymakers are acknowledging that a
system of standards and assessments should be developed in each phase of preparation and
development. Acknowledging induction as a phase of preparation demonstrates
recognition that teacher preparation must be connected to practice, and that standards for
each must be aligned. 

NCATE is engaged in supporting the growth of professional development schools by
initiating a PDS Standards Project that is designed:

1 to establish a consensus about quality and good practice in professional development
schools;

2 to develop a policy framework that can sustain and nurture them; and
3 to develop initial standards that might eventually become the basis for making

judgments about quality for purposes of accreditation.

The 1987 NCATE standards were based in part on an emerging concept of professional
community. Hendrick Gideones et al. explicate the basis on which the redesigned NCATE
was built in Capturing the Vision: In a professional community, a school of education and
the schools with which it collaborates share a vision about teacher preparation and
development. ‘In a true community effort, higher education faculty view P-12 schools as
more than mere sites for student teacher placement…the schools are the centers of active
learning…’ (Gideones et al., 1993, pp. 17–19).
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This 1980s view of community in teacher development has matured and is evolving
into a 1990s view of practice as collegial, joint, characterized by sharing, working in
teams, observing peers, and studying with colleagues.

In fact, these practices were recently named by professional development schools as
occurring in their settings (Trachtman, 1996, pp. 7–8). Just 20 short years ago, teaching
would not have been described in these terms. The concept of professional community is
just beginning to have meaning in teaching. Practitioners in professional development
schools also recently named shared beliefs: that teacher learning requires others; that
teaching is collaborative; that teaching is engaging in continuous improvement; that
teachers are learners; that teachers are scholar-practitioners.

These practices and beliefs, which focus on community and collaboration, are leading
to a new type of teacher, and must also lead to a new kind of administrative leadership
based on the concept of the teacher as a full partner in decision making.

NCATE’s new draft standards for professional development schools are built on these
and like concepts. Certain threshold conditions are designed to be in place before PDS
standards would be useful. They could be documented—the existence of a formal
partnership; commitment by the partners to the core principles; positive working
relationships; commitment of resources. NCATE plans to pilot the standards in a few
institutions to learn how they can be helpful in assessing the quality of learning candidates’
experience as they progress through these institutions. In this way, NCATE is validating
the experience of those institutions that are leading away from the apprenticeship model of
clinical training to a full internship with a variety of clinical supervisors.

Technology

Increasingly, technology is poised to revolutionize teaching, learning, and assessment. In
keeping with new demands for teachers skilled in integrating technology into instruction,
NCATE has implemented new, more demanding standards for the use of technology in
schools of education.

As of now, the expectations for use of technology are embedded in various standards as
indicators. Indicators are signs of evidence that a school of education is meeting a standard.
Faculty are expected to integrate the use of computers and related technology into their
teaching and scholarship; candidates are expected to apply ‘knowledge of educational
technology, including the use of computer and related technologies in instruction,
assessment…’ (NCATE Standards, 1995, p. 24). Resource standards also expect that
higher education faculty and candidates have ‘training in and access to education-related
electronic information, video resources, computer hardware, software, related
technologies…’ and that ‘facilities and equipment support computing, educational
communications, and educational and instructional technology at least at the level of other
units in the university’ (NCATE Standards, 1995, p. 24).

Thus far, integrating technology into instruction and assessment has not been a
sufficiently high priority in many schools of education. The Office of Technology
Assessment, a former arm of the US Congress, issued a report which stated, ‘Technology
is not central to the teacher preparation experience in most colleges of education.
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Programs do not prepare graduates to use technology as a teaching tool. Consequently,
most new teachers graduate from teacher preparation institutions with limited knowledge
of the ways technology can be used in their professional practice’ (Office of Technology
Assessment, Congress of the United States, 1995, p. 165). The OTA concluded that if
information technology is to become an integral part of the teacher preparation
curriculum, changes must occur:

1 K-12 and university educators must work together to integrate technology into
curriculum and classroom practice;

2 Teacher educators and K-12 staff must receive training and support;
3 Models must be developed with technology supporting specific content areas; and
4 Teacher education faculty incentives need revision to encourage greater use and

integration of technology in instruction (Office of Technology Assessment, Congress
of the United States, 1995, p. 165).

The study recognized the lack of hardware and software currently available in schools of
education, also identified the need for institutions to build continual updating of systems
into their resource allocations. Initial expenditures for hardware may be especially
difficult for many institutions without external support.

NCATE has initiated a project to assist accredited schools of education to infuse
technology into the teaching and learning process, and to assist NCATE in using
technology effectively in its accreditation work. NCATE has organized a task force to
provide recommendations about:

1 how to direct resources to schools of education (faculty and teacher candidates) so
that they understand and are able to use computer technologies in instruction and
assessment, and 

2 the most appropriate use of resources to facilitate the work of accreditation so that
institutions share knowledge and realize saving in direct costs and time.

NCATE’s technology task force is focusing on what can be done to close the gap between
the knowledge and skills that a graduate of a pre-service teacher preparation program
should have and those that programs currently provide. The deficiencies are well-known;
NCATE plans to assist institutions in remedying them. Initial priorities are the
development of technology plans and a vision of technology integration in the curricula
within schools of education; increased faculty development in the use of technology;
incentives for faculty to use technology; increased links with the K-12 schools to
collaborate on research and use; and increased access to hardware and software.

Technology will also facilitate the use of performance assessment and evidence of it during
an accreditation review. NCATE could use electronic communication to examine samples
of a candidate’s work. The work would include college and external examinations,
candidate portfolios, and evaluations of teaching performance. NCATE’s work in the area
of technology is just beginning. Using technology as a tool in the accreditation process
should aid in streamlining the process and make it more cost effective. In addition, the
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technology should create greater ease of access to valuable information that NCATE
collects during the accreditation process. For example, NCATE could develop a list of
colleges with exemplary practices in various areas. Colleges that are seeking assistance in a
particular area could search for institutions on NCATE’s web page that have been cited as
having an exemplary approach.

Diversity

NCATE is committed to ensuring that teacher candidates are well prepared to teach all
children. In today’s pluralistic society, children of color already comprise a large
minority, even a majority of seats in classrooms in some states and areas, while only a
small percentage of candidates in schools of education are of color.

NCATE has standards on diversity for faculty and teacher candidates, as well as on
multicultural curricula and student teaching placement. These standards reflect the values
and beliefs that undergird them: that all students deserve a high quality educational
experience, and that all teachers should be prepared to help all students learn.

Standard II.B, Composition of Students, says that ‘the unit recruits, admits, and retains a
diverse student body’ (NCATE Standards, 1995, p. 21). The standards also contain
indicators which are sources of evidence that help teams determine whether a standard is
met. Standard III. B, Composition of Faculty, notes that ‘the unit recruits, hires, and retains
a diverse higher education faculty’ (NCATE Standards, 1995, p. 25). Diversity in
candidates and faculty is valued for its instructive capacity. Studying about diverse
cultures does not promote the same quality of understanding as exchange of ideas among
individuals who represent a variety of cultural groups. Such interaction has two benefits:
improved understanding among specific groups and individuals, and the candidate’s
expanded capacity to extend such understanding to other groups and individuals.

The diversity standards and indicators have not been without controversy.
Accreditation teams are looking for ‘plans, efforts, and results’ (NCATE Standards, 1995,
p. 25) in recruiting minority students and faculty. Recognizing that some institutions are
located in remote areas with little diversity, the standards provide an expectation for teacher
preparation institutions. NCATE has encouraged institutions to take actions they would
not have taken without the standards; they have acted to move the field forward.

Linking Preparation and Certification

The National Board’s standards embody a vision of accomplished teaching that can
become the basis for redesigning advanced teacher preparation programs so that a
candidate can obtain a master’s degree while preparing for board certification. Accredited
universities would offer programs of study designed to prepare teachers for certification
assessments. Such a strategy would encourage a meaningful approach to advanced teacher
preparation rather than merely requiring candidates to take a series of unrelated courses
to renew a teaching license. The National Board standards will serve to motivate the
reform of advanced teacher preparation programs by providing a new focus.
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Apparatus for Implementation

NCATE is a voluntary accrediting agency, and exists because the field acknowledges the
importance of an external quality assurance mechanism to assess the preparation of the
nation’s teachers. It is the responsibility of the states and state standards boards composed
of professionals in the field to determine the consequences of professional accreditation in
teacher preparation.

NCATE tailors its partnerships to the needs of individual states. Some states turn the
entire review process over to NCATE. In these states, individual programs, such as
science education, are reviewed by the professional associations that are members of
NCATE (e.g., the National Science Teachers Association), rather than by the state
department of education. This procedure saves state resources while ensuring quality.
This trend signals a dramatic breakthrough for the teaching profession. States long ago
delegated the authority for approving preparation programs to the relevant professional
associations in the fields of medicine, law, engineering, psychology, nursing, and others.

As state budgets shrink, more states are relying on the NCATE process to ensure the
quality of their teacher preparation programs. They are also beginning to shift available
resources from program approval to performance-based licensing. The coming years may
see the same level of activity in the licensing area that has been the case in the development
of standards for students, teachers, and teacher preparation. Whether the licensing systems
will be unique from state to state remains to be seen. It is likely that a system of shared
assessments will be developed in the context of a performance-based licensing framework
that states use and modify. The work of the National Board is a useful model for states
considering performance-based licensing.

As states gear up their reform efforts, they can be informed by studies of the teaching
profession. The new report of the National Commission on Teaching and America’s
Future, What Matters Most, represents an unprecedented vision and opportunity to advance
teaching as a profession. For the first time in American education history, a
comprehensive vision for the creation of a profession of teaching—from recruitment and
preparation to induction and continuing professional development—has been advanced by
a bipartisan commission of public officials, business and education leaders.

The Commission report contains recommendations relating to every part of the
education system. Of those pertaining to preparation, accreditation is addressed directly:
‘all schools of education should be professionally accredited’ and those found to be
inadequate should be closed (National Commission on Teaching and America’s Future,
1996). The Commission is providing follow up consultation in selected states to advance
the reform agenda outlined in its report, What Matters Most. These efforts merge with
those of NCATE’s New Professional Teacher Project, as NCATE works with seven states
to focus efforts on reforms in teacher preparation and licensing. The project is designed to
foster collaboration among the stakeholders in each participating state as they build an
agenda for reform. The project requires collaboration on the part of all groups involved in
education. The NPT coalitions should exert a powerful influence simply because the
project participants include virtually all major education stakeholders.
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The idea of teacher growth and development as a continuum that spans a teaching
career offers a framework to guide the creation of new standards and assessments. In
order to move the reforms to the mainstream, educators and policymakers need to
commit to change—in existing structures, regulations, and procedures. NCATE is
participating in the movement through its efforts to expand the use of accreditation
standards in schools of education, and to ensure that preparation standards are aligned
with licensing and certification standards.
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11
The Psychological Dimensions of Teacher

Education: The Role of the University
Yvonne Gold

It is well known that teacher education has been a major focus of criticism for a number of
years. Factors that contribute to the debate center around the importance of quality
teacher preparation, beginning teacher support programs, and ongoing professional
development. Those who are the greatest critics propose radical changes in the
preparation of teachers. However, throughout the literature the most overlooked and
ignored are the critical factors in the education of the teacher—the psychological
dimension. The focus has been and continues to be on preparing teachers in the
instructional areas. However no matter how competent the individual and their technical
skills of instruction, these skills can be severely masked by psychological factors which
hinder teachers in carrying out their responsibilities. Those who propose teacher
education programs quickly leap to the conclusion that subject matter knowledge is
sufficient for teaching competence. It is true that subject matter knowledge and
competence in teaching the subject are necessary, however they are not sufficient. What
is missing is the psychological maturity and healthy human development of the teacher
(Ammons and Hutcheson, 1989).

The characteristics of an effective teacher reflect a multidimensional educator who is
balanced in the psychological and instructional domains. Yet, teacher education to date
has focused on only one dimension—the instructional. University programs have offered
training for teachers in subject matter knowledge and technical skills for effective
practice. Clearly, these are necessary for teaching. However, the profession of teaching
also includes a critical component that requires the teacher to work with a wide variety of
individuals and a multitude of problems where attention must be paid to interactions
involved. Challenges faced by teachers today place tremendous demands upon their ability
to handle outside pressures such as disrespectful students, as well as internal conflicts and
struggles that go far beyond any technical training received. Thus, psychological maturity
is endemic to effective teaching and is more critical today than ever before.

Teachers cannot create a learning community for their students without first receiving
the necessary skills to meet their own personal—psychological needs (Gold, 1992; Gold
and Roth, 1993). In fact, understanding the psychological needs of teachers is an essential
factor in helping them identify their individuality, their special interests, and their capacity
for growth. As individuals begin their first year of teaching, the major personal problems
identified by a large number of them have been physical fatigue, stress, financial worries,



loneliness, isolation, and disillusionment (Bolam, 1987). There has been no preparation in
learning how to handle the stress that comes from these types of problems.

When teachers are experiencing a great deal of stress during their teacher training and
again through their first year of teaching, they begin to lose confidence in their ability to
handle difficult situations which affects their capability in the classroom. Lack of self-
confidence along with poor coping strategies for handling themselves during a crisis, has
undermined many otherwise promising teachers.

An area of grave concern, classroom discipline, has been identified as the number one
perceived problem for new teachers (Veenman, 1984), and a major problem for many
experienced teachers (Gold, 1996). Many universities offer courses and seminars on how
to handle discipline problems and difficult students. Even with this training, teachers who
do not possess the stability and self-confidence to face hostile and difficult students
experience what is often called reality shock and all of the technical training is lost during
the crisis of the encounter (Ward, 1987). What the teacher must have is an understanding
of their own psychological needs, as well as a variety of effective coping strategies to meet
challenges with confidence and security. Developing this type of psychological maturity
goes far beyond the regular teacher training which covers basic strategies for discipline and
classroom management. Thus, the need for training in the personal—psychological
dimension is essential.

The focus of this chapter is on the role of the university in providing teacher education
assistance with the psychological dimension. The chapter begins with a description of the
two dimensions needed in teacher preparation programs: The Instructional Domain and
the Psychological Domain. Attention then turns to the use of psychological support as part
of teacher preparation. Particular notice, in the description, is given to a psychological
support program that has been offered to beginning teachers for a number of years. The
next section focuses on the role of the university in developing psychological maturity in
teachers. The chapter closes with the challenge to include psychological support as part of
teacher education programs in the future.

The Two Dimensions Needed in Teacher Training Programs

The Instructional Domain

Learning to be a teacher is a highly complex procedure that is multidisciplinary. It
involves the interaction of knowledge, skills, attitudes and behaviors as well as role-
expectations, the socialization process and understanding the developmental stages
students go through in learning and maturing. Curriculum and learning are essential areas
that reflect a major emphasis for most teacher training programs. Teachers must learn to
take the curriculum and transform it and adapt it as they plan to meet the needs of their
students. They must also learn to pace, sequence, and adapt lessons. The decisions they
make are often situation specific. They are required to focus on immediate situations as
well as the many complex aspects involved. Teachers need an awareness of pedagogical
strategies that they can use to challenge their students’ thinking as they seek to develop
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higher level thinking skills. At the same time, the teacher must know how to establish
behavior standards and carry out a plan of action to develop a sense of community within
the classroom.

Veenman (1984), in his extensive review of the literature on beginning teachers
reported classroom discipline to be the number one perceived problem for them. Many
others discussed the importance of training teachers to handle the numerous discipline
problems they will encounter (Huffman and Leak, 1986). However, Feiman-Nemser
(1992) reported that these types of management and discipline problems frequently arise
due to teachers being unclear about their purposes, choosing inappropriate tasks, or not
giving their students adequate direction. She encouraged connecting the training of
management and discipline strategies with curriculum and instruction issues for teachers.
From these reports, many teacher education programs advocated instructional support
with attention to classroom discipline as being most important and placed a heavy
emphasis on it to offer assistance to new teachers.

In the area of subject matter content, Lee Shulman (1986) wrote extensively regarding
the knowledge base for teachers. His reports stated that the emergent research base on
teaching and teaching effectiveness lacked one central aspect—subject matter. Shulman
strongly urged that this issue needs to be addressed in detail. Thus content standards and
developing a knowledge base are appearing more readily in the current literature,
especially as connected to new teacher programs.

Essential issues to be considered in teacher training programs are connected with how
efficient the new teacher is in transforming their expertise in the subject matter into a
form that their students can comprehend, as well as drawing on their expertise in the
subject matter in the process of teaching.

Along with these areas, teachers must learn to assess their own actions based on sound
theory and research. They must develop the skills of a reflective practitioner, evaluate
themselves from an objective understanding of why they are choosing to use the
knowledge and strategies they have selected, and they must be able to handle the
successes and consequences of their actions.

During their initial training, teachers are developing beginning impressions about what
kind of teacher they want to be. These initial experiences of teachers have been identified
as being ‘imprinted, embedding perceptions and behaviors regarding teaching, students,
the school environment, and their role as teacher’ (Gold, 1996, p. 548). These
imprintings etch impressions and feelings during a critical period of the teacher’s life and
the feelings are elicited later in their career when they encounter similar experiences.
This may well be why teachers have a difficult time changing certain habits and teaching
practices and are not aware they are continuing to practice them. Thus the need for
gaining awareness into their initial learning patterns.

Along with initial impressions of teaching, new teachers are also being socialized into
the profession. The major determinants in the socialization of teachers as reported in the
literature are students, parents, and colleagues (Zeichner and Gore, 1990). These factors
are interrelated with a new teacher’s beliefs and expectations and affect them in a number
of ways they may not understand or be able to control (Wildman et al., 1989). The
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essential role of colleagues and support providers during this critical period has been well
documented in the literature (Gold, 1996).

Universities are now increasing their collaboration with school districts in the
preparation of teachers in order to make the pre-training period more effective and reality
based. New teachers are acquiring the knowledge base from their university preparation,
and are receiving more experience in learning how it can be applied in the classroom. As
universities and school districts consider their essential roles in the preparation of
teachers, a stronger teacher preparation program is beginning to emerge. Although
schools can do some of the preparation of teachers, especially in the practical instructional
dimension, the educational impact of university faculty on students appears to be most
influential in the area of intellectual expertise where the focus on ideas and concepts about
their teaching in turn increases their intellectual orientation. Also, according to Pascarella
(1994), student involvement at the university level can be shaped by critical thinking and
the use of principled moral reasoning which may be enhanced by student discussion at a
relatively high cognitive level. Instruction that engages students in problem solving
encourages them to transform learning into practical applications.

Providing instructional support for teachers is essential if they are to acquire the
necessary subject matter, learn how to prepare a variety of instructional materials,
understand the structure of knowledge and how it is transformed into content
knowledge, think reflectively and critically about their teaching, and according to
Fenstermacher help them ‘possess the skill and understanding to acquire the continually
expanding knowledge base about teaching and the academic content they impart to students’
(1990, p. 169). The Instructional Domain is an essential part of teacher preparation.
Teachers must be offered this type of training and support before taking full responsibility
of a classroom. However, when teachers begin teaching and attempt to ‘put it all together’
during their first few months of teaching, the struggle to survive becomes overwhelming
(Veenman, 1984), and many dropout (Harris et al., 1992, 1993; Schlechty and Vance,
1981, 1983). Ward (1987) reported that when teachers are personally insecure, lack
confidence, or have a sense of not being in control of themselves or their environment, it
is not likely they can be successful at teaching, regardless of how strong the technical
preparation has been. In fact, incorrectly handled, the impact of this experience may wash
out any skills and knowledge these prospective teachers learn in their preparation program.
Thus the need for another type of training—the psychological.

The Psychological Domain

During their first experience with teaching, the major personal problems mentioned by a
large number of student teachers and beginning teachers were physical fatigue, stress,
financial worries, loneliness, and disillusionment (Farber, 1991; Gold, 1992; Gold and
Roth, 1993). The existence of stress as an inherent aspect of teaching is clearly
documented (Beer and Beer, 1992; French, 1993). Student teachers are attempting to
make the transition from student to teacher and may experience a great deal of insecurity
in the process (Proctor, Clarke and Mygdal, 1989). When they lack self-confidence, have
conflicts between their personal life and professional requirements, teachers feel insecure
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about who they are as a person and as a teacher. When this takes place, it is not likely that
they can be successful in their teaching regardless of how strong the instructional
preparation has been.

Pressures of the profession and the inability to handle these pressures are major factors
in a teacher deciding to leave the profession (Friedman, 1993). Before they ever leave,
what is detrimental for them and for their students is the steady decline of effectiveness as
a teacher and as a person. What is needed is a program of knowledge and support that
emphasizes awareness of how they are handling pressures as well as recognizing types of
strategies they use to cope with the pressures. Teachers must learn how to manage stress
through a process of acquiring knowledge and coping strategies that will assist then during
this difficult phase of teaching. They need a program of psychological support. However,
addressing stress and psychological needs is not a major item on the agenda of professional
development programs. When some type of assistance is provided, it is either too little,
too late, or misdirected. Too often the assistance is not focused on the real problem.

Psychological support has been defined in a number of ways by a variety of individuals
(Gold, 1992; Thies-Sprinthall, 1984; Thies-Sprinthall and Gerler, 1990). It includes
emotional support, positive regard, accurate empathy, empathic listening, and meeting
psychological needs. Also included are an array of skills and strategies that focus on
confidence building, reinforcing a positive self-esteem, instilling a sense of self-reliance,
developing a sense of effectiveness, learning to handle stress and manage burnout, and
identifying unmet psychological needs of teachers. According to Gold (1992),
psychological support is essentially a form of therapeutic guidance where teachers are
assisted in identifying psychological, physical, social and intellectual needs that are unmet
at the present time (Gold and Roth, 1993). Needs such as security, self-esteem, self-
confidence, collegiality, a sense of belonging, safety, and intellectual stimulation, for a
few, when unmet create a sense of threat for individuals. Thus causing more stress and
pressure on the person. These needs are especially of concern when the individual is not
aware that they are unmet and creating stress for them. To be effective in their personal
role as they interact with students, other teachers, administrators and parents, teachers
must be psychologically stable and in a continuous process of psychological growth and
maturity. This is vital in personal interactions in their professional role and has a
significant influence on their ability to use fully the instructional and technical knowledge
and skills made available to them (Farber, 1991; Ward, 1987). With the increasing
demands and pressures placed upon teachers today, the necessity to address personal-
psychological needs has become critical. This certainly does not mean that every
individual assisting in the training of a teacher must be a psychotherapist or a psychologist.
It does mean however, that those who train and assist student teachers and beginning
teachers understand the nature of their personal needs and that they have learned how to
identify and meet them in their own life. Thus promoting psychological maturity.

We are beginning to see some degree of recognition of the importance of training
teachers to recognize and meet their personal and psychological needs. More attention,
for example, is given in the supervision literature to working with the teacher’s personal
concerns, and beginning teacher support programs all have a component that focuses on
emotional support. However, offering emotional support through strategies that involve
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empathic listening and reassurance in difficult situations falls short of providing
psychological support to meet personal and psychological needs as long-term life changing
strategies. What is available at the present time is some recognition, although limited,
with very little being done in this extremely important domain of teacher education.

There are a number of causes that contribute to the lack of a concerted effort to
address the domain of personal and psychological needs of teachers. First, there is a lack
of a widespread awareness of the relationship of these needs to effective practice. Second,
even though there is some recognition, the extent or depth of this influence is not well
understood by teacher educators and supervisors in spite of the growing literature and
empirical base (Farber, 1991; Gold, 1996). Third, educators are not professionally
prepared in areas such as psychology, and often are uncomfortable with psychologically
related responsibilities. Even though there is a growing recognition to address this domain,
little is being done at the present time. Fourth, educators do not see this domain as their
own role. Their charge traditionally has been to develop skills in curriculum and
instruction, and not to be as concerned with the personal issues of teachers. What is
needed at the present time is a greater understanding of the personal aspects of the
teacher’s growth and a commitment to the teacher’s psychological welfare. All aspects of
a teacher’s needs affect their performance in the classroom and in their professional role.
Therefore, exploring in-depth the nature of personal and psychological needs and how to
assist the teacher toward psychological maturity is critical.

A Psychological Support Program

One of the purposes of a university is to educate its students so that they receive an
education in varied disciplines, are individuals who analyze, use critical thinking,
formulate a belief system, develop their intellectual capability and gain intellectual
maturity that will enhance their professional life. Other purposes are to assist students in
developing a personal philosophy, to gain a deeper understanding of self that leads to
psychological maturity. Thus, the development of the psychological aspects of their life. In
order to achieve these purposes, the entire university community needs to participate in
the education of its students. It can accomplish this in ways that are more extensive than
any other institution. The university provides a wide range of expertise and resources to
assist students in developing their personal and professional life, a holistic approach.

In teacher education programs, it is essential that professional competence as well as
psychological maturity are provided for. Teachers bring who they are to the classroom
and model both their professional expertise and their psychological well being. Teaching
is a psychological, social and moral activity that is extremely complex where teachers
must coordinate multiple tasks as they simultaneously must deal with their own
personality and pressures. Teachers are constantly needing to handle complex dilemmas
and make decisions to resolve one problem after another. They often feel that they are
forced into situations that demand their decision making even when they are unaware of
the final results of their choices. Thus, teaching is highly complex and places tremendous
stress on the teacher as a person. The question is, how can teachers, and especially
beginning teachers, learn to handle the complexities of their position that contribute to
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their stress and burnout? This author concludes that when teachers are helped to develop
a psychological perspective toward their own well-being, they can use the training
received to bring about their own psychological maturity that will affect not only their own
mental and emotional well-being, but that of their students as well.

Personal beliefs and behaviors as well as content knowledge and discipline strategies are
demonstrated to their students. It has been documented that when a new teacher is
overwhelmed with schedules, disruptive students and first year pressures the impact on
them emotionally and psychologically affects their ability to retain what they learned
regarding subject matter and teaching strategies (Ward, 1987). How they handle
themselves emotionally is extremely important. Therefore attention to the psychological
development of a teacher is critical to their being prepared to educate the youth of a
nation.

A new model program was designed and implemented at the university level (Gold
1992; Gold and Roth, 1993; 1997) to address the issue of developing psychological
maturity in teachers. The program includes:

1 identifying personal—psychological needs;
2 acquiring knowledge and coping strategies to handle pressures and problems;
3 gaining self-reliance;
4 learning how to handle stress and manage burnout through life-long skills;
5 developing a sense of psychological maturity, and
6 preparing a life plan for personal and professional wellness.

The personal needs as defined by Gold (1992) and Gold and Roth (1993, 1998) include
the physical, social and spiritual areas. The psychological needs represent the emotional
and intellectual areas. Within each of these categories, the authors identified specific
needs and included inventories where the individual can quickly assess their unmet needs.
Once needs are identified, teachers can plan ways to meet them. For example, in a
psychological support group facilitated by the author, teachers identified their unmet
emotional-physical needs and were given strategies for meeting them. One young teacher
explained how she had identified her unmet need for calmness, and now more clearly
understood why she was feeling more stress as of late. She shared with the group how her
demanding schedule at school left her little time for relaxation. She was feeling pressured
and extremely nervous during the past few moths. The facilitator discussed ways the
teacher could modify her schedule and plan specific times for relaxation to help bring
about a sense of calmness in her life. A number of the teachers in the group expressed that
they had high stress levels over the past few months. The facilitator planned a few sessions
that included defining stress, learning what causes it, and noting the physical and
emotional dangers to an individual. A stress log was kept by all of the teachers during the
next week. They monitored their stressors and the ways they handled them throughout
the week. At the next weekly meeting of the support group, an analysis was made of their
stressors, coping strategies and specific behavior patterns used. A number of insights were
gained by the group such as: ‘I am more stressed with events over with I have no control.’
‘The majority of my stressors are people.’ ‘I now know why I’m so nervous and tense
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when I look at all of the stressors I recorded this week. I must do something to reduce my
stress.’ The facilitator included specific coping strategies to assist them in managing their
stress. Discussion then centered on unmet needs identified the previous week and how
their stressors were associated with their unmet needs. One teacher immediately shared
with the group how her unmet need for self-esteem was connected to all of her stressors.
She was highly motivated to work on her low self-esteem which will help her in teaching
and in her personal relationships.

This type of psychological support and training equips teachers with specific knowledge
and strategies to better manage their life, and grow in psychological maturity which in
turn affects their performance in the classroom and their overall professional role.

The critical issue to first be considered is how personal and psychological needs are
identified and addressed. A detailed identification of the needs is required along with
clearly defined coping strategies for addressing them. Gold and Roth (1993 and 1998)
have provided a comprehensive program of psychological support for teachers which has
been used extensively with large numbers of teacher support groups, staff development
groups, and mentor teacher support groups nationally and internationally. Identification
of emotional, physical, social, intellectual and spiritual needs of an individual, along with
clearly defined coping strategies for addressing the needs enables teachers to handle the
stress they encounter daily (Kieffer, 1994). With the slow wearing away of the morale of
teachers (Harris et al., 1992), a carefully planned program of psychological support that
encourages and supports teachers as they learn healthy coping strategies is even more
essential at the present time to handle the tremendous pressures teachers face every day in
their classroom.

Too often teachers in training are so involved in their professional responsibilities that
they have little time left for taking care of themselves. This becomes evident during
specific periods when pressures are extremely high, such as the month of December.
During this busy month many teachers allow their physical health to be neglected. The
results are noted in illness, a lack of energy, and overall poor physical fitness. This
condition is too often seen during a teacher’s first year of teaching. Learning how to
develop a physical plan that fits the teacher’s schedule and needs is essential for a healthy
lifestyle.

The challenge to educators is to provide programs of psychological support for teachers
in training and for experienced teachers and mentors (Gold, 1996). A program that
includes this type of support for teachers will focus on each of the domains of need
through inquiry, reflection on practice, problem-solving, and use of communication skills
in sharing concepts and insights learned.

More precisely, educational programs for teachers need to include both the
instructional and psychological domains. Thus, teachers can be involved in both personal
and professional growth that enhances their life and overall life style which in turn affects
their students’ personal and academic growth.
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The Use of Psychological Support in Teacher Training
Programs

The essential need for a program of psychological support has been well documented.
Fiske and Chiriboga (1990) believe that life events can have significant influences on the
teacher by changing their particular psychological needs. The body of literature on noxious
emotions suggests strongly that ‘it is not merely the presence of psychologically stressful
events that can be life-threatening, but the interpretation one accords them’ (Dossey,
1994, p. 75). Life-events that are connected with feelings of hopelessness, helplessness,
and despair seem to be particularly dangerous. Goleman and Gurin (1993) discussed
Karasek’s research on stress and reported his finding that when ‘people felt highly
pressured but had little or no control over how they met the job’s demands, it had a
profound effect on their health.’ Karasek discovered that the combination of high
psychological demands and low decision latitude created ‘high job strain’ (p. 30). The
need for psychological support has always been, and is increasing at a rapid rate. Gold and
Roth (1993) refer to psychological support as the ‘hidden dimension’ (p. 48) of teacher
education and professional development. It is the lack of preparation in the hidden
dimension that significantly contributes to the high rate of failure of beginning teachers
and the burnout of both beginning and experienced teachers.

This entirely new type of support is essential for preservice preparation, new teacher
induction, and professional development of all teachers. This type of support concentrates
on the growth and development of the individual, rather than focusing on instructional
support as the only preparation, which is the present situation. Thus it is imperative that a
comprehensive program be implemented into teacher education programs to provide the
necessary skills and support to enable teachers to survive and mature throughout their
careers. The total growth of the teacher must be addressed.

Psychological support discussed here is a comprehensive program which addresses the
psychological needs of a teacher. It also includes the use of individual insight strategies,
interpersonal support, and guided group interactions which focus on problem-solving and
reflective inquiry to meet personal-professional needs.

The comprehensive aspect of the program can be implemented in a variety of ways. It
is comprehensive in that it must deal with all of the fundamental needs: Emotional-
Physical, Psycho-Social and Personal Intellectual (Gold, 1992; Gold and Roth, 1993). A
comprehensive program will also include stress management and burnout prevention. All
of these aspects of psychological support and the underlying needs must be identified and
addressed in order for the program to be comprehensive. Most support programs include
a type of stress management which provides for short term assistance. These programs
deal with symptoms rather than fundamental problems and needs. Therefore, they have
short-term effects.

One of the common elements emerging across the nation in the new teacher support
and induction programs is that of assigning a mentor to develop a professional relationship
with the new teacher. This strategy is helpful in that it provides for interpersonal support.
Using it alone however, has been found to be insufficient. What is needed is use of a
comprehensive approach with long-term results. When all of the strategies in the
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psychological support program are combined, it provides a collective effect that works
together for a more formidable source of support that contributes greatly to the meaning
of comprehensive.

Another aspect of the psychological support program previously discussed deals with
both personal and professional needs of teachers. These needs interact and affect each
other. By addressing both of these types of needs the program is more successful and has
long-term effects. Focusing on essential psychological needs which are also related to
professional performance greatly empowers the teacher to solve problems and handle the
stress of teaching.

The psychological support program includes strategies that are specifically designed to
meet the particular needs of the individual. Practice sessions are included that provide the
skills necessary to make life changes. Problem-solving as a focus enables teachers to gain
insights and skills to help themselves change specific thinking and behavior that is counter
productive to success. This program is in direct contrast to quick-fix workshops that have
short-term effects. Goldenberg and Gallimore proposed saying ‘good-bye to quick-fix
workshops…instead, create contexts in teachers’ work lives that assist and sustain
meaningful changes’ (1991, p. 69).

In a psychological support program, teachers experience meaningful changes in their
lives. Teachers are engaged in thorough examination of their personal and professional
lives, they explore meaningful solutions, and most significant, make long-lasting changes
that enhance their lives and the lives of their students.

Psychological support is the hidden dimension of teaching which has been missing from
teacher education, induction programs, and professional development programs. It has not
been addressed in a concerted fashion in teacher preparation programs, even though the
need has been there. However, the need is being magnified by the increasing demands
being placed on teachers today.

The purpose of a psychological support program is to focus on underlying problems
and needs of teachers, go beyond stress management, develop coping strategies that are
life-changing and have long-lasting effects, and develop professional health over the long
term. It enables teachers to enjoy their teaching and provides the type of support that
enables them to gain self-control over difficult areas of their life (Fennick, 1992). It assists
teachers in monitoring their behavior and provides guidance for healthier personal and
professional lives.

The psychological support programs developed and used with teachers over the past
few years have been extremely successful (Gold, 1992) because they have been designed
around the principles and characteristics discussed. They have assisted teachers in
becoming aware of areas in their lives that cause them difficulty and affect their teaching in
adverse ways. Teachers gain insight into negative feelings and behaviors, identify stressors
in their lives, and discover their own abilities to develop effective coping strategies to deal
effectively with problems. Specific strategies are developed and supportive environments
are provided to resolve immediate concerns. Effective and ongoing strategies are practiced
and long-term effects are experienced which bring about life changes.

In working with a wide variety of professionals who were experiencing severely
diminished professional effectiveness, identifying psychological needs and designing a
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psychological support program has been attributed to a clear identification of the
problems teachers experience. Highly focused strategies have been used to prepare
teachers to meet their personal-psychological needs that if not recognized and met would
have had destructive effects on their professional competence. Psychological support as
presented here provides a multidimensional approach with practical applications of tested
strategies and skills to enhance the teacher’s personal growth and professional
effectiveness. This type of treatment produces longterm effects, and in many cases life-
changing outcomes. Including it in pre-service, induction, and professional development
programs prepares teachers to be more successful professionals who develop personal and
professional maturity.

The Role of the University in Developing Psychological
Maturity in Teachers

A most significant issue discussed in the teacher education literature is the intense debate
over who should control the education and training of teachers. Schools of education have
received a great deal of criticism from outside the profession (Phillips, 1991; Barr, 1992)
and from inside (Holmes Group, 1986; Garnegie Task Force on Teaching as a Profession,
1986; Zeichner, 1993) regarding the preparation of teachers. While alternative school
based teacher education programs are on the increase (Darling-Hammond, 1992), there
are a number of questions to be considered regarding the role of the university in the
educating of teachers. However, the essential question that must be addressed in the
preparation of teachers is, what specific conditions can the university provide in preparing
teachers? The focus of this section of the chapter centers on and specifically addresses the
role of the university in providing personal and psychological support which is best dealt
with in a university setting—that is, a multidisciplinary setting. The university is in the
best position to assist teachers in the personal-psychological area. Students have an
opportunity to interact with faculty from a variety of disciplines with various interests and
talents that can help meet their needs from a broader perspective then that which has been
the focus of schools—giving instructional support.

One of the important characteristics of an effective teacher is that of possessing
psychological maturity. Receiving training to evaluate their strengths and needs regarding
their psychological health will also be reflected in the ways teachers encourage their
students toward improved psychological health. Teachers of this type continue to assess
not only the instructional needs of their students but also their emotional needs, and plan
effective programs to accomplish their goals. These teachers are able to manage their
stress and the many demands placed upon them in their role as teacher.

When university teacher education includes psychological support programs the
teachers they train will enter teaching better prepared to handle themselves and the stress
related to teaching, as well as being able to use more effectively the basic skills they
learned in their preparation program. When a teacher possesses psychological maturity,
they are able to handle their own needs and are thus free of psychological problems that
hinder their focusing on the needs of their students. Emotional and psychological mature
teachers are better prepared to grow in their knowledge and skill as a teacher.
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Thus, programs that prepare teachers who are psychologically healthy will enable these
individuals to better demonstrate their proficiency in quality teaching. These teachers will
have a positive impact upon the emotional growth of their students as well as their academic
competence.

Conclusion

Teacher education at the university level is undergoing intense scrutiny at the present
time. Focus centers on who should educate our teachers, what entry standards should be
required, are school based teacher training programs superior to university programs, and
how effective is alternative certification.

A great deal of attention is centered on these issues which involve the need for control
and power and takes the focus away from addressing the needs of individual teachers. All
of these concerns are important and need resolving. However, what is essential today is a
teacher who is secure and emotionally mature. One who has healthy coping strategies to
handle their own pressures. In return they can better cope with changes in society,
cultural demands, disrespectful students, and other pressing problems. They can apply the
knowledge and research learned in college in meaningful ways for their students with a
greater success than will the teacher who has only received training in ‘how to teach’.

Who should train our teachers is an essential question that is being addressed by many
scholars today and must be intelligently resolved. However, an even more compelling
issue centers around the type of teacher needed to teach today’s youth. What personal and
psychological qualities must today’s teacher possess? The university is in a unique position
to call upon experts from a wide variety of disciplines to meet this challenge and focus on
both the psychological maturity and the academic preparation of teachers. Preparing a
teacher who has the psychological maturity and skills to meet the many demands and
challenges placed upon them today will not only benefit them but their students as well.
To offer less to teachers will hinder their ability to carry out their responsibilities toward
their students, the profession and their own well-being. 
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12
University as Context for Teacher

Development
Robert A.Roth

In considering the role of the university in teacher education, two salient issues come to
mind. One is perspective on teaching, and the other is capacity (intellectual, fiscal, etc.)
to deliver the program as conceptualized. Program design in large measure determines the
nature and extent of required resources. The focus here thus is on the latter issue of
conceptualization. Teaching perceived through one lens may be quite different from
teaching perceived through another. Teacher preparation, therefore, may be viewed quite
differently as well. The intent of this chapter is to illustrate that indeed these differences in
the way teaching is conceptualized leads to role differentiation in respect to the education
of teachers. This differentiation relates to the respective contributions of the university in
comparison with other institutions (e.g., schools, private enterprise) in the preparation of
teachers.

In a number of areas the university and other entities make similar or equal
contributions to the development of a teacher in the early phases of preparation such as in
preservice education. Both school and university teacher education programs can provide
excellent teacher preparation in basic areas identified by research as related to effective
teaching. These include the following examples: providing sufficient illustrations and
concrete examples, providing demonstrations and models; checking for understanding;
high level of active practice, guidance during initial practice, and systematic feedback and
correction (Rosenshine and Stevens, 1984, pp. 377, 379). Planning, classroom
management, and parent relations are other common areas of basic preparation. A
number of these are summarized in What Works: Research about Teaching and Learning (US
Department of Education, 1987.) It is suggested, however, that the university makes
significant contributions in unique ways that are endemic to higher education, and
particular levels of cognitive functioning are best developed by these unique ways. These
premises will be explored in the following sections.

The basic premise advanced here is that there are contributions to the preparation of
teachers that are best, if not uniquely, made by higher education. In order to make this
case, it is necessary to examine the conceptions of teaching that underlie perspectives of
teaching and teacher education. Various dimensions of teaching will be explored to
illustrate the need for involvement of the university in the professional education
component of teacher education. 



Framing the Discussion

Although there is a wide range of issues and factors to consider in conceptualizing
teaching, a select number will be analyzed for sake of relevance and economy of space. It
is obviously not intended to be an exhausting list. The areas for discussion include:

a teacher belief systems and how they affect instruction;
b teacher dispositions toward certain critical factors in higher order dimensions of

approaches to teaching and learning;
c teacher perspectives of efficacy and implications for effectiveness;
d analysis of reflective practice and how particular elements are fostered in a university

environment;
e perceptual acuity in the classroom;
f psychological maturity;
g interpretive-predicative processes in managing instruction;
h the knowledge base and its organization for teaching;
i use of research and applications of the knowledge base.

A somewhat basic perspective of the teaching act is that there are specific skills and strategies
in the teacher’s repertoire that the teacher draws upon as needed. This approach may be
identified as either a ‘behavioristic’ approach, which stresses specified, observable
teaching skills identified in advance, or ‘traditional craft’, which emphasizes the
accumulated wisdom of experienced teachers (Zeichner, 1983). These approaches are
both limited and limiting and may be categorized as a craft model.

the model is limited in that it deals only with a prescribed range of activities and a
narrow experience with the background and context of the profession. It may lead
the apprentice, for example, to see only the classroom or school and may mask the
relationship of the school within the community and the role of school in society. It
is limiting in that it does not widen the student’s perspective to include theory or
rationale of practice or the purposes of schooling. (Roth, 1989, pp. 31–2)

A review of several analyses of teaching from a more sophisticated perspective yields a
different set of domains that more closely align with an ‘inquiry-oriented’ (Zeichner,
1983) or reflective practice model. It is this framework that encompasses the more
insightful set of domains that will be reviewed here. Teaching is viewed as a composite of
these domains which collectively define teaching as an intellectual process beyond the
craft model. These conceptions of teaching are those best developed and enhanced in the
context of the university setting. Each of these will be explored in the following sections. 

Belief Systems

Belief systems form the foundation of teacher practice. Although not always explicit, these
values and principles either implicitly or explicitly guide teacher behavior. They influence
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every aspect of professional practice, including direct instructional behavior (e.g.,
planning, instructing, modeling, evaluating) as well as conceptualizing new curricula and
models of teaching.

Belief systems relate to broader issues such as equity, the school as a social agent, the
role of the school in a democracy, individual worth etc. Teachers’ beliefs about students,
particularly teachers’ attributions for the causes of student performance, have significance
in relation to students’ achievement (Clark and Peterson, 1986, p. 281). The various
relationships of the conceptualization of attribution, the teacher’s attribution and resultant
behavior toward students, as well as the relationship of teacher attribution and planning
and decision making have been the focus of research (Peterson and Barger, 1984).

Belief system often is subsumed under the category of the process of conceptual
change. Changing beliefs are part of the process of changing conceptual perspectives. As
noted by Carlgren et al. (1994), ‘“conception” has been used interchangeably with
ideology, philosophy, personal knowledge, world view, basic principles, belief,
perspective opinion, and subjective theory’ (p. 233). It consists of ‘schemes of concepts,
developed as a result of actions and interactions with the world, yet it is anchored in the
person’s beliefs and its basic assumptions, in a way unknown to us, also influences action’
(Gorodetsky, Hoz and Keiny, 1983). Conception of role also reflect teachers’ beliefs or
basic assumptions about the pupil (learning and teaching); about society or the goals of
education; and about knowledge (Carlgren et al., 1994, p. 233). These are fundamental
issues more likely to be explored in a university context then a school-based training
program.

Dispositions

Teacher dispositions derive from their belief systems. Dispositions relate to a wide range
of attitudes and approaches to issues. Dispositions include an attitude toward inquiry,
ongoing self development, introspection, principled reasoning, reflection, belief in the
child as a learner, etc. These dispositions daily provide guidance to the teachers’
performance, how they analyze their instruction, planning and implementation, and their
everyday approach to instructional improvement.

Efficacy

A construct of particular importance related to teachers’ beliefs and dispositions is that of
efficacy. This is an area that is receiving attention in the professional preservice
preparation of teachers. In practice, it means the teacher takes personal responsibility for
the nature and extent of learning on the part of their students. There is some relationship
with what they do and what the students learn and are subsequently able to do which can
be attributed to the actions of the teacher. Efficacy appears to have a tandem of beliefs: I
can make a difference, and I know how to make a difference (Dusek, 1985; Bandura, 1986b). A
higher sense of efficacy is associated with one’s belief that abilities are growing and increasing
in effectiveness, in contrast with the perception of one’s abilities as stagnant and static even
if one begins with higher levels of abilities (Bandura, 1986b).
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The manner in which the teacher education student is prepared and the context in
which the process is conducted has a significant influence on teacher efficacy. A supportive
university environment that helps teachers maintain competence in areas such as
instructional problem solving increases teacher efficacy significantly (Hoy and Woolfolk,
1990). Similarly, high teacher burnout schools are correlated with lack of trust in
teachers’ professional efficacy (Friedman, 1991). The role of the university is to
consistently engender a sense that the teacher and factors they control can relate to student
achievement. The teacher then attributes the degree of student success in meeting goals to
factors within the classroom rather then those beyond it. Teachers thus act on that belief.
Students who have difficulties in learning are perceived by teachers with high efficacy as
being challenges to their own creativity. These types of teachers are on a continual search
for better means to assist students in their learning. Thus, they are not expected to have
all the answers in their ‘bag of tricks’, but rather to have a sense of inquiry and persistence
to find alternative solutions. These factors are within the purview of the teacher. It is
recognized by these teachers that they are not expected to have the answers to all
situations, but rather they are prepared with possible alternatives in a sense of
commitment to persisting in the search for effective approaches so all students can learn
(Dwyer, 1994).

Reflective and Introspective

A significant characteristic of effective teaching is capacity to look at one’s own
instructional practices and procedures in an objective manner. Also the capacity to
ascertain strengths and weaknesses, as well as view alternatives in order to experiment
and find the best alternatives. It is necessary to appraise instruction in context of theory
and belief systems, research framework, moral and ethical beliefs, and best practice. This
translates to meaning that good teaching is reflective, analytic, and predictive. A reflective
teacher is one who assesses the origins, purposes, and consequences of his or her work.
The reflective teacher is then one who views knowledge as problematic rather then
certain, the role of teaching as a moral craft rather than one of a technician, the curriculum
as reflexive rather than received, and the milieu as a topic of inquiry rather than one that
is determined in a hierarchical manner (Drener-Hayon, 1994, pp. 51–63). Of importance
also is not only that the teacher be reflective, but what they reflect upon. Zeichner and
Liston (1987) describe several types of teachers: the technician who is interested in goals
that have been decided upon by others; craftsperson interested in rationale in conducting
educational activities and quality of the outcome; and teacher as the moral craftsperson
who is interested in the moral and ethical implications of educational activities. The
relative importance of technical rationality and reflection in action is noted by Schon.
According to Schon, ‘reflection is action,…is of value in of itself (Kremer-Hayon and
Fessler, 1992).

Reflective teachers appraise instruction in context of theory, a research framework,
moral and ethical beliefs, and best practice. They see good teaching as analytic, predictive
and thus reflective as noted by Schon and others. A salient characteristic is learning to
interpret situations and events. There is an organizing framework for viewing episodes,
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such as the focus of instruction. Related to this is being predictive of classroom
phenomenon (Berliner, 1988). Prediction is fundamental to a diagnostic-prescriptive form
of teaching. It is analytic in that the teacher must review the possible factors that might
influence instruction and learning in that particular situation. It is predictive in that it is
intended to project outcomes based on prior practice and success as well as contextual
factors that might make the situation unique. The teacher monitors both immediate and
continued consequences of instructional behavior. As new knowledge through research
and theory emerges, and new insights are gained, these are used as templates to review
practice and make modifications. Good teaching is not static.

Perceptual Acuity

Effective teachers are also those who have strong perceptual acuity, recognizing
similarities across settings, and intuitively detecting patterns when lessons do not
materialize as planned. There is a strong sense of when to adhere to protocols and when to
adjust around them, allowing context to aide in guiding practice. Strategies employed
involve integration of technical skills into decision-making processes. A necessary element
is learning how to be aware of multiple variables in the classroom and process these
simultaneously. This ‘executive control’ relates to an awareness of what is happening in
the classroom as well as using instructional time effectively (Dwyer, 1994, p. 142).

Excellent teachers take on personal responsibility for their practice as indicated under
efficacy. This leads to personal decision making, in contrast with following rote rules,
protocols, and techniques. The teacher makes conscious, informed choices. There is an
executive sense of the classroom, knowing what to attend to and of what to take little
notice. Evertson and Harris (1992), describe the need for not only routines and rules, but
also the necessity to be aware of them and implement them in an equitable manner. This
is done not through a rote following of rule-consequence actions, but rather an executive
control or sense of the entire classroom and its effect upon the learning environment. The
teacher monitors both immediate and continual consequences of instructional behavior.
As new knowledge through research and theory emerges, and new insights are gained,
these are used as templates to review practice. Psychological Mature Effective teachers
also display a degree of psychological maturity. They manage well the stresses and
demands of teaching so that these do not interfere with classroom instruction. The
psychological needs are reasonably met and burnout is prevented (Gold and Roth, 1993).
The university contributes in a variety of ways to the development of the psychological
maturity (discussed by Gold in another chapter of this book) of the teacher in ways that
the schools are not sufficiently prepared.

The extensive research on university outcomes indicate that evidence from several
major syntheses reports that a reasonably consistent set of cognitive, attitudinal, value,
and psychosocial changes have taken place among college students. They learn to think in
more abstract, critical, complex and effective ways. Progress is made in the development
of personal identities and more positive self concepts, and there is an expansion and
extension of interpersonal horizons, intellectual interest, individual autonomies, and
general psychological maturity and well being (Pascarella, 1994). A significant finding is
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that individuals who attend college have significantly greater gains in the direction of self-
esteem, internal locus of control, intellectual orientation, and personal adjustment and
psychological well-being (Pascarella, 1994, p. 51). When teacher education is conducted
in the university context, similar gains are extrapolated into the teacher education
component, being the same physical environment, intellectual context, same resources,
etc. These gains are indicative of not only effective teaching, teacher growth, and
characteristics of effective teachers, but also the differential effects of university-based
preparation in comparison with other contexts.

Knowledge Base

Assimilation of knowledge bases as a foundation of practice is essential. These include
varied disciplines, such as psychology (growth and development), sociology (classroom
dynamics as a social unit), anthropology, linguistics, subject matter disciplines,
technology, and professional education. Translating this subject matter into a usable
format for student learning is a related challenge. The teacher knowledge base has many
dimensions to consider in terms of the effective teacher. Each of these plays a role in the
development of the teacher and should be considered in the conceptualization of teacher
education. For example, same discussion centers around intuitive knowledge of principles
gained from experience and empirical knowledge of facts gained through formal
instruction. The distinction between knowing that and knowing how is made by Ryle
(1949).

A specific operational description of pedagogical knowledge was proposed by Shulman
(1987). The distinction is made between content knowledge of the field to be taught and
the pedagogical content knowledge that involves the application of the content knowledge
to teaching and involving the representations of that content in a comprehensible relevant
manner. Curricular knowledge pertains to the familiarity with the variety of learning
materials not only in one’s own subject of teaching, but other subjects that pupils are
learning as well (Shulman, 1987).

Some studies were attempting to detect differences in the perceptions of university
teacher educators and school educators regarding professional education and professional
knowledge objectives.

The profile obtained for the university educators entails knowledge about students,
about the social context of schooling, and about curriculum. The emphasis was on the
theoretical and general knowledge underlying the framework of teacher decision making
as well as on skills. The school educators’ profile entailed and attached importance to
knowledge about teachers and teaching strategies with an emphasis on particularistic
knowledge that relates directly to immediate and daily decision making (Schumacher,
Rommel-Esham, and Bauer, 1987).

There are several other dimensions of the knowledge base and use of knowledge in
analyzing effective teaching. Rather then perceiving the knowledge base and use of
research as a direct application to certain situations as if through prescribed protocols, a
more complete perspective is to not view it as science alone but rather the scientific basis
for the art of teaching (Gage, 1978).

180 UNIVERSITY AS CONTEXT FOR TEACHER DEVELOPMENT



A concept that relates to intellectual capacity of teachers is cognitive complexity. This
is a primary consideration of developmental theories such as Carl Glickman et al. (1995)
and Art Costa and Robert Garmston (1994). Other perspectives of cognitive complexity
are provided by those who have researched the issues of teacher thought patterns (Clark
and Peterson, 1986; Day et al., 1990, 1993; Carlgren et al., 1994). Teachers with
different cognitive complexity levels may share similar philosophical orientations and
beliefs, but are able to analyze at different levels of sophistication. Sergiovanni and
Starrett note that teachers who function at higher levels of cognitive complexity are
capable of considering the variety of different concepts relating to a specific issue, see
their interconnections and relationships, account for a wider range of variables, and are
more analytical and reflective about the teaching-learning process (1993, p. 303).
Students in classrooms where higher cognitive processes are emphasized and teachers
themselves have higher levels of cognitive complexity, in turn, tend to have higher levels
of achievement than in classrooms where teachers have lower levels (Harvey et al., 1966).
An examination of the theory and research in teacher thought processes reviews a number
of ways in which teachers engage themselves intellectually in planning for lessons, in the
delivery of lessons, and in the analysis of their lessons as noted by Sergiovanni and Starrett
(1993). Teachers who function at higher levels of cognitive complexity have an awareness
of several concepts simultaneously, and are able to see their interrelationship as they apply
them to a given problem, situation or issue. These teachers are more reflective, aware of,
and attend to a variety of subtleties of teaching, and engage in more complex discussions
about their instructional practice (Sergiovanni and Starrett, 1993, pp. 302–3).

Another dimension of the knowledge base is the concept of ‘schemata’, which are
knowledge structures or the ways in which knowledge is stored in memory. Studies by
Calderhead (1981) and others suggest that more effective teachers may have better
developed knowledge structure or schemata of phenomena related to the classroom
learning and teaching than less effective teachers (Calderhead, 1983; Doyle 1977; Morine
and Vallance, 1975). These teachers have a better sense of the structure of the discipline,
and have a sense of how it may be constructed for enhanced meaning on the part of the
students as well as the teachers themselves. Barnes (1989) identified information
processing during the teaching act through meaningful frameworks (schemata), as an
important component of understanding effective teaching. Consistent with a
Constructivist point of view, a knowledge of teaching is not static but rather transitory.
The notion is that good teachers must maintain a fluid control or a flexible understanding of
their subject knowledge (Buchmann, 1984, p. 21). They thus see the specific sets of
concepts from a variety of view points depending on the range of needs of the students.
This has its roots in the continuous integration of learning embedded in the Constructivist
perspective as initially described by Piaget (1977) and put forth as Piaget’s theory of
equilibration. Barnes (1989) identified processing during the teaching act through
meaningful frameworks (schemata) as an important component of understanding
teaching. She notes that several studies have suggested that schema theory helps explain
how teachers are able to use knowledge to guide action and practical situations (Barnes,
1989, p. 15).
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A recent perspective of teacher knowledge has to do with pedagogical content knowing
(Cochran, Deruiter and King, 1993). It is defined as ‘a teacher’s integrated understanding
of four components of pedagogy, subject matter content, student characteristics, and the
environmental context of learning’ (Cochran, Deruiter and King, 1993, p. 266). This
pedagogical content knowing perspective is in essence ‘the expertise of teaching’. An
essential component of pedagogical content knowing is making information comprehensible
to students (Shulman, 1987). The intersection of content and pedagogy and the variation
of ways in which that could be represented to students is pedagogically powerful, yet
must be adapted to variations in the ability and background presented by the students (p.
15). Accordingly, this transformation of subject matter in relation to context and students
requires adapting and tailoring to the individual student and has roots in psychological
schema theory (Glasser, 1984; Floden, 1991). This is essentially a Constructivist
orientation that links the knowledge of the students’ existing concepts to the interactive
process of teaching and learning. Reynolds (1992) and several others have defined
techniques that effective teachers employ in making content comprehensible in a variety
of contexts. Operationally this has meant well-designed orientation to new information,
frequent review, multiple learning tasks, guided practice, use of engagement in
appropriate material, and highlighting key concepts in making use of appropriate
metaphors. (Brophy and Good, 1986; Conoley, 1988; Druian and Butler, 1987; Osborn
et al., 1985; Reynolds 1992; Rosenshine, 1983; Taylor and Valentine, 1985; Williams,
1988; Zigmond et al., 1986.)

Use of Research

Use of research is associated with higher levels of teacher efficacy. Acquiring the skills
identified by research as being associated with pupil outcomes is one level of application
which enhances teacher effectiveness. A recent trend, however, is the understanding of
teachers’ use of research findings as ‘principles and procedures’ within a broader process
of decision making and problem solving (Feiman-Nemser, 1990, p. 224). This maintains
that ‘teachers view teaching as a process of consistently making choices above the means
and ends-choices that can be informed by process-product research, descriptive research,
experience, intuition, and one’s own values’ (Zumwalt, 1982, p. 226). Research is best
used as a frame of reference, a set of guiding principles to inform practice. These teachers
know how to access research, extract key principles, adapt these to particular settings,
and in general use theoretical and empirical information as a basis to inform practice.

Approaches to assessment also reveal differences between the more technical
orientation to instruction and those characterized by more complexity. In the latter
model, the criteria for assessing would include understanding of the developmental level
of the learner’s performance, the necessary supporting documentation to support the
assessment, diagnosis of areas requiring assistance followed by an appropriate plan and a
contribution to the group analysis of the evaluation issues. This leads to a variety of
insightful questions as proposed by Diez (1996) in another chapter in his volume. These
include the teachers’ use of frameworks of development, specifically related to the subject
of review such as literacy; aspects of the students’ performance that the candidate must
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identify; the use of examples of performance to describe the developmental level of the
teacher involved; the development theories drawn upon; use of performance examples
and theory that warrant any conclusions drawn; and suggestions for further instruction
and practice that make sense in light of the developmental needs of the students (Diez,
1996).

In the remaining section we will examine why the university should occupy a position
of primary agent in the preparation of teachers. Also explored are the value-added
dimensions of university-school configurations. The concluding section will describe the
manner in which the university approach has been utilized.

The University as Prime Agent

The fundamental premise around which the thesis of this article is developed is that the
essence of university purpose is to educate in the following mode and domains; and these
domains are frameworks which are necessary to understand effective teaching: teacher
belief systems; teacher dispositions; teacher efficacy; reflective analytical and predictive
aspects of teaching; perceptual acuity; psychological maturity; executive sense of the
classroom; knowledge base and schemata and making content comprehensible; use of
research; and the understanding of the role of assessment. It is not suggested that most of
these ideas are new, however it is important to identify them and provide the context for
the respective roles for the university and school-based programs. Although well-
documented in most cases, in some instances the information is somewhat speculative and
admittedly might require substantial inference beyond the current research. These are
easily identifiable in that there is not an extensive reference documentation which
accompanies the ideas expressed.

It has been noted that the university purpose is to educate in a variety of modes and
domains, such as critical thinking, perceiving, analyzing, reflecting, developing beliefs and
values both in varied disciplines and in personal philosophy; understanding the self; and
greater intellectual and psychological maturity. Collectively these areas and those
described as effective teaching in the preceding pages are what the university is intended
for, does best, and accomplishes greater than any other institution.

Belief Systems and Dispositions

Beliefs and disposition form the foundations of practice. The formative nature of the
college experience provides significant opportunity for the development of these beliefs
and dispositions. This was significantly documented by the work of Pascarella. These beliefs
include the nature of the learner, which is required in field studies related to child growth
and development, case studies in sociology, multiculturalism as a pervading influence on
American society, and other areas connected to the study of teaching.

Students develop their philosophy of teaching through these varied experiences.
Concepts of self renewal, which lead to valuing professional development, are readily
acquired in the university environment. Other settings have neither the time nor the
resources (fiscal and intellectual) to foster productive and meaningful beliefs, values, and
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dispositions in a manner comparable to the college/university experience and
environment.

The university provides opportunity for testing and exploring hypotheses within low
risk situations. This may occur in micro teaching, supervised small group instruction, etc.
Within these low-stake environments, teacher education students in higher education
have sufficient opportunity to gain experience as well as competence. This contributes to
their sense of efficacy in feeling that they can produce changes as a result of their
expertise.

Reflection

Acquisition of skills and insights on the values of reflection are related to belief systems, as
they are imbedded in dispositions. Reflection is ingrained in the entire higher education
process as well, and again is readily transferable to the education of teachers. The
processes of the reflective practitioner in education are strikingly identical to reflective
processes in higher education. Some 24 reflective practice processes are identified by Roth
(1989) that illustrate this point. Some of these are: emphasizing inquiry as a tool of
learning; suspending judgment; comparing and contrasting; seeking the organizing
framework, theoretical basis, or underlined rationale; identifying assumptions; and
initiate after thinking through alternatives and consequences (Roth, 1989, p. 32).

A poignant observation of the colleges’ and universities’ role as prime agent is provided
by Fenstermacher (1990):

College and university campuses are intended and designed for contemplation and
reflection,… In a professional school or college, this reflective and contemplative
attitude is connected to practice in ways that permit a back and forth
between thought and action, theory and practice, research and decision making.
With this dynamic relationship between reflective conversation and considered
action the higher education setting is without peer. (p. 181)

Perception

Perception is enhanced through the honing of observation skills, recognition and
awareness of the consequential, and acquiring a holistic sense of the environment. These
are skills of the social and physical sciences, as well as visual and performing arts and
others. Perception is embedded in various disciplines, and the college/ university
education experience promotes these techniques. These are the skills and dispositions
which are emphasized in field experiences in the disciplines as well as professional
education. They are developmentally sequenced from early clinical settings through more
extensive field experiences, such as internships and student teaching, leading to intuitive
recognition of critical events and subtle cues.
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Psychological Maturity

It is known intuitively and empirically that emotional and psychological factors can hinder
performance and limit capacity. This impact of the psychological phenomenon has been
particularly acute with beginning teachers (Schlecty and Vance, 1983; Gold, 1996).
Several works have referred to the crisis in education due to this factor (Farber, 1991).
Concerted efforts and new model programs have been designed to address this issue (Gold
and Roth, 1993). The university is in the best position to marshal the intellectual and
programmatic resources to enhance teacher capabilities to cope and be psychologically
prepared. Pascarrella’s work (1996) cited earlier also supports this position.

The Knowledge Base

The knowledge base of teaching in varied disciplines resides in the university. More
importantly, a deeper sense of learning is envisioned through the development of
structural frameworks, or schemata, of the knowledge domains. This is the educative
process, not just the facts and statements of the discipline. University processes revolve
around the structure of a discipline, which is a critical perspective for the teaching
process.

Schwab (1974) explains that the structure of a discipline consists of: a) a body of
imposed conceptions which control inquiries into the discipline; and b) syntactical
structure or pattern of procedure of inquiry into the discipline. Both of these, the
conceptual or syntactical, are different in different disciplines (pp. 172–3).

Schwab (1974) delineates five factors of significance to education which are embodied
in the concept of structure of a discipline. He concludes that 

In brief, the structures of the disciplines are twice important to education. First,
they are necessary to teachers and educators: they must be taken into account as we
plan curriculum and prepare our teaching materials; otherwise, our plans are likely
to miscarry and our materials, to misteach. Second, they are necessary in some part
and degree within the curriculum, as elements of what we teach. Otherwise, there
will be failure of learning or gross mislearning by our students. (p. 163)

Further, there is increasing recognition of the value of interdisciplinary study, as reflected
in some of the demonstration lessons required for certification examinations of the
National Board for Professional Teaching Standards. A sense of connectedness of the
disciplines can be fostered in college and university preprofessional studies, which is
capitalized on in professional education. This forms the intellectual foundation for
teaching and teacher education. The research community in higher education has
recognized this in their endeavors, as noted by Doyle (1990); ‘Investigators have adopted…
theories and interpretive methods from a variety of disciplines—anthropology,
linguistics, sociology, literary criticism—to capture the richness and complexity of
teaching practices, classroom life, and teachers’ knowledge’ (p. 19).
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The concept of schemata is of particular value to the teaching profession since these
organizational frameworks guided development of school curriculum, lesson design, and
instructional processes. With this perspective, the teacher enhances students’ grasp of
subject matter as they construct and reconstruct their knowledge frameworks. In
accordance with Constructivist views, the teacher also understands that the student comes
with their own personal schemata which influences their learning as they filter and build
upon using this framework.

Practical Considerations

A practitioner’s inquiry of the preceding rationale might be, ‘what of the practical, the
utilitarian value? Is it lost in theory and rhetoric?’ The nature of teaching is not to be
viewed along a theory-practice axis, but theory and practice integrated and imbedded in
each other. The several cognitive foundations which characterize intellectual dimensions of
teaching and strategies derived from them constitute what is referred to here as the
‘paradigm of cognitive processes-imbedded strategies’. This reinforces the notion that
teaching is more akin to a profession than a trade, and is not mechanistic or prescriptive.
‘Prescriptions such as “ask higher order questions” or “check for understanding” are
virtually useless if a teacher does not already know the procedures implied by these
directives and the events in which they might be appropriate’ (Doyle, 1990, p. 19).
Simply stated, training provides for instructing, educating provides for teaching. This is the
role of colleges and universities.

The above distinction also may be framed in the contrast between preparation of the
apprentice and the reflective practitioner, as noted in the following analysis of the ‘craft’
metaphor: 

There are some benefits of apprenticeship, but the craft model is both limited and
limiting. The model is limited in that it deals only with a prescribed range of
activities and a narrow experience with the background and context of the
profession. It may lead the apprentice, for example, to see only the classroom or
school and may mask the relationship of the school within the community and the
role of school in society. It is limiting in that it does not widen the student’s
perspective to include theory or rationale of practice or the purposes of schooling.
(Roth, 1989, p. 31)

Conclusion

This conclusion may best be framed with an introduction. Two compelling questions need
to be introduced. What is the role of the schools in the college/ university primary-agent
model? How well are colleges/universities meeting their responsibilities?

First, it must be made patently clear that neither colleges/universities nor schools can
prepare teachers in isolation from each other. On the one hand, the culture of most
schools is not conducive to learning to teach in the manner of campus settings (Howey and
Collinson, 1995), yet the schools are a critical adjunct. What the profession must do is
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capitalize on university—school factors, strengths, and contributions. The linkage to
schools is imperative, and this actually is a means of leveraging the university role in the
preparation process. Clinical settings and field experiences, coupled with the knowledge
and expertise of school-based practitioners, offers a rich context for professional
preparation. Schools are becoming increasingly sophisticated in the knowledge base and
current applications. Functioning as prime agent does not mean sole agent.

Second, it is noted that there may be a chasm between what colleges and universities
ought to be in teacher preparation, and the manner in which some are now functioning.
The conceptions of teaching and related principles of teacher preparation delineated
previously should be used as a framework for analysis of teacher education program
philosophy and design. In a sense, this is a call for introspection as much as it is a rationale
for the centrality of colleges and universities.
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13
Multicultural Education and the
University's Mission: Change and

Opportunity for Change
Carl Grant

The primary mission of most colleges and universities is excellence in teaching and
research. For example, the expressed aims of Cambridge University (1995) include:
providing teachers and researchers of the future; encouraging and pursuing research of the
highest quality across the whole range of subjects studied at the University; developing
new areas of teaching and research to advance scholarship; and meeting the needs of the
community.

The mission statement for Michigan State University (1982) is very similar to that of
Cambridge University’s and is illustrative of many of the mission statements of
universities in the United States. It states:

As a respected research and teaching university, it [Michigan State University] is
committed to intellectual leadership and to excellence in both developing new
knowledge and conveying that knowledge to its students and to the public. And as a
pioneer land-grant institution, Michigan State University strives to discover
practical uses for theoretical knowledge, and to speed the diffusion of information
to residents of the state, the nation, and the world. In fostering both research and
its application, this university will continue to be a catalyst for positive intellectual,
social, and technological change.

Implicit, and often explicit, in most universities’ mission statement is the goal of
providing an education that will enable their graduates to be competent professionals
which, in today’s world, means being able to successfully serve societies composed of
people of different races, socioeconomic backgrounds, languages, and life styles.

In order to make certain that its graduates are prepared to meet society’s demands, a
university and its faculty undergo frequent evaluations. These evaluations involve
examining the three basic pillars of the university’s structure: teaching, research, and
service. More specifically, colleges and schools (e.g., College of Letters and Science, Law
School, School of Education) within universities are often competitively ranked according
to the degree of excellence achieved in their teaching and research.

Similarly, a university faculty member is individually judged on the quality of his or her
teaching, research, and service. None of these activities, however, are undertaken in a
vacuum. It is necessary, in this demographically changing society, to examine these areas
to assess how well the universities and their faculty members are preparing their graduates



to effectively meet the demands of their clients, who are demographically (i.e., in terms of
ethnicity, race, income, language) changing. In one of Cambridge University’s (1995)
goals, this is explicitly stated: The University’s aim…[is] to provide an education of the
highest quality at both undergraduate and postgraduate level, and so produce graduates of
the calibre sought by industry, the professions, and the public service.

There is an increasing belief among a growing number of educators that multicultural
education is the instructional philosophy and practice that needs to be infused into
teaching and research if a university is to accomplish its mission. Change in the research
and teaching to include multicultural education is showing promising results. However,
many opportunities to infuse multicultural education are being missed and/or neglected.
In order to achieve their mission, these opportunities presented in the areas of teaching
and research (as well as other areas) need to be taken advantage of by universities.

In the title of this chapter, a distinction is made between ‘change and opportunity for
change’ because, with multicultural education, rhetoric and action often are not
correlated. Thus, it is important that the relationship between the two be clearly
understood in order to provide an accurate picture of multicultural education and the
university’s attention to it in teaching and research.

The first section of this chapter discusses teaching. Discussed here within the broader
areas of teaching (i.e., materials, faculty, courses, staff development, policy, and
students) are the changes that have been made to include multicultural education and the
opportunities available to make changes in these areas in teaching to be multicultural. This
section concludes with a critique of the changes and opportunities for change. The second
section of this chapter discusses the broader area of research (i.e., conferences, materials,
approaches, and globalization of research problems). This section also concludes with a
critique of the changes and opportunities for change toward multicultural education.
Finally, the chapter ends with some concluding remarks.

Teaching

Teaching is considered a critical area of professional evaluation. At some colleges,
teaching evaluations serve as a major criterion in determining promotion. Senior faculty
members evaluate the teaching of junior faculty members who are being considered for
tenure and promotion. Also, each student registered in a class is expected to complete an
evaluation of his/her instructor and, at some universities (e.g., University of Wisconsin-
Madison), teaching evaluations are made public for students to read. Although the criteria
and questions on the evaluation forms may differ, they usually seek to elicit information
about: 

1 The instructors’ scholarly and professional knowledge. In other words, do the
instructors know their field in terms of research, theoretical knowledge, and
methodological procedures?

2 The instructors’ interpersonal and professional skills. In other words, do the
instructors appear to respect their students and make reasonable allowances for
individual differences in background and professional goals?
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3 The instructors’ knowledge of applied skills in education. In other words, do the
instructors understand the problems of the working practitioner in education and are
they able to give concrete, applicable help and advice relative to their field of
specialty?

These questions, interpreted narrowly or broadly, call for the infusion of multicultural
education into teaching. Why? Because in order to be consistent with a university’s
mission, its graduates must be prepared to work with different communities of people.
And it is the university’s course offerings and the instructor’s scholarly and professional
knowledge that must prepare them to do so. Simply put, no longer can a university’s
program and an instructor’s approach to teaching use mainly a Burocentric model. Also,
the knowledge and skills to critically investigate different perspectives (e.g., positivist,
interpretive, feminist, postmodernist, etc.) must be taught. In addition, a university’s
curriculum and an instructor’s knowledge and understanding of the changing world—that
is the world students are being educated to live and work in—has to include attention to
national and international diversity and social justice issues. What and where then are the
changes and opportunities for change in a university’s teacher education program and an
instructor’s teaching? To begin with, in an increasing number of Schools of Education
across the United States there is a shift in behavior (procedures) regarding what to do
about ‘multicultural education’. This shift is taking place in the following areas: offering a
course or courses in multicultural education; hiring multicultural consultants to conduct
staff development; adopting multicultural textbooks; using reading and audio visual
materials that deal with diversity and social justice issues; hiring new faculty members
with knowledge about diversity; becoming more aware and sensitive to student
experiences and agency in their own education; and implementing multicultural policies
and/or mandates. Following is what we know about the changes and the opportunities for
change toward multicultural education in these areas.

Multicultural Education Materials

The availability of education texts and journal articles that focus on and/or include
attention to multicultural education has increased over the past decade. Between 1984 and
1987, when Christine Sleeter and I analyzed books and journal articles dealing with
multicultural education (which also includes descriptors such as ‘ethnic studies’ and
‘human relations’), we located 200 articles and 71 books (Grant and Sleeter, 1985;
Grant, Sleeter and Anderson 1986; Sleeter and Grant, 1987). Today, according to
Educational Resources Information Center, there are 2,002 academic journal articles and,
according to WorldCat, 749 academic books in the United States on multicultural
education. These texts cover a wide range of topics, including the philosophy of
multicultural education, and methods and procedures for infusing multicultural education
into the curriculum. Instructors for most courses (e.g., curriculum, policy,
administration, health, music, reading) are able to locate a text that presents their subject
matter specialty from a multicultural perspective. Some of these texts are in their second
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and third edition. For example, James Banks’ Teaching Strategies for Ethnic Studies has a
sixth edition (1975).

Many educational journals, including those published by subject matter organizations
(e.g., math, English, social studies) over the past decade have published a thematic issue
on multicultural education and/or articles dealing with social justice, race, class, gender,
sexual orientation, and power and equity. Although, for many years, these articles focused
on multicultural education in K-12 settings, an increasing number of articles are
examining multicultural education at the college level (see, for example, the thematic
issue, ‘Multiculturalism and Diversity in Higher Education’ in the American Behavioral
Scientist). Also, there are a few journals and other publications (e.g., Multicultural
Education, Urban Education, Teaching Tolerance, and Rethinking Schools) especially devoted to
multicultural education and/or issues of equity, power, race, language, and gender issues.
Additionally, a good portion of these materials include essays that analyze, offer new
visions, and critique multicultural education.

Thus, for the instructors who are interested in multicultural education and who may
have had difficulty locating the text they want, there is an increasing quantity of articles
addressing subject matter written from a multicultural perspective. Included among these
publications are articles that discuss the strengths and weaknesses of multicultural
education. These articles can be easily compiled into a course packet, and copying
permission of these articles is relatively easy to acquire. Similarly, there is a growing
collection of films and videos dealing with issues of diversity. These collections include
voices of people of color discussing different political and social issues, examinations of
concepts and terms often taken for granted and rarely discussed in relationship to power
and equity (e.g., ‘assimilation’, ‘melting pot’), the presence of different writers of color
and women writers discussing their work or offering their point of view on different
educational issues, revised or corrected versions of history that provide different
perspectives on the European American migration (e.g., The Way the West was Lost and The
West).

A major proportion of this material is reviewed and evaluated, and some of these
reviews are published in such journals as Multicultural Education (see, for example,
Professors G. Pritchy Smith and Deborah A. Batiste’s monthly column ‘Multicultural
Resources’).

Finally, of all the areas of teaching, materials and resources have seen the greatest
change toward multicultural education. Reasons for this include market demands, an
increase in the number of scholars in multicultural education, and their publication of
multicultural education materials. Nevertheless, there are still other areas that need
attention. First, there is a need for more multicultural text and media materials which
address the relationships among peoples of color, including their interactions during
critical events in history. For example, what were the relationships between African
Americans and Native Americans during the 1800s, or between women of color and
white women during the suffrage period? Second, although there is an increasing number
of faculty members who are beginning to use multicultural materials, this number is still
relatively small. Also, much of the multicultural materials do not have accompanying
instructor guides. Thus, the use of this material is left up to the instructors, many of whom
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have not had formal instruction in multicultural education, and to students, many of
whom have only very little formal or informal experiences with cultural diversity.

New Faculty

As faculty retire, some of the new hires taking their place seem less threatened by
multicultural subject matter, more willing to learn about multicultural education, and more
inclined to deal with issues of diversity as they arise in their classes. This occurs in part
because, over the past two decades, during the time when many of these new hires were
in college, the intellectual paradigm guiding instruction has been shifting. This shift has
included movement away from teaching and learning based on a psychological orientation
to one that includes the social context of learning and teaching, greater acceptance of
feminist perspectives, greater attention to the learning needs of students who are learning
English and students who come from gay and lesbian homes, and greater attention on a
whole to how schools legitimate inequality. The following statement by Bowles and Gintis
(1976) in many ways epitomizes and illustrates the argument about the shortcomings of
schools that were becoming increasingly recognized and accepted by scholars over the
past decades:

Schools legitimate inequality through the ostensibly meritocratic manner by which
they reward and promote students, and allocate them to distinct positions in the
occupational hierarchy. They create and reinforce patterns of social class, racial and
sexual identification among students which allow them to relate ‘properly’ to their
eventual standing in the hierarchy of authority and status in the production process.
Schools foster types of personal development compatible with the relationships of
dominance and subordinance in the economic sphere, and finally, schools create
surpluses of skilled labor sufficiently extensive to render effective the prime
weapon of the employer in disciplining labor—the power to hire and fire. (p. 11)

Within these new faculty changes and opportunities for change there is still work to be
done on such issues as the recruitment and retention of faculty members of color.
Although more students of color are attending college, the percentage of students of color
who decide on teaching as their profession is no where consistent with the percentage of
students of color attending K-12 schools. 

Multicultural Education Courses

An increasing number of multicultural education courses are being offered in Schools of
Education (Grant and Tate, 1995). The instructors of these courses are often the new faculty
hires and proponents of multicultural education who have been members of the faculty
for years. One purpose of these courses is to formally introduce and begin the infusion of
multicultural education into the teacher education programs. A second purpose of these
courses is to prepare the preservice students to work effectively with students of color,
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students living at or below the poverty level, students with physical and/or cognitive
disabilities, and female students in all academic settings.

Instructors of multicultural education courses often point out that when issues about
race, class, and gender are brought up in class, tension fills the air and students often
stake-out their intellectual turf and hope that the teachers (with the authoritative weight
they bring to the discussion) will remain neutral. Alquist’s (1992) study of her class is an
excellent case in point and illustrates how multicultural education can influence both
students and teachers. Alquist states:

Deeply embedded in these students’ world views was the notion that teachers must
always be objective or neutral in expressing their views, especially controversial
views…. I argued that for change to occur, teachers had a responsibility to take a
position in support of change and against racism…. I was dismayed by their
response. This was provocation at the risk of disengagement…. I stood my ground.
I tried to engage students in a dialogue around partisanship. Many fell back on the
so-called ‘experts’ in the field, teachers who had told them not to take stands. They
were divided. I argued that racism and sexism had to be countered…. For me to be
silent, feign neutrality or claim no perspective would have been dishonest. (p. 100)

Other than the tension among students and between instructor and students, the
implementation of multicultural courses has produce additional problems that need
attention, especially regarding communication among faculty members. For example,
with the inclusion of multicultural courses there is a need to make certain that other
instructors do not stop or decrease their attention to include multicultural education in
their instruction. Sometimes, when a multicultural course is introduced into a teacher
education program, other faculty members believe that they are relieved of their
responsibility to teach and or deal with issues of race, class, gender, and homophobia. On
the other hand, there is a need to make certain that when more than one faculty member
is teaching from a multicultural perspective, the course assignments are not identical or
too similar. When assignment overlapping occurs, students become very bored and
annoyed and believe that multicultural education has very little conceptual and applied
knowledge (Grant and Tate, 1995).

Staff Development

Over the past decade an increasing number of Schools of Education are making
multicultural staff development opportunities available to their faculty. These
staff development activities take place in a number of ways. One way is to employ
consultants to help faculty members sort out what multicultural education is. These
consultants can discuss with faculty members about multicultural education’s status on
other campuses and the barriers and successes to implementing multicultural education,
they can help faculty understand what multicultural education could mean to their campus
and teacher education program, and they can help faculty members infuse multicultural
education into their courses. Another way is to hold minority/feminist lecture series
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which bring distinguished scholars to campus who have wide appeal and attraction. A
third way is to encourage faculty members to attend workshops and conferences dealing with
multicultural education, and be involved in faculty exchanges between historically black
colleges and predominately white colleges.

Unfortunately, sometimes the opportunities for change do not take place because
multicultural staff development is brief and narrow rather than comprehensive and
ongoing. Also, some faculty members believe that they already understand multicultural
education and/or it is not important enough to their teaching for them to attend the staff
development activities. Additionally, academic freedom permits faculty members to
ignore learning new ways of teaching and/or including new ideas in their teaching. In
spite of these barriers, staff development opportunities need to be made available, and
incentives and rewards need to be given to those who participate. The reason for this is to
show support to those who participate and let those who do not participate know that
multicultural education is not a temporary idea that will fade like the light given off by a
fire cracker.

Multicultural Policy

Very little formal multicultural policy exists, although an increasing number of colleges
are mandating multicultural education experiences. On some college campuses, ethnic
studies course requirements have been instituted. For example, at the University of
Wisconsin-Madison, undergraduate students must take one three credit ethnic studies
course. Some State Departments of Education mandate colleges and universities in the
state which prepare teachers to have the preservice teachers receive multicultural
education. Also, in some teacher education programs, students are required to have a field
placement in a racially and socioeconomically diverse setting.

Students

Students—that is their curiosity, resistance, previous education, increasing age diversity,
ethnicity, and life style diversity—are causing a change and/or presenting opportunities
for change toward multicultural education. Many of the students attending college now
are members of the post-civil rights generation. On one hand, many come mainly with
text book knowledge of the apartheid and blatant racism that has existed in this country for
so many years and the conservative rhetoric that argues that the civil rights era has
resolved most of the social inequities in the United States. On the other hand, many of the
post-civil rights students come with unresolved questions, wondering why the civil rights
actions of the 1960s did not solve more problems of social inequities. Also, some of these
students believe that they have not been told the whole truth, especially as they continue
to observe the failure of the United States to treat all of its citizens fairly and witness this
country’s rapid movement toward a two-class society of ‘haves’ and ‘have nots’. With
students expressing these concerns as questions and statements, instructors are having
more encouragement and a greater opportunity to include multicultural issues in their
teaching.

CARL GRANT 197



Additionally, an increasing number of older students are seeking their undergraduate
degrees. Interactions between older students and younger students provide instructors
with an opportunity to situate discussions of race, gender, and class in a context which
draws upon the life histories and experiences of people in different age groups. Instructors
can also learn from these accounts of age and life histories how race, class, and gender
issues have personally affected their students, and then plan experiences and activities that
will better enable these same students to work with the students they will teach.

Discussion

In this section I have discussed the changes and opportunities for change in teaching to be
more responsive to multicultural education. Change in teaching to become more
responsive to multicultural education has been occurring slowly—most of the attention
has been on the call for changes rather than on actual action to bring about change. On the
other hand, opportunities for change in teaching to become more responsive to multicultural
education are plentiful. What we need then is to have more of the opportunities for
change to result in real changes. I believe that teacher education programs should include
courses which focus on the concepts and practices of multicultural education. Also,
faculty development in multicultural education is a must if teacher education programs
are sincere about preparing their graduates to be truly qualified teachers for all students.
Faculty development needs to be comprehensive and systematic. By this I mean there
needs to be an overall teacher education program plan, and a plan that each faculty
member develops to meet his or her needs. Important to any teacher education program’s
faculty development plan is the recruitment and retention of faculty members of color,
women faculty, and faculty members who are committed to multicultural education.
Interviews of new faculty need to include questions that ask the candidates how their
teaching and research interests connect with multicultural education. The interview
process should also let the potential new hire know and understand that the program’s
commitment to multicultural education is genuine.

It is difficult to prepare some preservice teachers to work with K-12 students who are
different (i.e., in terms of race, class, life style) from them. These students, as we are
learning from multicultural research (Alquist, 1992; Gomez, 1991; McMahon, 1997), are
very intent on holding on to old traditions and ideas. Haberman (1995) wonders if anyone
and everyone can (should) become a teacher just because it is their dream, or because they
do well on a battery of exams. This line of reasoning is gaining attention and needs to be
given serious thought. Presently the debate on entry into teaching is centered around
passing an exam. Although I do not want to debate the pros and cons of this idea, I do
believe that having both intelligence and an understanding of issues of social inequities is
important to teaching.

There is a great deal of truth in the statement ‘You cannot legislate one’s attitudes’.
Nevertheless, all students on a university campus need to know and believe that the
university has a no-nonsense policy and will take appropriate action when it comes to the
mistreatment of any student. A policy which explains the university’s position on race,
gender, disability, and life style bias would help prevent problems.
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Research/Scholarship

Most universities have as a mission the engagement in research and/or scholarly activities
and some universities are regarded as research institutions. Universities acquire their
research status because they conduct research and contribute to the knowledge learned in
the academic and social community. This knowledge is also used to improve teaching at
the universities. Similarly, just as a university is judged by its research accomplishments,
its faculty members are judged by their individual research accomplishments. Most
universities usually require their faculty members to demonstrate some type of scholarly
contribution in order to be promoted and receive tenure. The scholarly contribution
ranges, depending on the expressed mission of the university. For many research
institutions, the publication of articles in refereed journals or a book by a respected
publisher, and the presentation of scholarly work at major conferences are necessary for a
faculty member to receive promotion and tenure. Since some form of accomplishment in
research/scholarship is important to a university’s mission and faculty members achieving
promotion and tenure, it is reasonable to discuss the infusion of multicultural education into
the university’s research mission and the scholarly work of their professors.

Over the past decade there has been some change and opportunities for change toward
including multicultural education in the traditional research paradigm and even changing
the paradigm. Opportunities to learn about how to facilitate change toward multicultural
education can be acquired through reviewing research publications, using personally
interesting research methods and procedures, and examining research questions from
national and international perspectives. Also, whereas the shift with teaching toward
multicultural education has taken place on university campuses, the shift with research has
taken place on the campus and at conferences. 

Conferences

The past decade has seen an increase in attention toward multicultural education research
at a number of conferences. This increased attention has manifested in the following
manner: the organization of special interest groups within national associations;
conference sessions devoted to challenging the absence of race, class, and gender as dynamic
variables within traditional research; and conference sessions designed to make
researchers aware of their responsibility to the people they are studying when conducting
multicultural education research. Some examples may be helpful. At the American
Education Research Association’s annual conference in 1987, several members
disenchanted with the Association’s lack of attention to race, class, gender, and social
justice issues organized a Special Interest Group (SIG) called ‘Critical Examination of
Race, Ethnicity, Class, and Gender in Education’. This SIG provides a forum for scholars
interested in research that integrates race, class, and gender issues and variables, as well as
critically examines studies that ignore or fail to analyze the interactions of these variables.
The social action by some members within education associations and organizations has
increased the opportunity for others interested in doing multicultural education research
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to have it included at annual meetings or to be featured as an article in the association’s
journal.

Some organizations, e.g., the National Association for Multicultural Education
(NAME), hold annual conferences which focus on multicultural education. In addition to
providing a forum which enables scholars to present their multicultural research and an
outlet to establish networks with others doing multicultural education research, this
organization publishes a magazine (Multicultural Education), has a web page, and a national
office that scholars can contact for support and assistance.

Research Materials

The availability of research materials that can particularly help those interested in doing
multicultural research is both increasing and becoming more varied. Published book-
length studies of multicultural education research have become more readily available
(e.g., Ladson-Billings’ The Dreamkeepers, 1994; Grant and Sleeter’s After the School Bell Rings
(2nd ed.), 1996; McLaren’s Life in Schools (2nd ed.), 1994; Sleeter’s Keepers of the American
Dream, 1992) over the past decade and their numbers are increasing.

Also, the publication of the Handbook of Research on Multicultural Education (Banks and
Banks, 1995), Research and Multicultural Education (Grant, 1992), The Dictionary of
Multicultural Education (Grant and Ladson-Billings, 1997), and other materials written
particularly to help scholars do multicultural education research have added another line of
material for those interested in doing multicultural education research.

In addition, PhD dissertations are another line of materials available to scholars seeking
information about multicultural education research. According to Dissertation Abstracts
International, over the past decade the number of dissertations dealing with multicultural
education has significantly increased. In 1986, there were seven, from January 1988 to
December 1992, there were 52, and from January 1993 to September 1996, there were
151 dissertations that dealt with multicultural education.

These research materials provide educators with a good beginning to help them do
multicultural education research. The availability of these materials is increasing in many
different disciplines.

Many Methods of Conducting Multicultural Education Research

The increasing use of and acceptance by the academic community of different research
procedures (e.g., ethnography, oral narrative, feminist perspectives, action research) is
demythifying the research process and making doing research more user friendly to more
scholars. Also, the use of these different types of research methodology is increasing the
opportunities and understanding of researchers to learn that race, class, and gender are
dynamic rather than passive variables. Some scholars are also using multiple theories to
investigate research problems. They believe that the combination of non-traditional
research procedures and multiple theories better illuminate the complex issues embedded
in race, class, gender, and social justice issues.
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Globalization of Research Problems

Over the past decade multicultural education as a philosophy and process has crossed
national boundaries, encouraging scholars of different countries to learn from one another’s
research. Collaborative research and writing projects are becoming increasingly easier to
locate in the educational literature (e.g., Banks and Lynch, 1986) and at education
conferences.

Scholars interested in doing multicultural education research have the opportunity to
further their understanding of the problems they are studying by examining the problem
in both a national and international context. Many problems related to race, class, gender,
and social justice issues cross national boundaries. Thus, insights into problems can be
fostered by examining the problem as it is analyzed and discussed in different national and
international settings.

Discussion

This section has argued that there have been numerous opportunities for scholars
interested in doing multicultural education research to become informed about how to do
it. Change in research to include multicultural education in the statement of the problem
and to include multicultural education in the methodology is very limited. Organizations
need to increase the number of their annual conference sessions that focus on research
which takes a multicultural perspective. University’s research centers need to reach out to
scholars and graduate students conducting research which use different methodological
paradigms. With educational research dollars becoming more difficult to acquire, it is
important that universities have a research program which strives to serve more than a
limited portion of the population. The research reports bearing the name of the university
need to be continuously examined to ascertain their attention to multicultural education.
Faculty advisors need to encourage their graduate students to use different research
methodologies in exploring particular issues. Similarly, they need to encourage their
graduate students to read and include relevant research from outside their own country.
Travel and technology is allowing researchers to discover that educational problems cross
national boundaries. Working together and learning from one another is becoming
increasingly important. Cultural differences between countries may suggest that
‘solutions’ to problems are geographically situated. On the other hand, because of
cultural differences, additional insights into a problem may develop or the insights may
become sharper.

Conclusion

In this chapter I have argued that the teaching and research mission of a university needs to
include multicultural education. I have also argued that, over the past decade, an
increasing number of opportunities to include multicultural education in both teaching
and research have become available. I pointed out that in some cases these opportunities
were taken advantage of but in other cases there was a small and limited response to the
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opportunities. In the mission statement of Michigan State University, it notes that the
mission statement must change as society changes. For example, when the United States
moved from an agrarian society to an industrialized society the university’s mission
statement and teaching and research reflected that change. The statement reads:

The university’s land-grant and service mission first originated in the areas of
agriculture and the mechanic arts. While these emphases remain essential to the
purpose of Michigan State, the land-grant commitment now encompasses fields
such as health, human relations, business, communication, education, and
government, and extends to urban and international settings. The evolution of this
mission reflects the increasing complexity and cultural diversity of society, the
world’s greater interdependence, changes in both state and national economy, and
the explosive growth of knowledge, technology, and communications. Just as the
focus on agriculture and the mechanic arts was appropriate when Michigan State
University was founded, the wide range of instructional, research, and public
service commitments that now characterize this university is essential today.

Today, as the new millennium approaches, the United States is at another crossroad and
changes are taking place. Globalization, technological advances, demographic shifts,
international interdependence are some of these changes. These changes demand a new
way to live and work with others. They also demand that our institutions of higher
education prepare their students to meet the challenges and needs that come with the
changes. An education that is multicultural and social reconstructivist seeks to meet these
new and rapidly changing demands. As a philosophy it can give direction to both research
and teaching, and as a process it can be infused into both research and teaching.
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14
Integrating Educational Psychology into
Professional Studies: Linking Theory and

Practice
Patricia Ashton

Teaching is more difficult now than ever before. Teachers confront higher expectations
and greater obstacles. Students are more diverse and, because of poverty and family and
cultural disintegration, are in greater need of teachers’ understanding and support. In
these difficult circumstances, teachers are expected to meet students’ diverse needs while
teaching them the complex cognitive and social skills believed to be essential to succeed in
the next century—the ability to solve problems, think creatively, regulate one’s learning,
and collaborate effectively with others (Anderson et al., 1995). Research on the
development of expertise clearly shows that extensive knowledge integrated with practice
is essential to enable novice teachers to attain expertise in dealing with the challenging
tasks of teaching. Ironically, given the difficult conditions of teaching, some policy makers
are attempting to deal with the crisis in teaching by eliminating the crucial role of the
university in developing teacher expertise.

Teachers have often criticized courses in their preparation programs as ‘too theoretical’
(Hoy, 1996; Lortie, 1975; Rigden, 1996). In the current political climate of cutbacks in
teacher education, an increasingly frequent response to this criticism is to eliminate
university courses considered too theoretical. Courses in educational psychology and in
social foundations have been particularly vulnerable to this criticism.

In this chapter I describe how beliefs about the relation of theory to practice have
changed. Then I describe how educational psychologists are developing innovative
experiences that enable teachers to use psychological theory to improve their
understanding and practice of teaching.

The Role of Theory in Teacher Preparation

In recent years, the conception of the role of theory and research in the development of
expertise has changed dramatically (Donmoyer, 1996). The scientific application of theory
to practice is no longer considered a simple matter of directly applying theoretical
principles to problems of practice. It has become increasingly evident that teaching is a
complex and multifaceted process, and ‘theory does not translate overnight into changes
in practice, but works indirectly and slowly through the development of the teacher’s
understandings’ (McAninch, 1993, p. 57).

As early as 1892, William James cautioned educators that they cannot deduce
educational practice directly from psychological principles and theories: ‘Psychology is a



science, and teaching is an art; and sciences never generate arts directly out of themselves.
An intermediary inventive mind must make the application, by using its originality’
(James, 1958, p. 24). In spite of James’ cautionary remarks, educational policy makers,
researchers, and practitioners throughout this century have believed that they could apply
psychological theory directly to the solution of educational problems (e.g., United States
Department of Education, 1986). Kohlberg (1983) termed this misconception the
psychologist’s fallacy. Many researchers have pointed out problems with the psychologist’s
fallacy. Murray (1996) noted that psychological principles and theories are

a ‘too imprecise’ to provide much help to the teacher;
b can be used to justify unsound or contradictory practices; and
c as James pointed out, ‘Many diverse methods of teaching may equally well agree

with psychological theory’ (as cited in Murray, 1996, p. 421).

Kohlberg (1983) pointed out that the misguided efforts to construct teacher-proof and
student-proof curriculum were based on the psychologist’s fallacy. He argued that these
efforts to short-circuit the teacher’s point of view doomed them to failure. Fenstermacher
(1986) made a similar case for the need to recognize the role of the teacher’s perspective
in the relation between theory and practice:

We simplify matters too much if we argue simply that the value of educational
research is the improvement of educational practice. That is a misleading
construction. The value of educational research when it is done well is to help us
know and understand a certain limited range of educational phenomena. This
knowledge and understanding gained from the research may improve educational
practice, if it bears fruitfully on the premises of practical arguments in the minds of
teachers. (p. 47)

Similarly, Olson and Bruner (1996) noted that the failures of psychologists to generate
laws of learning and theories of abilities are attributable to their failing to take into
account the ‘goals, purposes, beliefs, and intentions of both the teachers and the learners’
(p. 10). Olson and Bruner emphasized the difficulty of applying theory to practice:

It is never easy to apply theoretical knowledge to practical problems. On the
practical art of being a physician, Aristotle wrote in his Nichomachean Ethics: ‘It is an
easy matter to know the effects of honey, wine hellebore, cautery, and cutting. But
to know how, for whom, and when we should apply these as remedies is no less an
undertaking than being a physician.’ Scientific advances increasingly inform us of
the effects of various treatments but the art of knowing ‘how, for whom, and when’
to apply them remains as difficult as ever. (Olson and Bruner, 1996, p. 10)

Because of this difficulty, efforts to improve teaching by reducing or eliminating teacher
preparation are foolhardy. Medical educators have not eliminated medical education.
Instead, they increased the relevance of theory to practice by integrating theoretical and
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clinical work through cases and problem-based approaches to education. Similar reforms
of teacher education could enable teachers to develop the sophistication necessary to use
theory as a legitimate basis for their practices.

Doyle and Carter (1996) and Bolster (1983) have argued that teachers’ understanding
of their work has a narrative structure organized by stories and images rather than by
propositional knowledge. They noted the incongruity between teachers’ ways of knowing
and psychological theory and research and concluded that the forms in which knowledge
in educational psychology is embedded are inconsistent with the ways in which teachers
think about their work. McLaughlin (1990) and others have shown that teachers thwart
efforts to apply psychological theory to practice when they do not believe in the theory.
The answer, however, is not to eliminate theory from teacher preparation programs.
Rather, innovative approaches are needed that embed psychological knowledge in
contexts that enable teachers to understand the relevance of theory to practice.

Integrating Theory and Practice in Educational Psychology

Anderson et al. (1995) pointed out that ‘educational psychology foundations courses were
developed in the early part of this century to help upgrade the status of teacher education
—to improve the scholarship and rigor of professional programs by posing a scientific
basis for further study’ (p. 143). Paradoxically, in the postmodern ending of this century,
some educators and policy makers uncritically responded to teachers’ complaints that such
courses are too theoretical, and advocated the elimination of such course work.

Current psychological theory offers insight into why teachers perceive courses that
emphasize theory as irrelevant. Historically, educational psychology courses have been
placed at the beginning of teacher education programs to provide the foundation of the
program. Cognitive psychological theory would predict that the typical educational
psychology survey course that exposes prospective teachers to the vast history of
psychological ideas in encyclopedic fashion will not have a lasting effect on the beliefs and
practices of teachers.

In 1994, the Educational Psychology Division (Division 15) of the American
Psychological Association appointed a committee to study the teaching of educational
psychology in teacher education programs (Anderson et al., 1995). The Committee based
its recommendations on an analysis of the demands of teaching and theory and research on
the nature of learning and the development of expertise. Unlike policy makers committed
to reducing the role of the university in preparing teachers, the Committee concluded
that teaching is a social and moral activity that is highly complex and ill-structured,
characterized by the need to coordinate many complex tasks simultaneously: ‘The many
overlapping events and agendas mean that teachers constantly contend with insoluble
dilemmas, in which a decision that resolves one problem may fail to address or even
exacerbate another problem’ (Anderson et al., 1995, p. 146). Further, teachers must
contend with continuous uncertainty, never sure of the results of their actions.
Recognizing practitioners’ need to reduce the complexity of teaching, the Committee
explored how educational psychologists could help novice teachers simplify the
complexities of their work. The Committee concluded that if novice teachers could be
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helped to develop a psychological perspective, they could use that perspective to impose
order on their work and to simplify the overwhelming complexity of the classroom.

The Committee identified three principles from the social constructivist paradigm as
the theoretical foundation for their recommendations for reform in the teaching of
educational psychology:

a People learn from instruction and experience by constructing personal meaning
based on prior beliefs and knowledge;

b New knowledge is situated in a specific context and transfers to other contexts when
the learner has identified common features across the contexts; and

c Learning is socially mediated by adults and peers.

Entering Beliefs

Emphasizing the importance of learners’ prior beliefs, the first principle suggests that
educational psychology instructors recognize that instruction will be processed in terms of
students’ entering beliefs. Beginning teachers typically do not conceive of teaching as a
complex activity; they view themselves as ready to teach (Weinstein, 1988, 1989). This
naive optimism is a barrier to their professional development. Believing that they already
know how to teach, these prospective teachers do not understand the importance of the
activities their instructors have designed to engage them in the analysis of teaching. If
novices do not conceive of teaching as a complex problem, they are unlikely to become
seriously engaged in the preparation process. To dispel this naive optimism, the
Committee recommended that educational psychologists create experiences that reveal to
novice teachers the ‘complex orchestration of subject matter, students, and
environments’ (Anderson et al., 1995, p. 145) necessary to succeed as a teacher.

Novice teachers’ epistemological beliefs contribute to their resistance to the idea of
teaching as a complex activity. Many prospective teachers view knowledge as certain.
They believe their job is to transmit this knowledge directly to their students. Believing
that the role of experts is to convey ‘right answers’ to their students these novice teachers
think that their instructors should simply tell them the correct way to manage their
students and to teach effectively. This expectation conflicts with the constructivist
epistemological stance that knowledge about effective teaching is uncertain and based on
personal judgments informed by knowledge and values. To enable preservice teachers to
understand the uncertainties and irreconcilable dilemmas that emerge in teaching,
educational psychologists are developing experiences that require prospective teachers to
wrestle with the conflict of competing goals. For example, they are designing activities
that require novices to consider questions such as how does a teacher reconcile the goal of
maintaining firm classroom control with the goal of providing students with activities that
encourage exploration and collaboration.

Research on overcoming epistemological misconceptions suggests that changing
misconceptions is a difficult process. Humans tend to hold tenaciously to their beliefs and,
when confronted with challenges, interpret new information in ways that confirm their
prior beliefs. Powerful interventions are needed to enable prospective teachers to
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overcome their naive optimism and absolutist views of knowledge that lead them to
underestimate the difficulties of teaching.

In assessing the role of psychology in the preparation of teachers, Olson and Bruner
(1996) also noted the powerful effect of teachers’ conceptions about the nature of the
learner’s mind on their teaching practices. Olson and Bruner recommended that:

the first step in ‘equipping’ teachers…for their task is to provide them access to the
best available understanding of the mind of the child, and to provide teachers as
well with insight into what they assume or believe about children’s minds and how
those beliefs and assumptions are manifest in their own teaching. (pp. 12–13)

Essential to these insights is the recognition that ‘explaining what children do is not
enough: [The focus must be on] what [children] think they are doing and what their
reasons are for doing it’ (p. 13). Therefore, educational psychologists are identifying ways
to engage novices in exploring the minds of their students and ‘trying to understand the
sources and strengths of their conceptions’ (p. 13). Bruner and Olson identified four
conceptions of mind held by theorists, children, and educators and proposed that an
educational psychology with relevance for teachers involves novice teachers in analyzing
the implications of these conceptions for educational practice. One way to engage novice
teachers in this analysis is to have them describe their conceptions and beliefs about each
topic encountered in educational psychology (Shuell, 1996).

The Situatedness of Learning

The second principle proposes that learning tends to be limited to the context in which it
occurs. To transfer learning to other contexts requires the learner to see similarities in
different settings. This principle offers insight into why prospective teachers have been
unable to transfer what they learn in educational psychology courses to their classroom
practice. Propositional knowledge learned in a context isolated from practice cannot be
expected to transfer to the classroom. Educational psychology experiences and tasks must
represent real-life classroom problems if they are to produce learning that can be
transferred to the classroom setting. Many practical experiences must be analyzed to
enable prospective teachers to see the similarities and differences across situations that
affect the appropriateness of transfer. Such tasks should capture as much of the complexity
of teaching as possible without overwhelming novice teachers, while at the same time
slowing the action so that they can ‘practice thinking and acting like a teacher, and later
analyze the action’ (Anderson et al., 1995, p. 152). These experiences provide novices
with the insight that teachers must consider multiple issues simultaneously.

Mediated Learning

Emphasizing the socially mediated nature of learning, the third principle suggests that
traditional approaches to educational psychology focusing on students’ reading the
textbook and listening to lectures do not promote the construction of personal meaning
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that will influence educational practice. Guided by this principle, the educational
psychology instructor recognizes the role of social interaction as integral to learning and
acts as a mediator of that learning by promoting novice teachers’ dialogue, questioning,
and reflection. On the basis of this principle, the instructor constructs experiences and
tasks that require prospective teachers to discuss and challenge each other’s ideas in a
climate of support where they feel free to take risks without fear of failure or humiliation.

In summary, the APA Committee recommended that the goal of educational
psychology is to develop teachers’ psychological perspective to enable them to make
informed decisions about their practice:

A teacher who holds a contemporary psychological perspective is able and disposed
to consider how learners’ knowledge, motivation, and development contributes to
the meanings they make, the actions they take, and what and how they learn in
classrooms. A teacher who holds a contemporary psychological perspective thinks
about how the social and instructional contexts of the classroom (e.g., subject
matter instruction and assessment, classroom management systems) affect and are
affected by individual students’ knowledge, learning, motivation, and
development. A psychological perspective provides a teacher with a way to ‘get
hold of a complex situation and think about its problems and possibilities in light of
views of human learning. This advantage is not afforded by mere knowledge about
concepts, principles, and theories; it is only manifested when these ideas are tied
together as coherent frames that suggest when and how the ideas can be used.
(Anderson et al., 1995, p. 145)

The Committee recognized that a single course isolated from practice is incapable of
developing a perspective that requires ‘learning a new way to analyze, reason, and make
judgments’ (p. 153). They pointed out that if teachers are to develop a psychological
perspective it must become a program-level goal. Educational psychologists must play an
integral role in the teacher education program collaborating with other teacher education
faculty to develop ‘a common discourse for thinking about teaching’ that can bring
cohesion to the disparate experiences in the program (p. 153). This collaboration would
include modeling a psychological perspective in integrated, interdisciplinary seminars and
field supervision that focuses on analyses of cases and experiences from multiple
perspectives. 

Developing Theoretical Perspectives in Educational
Psychology

In their deliberations about the role of educational psychology in teacher education, the
APA Committee described the pedagogical content knowledge of the educational
psychology instructor as including ‘knowledge of learners’ characteristics, knowledge of
what parts of the discipline or field are most useful to learners in various situations; and
what methods of teaching the content are most likely to be effective, including what
examples, cases, and analogies will represent the content effectively to various learners’
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(p. 154). Instructors of educational psychology in a teacher education program, they
pointed out, ‘need to know not only the content defined by the field, but also how that
knowledge can be used by teachers’ and ‘knowledge about prospective teachers as
learners’ (p. 154).

Researchers have proposed a number of innovative approaches to the teaching of
educational psychology that enable prospective teachers to develop a sophisticated
understanding of the value of theory to practice. Shulman (1990) described how
embedding discussion of psychological theory and principles in the real-world problems of
classroom instruction provides novice teachers with an answer to their perennial
question: ‘What does this have to do with what we are doing in classrooms?’ (p. 8).
Rather than beginning instruction in his foundations class with general learning theories, he
begins with a specific instance of school text used in everyday teaching activities and asks
interning teachers to think about what would make it difficult for students to learn the text.
The discussion then moves from what would make this text difficult to learn to a
discussion of how theories of cognitive psychology offer insight into the specific problem.

Blumenfeld, Hicks, and Krajcik (1996) have used the tasks of teaching, specifically
instructional planning, as an organizational framework for teaching educational
psychology concepts:

The problem is how to use psychological perspectives on learning and instruction to
design a set of experiences…to help a particular group of children develop
understanding of the content, under particular conditions and constraints…. The
benefits are that preservice teachers learn by thinking through what to teach, how
to teach it, and how to assess it by anticipating and solving potential difficulties and
by justifying their decisions… By making explicit what often remains implicit,
preservice teachers can confront and reexamine their assumptions and
understanding about educational psychology. (p. 51)

From their experiences with this approach, Blumenfeld et al. (1996) have presented
‘sobering’ evidence of the ‘fragility of understanding and how difficult it is to help novices
develop robust knowledge’ (p. 58). Students who demonstrated adequate propositional
knowledge in discussions or writing about a concept were often unable to apply it
appropriately or integrate it with other concepts. For example, students experienced
difficulties in evaluating high-level thinking, taking into account student diversity,
applying developmental theory to the selection and modification of activities, asking
questions to foster students’ thinking about content, and translating their understanding
about learning into effective use of textbooks. These novice teachers tended to focus on what
would be fun for students rather than on what students should be learning. Blumenfeld et
al. pointed out that these experiences in planning instruction helped these novices
overcome their naive optimism about teaching by making them aware of the difficulties in
thinking about what and how to teach. By the end of the semester these novices had ‘come
to appreciate that teaching is complex, uncertain, and situated’ (p. 60).

As Shuell (1996) pointed out, however, more than the analysis of practical situations is
needed: ‘Merely talking about what might be done in a particular situation (e.g., when
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analyzing a case) does not prepare one to perform the necessary actions’ (Shuell, 1996, p.
12). Novice teachers need experiences in taking action on the basis of their developing
psychological perspective, assessing the adequacy of that action, and receiving feedback on
that action from instructors and peers. Kennedy (1987) noted in her description of
professional expertise as deliberate action that ‘experiences must entail both analysis and
action, so that students learn the connection between the two’ (as cited in Shuell, 1996,
p. 12).

These preliminary efforts based on cognitive science offer teachers relevant
experiences from which to develop an understanding of the power of theoretical
perspectives to inform classroom practice. The ability to examine problems of practice
from a variety of theoretical perspectives provides teachers with a powerful tool with
which to evaluate and modify their practice. Without such coherent perspectives, teachers
are left only with anecdotal folk wisdom passed on in teachers’ lounges, unrelated lists of
practical maxims like ‘Don’t smile until Christmas’, apprenticeship approaches to
teaching that depend on the novice’s luck in being assigned an exemplary mentor, and the
trial-and-error approach to classroom survival on which teachers have always had to
depend because of inadequate preparation for the difficulties of teaching. DeVries and
Kohlberg (1990) cautioned us that such practices are based on the practitioner’s fallacy, that
is, the belief that practice can be guided solely by ‘what works’ as defined by personal
experience. Such unsystematic approaches to teacher preparation uninformed by theory,
DeVries and Kohlberg pointed out, frequently result ‘in practices full of conceptual
contradictions and [leave] the child’s education at the mercy of the teacher’s…individual
idiosyncrasy’ (p. 14).

Conclusion

Evidence of the difficulties of teaching abound. Recent data indicate that education in the
United States continues to be inferior to the education offered in other industrialized
countries, and the gradual decline in the achievement gap between minority and majority
students has slowed or stopped. Teachers need more time in universities—not less—to
develop the expertise that would enable them to overcome the inadequacies of current
educational practices. Educational psychology grounded in the persistent problems of the
classroom—how do students learn, what do they find difficult to learn, how can they be
motivated, what is the nature of ability and how can its development be fostered—offers
an important source of insights that can inform teachers’ decisions about practice. To
eliminate this promising avenue for the development of teacher expertise is short-sighted
and will further reduce teachers’ ability to be effective in the classroom.
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15
`Alternative' or Just Easy?

Gary K.Clabaugh

Advances in the knowledge base for teaching now can make teacher preparation
meaningfully rigorous and truly empowering. In fact, the knowledge base now permits a
fundamental reconceptualization of instruction at all levels of schooling (Preston, 1994).
Instead of exploiting this unprecedented opportunity, however, many state officials have
paradoxically been fostering lax, disempowering short cuts into teaching. Thirty eight
states now offer so-called alternative certification programs (Buck, 1995), and some of
them are so undemanding they virtually insure incompetence.

Teach for America

Teach for America is an instructive example. It is touted in the press as a ‘revolutionary
teacher preparation program’ (Phillips, 1991, section A, p. 1), which proves that ‘…
bright people who can light up a classroom with enthusiasm and intellect can become
effective teachers largely through on-the-job training’ (Phillips, 1991). This sort of praise,
even the name itself, suggests Teach for America candidates are dedicated altruists who
otherwise would have been blocked from teaching by meaningless bureaucratic hurdles.

We should question the altruism of those searching out an easy way into teaching, and
if Teach for America is anything, it is easy. After a mere six week crash course in teacher
survival skills taught primarily by teachers from their troubled placement sites, Teach for
America’s ‘lively and enthusiastic’ novices are turned loose on poverty stricken children.
Children who are legally required to be their guinea pigs by state attendance laws.

Once on the job, Teach for America candidates ‘…are assisted by local staff’ who are
said to, ‘…build a camaraderie through local newsletters and social events, establish
resource centers and serve as direct resources during office hours and classroom visits’
(Teach for America, 1992). How underwhelming!

Wendy Kopp, Teach for America’s founder, claims, ‘Amazing things happen when you
put creative, idealistic and enthusiastic teachers into the classroom’ (Teach for America,
1992, p. 2). Even more amazing things happen when they have to know what they are
doing. The plain fact is that no one can go from pedagogical ignorance to even entry level
competence in just 30 class days of preparation! Even the notoriously inadequate ‘90 Day
Wonders’ given emergency commissions in the military during World War II, received
three times that training. 



In Teachers for Our Nation’s Schools, John Goodlad comments on this sort of devaluation
of teacher preparation.

Few matters are more important than the quality of the teachers in our nation’s
schools. Few matters are as neglected. Most parents exercise considerable care in
deciding who should baby sit for their children. But the doors to teaching are
unlatched; if the front door is locked, one enters through the back. Those who
want to teach in our schools are required to meet no tests of character or commitment.

Corporate Dabblers

How did Teach for America ever lurch to life? Princeton undergraduate Wendy Kopp
dreamt up the idea for her senior thesis in Public Policy Studies. Apparently
unencumbered by any formal study of teaching or learning, Wendy saw no need for
teachers to be less ignorant than she was.1 Subsequently she sold the same idea to H. Ross
Perot and other corporate school ‘reform’ dilettantes who funded her notion.

What made these business bosses decide Wendy had a good idea? Perhaps they assumed
there isn’t much to know about teaching and learning, and given the respect shown by top
government officials for their own uninformed opinions, that is a perfectly understandable
conclusion. Perot, for example, knows nothing about education you couldn’t pick up
scanning back issues of the Reader’s Digest. Yet he was appointed czar of school ‘reform’
for the entire state of Texas. This anointing, may be the basis for Perot’s belief that there
is nothing of substance in the teacher education knowledge base. How do we know he
harbors this conviction? Once in power he immediately sought to disestablish teacher
education. Claiming it was a ‘Chinese fire drill’, he ended up convincing Texas legislators
to enact their notorious limit on teacher preparation. No more than 18 credit hours—
including student teaching.2

More recently, businessmen have gained even greater credibility as authorities on
schooling. This past year, for example, 40 state governors brought just their favorite
businessmen to the latest National Education Summit. Co-chaired by Wisconsin’s
Governor Tommy Thompson and IBM’s chief executive Louis Gerstner, and held at
IBM’s conference center in Palisades, NY, this gathering generated still another
generation for ‘reforming’ the nation’s schools.

Undermining Legitimate Efforts

Some alternatives to traditional undergraduate teacher certification programs are rigorous
and make good use of the powerful new knowledge base. I’m not talking about programs
that define their alternativeness in terms of ease of completion. At La Salle University we
offer a nationally recognized graduate level teacher preparation program for adult career
changers. It’s an alternative to traditional programs, but it also is more demanding than
our already tough undergraduate training.  

Unlike the usual run of ‘alternative’ programs, La Salle’s graduate level option exceeds
state standards in the bargain.
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Let’s briefly compare Teach for America’s ‘alternative’ training with La Salle’s
(Figure 15.1).

La Salle is a responsible gatekeeper. We take advantage of our students’ greater focus and
maturity as well as our graduate program’s greater flexibility, not to cut standards. We
help students gain meaningful mastery of a powerful knowledge base. And after extended
observation, including three teaching experiences, we know our candidates are
disciplined, hard-working, open-minded and trust-worthy. Those who are not have been
eliminated. Teach for America throws away the advantages mentioned above, substituting
some brief survival training and six weeks of half-day teaching in an atypical setting. So far
as character is concerned, Teach for America makes do with the following disclaimer:
‘Teach for America is not responsible for finding alternative placements for candidates
who cannot be hired by their assigned school district because of their criminal records or
present involvement in criminal proceedings’ (Teach for America, 1992, p. 2).

Special Interests

Collegiate-based teacher educators sometimes are characterized as a ‘special interest’ just
‘protecting their guild’. But the interests of teacher educators are no more ‘special’ than
other human beings who care about what they do. It took guilds, with their rigorous
training requirements, to build Europe’s great cathedrals and similar enduring
masterpieces. These experts certainly didn’t invite ‘creative, idealistic and enthusiastic’
people in off the street to try their hand at stained glass or stone carving. They were
unrelenting in their entrance requirements, which is the only way to create competent
professionals.

Besides, proponents of ‘alternative’ forms of teacher preparation have their own
special interests too. These interests are very likely at odds with quality schooling.
Consider, for example, the corporate types who dabble in school reform. They certainly
have special interests, some of which are so obvious one wonders why the media fails to
mention them. Consider the policy statement issued by the businessman-led 1996
National Education Summit (The summit co-chaired by IBM’s Louis Gerstner, Jr and held
at his firm’s facility). It calls for schools to make extensive use of new technologies to
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improve student performance. Does IBM’s chief executive have a special interest in
pushing the technology showcased at the Summit (Lawton, 1996, p. 14)? And what sort
of employees do these corporate types long for?

a tough, independent-minded critical thinkers; or
b compliant ‘team players’ with strictly circumscribed ‘practical’ skills.

Liberal arts types, like Lynne Cheney, former Chairperson of the National Endowment
for the Humanities, also have their special interests. These stand in direct opposition to
quality teacher preparation. Chair of the NEH, Cheney routinely blasted teacher
education programs and championed purely academic preparation. An academic degree
was, she assured us, both necessary and sufficient for teacher preparation. Ask yourself, if
education courses are eliminated, who gets to teach those displaced students? And won’t
liberal arts graduates have a whole new source of jobs?

Public officials also have special interests that are inimical to quality teacher
preparation. If they can increase the supply of certified teachers by cheapening
requirements, for example, it will drive down salaries and cut the cost of government. If
the people entering teaching are less committed, it will weaken teacher unions—a prime
goal of those politicians whose opponents were supported by the National Education
Association and the American Federation of Teachers.

Then there are the big-city school districts that want to train their own teachers. Guess
what sort of teacher they long for. The same sort of coal miners, coal barons longed for.
Whatever else happens, you can be very sure that whatever their teachers are trained to
do, it won’t be to criticize what the school administration is doing. Permitting big city
school districts to train their own teachers is, in most instances, the equivalent of hiring a
wolf as a sheep dog. Talk about special interests!

Warm Bodies

Many alternative certification programs are just a way of putting warm bodies in front of
classrooms. Since women are no longer forced into teaching by a lack of other
opportunities, public officials need a new supply of people to teach on the cheap.

This problem is particularly acute in underfunded, often chaotic, city schools and in
particularly godforsaken rural schools. In fact, advocates of easy-route alternative
certification programs argue their approach is necessary precisely because ‘…the graduates
of traditional teacher-education programs do not want to and cannot teach all the children
and youth of America’ (Haberman, 1991).

Well-trained teachers avoid the nation’s educational Calcuttas. However the solution
to this problem is realistic salaries and improved teaching conditions, not the hiring of
incompetent but ‘enthusiastic’ candidates who put up with anything in return for being
exempted from serious training. 

Consider the Mott Hall School in Harlem. They hired four Teach for America teachers,
and vice principal Steve Buchsbaum is quoted in the Philadelphia Inquirer as saying ‘…they
are an asset to our school.’ How so? Well when one Teach for America enthusiast showed
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up for work at Mott Hall, she found she had no desk and, would you believe it, no
classroom! Administrators told her there was no money and no space for either. So what
did our Teach for America enthusiast do that made her such an asset? She found a space
under some stairs and, using her own furniture, set to work in this dingy little niche.

Doctor for America?

Of course, professionals of all types avoid the inner city and the remote hinterlands. So
the logic that justifies Teach for America justifies alternative licensure in these professions
as well. Graduates of the nation’s medical schools avoid practice in these same locales. A
few weeks of summer training, some interning in an emergency room and more inner-
city or rural physicians. Over time, if they learn from their mistakes, some might even
become semi-competent.

There are other possibilities. How about Nurse for America or Dentistry for America?
There are plenty of ‘lively and enthusiastic’ novices who would light up these professions
if their entrance requirements were largely waived.

Does this sound silly? Sure. And you know why? Because we take these profession’s too
seriously to allow such mark downs in the price of entry. What does that tell us about our
regard for teaching?

Simpletons with Power

It isn’t surprising that counterfeits like Teach for America are taken seriously. Americans
have a remarkable tolerance for the trifling of educational amateurs—especially at the
very top. Pedagogical simpletons are regularly appointed to positions of enormous
educational power and influence. When Ross Perot headed up school ‘reform’ in Texas
he distinguished himself by his total ignorance of research that disproved his mindless
proclamations. And what did former Secretary of Education William Bennett know about
schooling, teaching or learning that qualified him to become the nation’s Secretary of
Education? And how about Lamarr Alexander, another Secretary of Education. Wasn’t he
just an out of work lawyer/ politician who dabbled in school ‘reform’ while governor of
Tennessee? The point here is not to attack these individuals personally, but to stress their
complete lack of relevant expertise. Would we appoint a blustering businessman as US
Surgeon General?

Those who care about schooling can be forgiven a certain indignation at the solemn
trifling of incompetents. As the famed philosopher Alfred North Whitehead puts it: 

When one considers in its length and breadth the importance of a nation’s young,
the broken lives, the defeated hopes, the national failures, which result from the
frivolous inertia with which (education) is treated, it is difficult to restrain within
oneself a savage rage.
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Conclusion

Do we really want to improve American schooling? We must respect teaching and
recognize that it requires special knowledge and skill. Teachers are the key participants in
improving our schools, and nothing, or at least nothing good, will happen without
strengthening, not weakening, their preparation.

Notes

1 Attempts to ascertain Ms Kopp’s pedagogical training came to naught. Teach for America’s
national office indicated that only one staffer was qualified to comment and on three
occasions this individual was unavailable. A Princeton University official also withheld
information regarding Ms Kopp’s training. The operative assumption, then, is that her major
in Public Policy Studies included no meaningful pedagogical studies.

2 For a summary of alternative teacher certification programs in Texas see, ‘Alternative
Teacher Certification in Texas’ ERIC no. ED346093.
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16
Critical Components in the Preparation of

Teachers
Mary E.Diez

Abstract

The author argues that effective preparation of teachers requires a set of components that
can best be delivered through a college or university program linked to local schools,
including a clear conceptualization of what teachers need to know and be able to do, a
coherent curriculum based on the conceptualization, performance assessment used to
support candidate development, and collaborative relationships among liberal arts faculty,
teacher education faculty, and teacher educators in K-12 schools. Because of its impact on
both the development and documentation of development, performance assessment is
seen as a key component. Examples of the components are drawn from the teacher
education program at Alverno College in Milwaukee, Wisconsin.

For teacher educators, the last 10 years have been a puzzling period. At the same time
that groups like the National Board for Professional Teaching Standards (NBPTS) and the
Interstate New Teacher Assessment and Support Consortium (INTASC) have been
undertaking major work to make clear what teaching requires in terms of knowledge,
dispositions and performance, some in the alternative preparation movement have been
arguing that a teacher needs little more than a bachelor’s degree in a subject area to be
ready for the classroom. At the same time that Goodlad’s National Network for
Educational Renewal, the Holmes Group, and others interested in the reform of teacher
education have been creating models for teacher education that parallel those in other
professions, some in state legislatures have been marshaling forces to argue against the
need for professional preparation of teachers. At the same time that states have increased
requirements for undergraduate teacher education, they have created quick routes to by-
pass those requirements for persons with degrees. And at the same time that advocates for
children are calling for teachers to have expertise in the subjects that they teach, some
responsible for school district hiring policies are working to make entry into classrooms
more flexible.

The tension between these conflicting views invites exploration. Clearly, teaching
requires knowing a discipline, e.g., mathematics, science, history, English, etc. What
counts as teaching and knowing, however, is at the heart of the matter. For many people,
teaching is telling, i.e., disseminating information or presenting lectures that incorporate
the received view of a discipline. While some take comfort in the ‘right answers’ that such



an approach to teaching suggests, thinking of teaching as disseminating information may
preclude consideration of multiple perspectives. Such an approach may omit attention to
the skills that involve how to use that information. And it also may create the problem of
distancing the teacher from the students, with a focus on information or ‘content’ taking
priority over a focus on students. And so, it is not likely to lead one to consider the
differences among students, including special learning needs or prior knowledge.

For those who assume that teaching is telling, what might knowing mean? Is having an
undergraduate major in the field or a respectable score on the GRE sufficient evidence of
knowledge? Unfortunately, for many college graduates in the United States, an
undergraduate major may require little more than a collection of courses. That the typical
major of studies does not necessarily imply the completion of a coherent program, nor the
mastery of the central concepts of the discipline, is a serious concern raised by An American
Imperative (1993).

The positions outlined above most closely resemble a positivist or behaviorist view of
teaching and knowing, where knowledge is viewed as external to the knower (Case and
Bereiter, 1984; Jonassen, 1991). Alternatively, teaching may be viewed in a constructivist
frame, where knowledge is viewed as an interaction between the knower and the known.
Constructivists see teaching as providing learners with the opportunity to develop
knowledge, believing that knowing must go beyond the discipline or subject area to
connect with the world of the learner (Brooks and Brooks, 1993; Bruer, 1993).
INTASC’s first principle suggests this added level of knowing, or what Shulman (1987)
calls ‘pedagogical content knowledge’:

The teacher understands the central concepts, tools of inquiry, and structure of the
discipline(s) he or she teaches and can create learning experiences that make these aspects
of subject matter meaningful for students. (my emphasis)

The further description of this principle suggests that knowing ‘is not a fixed body of
facts, but is complex and ever-evolving’. It describes the teacher as appreciating ‘multiple
perspectives’ and as committed to ‘continuous learning’. It identifies skills that the
teacher needs, e.g., the ability to use ‘multiple representations and explanations of
disciplinary concepts that capture key ideas and link them to students’ prior
understandings’, and to ‘represent and use differing viewpoints, theories …and methods
of inquiry in his/her teaching of subject matter concepts’ (INTASC, 1992). Clearly, this
goes well beyond the expectation many hold of an undergraduate major in a subject area.

Developing this kind of knowing requires a well-designed, coherent program linking
disciplinary learning with frameworks from developmental and cognitive psychology. It
calls for an interactive approach to knowing, through questioning and exploring and
comparing diverse viewpoints. And it invites a focus on learning as making meaning.

Where do the potential teachers best learn to link their subject matter to students’ prior
understandings? For many, on-the-job experience is the answer, where new teachers can
use trial and error to discover what works with their students. The problem with a ‘trial
and error’ approach is that the new teacher may not come up with what works, and the
students will fail to learn. For new teachers whose high school and college experiences
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were largely limited to attending lecture presentations and experiencing multiple choice
testing, ‘teaching as they were taught’ is almost guaranteed to lose their students’
attention. Moreover, in the absence of a structured mentoring program, they may not be
able to learn from mistakes, may in fact become so discouraged that quitting is the only
viable option.

Perhaps a better alternative, adopted by many teacher preparation programs, is
requiring teacher education candidates to participate in significant field experiences over
several semesters where they can try out teaching strategies under the guidance of
accomplished classroom teachers. Ideally, college/university supervisors from both the
discipline area and professional education also provide feedback on the teacher candidate’s
performance—either on site or after reviewing videotapes of a candidate’s work with
students. This approach has the advantage of limiting the harm that can be done to the
classroom full of students, as well as providing the benefit of counsel to the teacher
candidates from their mentors.

There are probably few who would argue that a teacher can be prepared in the absence
of subject area preparation in the liberal arts and connectedness to K-12 schools. And, as
I’ve illustrated above, philosophical and political differences underlie opinions about
where best to locate teacher preparation. My thesis in the remainder of this chapter will
be that the effective preparation of teachers requires a set of components that can best be
delivered through a college or university program linked to local schools:

• A clear conceptualization of what teachers need to know and be able to do;
• A coherent curriculum based on the conceptualization;
• Performance assessment used to support candidate development;
• Collaborative relationships among liberal arts faculty, teacher education faculty, and

teacher educators in K-12 schools.

I will further argue that assessment-as-learning is a most critical component in making
teacher preparation effective. I will use the experience of teacher educators and
particularly my colleagues at Alverno College to illustrate these components.

A Clear Conceptualization of What Teachers Need to Know
and Be Able to Do

The last eight years have seen enormous efforts to build a conceptualization of the
knowledge, skills, and dispositions required for effective teaching. NBPTS, beginning in
1987, set out to create not only a clear statement about expectations for accomplished
teacher performance, but also a means to recognize performance through the process of
board certification. Their work has sparked continued discussion about the roles and
responsibilities of teachers; for example, in 1990, INTASC began to develop a set of
NBPTS compatible standards to guide state licensure. INTASC represents another
pioneering effort in the conceptualization of what teachers need to know and be able to
do, focused on what needs to be in place when the teacher candidate is ready to take over
a classroom as the teacher of record.
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Similar work has been engaged in at the state level, through state standards boards or
special commissions, by the National Association of State Directors of Teacher Education
and Certification (NASDTEC), and by Education Testing Service through the
development of its PRAXIS III Performance Assessment Criteria.

The National Council for the Accreditation of Teacher Education (NCATE), in its 1987
‘redesign’ process, mandated similar work on the part of colleges and universities seeking
national accreditation. While the development of a ‘conceptual framework’ to guide their
work with candidates needs to be grounded in defensible knowledge bases, it may, of
course, draw upon models provided by NBPTS, INTASC, and NASDTEC. Consistent
with a constructivist philosophy, the expectation of NCATE is that, while teacher educators
may not have to reinvent the wheel, they do need to make the wheel their own.

NCATE’s standards require a major change for many college and university-based
teacher educators, who too often in practice have conceived of a program as a collection of
courses. Even though courses may continue to be a major vehicle for organizing the
development of candidates, these standards make clear that the program should be
conceptualized in terms not only of what teachers need to know but also what they are
able to do. For the teacher education faculty at Alverno College, that means describing
the abilities of the teacher, where an ‘ability’ is defined as ‘a complex integration of
knowledge, behavior, skill, disposition, attitude, and self-perception’ (Alverno College
Faculty, 1994).

Alverno’s Conceptualization

In the late 1970s, Alverno College formed a Teacher Education Study Group composed
of education faculty as well as faculty from different liberal arts and professional
disciplines. Working with literature reviews in teacher education, the analysis of their
own experiences as educators in a variety of fields and at various levels of the education
system, and a set of empirical studies of professional abilities required of practitioners in
the field, the group identified abilities as essential to the preparation of teachers:

1 Conceptualization: Integrating content knowledge with educational frame-works and
a broadly based understanding of the liberal arts in order to plan and implement
instruction.

2 Diagnosis: Relating observed behavior to relevant frameworks in order to determine
and implement learning prescriptions.

3 Coordination: Managing resources effectively to support learning goals.
4 Communication: Using verbal, non-verbal, and media modes of communication to

establish the environment of the classroom and to structure and reinforce learning. 
5 Integrative Interaction: Acting with professional values as a situational decision-

maker, adapting to the changing needs of the environment in order to develop
students as learners.

The group went on to create detailed conceptual maps of these five abilities, making
explicit the professional commitments, dispositions, and values that support the
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development of the teacher (see Figure 16.1). The maps also define the ongoing
professional growth of the teachers, moving from a description of what is expected when
they are licensed and first employed, to what is expected when they have gained some
classroom experience, to what is expected when they become a master teacher. For
example, the model of ongoing teacher development in the ability of coordination shows
the experienced teacher ‘building skills in collaborating in order to enhance the levels/
fronts of student learning’ and the master teacher as extending that ‘collaboration across
the institution and with the wider society in systemic network’.

Alverno’s five teaching abilities are not merely professional ideals or statements of
principles. The faculty’s adoption of them expresses a commitment to structure and
implementing the curriculum in such a way as to make it possible for all graduating teacher
candidates to perform at the level of beginning professional practice. These five abilities
are further delineated in both a conceptual handbook provided to teacher education
students and faculty and in course syllabi across the program. On a regular basis, the
teacher education faculty examines the conceptual framework of the five abilities,
analyzing them in relationship to other documents, e.g., the NBPTS propositions and the
PRAXIS conceptualization.

A Coherent Curriculum

It’s one thing to set forth a description of what a teacher should know and be able to do.
It’s quite another to design a set of experiences that will help teacher candidates develop
the knowing and doing required by the standards implicit in such a description. Whether a
teacher education program works with the INTASC standards, the NBPTS standards, or
state standards alongside their own conceptual framework, such statements need to be
mined for the knowledge and experiential bases implied. These bases should not be
conceptualized, however, as isolated or serial ‘bits’ that can be strung, clothesline fashion,
across the years of a program. Rather, once they are identified, a program’s faculty needs
to think about how to integrate them in order to provide candidates with a coherent,
developmental, integrative process of learning.

Coherent

One of the challenges to teacher education in the past—and indeed to all of
undergraduate education—has been coherence, i.e., the connectedness of experiences
within a course and across courses. The source of coherence for a teacher education
program is the conceptualization of what teachers need to know and be    able to do.
Coherence is created when courses and experiences and assessments within a program are
integrally connected and mutually reinforcing of the conceptual frameworks that make the
expectations of teacher knowledge, disposition and performance explicit. Significant
concepts need to be threaded through the courses, recurring whenever their contribution
to the developing understanding of the candidate is needed. Similarly, faculty need to
model what is taught in courses, for example, faculty employing cooperative group
activities in their own courses when they promote the use of group work in K-12 teaching.
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Developmental

Related to coherence is the developmental nature of learning to teach. When candidates
can take courses in any order, the assumption is that they are separate and isolated
experiences, not intended to build one upon the other. If the abilities describe what the
faculty expect candidates to demonstrate upon graduation and licensure, then
developmentally designed courses need to provide practice that leads to the development
of those abilities. Courses, experiences, and assessments need to become successive
approximations of the role that the candidates are preparing to carry out. Making a
program developmental requires faculty communication and collaboration, not just as the
program is being designed, but across time.

Integrative

The nature of teaching requires connections—between theory and practice as well as
between subject area knowledge and instructional knowledge. Where normal schools may
have erred in emphasizing practice to the exclusion of theory, more recent teacher
preparation programs often failed by disconnecting theory from its application in practice.
If candidates are to experience an integrative curriculum, they need to be able to make
connections between significant theoretical frameworks and perspectives and the way
teachers draw upon understandings from such frameworks in their practice. They need to
be able to see their content specialization in a new light, by thinking about how its
representations are useful in teaching and developing what Shulman (1987) has called
‘pedagogical content knowledge’.

Alverno’s Work in Developing a Coherent Curriculum1

The integration of knowledge, skill, and dispositions described in the five abilities
provided the Alverno faculty with a clear picture of the beginning teacher. As they
worked to revise the courses and field experiences across the four years students spend
within their undergraduate program, they identified central concepts, such as the
developmental needs of learners or the effective use of media and technology in the
classroom. They designed courses in such a way that these concepts are addressed again
and again, rather than relying on single courses in developmental psychology or
educational computing to prepare candidates in these areas. They saw that with each
course, candidates deepened their understanding of the knowledge bases of teaching, as
well as their ability to apply that understanding in action.

The faculty members designed coursework and field experiences to build
developmentally, across the years of the program. Candidates begin, for example, with
coursework and field experiences that require them to apply the frameworks they are
learning with individual students or small groups in tutorial settings. They progress to
more complex tasks with larger groups and whole class instruction. Across their
assignments, they add levels of complexity, gradually becoming able to attend to a variety
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of factors in their analysis of a classroom and in their own planning and implementation of
learning experiences.

The field experiences are also designed to promote the constant interrelating of
knowing and doing. Faculty have developed a set of reflective logs that guide students in
each of four semester long field experiences prior to student teaching. These logs direct
students to make links between theoretical knowledge and practical application
(conceptualization and diagnosis), to observe processes and environments of learning
(coordination), to translate content knowledge into suitable short presentations or learning
experiences (communication), and to begin to translate their philosophy of education into
decisions regarding all aspects of teaching environments and processes (integrative
interaction).

Also considered a part of the curriculum is the modeling of faculty in their own
teaching and interaction. Alverno faculty believe that it is critically important to create
experiences that model the kind of learning environment they expect teacher candidates
to create for their students.

In addition, they seek to provide a broad range of experiences in schools that model
effective practice with diverse populations. They believe that effective teaching with
diverse students is an area where knowing and doing are critically linked. Joining efforts with
schools and teachers who are working effectively with students from different racial and
ethnic groups, from a range of socioeconomic groups, and with a range of learning styles
and needs, is a priority in the Alverno program—as is modeling effective supports for
students on campus, who bring a diversity of backgrounds and needs.

Performance Assessment

Given a clear conceptualization of what teachers need to know and be able to do, and a
coherent curriculum designed to provide what candidates need to develop as teachers, the
next logical question is how will we know if they have, indeed, developed to a sufficient
degree to become the teacher of record in a classroom? In the past, completion of a set of
courses with an adequate g.p.a. (as a kind of global assessment) qualified candidates for
the initial license in most states. Today, most states have added a basic skills test for
admission to teacher education, and many require additional testing at the completion of
the program. Darling-Hammond, Wise, and Klein (1995) criticize much of teacher
testing as either unrelated to teacher knowledge and tasks or inaccurate in the application
of research. 

At the national level, the NBPTS is developing performance assessments for
approximately 30 certificates, and INTASC is also using portfolio and assessment center
methods to assess candidates’ readiness for licensure. These assessments are developed to
tap into the knowledge, dispositions, and performances that the NBPTS and INTASC
standards describe. Using performance assessment in teacher education would provide a
similar coherence between the conceptual framework and the assessments used to
determine candidate progress.

But teacher educators have a second, and perhaps equally powerful, reason to
incorporate performance assessment as an essential component in preparing teacher
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candidates. Not only do such instruments provide documentation of the development of
the abilities, but the experience of the assessment process in itself can contribute to
candidate development. When candidates practice the abilities that will be demanded of
them as teachers and when those responsible for preparation use assessment and feedback
to help candidates develop, assessment is a powerful guide to growth. In this way,
assessment becomes integral to learning.

Alverno’s Work in Developing Assessment-as-Learning

Again, it is useful to look at the experience of the Alverno teacher education program—
which, it must be pointed out, is grounded in Alverno’s pioneering work in performance
assessment across the undergraduate curriculum for the past 20 years (Alverno College
Faculty, 1994; Diez, 1994; Loacker, Cromwell and O’Brien, 1986). The Alverno
faculty’s use of the term ‘assessment-as-learning’ is intended to highlight the importance
of the process for candidates and distinguish it from institutional and program assessment.
Essential to their concept and practice of assessment-as-learning are these characteristics:

1 Expected learning outcomes or abilities

With a focus on the development of the five abilities, candidates are aware of the goals
they are working toward. Alverno faculty believe that making the conceptual frameworks
of the program explicit makes learning more available to students. In each course syllabus,
the five abilities are integrated with specific course content in the design of course goals.
For example, in an ‘Integrated Reading Curriculum’ course, focused on working with
learners in grades 3–6, candidates know that they are expected to ‘assess the literacy
development of intermediate students and prescribe appropriate teaching strategies’, as a
goal focusing on Diagnosis and Coordination.

2 Explicit criteria for performance

For each performance assessment, candidates can review the criteria to guide their work
and to provide a structure for self assessment. In an assessment developed using materials
from a local school district’s writing assessment process, candidates develop and use a
rubric to assess actual intermediate grade writing samples. They analyze samples for
strengths and areas of need and plan appropriate teaching strategies based upon that analysis.
Students collaborate in formulating a teaching plan for the teacher to use with this group
of students. Among the criteria for this assessment, students are expected to 

• Assess the developmental level of the learner’s performance and provide sufficient
evidence to support the judgment;

• Diagnose areas requiring attention/instruction and provide an appropriate teaching
plan;

• Contribute to the group discussion of the process.
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3 Expert judgment

Alverno faculty members assess the candidates’ performance thoughtfully. They gather
evidence from the candidates’ performance and weigh it against the criteria they have
developed. For example, in the assessment described above, the faculty members examine
the candidates’ use of frameworks of development, specifically related to literacy. What
aspects of the students’ performance do the candidates identify? How do they use
examples of performance to describe the developmental level? Do they make explicit the
development theories they draw upon? Does their use of performance examples and
theory warrant the conclusions they draw? Do their suggestions for further instruction and
practice make sense in the light of the developmental needs of the students? Is their plan
likely to be effective?

4 Productive feedback

The faculty member’s work is not aimed at judgment alone. His or her careful
examination of the candidate’s reasoning is the first step in developing feedback to guide
the candidate’s next stage of development. Feedback, keyed to the criteria for a quality
performance, is given in various modes—sometimes oral, sometimes written, sometimes
individually, and sometimes in a group. Often, peer feedback is incorporated in the
process, assisting candidates to learn the meaning of the criteria by having the experience
of examining another’s performance and finding evidence of strengths and weaknesses.

5 Self assessment

Throughout the program, Alverno faculty have designed all assessments to include the
experience of reflective self-assessment. The program’s success in helping candidates
develop abilities of reflective practice hinges on performance assessments that not only
elicit the habits of mind and the skills of the reflective practitioner, but also clearly frame
what candidates need to reflect upon. Because performance assessments are situated in
authentic contexts and teaching roles, with criteria specifying the expected level of
performance, candidates can more easily focus on specific ways they need to improve
their teaching than if they merely learned about reflective practice. Moreover, in coming
to see assessment as integral, they overcome whatever tendencies toward defensiveness
with which they may have started their studies. Most important, developing skill in self-
assessment prepares candidates to make habitual the disposition to examine and refine
their practice so that, when they leave the supportive environment of their teacher
preparation program, they are ready to work as autonomous practitioners.

6 Assessment as a process involving multiple performances

Alverno teacher education candidates will experience hundreds of assessments in their
undergraduate program. Rather than seeing assessment as separated from learning, they
come to see it as part of learning. Rather than seeing any one assessment as the ‘whole
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story’, they recognize that any assessment is a sample  of performance. The cumulative
picture that they draw through experiencing assessment-as-learning across their courses
provides an ever deeper and richer portrait of themselves as teachers-to-be. Likewise,
assessment in multiple modes and methods and times provides the faculty with confidence
in their judgment of the candidate’s development of the abilities of the teacher.

Alverno faculty believe that performance assessments are most beneficial when they
come as close as possible to the realistic experiences of the practicing teacher. In
developing the curriculum for teacher education, they have identified a number of roles
that teachers play, including but going beyond the primary role of facilitator of learning in
the classroom. Therefore, performance assessments of the abilities of the teacher may be
simulated to focus on parent-teacher interaction, multidisciplinary team evaluation, the
teacher’s work with district or building planning, or the teacher’s citizenship role, as well
as on actual classroom teaching performance in the field experience and student teaching
classrooms. In this way they provide candidates with successive approximations of the role
of the teacher.

Collaborative Relationships among Teacher Educators

The fourth component in my thesis is that the preparation of teachers needs to happen in
collaborative ways, not only across the various discipline and professional programs in a
college or university, but with higher education faculty joining their colleagues in K-12
schools.

Again, NCATE standards (1995) describe the range of types of collaboration required
for quality practice in teacher education. Within the college or university itself, the links
between liberal arts faculty and teacher educators are critical for the candidates’ ability to
integrate their discipline learning and their preparation for teaching. Collaborative work
across these disciplines in a teacher education program is essential in the development of a
coherent and developmental curriculum.

But of utmost importance is the relationship between those responsible for the
integration of theory and practice. In the past, teacher education has been weakened by a
serious ‘disjuncture’ between teacher preparation programs and the world of practice.
This disjuncture is the focus of John Goodlad’s call for the ‘simultaneous renewal’ of K-12
and teacher education and of the Holmes Group’s design of professional development
school models of teacher preparation. NCATE standards require clinical experiences in
schools with whom the teacher preparation program maintains a relationship.

The kind of relationship is critical as well. For too many teacher education programs,
schools are sites used by candidates, but the teachers and administrators at the sites do not
see themselves as being equal partners in the process. New approaches, most visible in the
emergence of professional development schools, are changing that picture. These
approaches are generally marked by factors like the following: 

• clear agreements between college/university and school or school district;
• presence of groups of candidates at the school site, working with teachers and college/

university personnel;
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• focus on the professional development of the teachers at the site;
• participation in collaborative research undertaken by K-12 teachers, teacher education

candidates and college or university teacher educators.

The role of the college or university is critical in creating the circumstances in which
teachers are prepared—both in their experience of the liberal arts as connected to their
development as teachers and in the consistent linking of theory and practice in their
placements in schools and classrooms.

Alverno’s Work in Developing Collaborative Relationships

As part of the reconceptualization of its undergraduate degree in the early 1970s, the
Alverno faculty developed new means of communication across discipline departments.
Most faculty belong to interdisciplinary groups focused on eight general education abilities
(Communication, Analysis, Problem Solving, Valuing in Decision Making, Social
Interaction, Global Perspective Taking, Effective Citizenship, and Aesthetic
Responsiveness) or other cross cutting issues, like international study, technology and
teaching, and experiential learning. These interdisciplinary groups are one visible sign of a
culture that supports collaboration and communication across disciplines; another is found
in the criteria for promotion, which include an explicit expectation of collaborative work.

Moreover, each discipline—not just teacher education—has developed a conceptual
framework outlining the abilities that mark, for example, an historian, a psychologist, a
biologist, etc. Finally, because the college’s mission is focused on the development of the
students, the faculty engages in dialogue on a regular basis about ways to improve teaching
and learning. Because liberal arts and teacher education faculty have both formal and
informal channels for collaboration; the result is curriculum and teaching practice that
supports the integration of subject area studies and professional education.

Alverno teacher education faculty see our relationships with practitioners as modeling
the ability of coordination for our students. In particular, our efforts to ‘establish
consistent interaction lines with other teachers’ with whom the candidates work are keyed
to this ability.

Our relationships with teachers and schools do not follow a single pattern. We seek
cooperating teachers for work with candidates in many ways, and while our first choice
would be a school where all professionals model the five abilities to an exemplary degree,
we also work with a team of teachers from a school and individual teachers whose practice
makes them models. We have several partner schools, where groups of candidates may be
assigned with a college faculty member.

Our work with professional development in the local schools has been focused by the
needs of the Milwaukee Public Schools, an urban system with 150 schools and 102,000
students. The reform effort underway in the district builds on the development of 10
interdisciplinary teaching and learning goals to guide K-12 curriculum. The district is also
developing performance assessments of those 10 goals, across content areas. Alverno has
become a partner with the district in this reform effort. At their request, and with the
support of the Joyce and Bader Foundations, we are working with 9–10 teams of teachers

230 CRITICAL COMPONENTS IN THE PREPARATION OF TEACHERS



from the middle and high schools each year (over a five year period), to assist them to
develop assessment-as-learning approaches in their classrooms. In the Assessing Learning
Project, each team attends a two week summer institute and then participates in a year
long follow up, during which Alverno faculty work with them on action research projects
at the school site. Teachers from the first years of the project have become staff for the
succeeding years; the institute is currently co-directed by Alverno teacher education
faculty and teachers from the district. Another project now underway with 21 of the
elementary schools has a similar focus. The links become ongoing as many of the teachers
who have participated in the program become cooperating teachers or portfolio assessors
for Alverno teacher education candidates.

While our approach to a professional development relationship with this urban district
may strike some as very different (and perhaps not worthy of a more narrowly defined
‘PDS’ label), we believe that it is having the kind of positive impact sought by those who
propose PDSs as important for teacher education. The focus on a joint interest in
performance assessment as promoting student learning has led to true collaboration work
—for example, in the joint design of the Assessing Learning Project summer institute,
joint work on the development of district-wide performance assessments, and the support
of specific classroom projects incorporating assessment. In the latter example, groups of
Alverno teacher education candidates are assigned in field experiences with teachers from
the Assessing Learning Project who want to incorporate new modes of teaching and
assessment in their middle or high school classes. One group assisted a team of teachers to
establish a ‘Socratic Seminar’ for sophomore students, with a focus on group discussion
and critical thinking. Other candidates have been assigned individually to teachers who are
piloting the MPS performance assessments in the arts, oral communication, and problem
solving in mathematics and science. These candidates bring their own experiences with
performance assessment as well as their understanding of the theory; they work as
partners with their cooperating teachers in the pilots.

In our work with teachers, collaborative research is carried on in several ways. First,
the incorporation of assessment-as-learning in the classroom provides a rich source of data
for a teacher to learn—both about the students and about the teaching/learning process.
In some cases, teachers are trying out assessments of their own design in their classrooms.
In others, the pilots of district wide assessments are part of a larger study of the impact of
these forms of assessment. And, because we are also engaged in an ‘archiving process’ to
document the impact of the Assessing Learning Project, we are working with teachers
across classrooms to create videotapes that will assist other teachers to enter into the
process of changing the picture of assessment in their classrooms.

We are aware that in many institutions, efforts like the Assessing Learning Project
might distract faculty from teacher education, rather than contribute to it. That’s why we
choose to focus on collaborative relationships as central, rather than professional
development per se. The kind of collaboration we describe in the description of our ability
of coordination guides our work both on campus with our liberal arts colleagues and in
the schools, with our K-12 colleagues.
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The Four Components Revisited

It is possible to picture teacher preparation outside of the college or university setting
drawing upon the conceptualization of the abilities of the teacher, using as a guide the
work of either NBPTS or INTASC. It is less possible to envision ways to develop a
coherent, developmental, integrative, reflective process outside of the college or
university context. But the kind of assessment-as-learning that both develops and
documents the development of candidates is hard to imagine outside of an institution
dedicated to the development of its students. Cynics will say it’s hard to imagine it
happening in higher education, but models like Alverno College, Hope College (MI),
Clayton State College (GA), the University of Northern Colorado, and Winston-Salem
State University (NC) provide ‘existence proofs’ to the contrary.

And, while the movement toward professional development schools highlights the
importance of connecting teacher education with practicing teachers and schools, to
provide experiences that are essential in the preparation of candidates, their success
depends upon the clarity of the conceptualization of what it means to teach, the coherence
of the experiences at the college and at the school site, the quality of assessment that
provides documentation of the candidate’s development, and the quality of collaboration
among all the parties to ensure the prior three.

Performance assessment is key. Without it, we run the risk of leaving the conceptual
framework or knowledge bases for teacher education programs abstract and ethereal.
Without it, the focus can remain on what is delivered to the candidate, as in a collection of
courses and experiences, without examining what happens to the candidates as a result of
their interaction with those courses and experiences. Without it, even the best of
relationships with K-12 teachers and administrators will lack the support of data on
candidate performance to guide adjustments in collaborative practice.

Yet, clearly, all four components are needed to provide the professional preparation of
a teacher. These components need to work in harmony, each influencing the others in a
process of continuous improvement. When the Alverno faculty began work to
reconceptualize teacher education at Alverno in the late 1970s, we began a process that
we now recognize is both ongoing and recursive. As our experience and reflection spark
changes in the articulation of the education abilities and concepts that guide the
curriculum, we reexamine and refine courses and assessments. As we make changes in
courses to respond to needs identified by our colleagues in the schools (most recently in
relationship to increase application of technology and to more complex integration across
the curriculum), we also look at the descriptions of the abilities and redesign field
experiences and assessments. Thus, the four components—which are, together, critical in
the preparation of teachers—are also critical to each other. 

Note

1 For a more complete description of the development of the Alverno teacher education
program, see Diez, 1990.
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17
The Role of the University in Teacher

Learning and Development: Present Work
and Future Possibilities

Alan J.Reiman

Teacher preparation and development have become increasingly important foci for the
process of school reform and educational excellence. A spate of national reports (Carnegie
Forum on Education and the Economy, 1986; Commission on Teaching and America’s
Future, 1996; Holmes Group, 1986; National Governors’ Association, 1986) have
reaffirmed the importance of quality teacher preparation, induction, and ongoing
professional support and development. The National Commission on Teaching and
America’s Future, for example, in a recent report ‘What Matters Most: Teaching for
America’s Future’ (1996) acknowledges that teaching and quality preparation of teachers
are the linchpins of real reform. Endorsing an even more significant role for colleges and
universities, this report also admonishes policymakers to confront several ‘fatal
distractions’—myths that hamper thoughtful, coherent, and long-range solutions to
teacher development. Among the myths are assertions that anyone can teach, that
teachers don’t work hard enough, and that teacher education is not of much use. This
enduring set of beliefs substitutes ‘bromides and platitudes for the hard work required to
improve teaching’ (1996, p. 51) and teacher preparation in the higher education arena.

In this chapter philosophical and theoretical considerations and practical applications
for college- and university-based teacher education are addressed. Because teacher
education programs borrow from both the liberal arts traditions and the professional
schools traditions vis à vis rationale and practice, both traditions are reviewed briefly. In
each case, however, the reviews will go beyond a descriptive account. The traditions are
analyzed from the standpoint of adequacy as they relate to teacher education and higher
education visions. What are the basic tenets of the liberal arts tradition and is it necessary
to teacher preparation? How extensive is the research base for the professional schools
tradition? And how broad is the evidence base for specific claims as generalized
explanations of learning and development? Finally, do any of these programs actually
relate to performance? Certainly no theory or practical application, no matter how
reasonable and cogently stated, will have utility for teacher development if the connections
to performance cannot be determined.

The second section reverses the question. How does university- and college-based
teacher education offer anything that can take novices beyond the naive or ‘natural
teaching skills’, like for example, the tendency to talk about what one knows (Bereiter
and Scardamalia, 1985; Murray, 1996, p. 3) that some persons argue is a naturally
occurring human tendency (Stephens, 1967). Do novice teachers (preservice and



induction) perform differently and more effectively after such educational experiences or
is such professional development just another time-wasting endeavor that has no
consequence in improved learning and/or psychological development? What conditions
are most needed for vital college- and university-based teacher education programs that
are developmental in orientation?

Obviously the second set of questions are more complex and require an inquiry into
the aims and processes of education. In fact, Bruner (1966) suggests the need for a
different epistemology to understand professional practice. Although basic research and
theory are vital, the practical questions require a theory of instruction or, in this case, a
theory of adult learning and development that addresses the unique dimensions of teacher
education. The main difference is between describing and prescribing. In the latter case
the issue is programmatic and educative. Arranging formal and informal educational
experiences that produce learning and development requires an entirely different set of
questions, that have only recently been explored in teacher education (Houston, 1990;
Murray, 1996; Sikula, 1996). At the conclusion of this examination, a summary and
synthesis are presented. The goal will be to frame an emergent framework for college-
based teacher learning and development at a point of parsimony between the overly
abstract and the narrowly reductionistic.

Higher Education as a Purposeful Learning Environment

Fundamental to colleges/universities is educational purposefulness. Ideally, a commitment
to purposeful learning is pervasive on a campus. Anyone who has participated in higher
education knows that classroom lectures, participation in research, campus-wide forums,
informal discussions and debates, theater productions, concerts, interaction with many
international cultures, the student radio and newspaper, literary journals, visual arts
programs, volunteer services, student government, and residence living, all contribute to
a potentially rich, diverse, intellectual, and aesthetic experience. Further, within the
academic arena, colleges and universities have supported intellectual learning in the
liberal arts tradition, and later through professional schools. How effective are these
academic traditions in promoting purposeful learning environments?

Liberal Arts Tradition

At one end of the continuum is the expert liberal arts framework as a basis for learning
and development. The main assumption is that true education is liberal education. Thus
expert academicians, without any necessary experience or exposure to the professional
aspects of teaching, instead offer exposure to the older traditions, typically through the
lecture method. The idea is to develop an inquiring or reflective mind-set by the college
students through academic expert knowledge. This approach is a favored learning mission
for higher education.

At the highest level of abstraction within the liberal arts approach, higher education
assumes substantial gaps in students’ knowledge base and the expert professor selects the
area for educational learning. Naturally the aim is intellectual learning rather than any
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immediate connection to professional learning or personal development. In fact, the
liberal arts tradition attempts to steer clear of anything that resembles vocationalism.
Instead, the liberal arts tradition prefers to stay on the high ground, maintaining that ‘great
works’ can provide illumination on the problems of greatest human concern.

However, scholars of higher education learning and teaching increasingly argue for
better connections of traditional teaching to student experiences and personal
development. For example, two forthcoming reports from ASHE-ERIC (Student
Learning Outside the Classroom: Transcending Artificial Boundaries and Enhancing
Student Learning: Reintegrating Intellectual, Social, and Emotional Development)
advocate an integration of academic learning to life to enhance both academic learning
while promoting intrapersonal/interpersonal, cognitive, and ethnical development.

Admittedly there is some evidence the college- or university-based environment does
promote more than intellectual development. For example, studies by Spickelmier (1983)
and Deemer (1987) indicate that students with an academic orientation in college grow in
ethical reasoning as measured by the Defining Issues Test (Rest, 1986, p. 55). These
students follow a ‘high road’ to development characterized by an educational orientation,
an interest in intellectual stimulation, a regard for civic responsibility, and a political
awareness. The good news is that ethical reasoning as measured by the DIT, and other
developmental assessments, may serve as indirect indicators of undergraduate and
graduate interpersonal, intrapersonal, intellectual, and ethical development. The bad
news, however, is that studies of programs that emphasize the academic content of
humanities, social studies, literature, or contemporary issues show little impact on ethical
reasoning development, in particular, or social or intellectual development in general
(Rest, 1986). Unfortunately, the liberal arts tradition eschews the empirical, preferring to
rely more on the global assumptions of intellectual inquiry, reflection, and illumination
through challenge and exposure to leading academic minds.

The Professional Schools' Tradition

The professional schools’ tradition is at the opposite end of the higher education
continuum. Whereas the liberal arts tradition focuses on content learning and illumination
through exposure to great works and great minds, the professional schools’ model assumes
that educational learning and development are connected more directly to real life
problems. Preparation for action rather than content learning/ illumination is the primary
goal of professional schools. In the early decades of this century, for example, the
professions of engineering, medicine, and law began to appropriate the prestige of the
university by situating their professional schools within it. The prevailing mission of these
programs is to build an epistemology of practice (Shils, 1978a). And the major strategy
for fulfilling this mission is to prepare prospective practitioners as problem solvers who
apply knowledge, theory, and research to solve particular problems in their respective
professions. However, the trend has been joined-at-the-hip to an emphasis on learning
scientific knowledge, with little attention given to other domains of psychological
development such as problem-solving and problem-finding (Arlin, 1984), self-
understanding (Loevinger, 1976), ethical reasoning (Rest, 1986), and interpersonal or
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social perspective-taking (Selman, 1980). Schon’s critique (1987) argues that
contemporary colleges and universities gave a privileged status to the tradition of expert
knowledge in professional schools, bolstering science and technique as the curricula core.
Thus, although the professional schools tradition is situated on the opposite end of the
knowledge/ practice continuum, it has not, until recently, addressed the need to promote
thoughtful and caring practice vis à vis psychological development in the interpersonal,
intrapersonal, and ethical domains.

Recent scholars like Boyer (1990) suggest the universities must reconceptualize
scholarship. Rather than it being a one way street, with basic scientific discoveries first
occurring, and then applied, the process should be far more dynamic. As Boyer relates,
‘New intellectual understandings can arise out of the very act of application—whether in
medical diagnosis, serving clients in psychotherapy, shaping public policy, creating an
architectural design, or working with the public schools. In activities such as these, theory
and practice vitally interact, and one renews the other’ (Boyer, 1990, p. 23). The
univesity’s role in supporting professional schools is central to learning and development.
Such an enterprise contributes to both application and basic discovery, both particularly
needed in a world in which complex, almost intractable problems warrant new insights
and skills.

Preparation for Indeterminate Zones of Practice

Just mentioned, the professional schools of the modern college or university continue to
be grounded in systematic, scientific knowledge with practica as the final opportunity to
apply research-based knowledge to the problems of everyday practice. Yet educators
worry that something is missing in college-based professional schools. Although they
provide more applied experience that can be connected to theory and research, still
missing are wisdom, ethics, and ‘problem finding’. As a dean of an engineering school put
it, ‘we know how to teach people how to build ships but not how to figure out what ships
to build’ (Schon, 1987, p. 11).

Reflecting this Zeitgeist, scholars of the university and student life have called for
integration not only of theory and practice, but traditional learning and intellectual,
social, and ethical development (Astin and Leland, 1991; Block, 1993; Bryson and
Crosby, 1992). For example, they argue that when students learn to collaborate and to
treat their peers with civility during controversial discussions they are learning firsthand a
core dimension of citizenship. They also point out that the university environment offers a
singularly unique setting for this larger vision of integrating learning and personal
development. A special report of the Carnegie Foundation for the Advancement of
Teaching (1990) spoke to this very issue in Campus Life: In Search of Community. The
main thesis of the work is that universities offer a unique and powerful environment for
intellectual and moral learning. However, such potential is diminished when an ethos of
thoughtful teaching, learning and open, just, caring, and disciplined community is not
pervasive.

Such an eductional mission would provide a neo-in-loco-parentis framework for higher
education, ‘a framework that not only could strengthen the spirit of community on
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campus, but also provide, perhaps, a model for the nation’ (Carnegie, 1990, p. 8).
Clearly, colleges and universities need to play a central role, not only in academic
learning, and more adequate professional practice, but also in developing future leaders.
One implication is that college and university learning and development, in the broadest
sense, would be defined by student productivity, not faculty productivity. Further, every
effort would be made to create ‘human scale’ settings, characterized by ethics and caring.

Development as a Complementary Goal for Higher
Education and Teacher Education

Perhaps the question of the relationship between practical competence and academic
learning in college-based teacher education needs to be turned upside down. We should
start, not by asking what the proper association is between traditional arts and sciences
and professional schools, but rather by asking what we can learn from a careful
examination of the role that learning and development play in professional and humane
practice and leadership. Murray (1996) makes a similar point when he calls for teacher
education scholarship to be organized around children’s learning and developmental needs
and teachers’ responses to them. He adds, ‘To connect the curriculum to real student
problems is an exceptionally demanding task for the teacher, which is another reason why
teachers need specialized knowledge and skill’ (Murray, p. 9, 1996). Following this line
of thought, colleges and universities (and teacher education) would connect the
curriculum to the current learning needs and developmental dispositions of students—
educating for understanding and thoughtful and moral practice.

A Developmental Conceptualization of Learning

During the past 20 years, the cognitive science literature unequivocally demonstrates that
understanding is dependent upon, and shaped by a person’s experience and
developmental dispositions. Several lines of theory suggest that understanding is best viewed
as mental constructions. These mental constructions are qualitatively different from each
other over time. Further, an older student reasons in ways that are new and unavailable to
the younger student. A new area of research similarly has examined how young adults
construct meaning from experience, and how these  

mental constructions are qualitatively different and novel from earlier reasoning. Baltes
and Schaie (1976) liberated the field of cognitive psychology with their findings on adult
plasticity. Likewise Piaget (1972) suggested the possibility of adult cognitive growth in his
later works, a theme examined in detail by Arlin (1984). In a similar vein, Loevinger
(1976), Selman (1980) and Kegan (1994) have studied interpersonal and intrapersonal
development in adults, and Rest (1986) has summarized research on the growth of ethical
reasoning in adults (see Figure 17.1).

What the just cited researchers find is that there is the potential for cognitive,
interpersonal, intrapersonal, and ethical development for adults. Persons do not have to
initiate a slow slide into senility beginning sometime after adolescence. A meta-analysis by
Lee and Snarey (1988) confirms the wisdom of this revision with longitudinal growth
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patterns for both ego and moral development. They found that the process of ego (self-
understanding) and moral development continues into adulthood but not at the same rate.
Thus, during early adulthood, ego development is somewhat in advance of moral
development, both domains are in parity in the middle phase, and moral development is
in advance during later adulthood. Both Kegan’s (1994) and Arlin’s (1986) work
demonstrate the possibility of cognitivedevelopmental growth beyond the early Piagetian
formulations. Further, persons at more complex stages are more empathic, principled,
more tolerant of ambiguity, and more flexible in resolving complex human-helping
problems (Sprinthall, Reiman and Thies-Sprinthall, 1996).

Wisdom has been conceptualized as a hallmark of adult development (Arlin, 1986,
1990) and is strikingly similar to Erikson’s (1982) theory of generativity in the adult life
span. These lines of inquiry have examined how adults construct and use their knowledge
and how such reasoning is associated to persons’ sense of self (including how they relate to
others) and to ethical reasoning. The process by which persons attempt to make meaning
of their experiences (knowledge construction, self-understanding, and ethical
understanding) is developmental and improves over time under certain conditions. Perkins
(1992), who summarizes a developmental sequence for knowledge acquisition: retention
of knowledge—understanding of knowledge—thoughtful practice with knowledge, cites
research on the importance of generative experiences.

Thus, the current period in teacher development research can be considered as a time
of transition. Old models of adult and teacher learning have given way to a new series of
research initiatives that have been appearing since the mid-1980s. The goals are broad,
namely, to create a firm basis in theory and research for the practice of professional
teacher development as it first unfolds at the university, and later as the new teacher
enters the classroom. It may be premature, however, to suggest anything more than the
possibility of a growing consensus. Can the emergent developmental paradigm, for

Figure17.1 Three faces of teacher development

Source: NC State Mentor Curriculum, 1993.
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example, also explain idiographic and individual differences? Certainly the dilemma of the
broad gauge versus the narrow gauge theory also creates difficulties.

Katz and Rath (1985) have stated the problem cleverly with their ‘Goldilocks
Principle’. Some theory for teacher development is extremely broad and abstract. Certainly
some of the psychoanalytic and humanistic theories represent such excessively broad
propositions. Yet, Katz and Raths also note the other side of the problem. Theory can be
so focused on specifics that the framework becomes too narrow. The process-product
behavioristic approach represents just such an example of reducing human complexity to a
few simple-minded propositions. Thus the behavioristic model creates a theoretical bed
that is far too small. Goldilocks serves as a metaphor for professional teacher education
schools within the college or university. It potentially wanders from place to place seeking
a better fit as the field itself tries to build theory, research, and practice.

In fact, several studies have observed that there are often ‘loose linkages’ between the
three strands of teacher preparation programs—liberal arts education, professional study,
and practical experiences (Goodlad, 1990; Schwartz, 1988; Zeichner, 1986). For
example, the fact that colleges have been unable to exert much influence on the nature or
quality of the student teaching experience is but one example of fragmentation. Principals
often choose cooperating teachers ‘based on administrative convenience rather than
educational value’ (Darling-Hammond and Goodwin, 1993, p. 37). Further, cooperating
teachers who can potentially have a remarkable positive or negative effect on the student
teacher, often receive little or no training for their roles. Given that college supervisors
average only six visits to a student teacher per semester (American Association of
Colleges for Teacher Education, 1987), the cooperating teacher is very influential in the
student’s clinical experience. However, without the careful integration of theory,
research, and practice, Goldilocks will continue to traverse from fad to fad—never
appreciating the differences between the cosmic and the trivial.

The challenge for teacher education, then, is complex. There is no neat linear equation
from theory to practice nor the other way from practice to theory. And there are no
simple formulas for integrating academic learning, professional practice, and
developmental goals. Yet, as Griffin (1987) found, effective university and college teacher
education programs are based on a conception of teacher growth and development;
acknowledge the complexities of classroom, school, and community; are grounded in a
substantial and verifiable knowledge base; and are sensitive to the ways teachers think,
feel, and make meaning from their experiences. With these considerations in mind, a
closer look is given to the relationship between teacher education and college/university.

As mentioned previously, the liberal arts tradition and the professional schools tradition
have had an important but uneasy alliance. Teacher education programs are a case in
point. As studies just mentioned illustrate, there are often ‘loose linkages’ and lack of
continuity between the three strands of teacher preparation programs—liberal arts
education, professional study, and practical experiences (Goodlad, 1990; Schwartz, 1988;
Zeichner, 1986).

Some policy-makers have responded by calling for the elimination or reduction of
teacher education programs. Clabaugh and Rozycki (1996) describe the devaluation of
teacher preparation in stark terms. One example given is Perot’s persuasion of the Texas
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legislature to restrict required teacher preparation coursework to no more than 18 credit
hours including student teaching. Those who would abandon teacher education often leap
to the conclusion that subject matter knowledge is both necessary and sufficient for
teaching competence. Subject matter knowledge is certainly not sufficient. As a
counterpoint, the authors point out that in order to treat foot disorders in Texas, one
must have studied graduate-level biomedical and clinical pediatry for four years and, as of
1995, serve a year’s residency—the equivalent of 240 credits, which is more than 13
times the study it now takes to become a Texas teacher. Both academic knowledge and
professional practice are needed. Additionally, prospective teachers must learn,
recognize, and understand the ways the students learn and develop intellectually, socially,
and morally. Less discussed or understood, however, is that such an understanding of
student learning and development requires the prospective teacher to be at sufficiently
complex plateaus of intellectual, social, and ethical reasoning, so as to be able to recognize
and promote such development in students.

Does Development Make a Difference?

But do higher developmental stages make a difference in the real world of adult (and
teacher) behavior? Over the past 20 years there have been a series of studies and meta-
analyses which validate the question yet only under certain circumstances. Hunt (1974)
had shown that conceptual complexity interacted with teacher tasks. At more complex
stages, teachers were more flexible, more adaptive, and more effective (Sprinthall,
Reiman and Thies-Sprinthall, 1996). Blasi (1980) also had shown a steady positive
relationship between justice reasoning levels and behavior in a meta-analyses of 80
studies. Miller (1981) in his review of a large number of conceptual level studies and
performance in teaching, reported a consistently positive relationship. The same findings
were reported by Holloway and Wampold (1986) for professional counselors. In each
case the task, providing help to another person in a humane atmosphere where the goal is
to enhance the other person’s professional knowledge, skills, and growth toward
automony, allocentrism, and conceptual complexity required more complex
developmental dispositions by the teacher or counselor. As O’Keefe and Johnston (1989)
found, teachers who process experience more complexly have a greater ability to ‘read
and flex’ with pupils, to take the emotional perspective of others, and to think on their
feet and find alternative solutions (less ‘functional fixedness’). It is important to note that
‘higher is not happier’ (Loevinger, 1976). At greater levels of cognitive complexity an
adult is more aware of the plethora of barriers to growth.

In general then, higher plateaus of cognitive development predict performance in
complex human-helping tasks like teaching. Other more conventional indices such as grade
point average, standardized intelligence/achievement measures, or static personality traits
do not (Sprinthall and Thies-Sprinthall, 1983). With the research base outlining the
advantages of developmental dispositions as predictors of behavior, can college teacher
education programs promote such development? A review of adult base rates in the three
domains discussed here: interpersonal/ intrapersonal, intellectual, and ethical
development would not inspire such a sense of accomplishment. For example Hunt (1974)
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found student teachers functioning just below the midpoint on his scale of conceptual
complexity. Loevinger (1976) reported that the modal stage for adults was between Stage
3 and Stage 4 on her levels of ego development (intrapersonal and interpersonal),
between conformity and autonomy. Similarly Rest (1986) reports that most adults
function at the midpoint of his scales as well. And, as was noted earlier, research has shown
that standard academic instruction has marginal effect on ethical reasoning. Likewise,
conceptual development studies and subsequent reflections have led to the following
observations:

1 Cognitive-developmental theory can be applied to adults.
2 There is a consistent predictive relationship between more complex stages and

performances in complex human helping tasks like teaching.
3 The intellectual, interpersonal/intrapersonal, and ethical complexity of teachers is

necessary for teaching in today’s schools.
4 The general developmental levels of preservice teachers and adults in general are

modest, about the mid-point on various indices of development.
5 Traditional university education appears to assume rather than promote

development.
6 College or university teacher education programs should examine how the

professional education strand of students’ experiences might bolster development
across the three domains described (i.e., intellectual, interpersonal/ intrapersonal,
and ethical).

Bridging Learning to Practice: A Role-taking/Reflection
Framework

A series of field-based studies has shown that cognitive-structural growth along the
intellectual, interpersonal/intrapersonal, and ethical domains requires five elements in
teacher education programs (Sprinthall, Reiman and Thies-Sprinthall, 1996). These
elements could be aligned in unique and powerful ways by teacher education programs,
liberal arts programs, and public school partners. The conditions included the following:

1 Role-taking (not role playing)

This element is based on Mead’s concept of social role taking. It requires a person to
undertake a complex new human helping role such as tutoring, student teaching, or
working in a community internship. The role-taking (action) precedes and shapes the
intellectual consciousness (reflection) that grows out of it.

2 Reflection

‘All reflective thought arises out of real problems present in immediate experience’
(Mead, 1934, p. 7). For Mead, reflection did not have value in and of itself, rather it is
inherent in lived experience and the dialogue between persons participating in new
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experiences. Thus sequenced readings, journaling, and discussions of the role-taking
experiences are necessary. However, one cannot assume a sophisticated fluency with
reflection. It has become obvious, for example, that cooperating teachers and mentors
need help in learning how to guide the reflections of novice teachers (Reiman and Thies-
Sprinthall, 1993).

3 Balance

It is important that action and reflection remain in balance or as praxis. Usually, this means
that the complex new role is sequenced with guided reflection each week. Too great a time
lag between the action and reflection or the other way around halts the growth process.

4 Continuity

There is a learning truism that spaced practice is vastly superior to massed. We have found
that the complex goals of promoting cognitive-structural growth in the interpersonal,
intrapersonal, conceptual, and moral/ethical domain requires a continuous interplay
between action and reflection. A one or two-week workshop followed by actual helping has
not caused shifts in the cognitive structures of the participants. Typically, at least one
semester and preferably two semesters are needed for significant structural growth. Thus,
the university or college provides an optimum setting for student development.

5 Support and challenge

Essentially, we rediscovered Vygotsky’s zone of proximal growth (1978). The condition
requires educators to provide support and challenge that is appropriate to the learning and
developmental needs of students. Vygotsky’s zone or what Hunt (1976) calls the arena for
the constructive mismatch requires substantial ‘reading and flexing’ on the part of the
instructor. Support must be provided when disequilibrium is great, however, as the
learner becomes more confident, challenge or mismatching is provided. This is the most
complex pedagogical requirement of the developmental approach. 

Bridging Learning to Practice: Coaching and Laboratory
Experiences

As just noted, teacher education, like other fields, can benefit from a theory of instruction.
Such a theory would enable faculty to elaborate delivery systems within teacher
education. However, without a clear view of the why, what, and how of a theory, it can
end up as directionless—shades of J.Abner Peddiwell’s Saber Tooth Tiger. Do we
educate specific skills as a latter-day version of paleolithic skills with Peddiwell’s clubs and
hand-fishing? Or do we educate for understanding and thoughtful, caring, and moral
practice? In the author’s view, one avoids such a choice. It is not an either/or question.
Instead, university and college-based teacher education must be guided by a theoretical
framework that is sufficiently comprehensive to address specific skills as well as humane

THE ROLE OF THE UNIVERSITY IN TEACHER LEARNING AND DEVELOPMENT 243



practice. In other words, it may be possible to have a dual focus on specific behavioral
teaching skills (e.g., learning models of instruction) on the one hand, and addressing
human development on the other. The cognitive-developmental framework just described
addresses human development. But what about the learning of specific pedagogies that
promote student learning and development?

During the 1980s Joyce and Showers organized the components of an effective
coaching framework. These components have been studied and data is accumulating in
support of the framework (Joyce and Showers, 1995). The four components in the
approach are:

a describing and understanding the model;
b viewing the model;
c planning and/or peer teaching the model with opportunities for sustained feedback;

and
d adapting the model to new situations.

When the model can be adapted to new contexts, Joyce and Showers identify the person
as having ‘executive control’ of the instructional model. In our own research and program
development, however, two additional components have been added to strengthen the
overall framework. Before describing the model, prior knowledge and experience with
the model should be assessed. This pre-assessment offers an opportunity to create
generative experiences (Perkins, 1992) as part of the introduction of the model.
Additionally, a step is added after the fourth component (adapting the model). This final
step is post-assessment. Thus, the student is able to maintain a portfolio of their learning
performances throughout their teacher education experience.

A related area of importance are college laboratory-based experiences which have been
supported by research (Allen and Ryan, 1969; Berliner, 1985; Metcalf, 1992; Winitsky
and Arends, 1991). Although field-based experiences represent an important and
increasing proportion of the teacher preparation curriculum, there is increasing concern
that experiences of longer duration have resulted in saturation of field placements and
overwhelming supervisory loads (Guyton and McIntyre, 1990).

A meta-analysis of 60 studies of laboratory experiences showed that such experiences
produce consistent and positive results in terms of teacher affect, knowledge, and

Figure17.2 Teaching/learning framework
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behavior (Metcalf, 1996). There is no consistent diminution over time in the changes
produced by the laboratory experiences. ‘Furthermore, there is no evidence indicating
that a series of laboratory experiences must culminate in natural classroom practice.
Rather, work with school-age learners is likely to be most efficacious when simulated, on-
campus experiences precede and follow it’ (Metcalf, 1994, p. 110).

Colleges and universities offer an ideal setting for further research and development of
microteaching, case-based instruction, interactive computer simulations, and other
laboratory-based experiences. It is important to point out that laboratory experiences had
the least impact on the affective or interpersonal development of preservice students.
However, on-campus laboratory experiences hold the potential to provide effective,
highly efficient professional experiences, and may be superior to extensive and extended
field-based experiences, particularly when the cooperating or clinical teachers have had
minimal training for their roles.

Similar findings have been reported in the developmental literature. For example, a
quasi-experimental study by Exum (1980) found the amount of field-based experience
each week was less important than the analysis and reflection on the experience.
Experience by itself, as Dewey noted (1938), can be educative or miseducative. It is not
simply the adding-on of new experiences and new systems to process meaning. Instead,
new learning requires cognitive structural change. And significant educative experiences
require high quality analysis and reflection that is appropriately matched and mismatched
according to the needs of the adult learner. Both the roletaking/reflection framework and
the coaching framework have been synthesized as an overall theoretical construct for
teacher education (see Figure 17.2).

The Case for Differentiated Teacher Education

New findings in cognitive science and human development have confirmed the ingenuity
of Piaget and his methods. However, these new findings also have shown that the story of
human development is more complex than originally hypothesized by Piaget. In particular,
contrary to Piaget’s notion that stages have a universal cross-disciplinary character, it now
appers that the progression to more sophisticated patterns of abstract or formal reasoning
is often discipline specific. Growth is asynchronous. Therefore one cannot assume that
complex reasoning skills in mathematics transfer to science. Or that complex intellectual
abilities imply the person also possesses high complexity in interpersonal, intrapersonal,
or moral domains. Thus the educator must be prepared to ‘read and flex’ instruction and
experiences according to the needs of the adult learner. Developmental theory based on
the assumption of growth is a result of appropriate interaction in facilitating
environments. The theory, by the way, does not suggest static personality states.

For teacher education, such a transfer would move toward the creation of different
learning atmospheres for prospective teachers—a teacher education curriculum
differentiated by learning components (prior knowledge, explanations, demonstrations,
practice, roletaking experiences, reflection/analysis, types of feedback, adaptations, and
assessments). A case in point is a college program developed and studied by Widick,
Knelfelkamp, and Parker (1975) which found that a differentiated curriculum could

THE ROLE OF THE UNIVERSITY IN TEACHER LEARNING AND DEVELOPMENT 245



stimulate conceptual development and that different strategies work only for particular
groups. More recent examples of successful researched programs that differentiate
instruction include Sprinthall and Scott (1989) and Reiman and Thies-Sprinthall (1993).
Also, research is being conducted on innovative support programs for first-year college
students (Bulletin, 1996). Findings converge on one main point. The college setting
provides a powerful environment for coordinating such experiences.

Needed Vision of Teacher Education Excellence

Should teacher educators expand their university and college-based programs to include
more than academic excellence and subject-matter expertise or does academic excellence
predict future success in today’s classrooms? A careful analysis of relationships between
academic excellence and human excellence, finds almost no relationship (Heath, 1994;
McClelland, 1985). Academic grades do not predict who will and who will not fulfill
their adult roles successfully, and they only modestly predict an adult’s job status. Further,
academic aptitude scores predicted no positive adult outcomes, including measures of
occupational success. This said, no one would dispute the primacy of basic academic skills
and knowledge. What is missing, however, is a conception of healthy human development
or psychological maturity and the development of teachers’ pedagogical conceptions and
actions (Ammons and Hutcheson, 1989).

Can we create teacher education programs that produce students who are problem
solvers, ethically driven, and other-centered? Perhaps. Selected colleges and universities
have demonstrated some success in helping future leaders become more interpersonally
aware, reflective, and principled. For example, Alverno College selected interpersonal
maturity and value maturity as two of the most important competencies that students
need for the future, and have organized their curriculum to promote the growth of these
competencies. Studies of the Alverno College program demonstrate that enhanced
interpersonal awareness can be taught (Much and Mentkowski, 1982). Studies have also
demonstrated that intentional inter-ventions in teacher preparatory programs to promote
growth of self-understanding, allocentrism, and principled reasoning can be successful
(Black, 1989; Newman, 1993; Reiman and Parramore, 1993; Zeichner, 1986).

Putting such a vision into action, however, requires teacher education programs and
the larger college or university institution to work collaboratively toward such a vision.
Referring back to the theoretical conditions of human development mentioned earlier (see
Figure 17.2), a series of questions could be asked by institutions hoping to invent or
reculture a teacher education program that hopes to promote human excellence. Some
theory-based questions follow:

1 Complex new helping experiences

How can complex helping experiences be integrated into the college learning environment?
How might such experience be graduated or sequenced? Are there new roles within
teacher preparation that might encourage student reflection on social and environmental
justice issues? How might growth from such experiences be assessed?
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2 Guided reflection

How can faculty be prepared to guide student reflection? How are instructor written
responses to student reflections differentiated according to student developmental levels?
What role should journals play in the university setting? How might a developmentally
coherent curriculum be implemented across the student teachers’ teacher education
program? How should students of teaching be educated to initiate high quality student-
teacher, parent-teacher, and teacher-teacher relationships that are characterized by
authenticity, empathy, and regard?

3 Support and challenge

How can accrediting and legislative groups be mobilized to recognize the importance of
psychological maturing outcomes like interpersonal understanding? How can faculty be
rewarded for promoting mind, character, and self in the student body? How can large
institutions be made more human scale, in order to promote a more caring ethos? Should
teacher education programs forge closer relationships between students and faculty like,
for example, having faculty participate in non-age-graded experiential and flexible classes
and curriculum over the entire four-year college experience? How can future teachers
assume mentoring roles while they are participating in their teacher preparation program?

4 Continuity

How can future teachers be encouraged to appreciate the connectedness they have with
students, parents, and peers? How might the transition from preservice teacher education
to the beginning years be made more seamless? In what ways might the university and
teacher education program be aligned so that future teachers experience frequent
exemplars of high quality teaching? How might new teaching skills be monitored to assess
how easily they are transferred to classroom settings?

Teacher Education for Democracy and Full Human
Competence

As Dewey (1938) illustrated, the full human development of students ensures that civic
participation is experienced by everyone. Democratic education means learning to
contribute to the common good through the daily decisions we make and the problems
we solve, to love and care for others, and to have good character. These competencies are
indispensable in a democratic society.

Dewey’s vision of a genuinely democratic school as an institution remains as an ideal
and compass for both teacher education and the larger colleges/university settings.
Unfortunately, and all too frequently, the curriculum of these institutions promotes
partial human competence. Academic curriculum is no guarantor for students to reach
their intellectual, interpersonal, and character potentials. Needed are learning
environments (persons, experiences, and curriculum) that are consistently organized to
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be just beyond the students’ current preferred ways of solving problems. As one colleague
puts it, we need an academic world inhabited by peers and adults who think about the
world and behave in it in a ‘zone of next development’ (Mosher, Kenny and Garrod,
1994, p. 168). Teacher educational goals must reach beyond simply matching the
intellectual developmental tasks of future teachers. While intellectual development is
important, our future teachers do not need to go to the university or college merely for
development from the neck up (Oja and Reiman, 1996). Development as the aim of
education does not happen in a one or two week experience. Full human development
takes time. For Dewey, the growth of the individual involves an enlargement of both his or
her social perspective and socio-moral commitments, while the person is simultaneously
acquiring the skill and knowledge to resolve complex problems. The conclusion is
inescapable: Dewey meant to create in schools the social, governmental, curricular, and
instructional conditions that could support persons’ full development.

In our future, all teacher education programs and the college or university institutions
that support them, must create curriculum and instruction of human scale, priding
themselves upon creating learning environments that draw upon the life-experience of
future teachers. Schools are democratic to the extent that they contribute to the all-
around growth of every student. Directing the nature and quality of future teachers’
experience to enhance their learning and growth must become our raison d’être and the
initiation of these efforts must be a continuous reflective process with experiences that
model consecutiveness and planned order. The true measure of our success is when those
student teachers in turn promote the full development of their own students.

Universities and colleges provide a unique role in the education of future citizens and
the education of future teachers. As an academic community, they provide an ideal place
for laboratory experiences. They also have unmatched potential for creating learning
environments that promote full human competence. Astin’s multi-institutional
longitudinal study of more than 20,000 students, 25,000 faculty, and 200 institutions in
What Matters in College? Four Critical Years Revisited (1993) is a vivid and exhausting
examination of universities as learning centers. However such environments must be
deliberate, organized for the ‘next zone of development’. Dewey’s central view was to
promote a balance between experiential learning and careful, rational examination. He
did not want students simply to experience in a vacuum. What Dewey didn’t know was
what characterizes development, whether it be intellectual, social, or moral, at particular
stages. A generation of research in genetic epistemology and developmental psychology
now offers educators relatively clear blueprints of what people are like at various stages of
their lives and what stimulates their intellectual, moral, and personal-social growth. A
challenge for college-based teacher education is to find the right balance between
reflection, analysis, and experience.

Kohlberg (1980) believed the American Revolution was unfinished; that the moral and
rational capacity for full democracy and justice was latent in human thought and must be
stimulated by experiences such as complex new roles, or living in a democratic
community such as the college. This objective is undertaken when real moral issues of
justice, rights, and obligations are decided by all. Colleges and universities, and the
teacher education programs that reside within, offer an extraordinary means of setting
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free and developing the capacities of future teachers, without respect to race, gender,
class or economic status. And the future test of this enlarged vision will be the extent to
which they educate all future teachers into the full stature of their possibility. Our third
president, Thomas Jefferson, said it best: ‘If a nation expects to be ignorant and free in a
state of civilization, it expects what never was and never will be’ (1816).
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