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The significance of AACTE's latest proposal for educating the nation's

teachers is to be found in two distinctive features. Teachers for the Real

World, the outline of this comprehensive new plan, first relies upon a firmer
knowledge base for teacher education then most similar documents and, at the
same time, is presented in complete enough form thet both its substantive
recommendations and its guidelines for concrete implementation are readily
apparent, Both of these characteristics lend the proposal a high degree of
credibility aﬁd enhance its potentisl acceptance., Both willibe exemined in

this article.

New Knowledge Bases

Many instances can be cited of the kiads of knowledge that are identi-
fied in this proposal as the béses for its recommendations. Each of these
knowledge claims is considered to be valid empirically, theoretically, or
practically. Some have gained this status only recently and are identified
for the profession for the first time in this book. Others have been recog-
nized as valid for a long time but have remained unused or ignored in many
teacher education programs. The following items are among those identified
by the authors of thls new AACTE proposal sbout what is known about teacher
‘tralning, about teaching, about the uses of thecry, and about social real-

ities, as they are related to teacher education.

About Social Realities

1. 'We know that pupils generally referred to as disadvantaged do

not have an inferior.culture,; nor are they socialized in an inferior manner

bx;inadeguate ;garentsa rior _have thgx undergone a"stifling cgggitive
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stimulation in their pre~school years, nor 4o they possess inferior intellec-

tual endowment, as is so often assumed (pp. 4 and 12). Stigmatizing them

as culturally disadvantaged often results in exclusion from broader cultural
activities while denying the value.of the culture out of which they have
come. 'This is in reality a way of reinforcing racism and denies freedom of
opportunity.

2. We know that teachers often participate in perpetuating these

inappropriate social values by the kinds of interpretations of children's

behavior they make and the attitudes they displuy toward them. The use of

dialect is in itself no indication of shallowness of thought or feeling

(p. 11). Ifé. child is told his language is inferior, he sees everything in
which language is involved as being rejected by the teachers (p. 6). If
history is taught in such a way that pupil's ethnic pride is insulted, or
perhaps not fostered at all, he will very likely disengage himself from such
a process and his recep%ivity to related experiences of schooling is reduced.
Teachers all too easily confuse their own racial, class, or ethnic biases
with what they call academic standards (p. 5). Ignorant of the inherent
bias of many of the standards they uphold, teachers tend to attr:ibute to
pupils lack of intelligence or some other presiumed deficiency as & way of.
accounting for the failure to meet set academic standards. The uninfelli-
gibility of the curriculum which is often demonstrated by pupils, or

their inasbility to maintain self-control, can be misinterpreted because

of conscious or unconscious bias against pupils (p. 8). Because of pre-

~ Judice, teachers and ma.ny. others in the helping professions have failed

to perform their tesks adequately smmong the poor whites, the blacks, the

Indian, and the migrant (p. 15).
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3., We know that the school system itself accentuates the 1earnin'g

problems of the deprived child (p. 15). Dropout rates, comparative iest

scores, teacher turnover in ghetto and poor areas, are evidence of the

school system's failure to meet the requirements of quality education for
pupils with special learning needs. Studies jndicate that a lack of money
for dues, trips, out-of-pocket expenses, eté., is a factor in limiting
participation of pupils in school experiences (p. 1%). Schools often neglect
to provide assistance in overcoming the malnutrition suffered by the children
of poverty. Prejudice has perpetuated certain curriculer patterns, many
segregeted districts, negative self-images among black pupils, white control
of Negro schools, end other structural and instructional arrangements that

affect_the school's impact at the peint of actual learning experiences had

by pupils.

4., We know that about twelve percent of all teachers leave the schools

at the end of each school year (p. 22). Some, such as women who leave to

rear children, return to teaching sometime later. MNevertheless, circum-
stances in the profession contribute to a nigh turn~over rate. Among these
are lower lincomes é.nd prestige than some other professions (p. 23), lack of
privileges normally granted to someone with expert skj.l‘.l.s -= the right to
choose his tools, to decide when and how to use them, and to participate in
policy decisions affecting his work situation (p. 25) == and assigmment and
revard patterns that ignore distinctions in skill among teachers (p. 26).

Studies also confirm similar reasons for teachers leaving deprived communities.

- In addition, insufficient preparation and the assigument of beginning teachers

with less skill to schools in these areas contribute to a high -sense of

" failure and hemce to carly leaving (pp. 28-29). These factors d not reflect

the additional loss of possibly 20 to 25 percent of those who complete

e
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teacher preparation each year who never find their way into teaching positions _
at all (pp. 21-22). A shortage of trained personnel will reamin if prepara-~
tion programs do not reflect a change in career pa‘bt‘;erns of teachers from

one in which everyoné attempts to function in the same role for a lifetime

to one i_r_l wh_:@ch___tgherz_a are __d_iffeﬁentiated roles and multiple entry points

and 1évels of advancement. Changes in modes of recruitment, selection,
training, assigmment, and awarding of incentives to accord with this new
pattern can provide an adequate work-force that mabtches both the circum-
stances ”of the schools and the strengbths and weaknesses of the individual

staff members (pp. 31-39).

5. We know that persons employed in elemen’zry and secondary school

settings tend to be loyal first to their individual school or system (p. 139).

They are loyal second to their level or ares of teaching end third tc the
precepts and commitment of the profession. This fact indicates that they
put profeassional ccmpetence at a lower level of prilority than they do other

values.

About Teaching

6. We know that comparing-and contrasting two unfamiliar concepts,

vhich seem to be similar but sre in fact_ different, results in the pupil

becoming confused and the concepts blurred (Pg'p 45 and p. 62). 1In teaching

the concepts, for example, of imperislism ant'ii':colonialism, it is more

effective to deal with them separately, teaching one of them until it is
thoroughly mastered before introducing the other. Differences can be indicated,
if desired, between the new concept and the one previously learned, if dis-
tinguish:i_.ng eZ_Lements gre needed in order to p,vwoid the one being mistaken for

the other.
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7. We know that teaching behavior is a very complex phenomenon made

up of many comnponents, and when observed, will yield diverse facts, depending

upon, the point of view from which it is observed (p. 54). It may be looked

upon as feeding information into the learning process. More or less effec-
tive control of the content of instruction may be observed when teaching is
viewed in this way. It may also be looked tipon in terms of the teacher’s
behavior toward the responses of the pupils. Here the role of the affective
aspects of teacher-learner interactions may be discovered. The investigations
of Bellack and Withall, among others, are the bases for these elements of new
knowledge about teaching. Teaching behavior may also be analyzed from the
standpoint of both cognitive and affective factors interacting simultaneously.
The studies of teaching behavior that have utilized there various perspectives
indicate far more about the t_alements of teaching behavior and the relationship

among bthem than we have kuown before (p. 55). The ca.tegorie.s developed in

these studies naturally vary cousiderably, but there is more similarity in

what the categories refer to in substance than the differences in labels

seem to indicate (p. 55). Certain behaviors are performed by all teachers

~ no matter what the content may be (p. 55). The identification of these

behaviors for the first time, as a result of these descriptive a:nalyses off
teaching, mekes it possible for the teacher t6 utilize quite conseci ouély
certain behaviors for certain purposes. The nature of the skill required

to bring about certain short-time instructional consequences can he described,

understood, and mastered (pp. 55-56). Unfortunately, the behaviors identi-

" fied by the several systems of analysis of teaching have not yet been related

empirically to measures of student achievement. We do not know what long-

- term learning is produced by the modes of behavior described by any parti-

. cular study, nor do we know"which_pattezfns of behav:l.ots_ fouﬁd bty the 'fva.r.’eous _
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observation systems is more effective in attalning a given type of learning

goal {p. 55).

8. We know that a teacher's perception of 'a learning situation is often

quite different from that of the pupil (p. 53). Pupil responses that differ

from the'expectéd ones may indicete that the situation is not being viewed
from s common perspective. A child who is fersonally'involved'in fhe conse-
quences of poverty, for example, may view sométhing like a labor strike quite
differently from the way in which the’teacher'pérceivés'it. A pupil's per-
ceptions shape his responses and what he will learn. Teaching behavior which
is adjusted to take into acecount thé'possibility of such differences in per-
ception is more likely to result in apprOpriaté 1éarning than if the teacher
assumes that wrong connections are being made by thé'child or that the dif-
ficulty is & result of a poor attitude. TFeelings and attitudes do not flow
in one direction (p. 89). When a teacher attempts to control pupil behavior .
in accordance with his owﬁ attitudes, clashés betwéen himself and his pupils
sre likely to occur (p. 90).

9. Ve know that the nature of the subject matter being taught has as

much influence upon the behavior of the teacher as his knowledge of the pupils

~(p. 125). 1In addition to having at his command the content to be ut:ilized in
instruction, the teacher in determining his teaching behaviors utilizes know-
ledge about the subject matter and about the logical operations used in manipu-

' latingwit,_nﬂg recognizes the differences between various forms of subject’

matter, such as cbncepts-and'géneral§59§;9g§4 He distinguishes between state-

- ments of f@&% and statements of value, for instance. Subject matter'of par-
- ticular relevance to the learners of that which reflects soclel or ethnic bias
is noted by the teacher., He is aware of‘the,variety of uses that can be made

‘of particular sﬁbaecﬁ matter by learners. The many kinds qf.logical

.
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manipulations that can be performed on subject matter, such as defining,

classifying, explaining, or inferring, are also-recognized by the teacher.
How the teacher reacts to these aspects of subject matter while it is being
ut’lized in teaching depends upon the extent of his understanding of them
and his training in handling them in relation to ingtructional purposes.

10. We know that the significance of a teacher's personality and style

of teaching as factors in determining effectiveness has been overemphasized

(pp. 81-82). While a teacher's personality, attitudes, and feelings obviousiy
influence his teaching, specific expressions of personality eannot be said to
account for the quality of learning in pupils who have been influenced by
them. Both favorable and unfavorable learning consequences can result from
exposure to the same "positive" personality characteristics. Even certain
personality expressions often labeled "negative" have reculted in desirable

as well as undesireble pupil lea. .ing.

11, ¥We know that the more abstract the subject matter of instruction is,

the more concerned pupils are apt to be about the value of the content being

studied (p. 131). It is relatively easy for a learner to see the use that
can be made of a fundamental skill even at the time he is attempting to master
it. The utility of abstract subject matter is more difficult to discern and
 to demonstrate at that time, Unless there is a sufficiently cogent reason
given for learning such subject matter and the pupil sees its ultimate utility,
there is considerable likelihcod that any instructional efforts will not
result in adequate learning. Perhsps the mein reason why it is difficult to
'§emonstréte the usefulness of abstract knowledge to the skeptical pupil is
7 because much of it is not directly observable in use. Yet it can be shown
that certain knowledgé servéslto relate ideas (the assogiative use), to

‘interpret objects and ejegtg (the interpretive use); and to solve problems
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not previously encountered (the applicative use). These three categories
of utility appear in the thinking of all persons, whatever their age, occu=~

pation, social position, or origin (pp. 131-133).

About Teacher Training ‘

12. We know that teachers require no special training to teach under-

privileged children since these children learn in the same way as other

children (p. 12). Teachers need preparation that is adequate for working
with children of any secial, racial, or ethnic group. The teaching of poor
or disadvantaged children Coes not reqguire unigue skills, as does teaching
the blind or the emotionally or mentally handicapped. The problem does i
not arise from a difference within the childreén themselves but from the sit-

uations in which they live, their 1life styles, and the schools they attend.

’

The special circumstances in which'children find themselves.cannot be ignored
in teacher prepearation any more than in teaching litself, but the ways in which
differences in circumstances affect learning vary only in degree and not in
kind from one instructional situation to another. Training to teach with
these differences present is to prepare to teach pup.ls as individuais s not
as instances of a category having common characteristics. Social, racial,
4' or economic categories do not circumscribe the conditions necessary for learn-
ing to take place., Teachers, to be adequately prepé.red, require skills related
~ to establishiug these conditions. Beyond this, they require no more than a
: ‘broad vision of the‘kind of life experiences that may be had by .pupils of

' varied backgrounds and circumstances.

. 13. We know that 8ll too generally teacher training is characterized
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by its remoteness from the realities of classroom practice, by its condnning

of anti-intellectualism of teachers, by its attempt to "tool up" everyone to

fulfill a teaching role requiring a very wide range of ‘skills and competen-

cies (pp. 8-9). Given the present social and educational realities, these
characteristics are inappropriate for teacher training institutions and their
programs.  What is required is radical reform (p. 9). Efforts to repair

the remoctemess of teacher preparetion from practical realities by adding a
course or two on the disadvantaged or bringing in an expert on the subject
often reirforces the notion of cultural deprivation and leaves the trainee
infivence?d negatively (p. 8). Teachers without the assistance of teacher
-aides have tp'perform every function from clerk to high-level instruction

(p. 32). This too is unrealistic.

i, We know that teacher trainees who are well-prepared to deal with

children of varying backgrounds and circumstances may still be baffled by

problems in an integrated school that stem from racism (p. 19). Discipline

" problems can take on additional dimensions in a racially mixed class or when
" the teacher is of a different race from the pupil. There are similar dif-
ficulties when parents and faculty are involved. A teacher must also recognize

racial prejudice in himself. Skill is required in resolving problems of inter-

"personal relations in such school situations.

15. We know that the teacher trainee's investment in his preparation

‘2 is often not sufficiently different from that of a liberal arts student, in

" terms oi* courses, tlmeifand money. to. deter him from changing to another

= vocation or to dlscourage him from even entering upon_teacher tralnlng_(p. 2h)

" Most other professions requlre extensive enough preparation to gain a profes-
fﬁsional comndtment and competence on the part of the student. .Considerable ';VJf

"T;incentive to remain in the profession is generated.ifﬁff:’i*’”;"-:'f"




- "control over one’ s subaequ,.nt tesching practice (p. 51)
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16. We know that teachers who admit to being reluctant to teach in

disadvantaged areas indicate that they are nofi sufficiently trained to do

the job (pp. 27-28). While they may have met the requirements for teacher
certification, they indicate that certain deficiencies persist in which
their training programs did not prepare them adequately. For example, they

feel they lack many skills and understandings necessary for coping with

. problems of pupil conduct. Often they are confronted by behavior they

have never before seen. These teachers say they have not been trained to

utilize theoretical knowledge to analyze new situations. They often cannot

~cope with their own attitudes that develop in these school situations. They

find their teaching skills are inadequate to perform'effectively in the

classroom (pp. 28-29).

17. We know that not just suyone who locks at teaching behavior can

tell what is going on and what is effective or ineffective about it (p. 53).

Tt requires a serious effort to analyze teaching behavior and to arrive at
dependable knowledge about it. Teaching is not simple, as recent descrip-
tive studies reveal.’ Many student teachers and their supervisors attempt

to say what is good teaching by superficial observation without understanding

~the constituent operations} Skill in analyzing and ordering this complex

activity requires adequate training. A particuler teaching situation is

difficult to evaluate even after the elements are viewed from many angles

. and thoroughly understood, but it is foolish to take the judgment of one who

is untrained in this analysis or who "teaches well" but cannot show what

2 aspects constitute indicators of effective performance. The study of actual .!_*'
teaching behewioral situatibnsgtand interpreting them in 1ight of knowledge

i,.frfof concepts about teaching derived frcm descriptive research, can increase
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18. We know that putting prospective teachers in field experiences

‘where they face reality does not necessarily assist them to develop the

ability to interpret objectively the situation or to master skills needed to

cope with what is observed (pp. 68-69). Useful knowledge does not neces-

sarily accrue from such exposure., Much of the present student teaching
experience and other direct experience is based on the assumption that the
student will learn what is essential via this approach, of course, accompanied

by seminars and apprentice teaching with proper supervision (p. 69). Instead,

- the student is often shocked by the situation or overwhelmed by the diffi-

culties noted. His lack of understanding of the techniques required --

material, sgcigl,_intelleetuai;—and”éﬁG%iéﬁai 4:.may suggest that it would

" be impossible for him ever to perform adequately in such situations. He

-may even give up in face of the reality and not seek further training. Rarely

does he obtain the help required to acquire the many skills involved, which

Acén literally tax the capacity of the most talented student. Seldom do

persons pick up more than a few of these techniques in & short period of
eXperience whiéh inclu@es very little actual treining in mastering them.

The supervisor of a student teacher typically works without a systematic
conceptuel framework to help him snalyze and guide fhe tfainee's performance
(p. 70). At best, the student teacher learns by trial and error and a
minimum of feedback (p. 70). To think that direct experience is the best
way to produce skills needed is to ignore other less recognized options
heving great potential (p. 69). Specific training is needed to handle the

realities effectively -- training for 1inguistic techniques, logical techni-

‘ques, materials techniques, and psychological techniques (p. 69).

19. We know that not only considersble practice but slso the trainee's =

awareness of consequences of his ‘own behavior (feedback) is necéssary if

PR
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he is to improve his skill (p. 78). .We know that immediate feedback is' more
effective than delayed feedback, except when the performance can be replayed
by means of video tape or film. Most important, feedback is most effective
. vwhen the trainee is aware of the behavior to which it is directly relevant
(pp. 79-80). While factual information and logical consistency with moral
principles have a persuasive influence on the trainee's attitude, their
influence is enhanced when they come from a source the trainee is favorably
| disposed to, whether an authority or a peer group to which he is devoted

(p. 92).

20. We know that when personality is relied upon as a substitute for

training, it becomes s stumbling block to the development of programs of

teacher preparation (p. 8l1). The current tendency of MAT programs and others
to reduce teaching to a craft which can be executed by anyone hev{ng knowledge
of subject matter and having gone through a pseuvdo-internship or apprentice
experience relies heavily upon the notion of the mystic power of personality

(p. 82 and p. 102). The complexities of teaching skill are overlocked anda

progrems omit a training component and the study of conceptusl knowledge

.- necessary to inform the skill training.

2l. We know that the subject matter needed to teach a chiid of suburbia

is essentially the same as that reguired to teach the ghetto child (p. 111).

Any individusl in our society requires scientific, social, and political under=-
standings and many social and perscnal skills. Teachers of the i)oor need no
less a range of‘ exﬁerien’ce and knowledge than teachers of the more ecenomically
| successful. What subject ma.tter' preparation shall be required of.thetear:hers
‘of the d.isa.dvanfaged i‘s‘:what is’ needed also by all teachers. The specific
- content & teacher needs to know hes not been established nor has the problem

-»‘been fa.ced a8 f\x:uy as i.t deserves (p.. 112) It ia recognized that &
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" discipline-oriented program of general education leads to fragmentation

because the total range of such studies cannot be gotten into the program

of any particular student (p. 116). There is some question as to whethér
there are enough general ideas underlying all the disciplines around which
general education could be organized. The suggestion to focus on a cominon
intellectual method runs into the d.ifficult'y. thet methods of inquiry differ
emong disciplines (p. 117). At any rate, the basic value issues of our times
require & general perspective that a discipline-oriented education has failed

to confront with intellectusl refinement and integrity (p. 118).

25, We kitiow that teacher training institutions have failed to devise

programs of perénnial educaécion-thatinfact result in improvement in teach-
ing Eérfomance (p. 154). Courses in such programs are too often not directly
" related to the roles in which teachers have to function. Seldom are they
des_.igned to train specifically for ever increasing skill development. Even
innow}é.fi;ré Iin-se.rwn'.ce programs often are far from functional. There is

evidence too that teacher trainees lack functional programs designed %o

up-date their skills in the techniques of teacher training itself (p. 161).

About the Use of Theory

23. We know that the fact that some teachers who have no theoretical

training carry on their tasks skillfully at the craft level does not imply

that teaching has no theoretical basis or that it needs none (p. 42). Non-

theoretically trained teachers interpret events and objects in terms of

conmon sense (p. 4%). Those who claim theoretical knowlédge is not essential
to the ,dgvg;opnent and use of the tea.c_her's abilities are not aware of how . -
thi.s»kindi‘. of kncwleedge f‘tmdt;fv.onsf ix_'a‘pra.ctica.l situations (p.v by), It is

frue that the “r;ala.i‘;ionshi_.p ,v;bewfeeﬁ thgoretiéai:hmledgé and occupation is
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indirect., One does not simply communicate this knowledge as the chief ‘Peature

of the teaching act as one may do with the subject matter of instruction. It

must be adapted to suit the realities of the teaching situation, and therefore .

it is just as important to know the situation itself as i% is to have the
theoretical knowledge to apply to it (p. L43). But there is considerable

theoreticel knowledge pertinent to teaching that is aveilable to be learned
(p. 47).

24, We know_that theoretical knowledge is different in its nature and
functions from practical knowledge (pp. 42-46). Practical knowledge generally

takes the form of rules or guidelines for human action cr for the attaimment
of some particular end. This type of knowledge is quite rightly a part of
the knowledge required in carrying out the tasks of teaching, but it is used
primarily to respond ¢o fam:‘;ia.r situations and entails having some wey of
verifying the norms involved as appropriate to certain kinds -'of situations.
.‘ There are more situations to face in teaching than there are practical

procedures known by a given teacher which will fit them exactly.  Even if

" many are known, the skill necessary to recognize what specific prescriptive
" guideline should be followed in a particular situation depends largely upon
theoretical knowledge about the situation, its features and elements s and
upon similar knowledge about what the guideline was designed to cover. Theo-

retical knowledge is more abstract than practical knowledge. It is made up

. of empirical or conceptual forms of knowledge, such as concepts, generalizations, -

and particular propositions like statements of fact. It is used primarily
. to interpret what is observed and to soltre problems to which solutions are
_not already k.notm'.‘ In contra'.st 5 pra.ctica.l knowled.ge is used to- respond to
s s:i.tua.t:.ons :E'or which a.ppropria.te responses are a.lrea.dy understood 'by the

person involved a.nd ell he ha.s to do is replicate those responses.

o et
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Teachers often do not know the difference between these two types of knowledge

nor have they had adequate training in their uses.

25. We know that theoretical knowledge prescribed for teacher training

is seldom chosen or arranged in ways that permit the trainee to understand

adequately how it can function irn real situations (p. 46-48). Theoretical

knowledge is largely drawn from the disciplines. Typically, courses in
education includ; such knowledge, reconstructed into a logical order that
permits systematic study. The criterion for selecting the content of
theoretical courses in education has most often been its relevance to the
study of pedagogy as an academic disecipline, rather than its relevance to its
usefulness in actually educating children and adults. The value of concepts
and generalizations taught in these courses appears to the trqinee to be
minor since their practical utility in teaching is not immediately perceived.
By the time he attempts to apply this knowledge in a field experience; transe
" fer msy be impossible. He has not been made aware of the proper functions
of theorstical knowledge and perhaps has concluded it has no practical value
' for teaching. To know what using it to interpret new situations or to solve
problems really means reqpires‘develéping concepts and laws in connection
with the real problems with which teachers must deal. Education courses
have ordinafily been organized more like iiberal arts courses than like the -
~more practical organization of law or medicineIWheré the trainee sees how
theoretical_knowledge can be used to advantage t§ diagnose situaéions and
~to make decisionsbabout it. The failure of education courses to enable
teachers to do this sort of thing well is documented in the weaknesses
- detected, _fbr in_st;ncé, in their dealing with the piobiems of c;ulfurally

"différent children, They may'underrate capacity, respond uncongtructively

” 5to unfamiliar behayior:patterns,Eqr fail to undgrstand 1eainiﬁg ditfi¢ulties '
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because they cennot interpret these situations with appropriate theoretical
knowledge. For a teacher to aecquire a set of theoretical concepts and to
use them effectively in interpretation and problem solving is not easy. It
reguires the study of selected theoretical content in situationally meaﬁing-
ful contexts (p. 63 and p. 122).

26. We know that to the extent a teacher does not understand the nature

of concepts, causes, and values, he does not possess theoretical knowledge

about the subject matter of instruction, and ldcks the 1qgicél, psychological,

and linguistic sophistication necessary to manipulate cohtent to _the pupil's

advantage (p. 62). It is impossible to say anything about subject matter
using the vocabulary of the subject matter itself (p. 126). A level of
language higher and more inclusive in perspective is required. Philosophical
and pgycholggigal knowledge provide the appropriate theoretical language for

this task. Because teachers do not understand the "grammar" of instruction,

e T T

they freéueﬂfiy handle the subject matter in superficial ways (p. 126).
Definitions are sometimes confused with facts. Explaining is mistaken for
justifyiﬁg. ﬁeplication is attempted where interpretation is necessary.
Content is deemed relevunt or éocially unﬁiased when it is not. Theoretical
| training in the form, logical aspects, and other features of subject matter
is required if appropriate use of subject matter in instruction is to be

. attained by the teacher.

27. We know that teachers do not readily interpret classroom situations

or out-of-class situations iﬁ%blving thelr professional relations with other

' professionals or with the public without posscssing relevant theoretical

knowledge (pp. 51-52 and pp. 157-161). Some understanding of their own

‘behavior as well as that of their pupils and of other adults must be gained

‘_ by5teachefB if phey_are'tpﬁé&pid_aefibus‘blugdgrs Lgp;'&heQB?and'pp, 135-140).
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The idea that teachers in a school in a deprived community understa_,nd the

children and their social environment is erroneous (p. 158). Similar
deficiencies are apparent regarding peers, parents, and education as an

-

institution of society.

Further analysis of Teachers forfae Real World would reveal other elements
of knowledge about social realities, about teaching, about teacher training,
and about the use of theory that must be taken into account in developing
programs of teacher -education in addition to the points given above.

Having sampled the wide array of new knowledge set forth in this volume,
the analysis now turns to the specific proposal itself and its formal stirengths

and weaknesses.

FORM OF THE PROPOSAL:

Previous analyses of proposals for curriculum change have left the
~distinct impression that most of them are not as fully spelled out as would

be desirable for complete understanding of the proposal nor for translating

. them into functioning prog::'zams.:L It is crucial that certain elements be

i University, 1965-,..»:.,

" treated by a writer if his proposel is to possess the technical, formal.

qualifications requir.ed; by those who wish to assess its worth or its pi‘omise

- for ixfiplementation. It has already been asserted that Teachers for @._Rea.l
' World fulfills this requirement better than most proposals. That this is

in fact true remains to be demonstrated. In guiding the analysis of the form

o 1Short, Edmund C.y. Formal Criteria for Currlculum Pro;gosals in Teacher
Educations Unpu'bl:.shed Ed. ‘ D. dissertat:.on. '.I‘ea.chers College s Columbia. '
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taken by this proposal, criteria based on those in the study cited a,bo{re

will be used.

General Characteristics

Chaeracteristic of curriculum proposals in general, the purp~se of the

AACTE volume is to educe a new state of affairs in practice, in this case
in teacher education curriculum. It cannot be mistaken for a vloose collection
of ideas on the subject or merely a statement of constructive criticism of'
teacher education. Its impact is total and serious and clearly is intended
to function as an outline for actualizing an entirely different program ﬁom
anything currently in operation. It creates a thorough, comprehensive pre-
sentation of what is envisioned for such a new program and offers ways and
means for organizing and implementing it. The focus of the document is,
howéver, upon more than the substance and conditions of the desired new
state of teacher training. The writers aim is to convince the reader of the

' proposal's worthiness, indeed, of its urgent necessity. The form of persua.sion
- used is highly retional. Evidence of.fla.ws in past programs is given, and

| an abundance of new knowledge is cited in support of the aréuments presented.
".l‘o prevent their ?ositions and plans from being teken too lightly or too

" superficially, the authors treat thirteen aspects of the proposal in as

L many chapters running 185 pages. It'is not likely that a reader will be

mistaken about' »what is proposed after that much interconnected_stipulations'
- and reasoning; The singléf-'mindness‘ of parpose, persuasion, and substance
that is evidenf throvghout the work is in large part responsible for the

- elarity w:.th which the proposa.'.l. is ma.de. There is no confusion as to the

T direc.tion in which the wr:.ters wish to lead the reader' 8 thoughts or actions.

h ’Reconnnendations cover a.ll_ sorts of aspects a.bout whlch one m:lght wish to know: 3
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Norms for thought, belief, and prasctice appear along with the specific'recom-
mendations and rationale; The proposal is formulated at a high enough level
of generality to be usable in many different settings. Yet it is concrete
enough to be understood in terms of the particular implementations that would
be required consonant with its gemneral prescriptions if it were to be put
into practice some plece. All of these gené;al characteristics of Teachers

for the Real World well exemplify the broad attributes specified in the

criteria for suitable form for curriculum proposals. Certain specific struc--
tural components will be examined next in terms of some formal criteria

selected from those that follow.

Structural. Components

1. A structurally complete curriculum proposal shall include recommen=~

dations and related justification in five categories, namely:

a. curriculum objectives appropriate to the context,

b. kind and ségpe of subject matter and learning expgfiences,

~c. the over-all pattern of the program and the organlzatlon and
plecement of its elements,

d. the procedures for achieving the objectives within the establish-
ed limits and under the conditions planned, and

e. +the procedures for comparing the results of the program with the
stated objectives. .

2. Fach of these structural elements of a curriculum proposal shall be

explicated in two dimensions - ends and means, namely:

a, the specific decisions valued among;all possible alternatlves,
and, .

- -be the éthicaleemands valued among ail‘possible‘alternatives for
o action associated with making the decisions operational.

ALt d e s bttt s tamioe iz o L -
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3. The structural integrity of a curriculum proposal shall be insured

through the. use of CONCEPTS which are:

a. consistent with the function and purpose of such phenomena,

b. coherent, every one with the other, whether related to recommendations,

Justification, underlying assumptions, or purposes.

c. ordered sLtema.tlca,lly so_that subordinate and superior rela.t:l.on-
ships among them are discernable, and,

d. authenticated semantically by their relation to a single over-
arching concept.

Obviously, proposal-mekers assert their preferences about what they wish
the program to be and how they envision its being established. Smith, et al.,
in the one examined here, are no different. Using some of the criteria listed
above as tools for cereful analysis, both structural strengths and weaknesses
can be recognized in their proposal. The assumption is that one can better
judge the merit of the value-choices made by the proposal writers once one is
sure what has been treated and what has'no{;., what exactly the prescriptions
are and what they are not. It is not particularly wise to evaluate a proposal
without knowing at least as fully as its statements aillow what is meant or
“ }intended by them, Defects could appesr as easily in the structure of the
presenta.tion as in the ideas. Or worse, in the reading of thé proposal, some

elements could be overlooked.

In Teachers :_E‘gr_ the Real World considerable attention is given to what
,:'.s to be 1éa.rned in the teacher training progrem, the organizational design
of such 8 program, and the methods of 1nstructlon to be utll:n.zed (categor:.es
" 1b,. lc N and 1d in the 11st of cr:.teria.) No specific lists of o'b;]ectives
(1a) or eva.lua.t:.ve procedures (1e) are explicitly identn.fied, though it is
| not too d.i.fﬁcu_.t to infer what must be intended in these two a.reas ﬁ.'om |

v\)
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what is stated elsewhere., The closest thing to a statement of objectives
appears in a lést of reforms to be sought for teacher preparation. The
teacher is to be prepared to conceptualize, to analyze, to diagnose problems,
to devise programs to remedy the situation and to evaluate the success of
these programs (p. 9). Elsevwhere, reference is made to other matters which
would surely be included as objectives ~- subject matter knowledge, teaching
skills, and self-skills -- among others. There would be different objectives
for persons training to enter teaching at various levels -« tutor, clerk;
aide, assistant, or associate teacher. The proposal is based upon & concept
of differentiated teaching roles (pp. 31-34). Specislized programs of peren-
nial education (in-service) are also prescribed with general purposes such

a8 to_remédy deficiencies, to advance skill and knowledge, or to prepare to
move into new roles (pp. 151-~153). As for evaluation, the emghééis throughout
is upon proficiency levels of teaching skill necessary to deai adequately
with real situations. Just how this is to be measured or what would be
taken as evidence that the program is fulfilling its goals with the students
is not explicitly set fortﬁ. A local institutionalization of £he proposal
would have to give flesh and bones to the evaluation considered to be in
keeping with the proposal's general specifications.

The organizatioﬁal pattern in its main outlines is decisively drawn,
however. There is £o be a theoretical component, & training component, and |
a field~teaching component (pp. 41-42), all interrelated. By thecretical
component is meant the systematic study of condepts and other theorétical

 knowledge needed as a basis for teaching (Chapters 4, 5, 9, and iO). The
training component is that aspect of ‘the program in which skill in performance
'of specific tggéhing behaviors and techniques is developed and improved by

"each student individually in real or simulated situations (Chapters 6, 7, and 8)..

9
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The third component is called the internship wheire the student is fuliy'
responsible to his employing sch061 system as a beginning teacher under
close expert supervision (pp. 101-102).

This pattern of curricular componénts may appear at first to be much
like that in vogue already, but the familiarity of some of the labels should

not dull the awareness of hoir .radically different®: the subject matter and
instructional modes within each of these components are from those ordinarily
associated with the terms in current practice. It is in the new elements

internal to each of these large orgenizational divisions and in their relation-

~ship one to another that the proposai is unique.

A word should.be said, before examining the prescriptions within each

ares, about the rationale given for this particular choice of program organ-

ization. The authors call attention to all of the points of knowledge listed

in the first section of this article about the'hsé of theory in teacher
training (23 through 27) as support for their préscribing a theoretical
component in the program and for the particulars within it. Many of the
points in the other portions of thé first section also contribute to the

argument made for the kind of theoretical knowledge recommended. (Note

especially 17 and 18). There is no quesfion but that the importance of the

theoretical component of this proposed program of teacher training is
emphasized by its authors. The way the role of theoretical knowiedge is
worked out differs markedly from the way it is incorporated in most programs. -
Nexti, the'training~componént is déemed nécéssary because of the force of

new knowledge mentioned in points T, 1%, 16, 18, 19, and 25. It would be

' inconsistent to know that there are many behaviors found in common in the

: - teaching done by any grdﬁp.of teachers and then not .to train beginning

teachers in theséiskills;’ Othérfréalitiés'pf:theﬂteaching situation
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likewise compel consistent activities in the training process. The authors

firmly believe that this skill training area is sadly neglected in most
programs, even in those where direct teaching experience is prov-i.ded, an_d
wish to face squarely the need to design a training process comensurate

with the complexities of the teaching task (p. 69 and p. 80). The rationale
for the field-teaching component is not sta:ted in the proposal. It may be
that the basis for this aspect of the program is so widely accepted that it
did not seem necessary to reformulate it here. Nevertheless, the implied
purpose for the internship -- to gain proficiency in using & combination of
teaching skills learned in the training component to cope with the full

array of da,y_—’gy;day_,f,e#chihg—si-‘euations* == §uggests that an explicit rationale

would have helped the reader to understand the nature of the internship better

. and to ‘be more persuaded of its merit within the total proposal. The chief

" argument for a program including all three components, instead of one or two

of them, z;ests on the evidence of experience with programs having all three
(p. )+1) and resesrch on the effects of programs that omit one or more com=~

ponents (points 16, 18, and 20).

Theoretical Component

Turning to the. Scope’df‘"'subjecf matter prescribed for the theoretical
component, there are a number of reconnnendations‘ in this new propo.sa.l. The
view taken in fhe proposal is that the knowledge most useful for the beginning
teacher falls chiefly :m the categories of the interpretive and the replicative
uses of knowledge.mentioned in pbints 11 and 2k above. lLess deliberate

a.ttentibn should be givvenv to the applirative use, which is of most importance

" to the highly trained teacher-at nore advanced levels and to the research

workers both of whom”:a.re attempting to discover solutions to problems of

pre
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teaching not previously understood (pp. L6-48). In emphasizing the s%udy of
theoretical knowledge ﬁhich mey be used interpretively and replicatively, the
authors recognize that most situations faced by teachers require them to
categorize or interpret according to concepts and generalizations already
learned and then, having diagnosed the type of situation, to implement an
appropriate set of teaching behaviors alreé&y learned (to replicate them)
(p. 46). This is not merely utilizing knowledge in an unthinking, cook=-
book fashion, but in a highly skillful way that brings to bear a wide
range of theoretical and practical knowledge.

The selection of specific subject matter is based upon this principle
about the relative emphasis to be given to knowledge having various uses.

Five types of theoretical concepts are to be acquired. One is the information

and input operations of a logical sort that occur in teaching situations.

This might include knowing the difference between a rezson and a value, for

example, and being able to distinguish instances in classroom discourse of

 each of these categories .(pp. 56-57). A second type of concept is that

utilized in identifying and analyzing pupil errorg.- Errors where faulty

.generalizations or cause~effect relationships have occurred or where incorreect

information or procedures have been used by pupils are examples of concepts

_of this type. Diagnosis of learning errors requires that the teacher know

this kind of concept and be able to identify and analyze the source of pupils'

‘mistekes (pp. 58~59). Concepts pertaining to interpretation of ieacher-

pupil interpersonal relations ié a third type to be learned by the beginning

teacher in this new program. "Emphasizing," perhaps by nodding in an
gr

dccepting way or writing on the board a pupil's correct response, or "phys~

ically restraininQQ?»perhaps by isolating or sending a child to the office,

are two of the many kinds of interpretive knowledge falling within this
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third kind of theoretical subject matter. What is meant by them and ;hen
to use these behaviors is a kind of knowledge derived less from logic or
semantics, as in the first two types, than from psychology and pedagogy
(pp. 59-60). Fourth, there is knowledge of pupil conduct. Analysis of
conduct situations cannot proceed intelligent .y without an understanding of
matters such as aggression, peer affinity, ;ritical dissension, or for that
matter, tehaviors more conducive to learning (pp. 60-61). Fifth, concepts

related to the teacher's participétion.in éktra élééé.éifaéfiohs such as

salary committees, guidance teams, curriculum committees, gnd parent-teacher
conferences (p. 62).

In addition to the prescribed knowledge of pedagogy, there is to be
theoretical subject matter consisting of the disciplines that make up a
teacher's teaching field; additional work comprising general education;
knowledge of what subject matter his pupils are expected to acquire relative
to time, capacity, and prior learning; and knowledge about knowlg@ge (pp. 112-
113). Chepter O provides detailed prescriptions for all-of these but the
last one, which is given & fuller treatment in Chapter 10, much of which
is utilized as the basis for the first of the five kinds of theoretical

knowledge of teaching mentiqned above, As examples of the many explicit

“recommendations given in the realm of non-pedagogical studies for the teacher,f

three important ones may be cited: that general education 'should be the kind

that enables each man to put the parts of his culture together, to see the

interdependence of its many social functions, and to have the patience and

‘wisdom to reme&y-the dysfunctions that occur (p. 117); that teachers-in-

training should be expected to take non-discipline-oriented courses wherein

- they share the-seaich,forvwhat-content is to be taught pupils and how it can

AR et

| be related to the interests andiéxperiehces,szchildren or yoﬁth’(pp. 119-122); - -
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and. that ways of talking ebout any kind of subject matter should be learned,
includ;pg_Eﬁquﬁgspggﬁs;gifgd;in-poinb"26win the first sec*ion of this
article (pp. 126-134).

The reasons for meking the specific recommendations within the theore- -
tical component are weaved in among them, as has been noted, and are quite
genéfaiiy.basea upon explicitly stated value-assumptions or new knowledge
of the kind cited in the 27 points. Consequently on item 1 b of the criteria
for structural components, the proposal can be judged almost fully adequate
in its completeness and serviceability to those attempting to understand its
structure for the theoreﬁiqg} component, It argueé‘the casé quite well for
the prescriptions reéommended as over against alternative possibilities. The
seme can be said for the how dimension (2 b) as for the ﬁéﬁg (2 a), which
has been discussed up to now.

How the theoretical component is to be made operative is prescribed in.
considerable detail. This aspect of the proposal also has many innovative
features. Of all the conceivablé ways of bringing the preferred subject

- matter into a functioning curricular plan, the duthors have chosen to

: believe that their substantive recommendations call for, or in the language

of the ériterié, "ethnically demand” that this theoretical content must be
taught and learned in the context of systemaficaliy ordered protocol materials _-'
or simulated situations and developed more fully in systematic courses
(p. 62-64). The justification set forth for this belief is cited in point

25 above. What this means is that theoretical cbncepts of the five kinds
speéified as conStituting.the professiqnal component are to be introduced ’
through the stﬁd&_of actual or simulatediteaéhing behavioral situations
where interpretaﬁionvéndirécoénitioh of their'usgfis iﬁmediately possible

* (p.-51). Apart from situstional instruction, theoretical knowledge tends
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to seem useless for informing teaching behavior (p. 63). In situational

contexts, thé'principles'of psychology, sociology, philosophy, and pedagogy
are brought tec the analysis of thé'téaching situations, not the other way
around with situations used'tO’illustrate'thé'principles'(p. 63).
Situations aré to bélidentified’in a numbér of categories: classroom
situations of an instructional kind, and those of a control or menagement
type; extra classroom situations concerning school curriculum planning and

the like, those related to working with parents or the community, and those

involving working in professional organizations (p. 52). By means of protocol

- materials or simulated situations, situations commonly faced in all these

categories can bé explored and interpreted by the concepts being learned

(p. 55). In the case of classroom situations, amny of the kinds of situations
that occu¥ in teachlng have already been’ 1dent1f1ed by studies using various
observqthqwsy§pgma. Recall—the4drscu551on in"point T above. In other types

of situations, common situations still need to be identified. In either case

- relevent theoretical knowledge can be selected according to the demends of the

situation. The authors recognize that full identification of the most useful

 situations for instructional purposes in teacher education will require

further diligent effort but that this can and will be done. What they further
propose is to analyze and sequentially arrange'these situations according
to the purposes of’teacher'preparation and to begin the task of developing

eppropriate protocol materials for-purposes of étuﬂy; Situations need to

- be in & form that do not perish with time br with the lapse of memory.

Transcripts, reéordings, sudio and video, and other forms of holding or

reproducing situations'for analysis are recOmmended as the objects of study

(p. 62). Instructional procedures to be used with the analy81s of protocol

_.ma$erials can be qpita precise Bince what i= to be teught about the behavioxr
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in the sitﬁations being examined will have been decided upon when the; situa-
tion was first selected (p. 53). Situational study may be done in -informal
semlna.rs, clinics, or theory centers (p. 63). Two types of courses would
use these protocol materials -- one centering on classroom teac¢hing behaviors
and anotker on non-classroom teaching behavior. A summary of the outcomes
expected from these courses is giv.en on pa:ge 64, and & ten-step process of
developing the type of program prescribed for the theoretical component is
given on pp. 64-65. Other theoretical studies required in addition to.

these concerning pedagogy mey be handled in more conventional content courses
(Chapters 9 and 10 and pp. 48-49) which should follow the situationally-
o.riented part of the program. All prescribed theoretical knowledge of
whatever type is to be studied primarily in the co],lége or university
setting (p. 41l). This is another péint at which the theoretical component
differs from the training component (centered in special tra.inir_lg complexes) .
and the field-teaching component (centered in employing schools). As

a general assessment of what the proposal covers on the "means" dimension of
implementing the theoretical subject matter comporent, it rates very high. |

- Much of the understanding necessary to move toward putting the proposal into

operation has been explicitly provided. |

Training Component The recommendations for the content of the training

component focus on the %reinez's own be‘ha.vior‘. Ten abilities to‘ be develope&
are prescribed (p. 71): | |
1. perform stimﬁlant
2. ma.nlpula.te the different kinds of knowledge ‘
3. perform relnforcement opera.tlons L B

b, negotiate mterpersonal rela.tions ,
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5

5. diagnose student needs and learning difficulties
. communicate and empathize with studehfs, parents,'and others

6
7. perform in and with small and large groups
8. utilize technological equipment.

9

. eveluate student achievement )
10. Jjudge appropriateness of instructional materials.
Skill in treinee performance is to be observed, analyzed, and modified during
“the training component in contrest to his examining and understanding them
in situations in the theoretical component. The raiionale for this type of
training as opposed to conventional student teaéhing is'given in points 18
and 19 above. A supply of training materials mﬁst be generated. Five steps
in the process of developing these materials appear on page 77. They include
identifying teaching tasks and the abilities required to perform them. Neces-
_sary skills or techniques aré then described and training situations or
' -éxercises designed to develop each skill, These are classified and arranged
. for instruction. Examples appear on pagés 72-78 and 83-89. The training
pi'oce.ss itself must include the following (p. Ti):
| {_l.u estabiishment of the practice situation
2. specification of the behavior ' —
3. performénce of the specified behavior
3: 4. feedback of information about the-performance
1 ‘5. modification of the performance in the light of the feedback
6. performanée#feedback-correction-practice schedule cdﬁtinued until
desirable skillfulﬁess is achieved.
How thls process is to be 1mplemented 1s dlscussed in Chaptpr 8 entltled :
'“The Tralnlng Complex. : ThlB new 1nst1tut10nal mechanism is something qulte

- aifferent . frnm mgst ut;lized todmy in teacher trainlng.. Ihe proposa1<calls
\) SR AT 2% : L B BN IR
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for a Joint venture by schools, colleges and universities, communities' , and
related _a.gen'cies' in establishing and conducting a training complex in which
teachers would build their skills (pp. 96 and 98). Other functions might be
cerried. on here also, such as preparing practice sPecificatiens_ and protocol
materials, holding workshops and.institutes for aus-ciliary personnel and the
| continuing education of teaehers.‘ Chapter 8 provides a thorough discussion
of how to organize, staff, andAutilize training complexe:s-. An-.estimated
2,500 training complex‘esl would be heeded to meet' the ﬁemand for teachers

(p. 104). Six might be provided for by funds running to $9,180,000.for

two years (p. 170).- The _&etailed' moretary projections and procedures for
orgenizational restructizring found in this propcsal allow a.read{er to see
rather clearly what is involved. in impl'ementi_rlg such a proposal. From
another point of view, the’ enbrmity of the required' changes could eppear
sufficient to cause one to make the charge "impractical."” It is to he the
authors' credit, however, that no facts oz; practical difficulties are
obscured by their treatment of this aspect of their proposal. The ngture of
the unique presceriptions for the training component has been amply explicited

- and, structurally speaking, criteria 2a and 2b are quite adequstely met.

Field-Teaching Component The treztment of this component of the subject
- matter is decidedly lacking, as was suggested earlier —— both on the require-
ment to state recommended content and on the requirement to indicate how this

. should be 1mple'"°.v d,

A few additional remarks are in order concerning the effect of the concepts
- chosen to express the’ pr0posa.l's structure (cnteria 3&. th:c'ougn 3d). ‘There
1s considera.ble unlty to the proposa.l's structure. Except for the gaps men-

-Htionea, the propose.l manifests an integra.l wholeness. ,The emphasis upon
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training for the'skills of teaching while utilizing theoretical knowledge

~ about teaching is consistent with the underiying purposes of a teacher
treining program. The rsbtionale for this emphasis here is clearly more con-
sistent with these purposes than that given for the'usual courses in

education and student teaching. Evidence thzt coherenCe exists among the
recommendations, the justification given fcr them, and the basic.value-
assumptions is easily traced throughout the entire proposal. Admittedly,
there mey be inconsistency or merely confusion generated by the use of the
concept of "training" in referring to the whole enterprise of teacher educa-
tion, as the authors heve done, and slso to the second majq; component of

such a program, the training component. Its meening in the latter instance

is related specifically to the development of skill in the'individhal trainees.
Therefore, it probably should not be a term considered fundamental to the |
entire program. A concept that does permeate the'entire proposal, however,

is "situational behavior" or teachlpg behavior in concrete situations. This
Iconcept functions to constrain sll aspects of the proposal to that which can
1ogica11y'be relaﬁed'to the centrel purpose of teacher preparation -- adequate
initial performence. - The proposels for.stud&'cf thecretical knowledge, at :
..‘1east of pedagogy, are confined to those directly required to interpret
typicalrteaching situations; :In‘the training component, practice in

] handiing of teeching situations is to be provided until skill develops. Pre=-
.scmably _ii;'the' internship, situationally appropriate teaching behaviors cen

be perfected threough the-replication and combining.Of skills and techniquee
learned in the treihicg pﬁese.' Inasmuch-es the criteria-by which the proposal
* . is being analyzed calls for a 31ng1e overarchlng concept" that helps to
"insure 1ts unlty and wholeness (3 d), 1t is possible to conclude that the

use. of the concent of "teeching situntion serves this function well.
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Concepts set forth at many levels of the proposel are understood, and their

import and relations are authenticated, by thei:'r systematic connection with
ﬁhis central concept. More penetrating analysis of the concepts utilized in
the proposal might reveal structural defects at some points, but with rela-
tively careful examination structural integrity a.ppears to be an inherent

feature -~ one seldom achieved Ly proposal writers..

Qualitative Aspects of the Proposal

Judgments on qua.lit_a.tive aspects of a curriculum proposal must ve stated
in terms of the degree to which certain criteria. a.re fulfilled rather than in
terms of the 'presence or absence of certain components, as was done in the
previous section on structure. The evidence to support qualitative judgments
will necessarily be more subjective. The accuracy of the judgments to be

stated here should be checked by others after a full reading of the proposal.

"One criterion stipulates that a proposal of highest quality should possess &

high cognitive appeal in its use of rational persuasion. When this criterion

. is applied to Teachers for the Real World, the proposal may be said to appeal

much more to reason than to feeling. Its thorough and intertwined arguments

- are ‘indicative of & very high degree of rational persuasion. There is present

also a high degree of aesthetic attraction. The contribution made by both

the ideas and arguments to this strong emotional appeal should not be over-

. looked. Thé wnity, the ba,la.nce_,“ the per‘va.d.ing‘ cori_cepts, the unfolding of
' fthe full renge ‘of:-inte‘rrelated ideas; ‘the vsys'.tema.tic ordering of the ma.teria.l_
' .'for ease in comprehens:we - a.11 these pronde a sense of aesthetic satis-
’ fa.ctlon tha.t ca.nnot be a.ccounted for slmply by the degree to which one may be
' 1n sympa.thy wlth the proposal's prescrrotlons. A ’chird dlmensmn of quality

8 ‘which mey be exe...ined rele.tes to thn uee o e:nguege n a propoaa... ; A‘g least
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three uses are apparent -- the prescriptive, the descriptive, and the eval-

uative. All three seem gppropriately distinguished by thé writers of this
volume and each is used in the appropriate context.' Numerous statements
appear which are éescriptive of current conditions or general truths, twenty-
seven of which have been cited in this article.’ Numérbus prescriptions were
also easlily detected, as were the related rationales and évaluative choices.
The AACTE's proposal depicts in considerablé'détail the anticipsted
effect of the program on teacher-trainees, thus fulfilling anbther criterion.
Specific outcomes or skills are cited f>» each component although a fuller
treatment of the outcomes of the whole program might have been worked out.
As for guidelines for practical implementation, théré appéars to be just
enough steted to indicate what sort of thought, or action is needed to turn
the propossl's specifications into reality without limiting the range of
Particu}arﬁwbiﬂﬂhiChﬂthiﬁ;ééuid-be—done“in“variOus circumstances. The pro-
cedufes for preparing and using protocol materials, for instance, and the

discussion of the nature of the proposed training complexes are exsmples of

prescriptions for implementation that satisfy a criterion of flexibility yet

do»hbfnieéve matters too open-ended.

In terms of the basic knowledge and the social or professionel policies
accepted as =a frameworg of truth and value for their proposal, the wuthors
have been unusually clear and explicit. Much of this has been specifically
referred to in this article. There is little chance that & feader could
mistakenly attribute to the authors other scientific facts or preferred
policies and thereby more essily misccnstrue thevproposél's recommendations»
since the ones upon which the proposal has been exclusively based have been
so thoroughly pfesented. In fact, theré are enswers given to a number of

typical. questions involving basic assumptions. What cOncépticn of curriculum

24




-3~
is held, what the role of the teacher trainer. is, what the relation bétween'
the academic disciplines and professional studies should bé, what role a
fully qualified teacher should play in a differentiated staff arrangement,
what training should be given to teaChér aidés;'what patterns of governing
the teaching profession should be adopted, what thé'féderal government should
contribute to. the support of teabher'educaéion == all these and more have
been treated. There is great advantage in having this much tangential
material to read as one attempts to understand a proposal. There has, how=
ever, been no attempt %o relate the framework adoptéd here to ahy larger,
well-known systems of thought or philosophies of éducation. Upon careful
_analysis, it may be possible to show that réiationships to certain systems
of thought are inherent in the proposal, but the authors have not appealed'
to these either for intéllectual support or to clarify the1r own position.
Indeed, they havé also‘not followed any rigid line of thought prescribed
by their source of funding (USOE), AACTE, or the sponsoring agency, the
National Institute for Advanced Study in Teaching Disadvantaged Youth. It
is refrgsh;pgﬁtgungﬁf_§§§§ 9_§gad“recognized by-the writers %o develop a
prosbectus for teacher education for the future was given the go-ahead
. though it_mgant enlarging the scope of their priginal mendate and recommending
. a program of feacher preparation remarkably unique and radically different
f}om‘Cﬁirént ones (pp. v-viii).

' By doing such an analysis as nas been ettempted here, an assessment of

Teachers for the Real World can be.greatly fecilitated. A systematic and

thorough understandiné of the proposai‘s technical characteristics, its

structural features, and itgiqpalitative staﬁding.as'a éurriculum proposal

should s‘ignificantly. assist in making an informed Judgment as to its merit.
Let evalu#ﬁion prdbeed! | o

n.
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