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., A lodel for Preschool-Primary Teacher Lducation
Harvin A. Brottman

Governors State University

‘It can oe shown that as the needs of soéiety have chahged, the

‘ .

changes have been reflected first in school curricula, then in expecte-

tions for tcacher performance, and last, in teacher preparation' procedures. .

The relationship in time between need and response has shown an increasing
lag so that at present, the deficit between soéiﬁl néed and teacher
px-c;w-.r:z‘;;ion‘is enormous. There is a mé.rked inability of.training in-
stitutions to prepare teachers wvho aré able to ‘respond to those dis-
satisfied with society and its institutions. Social unrest in schools

is nov the order of the day. |

Part of the reas‘o‘n for the inability of teachers to respond to
the varying demands is found in the traditions of the ‘common séhool; part -
of the reason is iocated_in the institutions that prepére teachers. Both
orgénizations nave intentions of encouraging innové.tive‘ and responsive
teaching,‘ but their lack of 'underSta.nding' the process through which
teacher.sbbec;ofne innovative and responsive precludes any ef_‘fec'tive'
a_.ttempts ‘of.their doing something about it.

This paper#will offer a rationale for th¢ development and evalua- |
tion of teacher *:orepara.tion programs. It will suggest that sufficient
inforrr.ation.' is now available about teacher's tasks and the process of
training teachers to warrant drastic changes in teac};er education. It
will also spell out steps necessary for modification and developme.nt of
new programs that can demonstrate a difference in the teaching behavior
of thei:r graduates.

Institutions socialize their students into the existing educational

rilieu by selecting those students likely to accept existing procedures
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as they prepare for the way scl:iools are thought to operate and for vhat ‘ 2

-the teaching tosk is theught to be.l In the common schools this prior
socialization gives way to increased teacher tu_rn-overz and teachers
with a decreasing ability to deal with reality,3¥ If, as Lortie

points out, teachers teach as they havg been taught, it's time to teach

5

them di I‘fcrent 1y.

This is a call for a new flexibility in teacher training.6 MAnd

~there is increased evidence to suppoi't the need f‘cr fle'xibility in progran
content and process 'asv veil as re.tio'nalAe providing support and guidelines
for ité éevelopment. Flexibility means that the experiences provided

by a program rfeflect bo‘tl;. the goals of thé institutions and prospecfive
teachers and develop in part.ih respbnsé to their ability and co‘nce'rns.
Static requirements of content based on assumptions of what the task of
teaching is and vhat prospective teachers need do not allow an avereness
of the job of thé teacher in the classroom of a contemporary_‘_ -scho_ol.7‘
‘The teacher is expected to be responsive to the needs of.hﬁ students,

to involve them in the planning of their curriculum and in Iitvs evaluafion.
lle is expected to have the skills appropriate to this task. Such skills .
can best be acquired by direct expcrien‘_ce‘ in his own preparation. This
means 'aT .training program must be able to facilitate the a.cquisit;.’i"o‘n of
teachz}fng~skills by students with varvrying abilities. Flexibility must
begin -‘with recruitment and the selection of prospective tea.cher;‘., en-
corrpass nev and realistic program experiences, and involve in its planning
and evaluation faculty, provspective students, teacher graduates, and the

uwltimate consumer--pe.rente.'mid children in the common schools and in

the preschools.
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tecruitment and Selection

A pr_'ospective teacher probably selects his training institution
on the baﬁié of geopraphic proximity, admissibility, costs, ahd type of
progran, av:iilable. The order of individual prioritiés may vary but
certainly all factor; will 'oev c‘onside'red. The availability of informa-
tion about the firstv three criteria may be quickiy determined; the
question of the type of ,pfogram mey not be ansviered except in the mdst
gcnleral S0NSC. '

Information about the content and process of a program comes
from scveral mai.n soufces: there are catalogues, fo.'fvmer ‘gra.dtxa'.tes
counseling services, and collé[;e recruiters. - When the information avail-
avle suggests a unity of goals of tﬁe training institution and those of
tiic student, application and admission may foliow. iiowever, there is the
consideration that the informé.t_:ion about program content and particularly
about process. may not.be .clea.r'evcn to tnose experiericed in the field.
it a stud;f of Ll téacher treining program descriptions, many fequests
sfor additional ‘in,.f‘ormati'on of requirements for certification were
4 needcd and even then e c’omp_:a.r:ison of descriptions of program content
and process by readers and program directors yielded substantial

8

differences. T‘ne selection of institutions by students who use in-
sufficient information as the basis for their choice lecads to an in-
adequate method of matching students end institutions.

On tlie other hand, enough is now known about differences among
students in different teab.};e'x' education mejors so that institutions ought
to take the presence of differences into account and a.ctively seek

students vhose goals, interests, and needs appear to match the expectations
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and structure ef the institution.” The matching of student to progream -

might minimize the fruotrations, anxieties, and conflicts now being mani-

festod by prospective teachers and training institutions.

Prosrarm . Expectutions

To realize a satisfactory maﬁching procedure between students and
institutions would require institutions to specify their goals in terms
of their bchavioral expcctations of students and hovw thése gxpec;ations
ray change as students move through the program. Procedures would bve
usad tovidcntify and clarify student expectations of the program. For
example, if a program professes to prepare teachers for urban ghetto
schools and yet has no resources for teaching in "black" schools, the
orogram should~mnke Fhis clcar to students before they enter otherwise

students will cxpect appropriate experiences to be provided. Apologies for

vhet may appear to be misrepresentation does little for positive relations

betveen students and program staff.

Procedures for cénv@yanée of institutional expectations after .
acénission are genérally iﬁadequate. In Lk teacher ﬁreparation programs
sampled as part of a study, all uééd ”specificity of courses” as their
main wuj of inforﬁing students of program expectations.. Tﬁis was supple-
mented vith written statements of program goals and the use of faculty
advisors.lo Such provisions are inadequate. There should be provisions
for formal and informal sharing of information among disciplines in the
program, and with those affecting thc implementation of the progran.
Personnel fron cooperating sshools, from program graduates' placement
schools. and representativeé o the communities of those schools should

2lso share their expectations of all those involved in the implementation
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thc‘program éo that frustrations arising from misperceptions mayvbe
sinimiced. |

Once the various sets of expectations for students'aie identified
they should be communicated to prospective students in a variety Qf ways
so that students can compare their goals with those implied by the in-
stitutions and rniake a rétional decision for‘applying (institutions can
also compare student and institution goals). TFor example, in a meeting of
interested students, representatives of the various parts of the prbgram
can describe some desired outcomes in student behavior and the facilitating
experierices provided. Students may be invited to "sampie” some of the

experiences as a further step in claryifying institutional expectations.

--Teacher ileeds

The success of any training program is determined by the behavior of
its graduetes in classrooms. And yet the program experiences that are

supposed to affect and/or effect particular teacher behavior are based

‘upon certain assumptions about the "type" of teacher personality that

will facilitate the developnent of certain teéching'behayibrs.- Séldom
anc these assumptions made ekplicit (iLe. a "secure" pérson can allow a
free-wheeling classroom discussion) and questioned although some prodnctive
research in this area is available.ll

. Teacher personality is defined here to include ability, attitudes,

and values (all categorized as needs). In suggesting how a program might

nrovide experiences that utilize end build upon these needs, it is necessary

to understend hov they may be identified, described and measured.

Identification of personal cheracteristics is difficult, of course.

An extensive reviev of rescarch in the study of teacher personality,




Getzels and Jackson identified a variety of techniéﬁes and instruments usecad
in various studies to identify and measure personality_characteristics.
But they conclude:
- Despite the criticnl importance of tlhe problem and a half-
century of prodigious research efforts, very little is known
Tor certain about the naturce and measurcment of teacher
© personality, or about the reclation betaee1 teacher personallty
and teacnlqg effcctlvcness :

In addition to the use of 1nstrunents witn which to 1dent1fy and

measure necas, situations may be prov1ced in vhich abllltles, atultUdCu,

uhnd values may be. demonstrated and measured. The use of protocol materials

-to train Tor spucl;lc skills offers an unexplored potentlal. Amgng thenm
ﬁlcro—ueacnlng is a technique widely used because of its provision for
‘teaching, supervision and feed-back in a protected, delibefaxely structured
sevting. It allows students to discover and deselop,skills as well‘as

to identify concerns they‘may have‘sbout téachiﬁg. Experienced observers

ray identify needs which have implications for follow-up experiences of

individual students. A course in speech orssdditional knﬁwledge of subject

matter may be recommended. Deficits found in a number of students may form,

the vasis for ncv nroup experiences.

Field experiences such as classroom oﬁServations, tutorisg, intern-
ships, practice teachinq, or work with social agencies and community
qrganizations nay of fer opportunities for identification and assessment
of student needs. Abilities démonstrated in task performance and attitudes
end values highlighted through experiences in various contexts, may provide
information useful in thé‘development of program experiences.

The exnaustive study of teacher characteristics by Ryans in 1960
identified and analyzed some attitudes and intellectual and emotional

qualities that characterize teachers. He was able to identify patterns of

7
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ténchcr behavior and to reiate these to attitudes, emotional‘étability,
sex, 5 rade level, ane squcct area. Geopgraphic location aﬁd socio~
cconomic levels of the corwmunity scemed‘to affect the relationship
among- c“arectefistics.IB His fiydings suggesf tha£ certain characterigtics
{needs) of prospective teachers can be identified, but it remainsifor.
thé institgtion to identify the-characteriS£ics of its»studenfs;vthen to
determinc either ﬁhe experiences to he provided particular s#udents’vith
certain characteristics or the “type}vof student that can best take
ad#anfage of the-experiénces available. For example, should blackbmale o
students be encouraged to‘gngage in activities in "black* ghett§ schools?
If the insﬁitutional goal is tojpfovide black male teachers as ﬁodels'
for biack children,wihg.answer ﬁgy be positivé. On the other hand, if
the poul is to train competent teachers regardless of race, the answer
nay be negative., |

| dec;uoe the various teacher personallty characteristics vary
in their relationship to what is commonly assoc1ated with good" teaching,
it remains for each t*alninc 1ns+1tut10n in cooperatlon with the communities
ih which its graduates are liacly to serve, to identify skills and
desirable ochaviors of teachers. It can then cxamine the relationship of
certain characteristics of ggg_sthdents to specific criterion measures
in particular teaching situations, and thus cotain measures thaﬁ mayA
predict "success” in its program. For examﬁle, the ability to speak
Spanish and to know and be known to teenagers in a local community,
nay be associated.with succegsful teaching in that community. Thus
‘Spanish’ might be offered in the program, and students with an ability

to learn Spanish are encouraged to participate and work with community

agencies.
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AS 1 pProsran should explicntc;ﬁhat ;t cipccts ol studcnts, it'is'
necessary to,azprogrnm for its studentsfto be able to anticulate the;r
nceds so that a prorram could providc expcricnccs that would satisfy then.
Unfortunately, the ability, attitudes, and vaiues (needs) of students are
not cusil&ldctcrmincd by cithcr_studcnts or a‘progrom. Vhen attempts for
thoir‘detcnaination hate been made in thekpast, tney were consistently
related to general or global concepts of "effectiveness"
It reneins,for eacﬁ,program to identifyvstudent needs and relate them to
tho'e criterion neasures the proﬂram oand student deems cpproprlate.

The process of 1dent1fy1n5 studcnt needs should 1nvolve all those
part1c1patlng'1n everv phase of tcacher tralnlnr
1. Recruiters wlll know the populatlon from whlch students

have come in’the past or from which future students should
coume, ond they may be able:to identiﬂy‘a range of pre-
'limiuar" characteristdcs associated witn pnospective students.

racultj menbers who teacn the profes 1onal’and general

[}b)

education courses will know somethlng of student abllltj
to dealvw1th concepts of school and classroom;structure ‘and
_ their.woys of oraanizing }earning eX§eriences“acfoss‘the

various disciplines.

3. Those on the staff responsible for field experiences
should be able to identify characteristics of students ex-
hibited in the field as they observe, tutor, or practice
teach. R

. Representatives of school systems that receive or are
lixely to receive graduates should be.qgle to describe some

apparcnt student needs in relation to facilitating children's

9

or "good teaching.
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lcarninb, dcvelopmcnt of curricula, administrative organiz-~
ation, part101p1t10n in tcacher orcanizations, and meetinp
“with parent groups.‘
5. rinallj, studunts rcpre°ent1ng each of the various roles
- or stares in the process of teacher preparation should
~be ‘included. iney may contribute duriny various ex-
riences feelings of calm and anxiety, satisiaction and
rrus tration and vnvvolu'ond failure.
dowever, for all narticipants the main question is whether or not the
1nstruments and t*chniques selected Wlll prov1de data w1th which to

develop prcgram experiences.

PPOGRN’ CON “dT

Certificetion'

It is no longer acceptable for teacher education programs to require
uheir prospective teachers to participate in actiVities and courses. whose
content nas been relatively unchanged-for bp years beceuse enough is known
aBout teaching and‘treiniog to do,sometﬁing qhout it. 'Some course nemes
Vh@vc,been chaoged,_ﬁore,alternatives are available to,stodents, ﬁot.over-all
conceptions of program conteot is appropriate to the ways schools and children
Mvere thought to operate many years ago. Certification requirements for
teachers and accreditation requirements for institutions have reflected an
obsolete vision of the nature of teaching. Now even these are.changing so

*,

that institutions can no lonpger use "requirements" as an excuse for lack of

change.

«+.three broad probable developments are in the
offing: (1) a predictable drastic overhaul of

10
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Past cempus routines and or0cedurc Sy 1nc2uo1np

student-teachingg reforms:. (2) a draotlc shift of ore-_

paration prograss to ei: Y S LuOOl systemss and (3) an
acreasins reliance upon tie strcurthcﬁine of state’

proccip"cg for tcacner cducatlon-certlflﬂatlon-accredlta-
tion.

The third development, an npproVed program:approach,‘is allowing
m.,tltutlonu greater nutononj than before in deternlnlnp and chancznp the

content of their programs *n this procedure,’ & progrem in an 1nst1tutlon

3

t‘

is u)provcd for certlfV1nn teachers bJ an accredltinr agencJ. ”hereafter,
rraduatco of that prorram are ccrtlfled to teach resardleus of each
studcnt s curriculum v1th1n that propran Ind1v1duallzed experlences for

proapcculve teachcrs v1th1n the context of a larger tralnlng propram are’

now possible.

Detezm-oatlon o‘ Content .

h' nature of tne content of teacher tralnlnr curricula 1s as im=

portant,as the oroccss through wvhich it develops. nach oropran, 1ts

otudents, ﬂnu the common schools musu deternlne those experlences that &%k%

a clffe ence in how a teacher belaves in e clasqroom. The declslon to

_1ncluae in the currlculum "methods of teachlne readlng,' for example wust

be acoed on ev1dcnce that 1ts 1nclu51on or. excluglon nakes a dlfference

'~ ochaVlor, if not in the attitudes or values of the student. Such
evidence is difficult to obtain but well worth the efrort.lGV;Thcre is
evidence that clearly supporis the nccd for experiences in thé'training
rrocess that produce e demonstratable difference. As a starting point,

the institution should use the ‘information of student needs as well as

zhosc of the common schools in developing its content, so that its appropri-

ateness will be real and immediate.

A numver of preparation programs utilize a procedure for determining

e i i ey an e
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their content that can be characterized as a poolinsg of instituticnal
inoviedre and ::’tudent concerns. In these programs, institutions_ oi‘fer
expericnces vhose completion has been found in the past to meet any needs
of the common school. Students may select from a.mdhg these experiences

and requests others as they proceed through the tcacher training program.

- 8hould the resources of the institution be inadequate to the requests of

students, alternative arrangements arec made with other facilities.

This cpproach to tHe dsterminaticn of content allows both institu-
tion and student the opportunily to advance their views of whnat teacher
preparation should be all ebout. To the extent that the institution
maintains the ir;volirement of cor;'.mon school personnel, the experiences
provided will reflect cu;rent ‘rea.l:i.ties of the classroom.

TRAINﬁEG PROCESS

Zarlier in this paper the process of selecting and recruiting pro-
spective teachers was introduced to highlight the haphazard vay in whiéh
students and programs came together., Ve may also question the procedures
that determine the selection, sequence, and duration of experiences, and
the avenues utilized for program evaluation and change. Many programs
dezignate for the prospective teacher a specific aumber, type, sequénce,
and duration of cxperiences. Even when flexibility is indicated, it is in
terms of limited alternatives. Tor example, teachers might take a "methods"
course vhile practice teaching if the teaching is performed at the end of
the senior yezar. 1In this case it should be possible for some students to
engage in practice teaching..type experiences vhile in the student role (at':

the beginning of their academic career) and to determine from that initial

classroom experience wnether or not they wish to study a particular content

ERIC o 12
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area and methods of' teaching it. Flexibility sihiould be based on the
ability of the institutions' resources to provide for variation in experi-

ences witlhin and among the various identifiable stages through which the

nrospective teacher passes.

Program expectations intcracting with individual idiosyncracies

for each of the stages of a prospective teacher influence a range of

tecacher oeliaviors. The nature of these behaviors may be evidence of the

~

lesirability of a prospective teacher to engage in a particular activity.
Tor example, a fourth year student who wants to practice teach but whb-" B
demonstrates a lgck of competence in working with young children should be
¢elayed in his practice teaching until such time as remedial measures can
either insw'e nis success or supply evidence for redirecting his professional

career. Certification of an incompetent teacher or failing one vho needs

2]
[e])
£
[
ct
$a

ional work is of no help to the teaching profession or to the in-

iy should students be required to complete a specified number and
tyse of courses? It should te possible for a student to demonstrate

competence sufficient to satisfy the objectives with fewer or different

erperiences and in less than the prescribed time. Students may be ready
to0 teach aftier only several years because of their naturel ability or
through related expericnces‘_(‘uc_amp counselins, for example). Certification
should be awarded when tﬁe' 1r35t1tut10n and the student agree that their
mutual and individual goals have bheen gachieved.

To achieve the state of ‘affairs in vhich certification represents ,
the achievement of certain comé)etencies and the acquisition of specified
skills will require institutions to identify competencies and skills in

relaticn to goals. Ideally, criteria for the measurement of tasks and

Q . i
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skills wveuld be established by all three groups concerned: training
institution, students, and the common schools. Puolic knowledge of the
criteria together with procedures for their development and change should

Tacilitate implenentation and acceptance.

Progran .Evaluation

Any evaluation of prosram effectiveness must be in terms of its
product, the teacher. VWhen the question of how the verformance of
proépective teacher is eveluated was put to a number of teacher training
programs, their responses indicated that evaluation is primarily of student
perfomance in the courses offered. The process most frequently used waé
that of grades and descriptive observations. Self-evaluation by students
vas used in less than one-half of the cases.‘17

A similar question asked the same programs for the criterion
reasures of program effectiveness. Fere the content was mainly achievement
of program roals and the process was by informal reports of s;chool personnel.

The Inescapable conclusion is that in these programs the completion
of prescribed courses by students is evidence of achievement of program
goals. There was no indication thaf student goals ere met through cither
the use of content or process. One can begin to undersf.and how dis-
satisfaction with tcacher preparation expressed by teachers and parents
has mede little impact on teacher training programs when programs are
certain they are already responding to concerns of other's.

Barly attenpts at program evaluation have used surveys of pract'.ices18
and recormendations for chan‘g.:eo based on a patztic_ular philosophy of American

rublic ec‘mca.t‘.ion.l9 Individual program evaluations were reported in ‘the

1959s and raised such pointed questions as whether the specialized training

14
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received by ecducation students resulted in observable change in their

20

sttitudes 2nd skrills. lMore recently, evaluation has veen directed to an

cxamination of relationships between parts of programs and characteristics

2l
of students.

Frequently, these have been in the form of research studies,
not program evaluation per se.

Totel program evaluation has heen slow in devo:zlopinf_r..22 Fecent
ruidelines for developing model program proposals have required specific
total progrem evaluation procedurcs.23 In the main, these model elementary
teacher programs have identified as important inclusion of statements of
goels, specification of teacher behavior for each objective, and the
specification of criter.ion measures for the achievement of program goals.

If we add to these specifications procedures for develoning program ex-
periences, feedback to all program personnel of the context and nature of
goal achievement, and procedures for modification of goals and criterion
measures, we then have the major elements of total pregram evaluation.

In the evaluation of any progran, expectations that are held by
an institution for each teacher are expressed primarily in the form of
program experiences. These experiences ére evaluated by prospective teachers
as they participate in program experiences in terms of perception of the
expectations that is based in turn on their goals, abilities, attitudes,
end values (needs). The result of the interaction of program expectations
and individual needs is behavior of the prospective teaé.her and behavior
of program personnel. Invariably, the behavior of each will affect the
nature of the experiences available by forcing a reconsideration of its
agpropriateness to bof.h institutional expectations and individual perceptions.

Teacher behavior will also affect institutional and individual soals by

providing a comparison of the reality with the ideal; for example, all

19
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teachers cannot demonstrate a sense .of humor.

If the events affecting evaluation of goals and experiences occur
somevnat as described above, then it is possible for a tréining institu-
tion to evaluate itself at any given point on its program continuum.
Dxvending the concept of teacher education to include training with
beginning and experienced tcachers allows evaluation at many different
roints in time to be considered simultaneously for any procedure or
cxperience. Discovering that beginning teachers who had student teaching
in sn inner-city school are not more sucecessful in their placement than
those with otiier student tcaching experiences may suggest a changing
variety of experiences for the pre-service teacher. Thus total program
evaiuation allows modification of experiences and expectations of teacher

bvehavior.

Program pevelopment and Evaluation Sequence

1. Speccification of short and long-term programs goals should be
explicitly stated in behavioral terms (expectations) for
teachers, children, and program personnel. They should be
expressed as desirable outcomes or competencies so that
measures of their achievement may be applied to the goals.

2. Parallel to the explication of program goals is the identi-~
fication of a population of prospective te.achers whose apparent
'goals intersect those of the training institution. Information
of those 'studem_:s peeds (abilities and values) should be obtained
that é.ppear to relate to program expectations. In the recruit-
ment of students, the relationships between these elements can

bc examined for apparent compatability.

16
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The selection and admission of students ‘shou.ld be based on
congruity of program expectations to individual needs centering
on the kinds of program experiences that—are to’ be provided.

A this point there shoudl be an interchange b~tween program
personnel and prospective teachers concerning the experiences
contermplated, provided, end desired. Data from students should
be acquired early so that prompt decisions determining ex-
periences can be made.

Program experiences should be implemented and evaluated in
terms of student and faculty behavior related to achievement of
mutual end exclusive goals. Students and all personnel involved.
should participate in the evaluation. Results of these evalua-
tions should e used to reexamine program experiences and their
epprorriateness to the achievement of specified géals. Ir'x some
instances, the goals themselves may be reexamined for their

acnievavility considering the resources aveilable.

-A PSYCIiIO-SOCIAL MODEZL OF TEACHEPR LDUCATION
Tne sequence of events described above can be assigned, with slight
modification, to each of the four tecacher roles identified in a psycho-

l).2h The notion of recruit-

social model of teacher education (see Fig.
rent, selection, and admission as applied to the roles of student and pre-
service teacher is referring to the readiness of students to'meet program

expectations for each role. In the student role, the prospective teacher

-

is expected to acquire the content of school curricula. Success in its

acquisition is typically followed by student teaching experiences. Develop-
ment and implementation of experiences for the pre-service teacher includes

a cooperating school and teacher as an additional source of expectations.

17
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fow these additional expectations are perceived by the pre-service teacher
{Role 2) and how they arc reflected in the cxperiences provided, will

arfect the benavior of the prospective teacher as well as that of progranm

and school personnel,

These new data on behavior and the experiences
producing them may be used as the basis for rcexamination of the ex-
periences and goals of Role 2 in addition to the earlier experiences,
behaviors, and goals of Role 1, the student role.

In one sensc, the process occurring within each role mey be regarded
as a cycle tiat repecats itself with the inclusion of additional elements
as the tcacher moves throﬁgh the various roles. In Role 3, the oveginning
teacher role, the decision for school placement is critical. Again th2
questvions of recruitment, selection, and placement (assignment) are
raised. The new expectations to be considered in addition to the remnants
of those presented previously come from the common school with its teacher
peer groups, classrooms of children, parent grouns, and community organiza-

tions. The perception of these various expectations by the beginning teacher

will te influenced in part by his needs at the time and"by his previous
experiences. Once an assignment to a school is made, the experiences that
evolve vill reflect the interplay between teacher and school. Any evalua-
tion at this point must rclate the bechavior of the teacher to the goals

of the schiool and the teacher. At the same time, there should be a con-
sideration of how the experiences occurring facilitate the achieverent of
those goals. Applying the results of this evaluation to earlier procedures
nay suszest future modification of procedures and experiences in the pre-
service and student roles in the college.

One of the ways of differentiating a beginning teacher from an

18
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experienced teacher is by the lepal assipnment of tenure. The scparation
of these roles in the model is more in depgree of competence in mecting
institutional and personal poals by exhibited behavior than by legal

statute. By definition, the experienced teacher in Role 4 is able to

provide or. influence school centercd experiences in ways thet maximize the
achievenent of institutional and personal goals. His perception of the
expectations of the many aspects of the school, past and present, are
prcevanly accurate. niis goals and theirs are close to each other and the

experiences that occur should facilitate goal achievement. The institu-

and pupil benavior.
The preparaetion of teachers who are able to respond to the various

demands made upon them by new curriculum developments on one hand and

i \
L ]

demands by .children, community groups, ond professional organizations on

the otner, rcquires experiences different from any in the past. It

requires prograns with faculty that know and teach in classrooms and .know what
turns children on and parents off. And it requires the use of a process in
training that will allow the program and a prospective teacher together to
explore, identify and match student ability to teaching task and generate
appropriate experiences that will enable the student to achieve the

necessary conpatencies.

‘ 19 |
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