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. Foreword

In1976 the American people celebrate 200 years of an unique experiment
in the annals of human endeavor. The Bicentennial celebrations represent
the triumph of an experiment in which rationality and equality pere the
guiding principles. Never before have so many people from such diverse
backgrounds and experiences had the opportunity to fashion theieown lives
and the life of rheif society. Not without imperfections and ofteti despite
serious flaws, our nation has sought to weave a tapestry of different,colors,
beliefs, and ideas that is both resilient and brilliant. The experiment has
succeeded because men and women have teamed the value amt importance
of debate and discussion, of interaction and iavolvement.

As part of that celebration commemorating the American experiment,
the Commission on Education for the Profession of Teaching (CEPT) has
issued 'a clarion call op the importance of Educating. a Profession. The call
is not only for transformation and -change in. the governance of teacher
education but also in the preparation and renewal of America's teachers.

The Commission was appointed by the Board of Directors of the AACTE
to stud, and develop a report that would reveal the present structure, process,
and governance of teacher education and chart a itiurse for the future. Robert
B. Howsam, as chairman of the CominisSion, Dean C.- Corrigan, George W.
Dedemack, and Robert J. Nash worked for nearly two years to prepare this
report and are to be commended for their diligence, industry, and scholarly
study. .

The ideas, recommendations, and strategies presented are those of the
,Corrimission and are an effort to encourage study and change in American
teacher education. They are provided to fellow teacher educators first, and
then to other members of the profession for the purpose of stimulating debate
and discussion. It 'is anticipated that from such debate will, evolve statements
of consensus that can be carried into other forums and arenas. There, dialogue
and discussion will prbmote still wider consensus and agreement. The ulti-

mate purpose of this report, therefore, is to fashion an intervention from
which will emerge a more dynamk, responsive, and proktive profession.

In the nearly 150 years since the development of the first normal schools
in America, teacher education has- undergone siignificant and far-reaching
changes. Certainly no change has been more sig?rificant in the institutional
transformation of American teacher education than its diminishing status
and role. Today, if teaching is a major profession, it is the only major pro-
sfession which doeS not depend almost entirely for the preparation of its prac-
titioners upon a separately organized professi6nal school. To reach the goal
of professiAal attainment will, however, take rnbre than one report or one
association's efforts.

At 200 years in our nations history, the profession of teaching is frag-

mented anrdivided. This report provides a strategy for putting it together.

t) 4
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Educating a Profession presents the challenge and course for action. Teacher
educators must take the first step!"

Professionals who possess the scholarship, dedication, and discipline to
develop considered positions on fundamental issues and have the' courage to
submit. those positions to the rigorous scrutiny of their Peers deserve the
highest possible praise., Whether we agree or disagree with theyiews ex-
pressed, we must respect, support, and encourage thosewho are willing 'to
lead the dialogue. It is a risky business taking strong- stands on controversial
issues. The authors have had the courage to put their professional reputa-
tions-on the line to aid not only the AACTE but the entire professioniof
teaching. On behalf of the Board of Directors I extend to them our deep
appreciation, and urge each of us to consider their positions with the care-
ful thought than such a very significant document deserves.

January 1976

vi

John Dunworih
President
American Association of Colle

for Teacher Education
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Bicentennial '76:
NeW Directions.

to

Ours is a "lover's quarrel"
With our professional world.

The year iifil976.
Our nation is celebrating its Bicentennial anniversary and taking

,advantage of the opportunity to renew its Co7nmitmnnts and revitalize
its efforts.

As a part of its own Bicentennial activities, the Am ican Assotia-
don of Colleges for Teacher Education (A(ACTE) estab 'shed a'Com-
mission on Education for the Profession/Of Teaching (C PT). CEPT
was charged with a comprehensive effifft to examine al aspects of
American education and the teaching profession which ave rele-
vance for teacher education institutions and the Associatio , to draft
recommendations, and to report in time for the AACT Annual
Meeting of the Bicentennial year. It waphe Association's i tention

° tt) use the report charting its diecteons as it entered t e third
century of this on's history. What follows constitutes the epore of
the Commission.

Anniversaries customarily have two faces. One looks ba k from
whence we have come; the other looks forward in anticipatio of the
futile. The look back rarely yields full satisfaction, -so cele ation is
accompanied by 4resolve to make further progress. Thig" Co mission
was not permitted the luxury of ceIebratin4 past accomplishments.
It was not asked to chronicle the history of the teaching profession
and teacher education. It was not asked to highlight achievements
to date. And it was not asked to seek agreements with And among
the other parties involved in the profession and teacher education.
Such interactions by design were left for the Association as a priority
agenda for the immediate future.

Ir many ways, the Commission would have been more comfortable
in beglOing with a history of accomplishments of the teaching pro-
fession 4and in using such a chronicle as a prelude to challenges for
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the future.' Ourawareness as a nation of two centuries of achievement
helps us to have faith in our ability to meet our present social, eco-
nomic, and political challenges, serious though they undoubtedly are.
In the 'same way, realization of the contributions of schools and
teachers to two centuries of progress helps keep in perspective problems
facing educational institutions and those who serve within them. The
absence of "celebration" in this report hopefully will not obscure
the professjonal good will and dedication which underlie the descrip-
tions, analyses, and recommendations which constitute the report of
this Commission. To paraphrase Robert Frost, ours is a "lover's guar..'
rel" with our professional, world.

The Ameridan Association of Colleges for Teacher Education and
this Commission are deeply and appreciatively aware of the contribu-
Mris America% schools have made. Naturally, from a biased perspec-
tive, we attribute much of the success of the schools to teachers who
haVe given dedicated service. Nothing in the body of this report can
in any way detract from that. Nor is there anything in this report that
needs to belviewed,negatively either by teachers or by teacher edu-
cators. All of us have known for decades that teacher education has
never been adequate. Equally, we have known that changing condi-
tions have made teaching progressively more difficult. The gap be-
tween what we have needed to do and what we have been able to do
has been no .secret. For too long, teachers and teacher education
have proclaimed their professional status, knowing that it was more
aspiration than reality.

Elementary and secondary teachers in the United States are over
2.4 million strong. They are well organized, even though not unified.
And they have developed power both in a political and an organiza-
tional bargaining sense. They are moving rapidly to improve working
conditions and self-governance aspects of being a profession. These
accomplishments, important as they are, cannot by themselves bring
self-fulfillment as a profession, however. The essence of a 'profession is
possession of competence7--including knowledge, values, and skills
needed to deliver a professional level of service to society. That indi-
vidual teachers often do display a high level of competence and signifi-
cant success in teaching is evident, but the existence of these relatively
few teachers does not in itself make a profession. Not until all teachers
have an adequate level of competence, and not until the profession
itself and its preparing institutions can demonstrate that the ability
of teachers is due to the quality of their preparation, can we claim to
have a genuine profession.

If the promise of the teaching profession is to be achieved, we must
attend to the processes by which its knowledge base is developed and
transmitted. Much of this present report addresses itself tq problems
in the areas of development of bases for professional competence and

2
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,.
teacher preparation. Another problem concerns disunity within pro-
fessional ranks and lack of recognition o kinship between school-
bitised and campus-based ,p-tofessional educa rs. This report describes'
the relat4onships which should exist between these two groups and
suggests governance mechanisms to promote this relationship. Less
well understood are the myriad of probleths which exist within and
among institutions which preNre teachers. At. the recognized risk of
producing some divisiveness within the membership of our own or-
ganization, the report probes this array of problems. Teacher educa-
tion will have,to put its own institutional and organizational houses
in order if kis to survive, thrive, and make its potential contribution.

The design of the total study is foreshadowed by the name.given
to the Commission. Two concepts are key, namely Profession and
Education for. By its very nature,, many view teaching as belonging
among the established professions. Its organizations and teachers
themselves long have proclaimed that teaching is a profession. Despite
this, professional status and circumstances have yet to he achieved.
Somewhere within .society, within the school as institution, within
the organized profession, within preparatiZ7n institutions, within the
governance system, within the nature of teaching act, and else-
where exist forces which- interact to inhibit what seems to be the
destined thrust of teaching to mature professionally. Clearly there
will be no simple solution. Neither will,there be any single dominant
factor. Instead a complex of forces must be expected.

The reputt concentrates first on what constitutes a profession.
Chapter One states a set of characteristics of professions and semi-

professions. Chapter Two assesses the extent to which teaching pres-
ently meets the criteria of professions. The discrepancies are marked.
Central is the relative absence of a validated body of knowledge and
skills subscribed to by the profession, passed by means of preparation
.programs to the inductees, and used as the basis for determining en-
trance to and continuance in the pnifession. Also, governance prac-
tices are Iccs well developed in the teaching profeSsion. Chapter Two
looks at societal factors, conditions in schools, and the nature of .

teathing. . i lk
Chapter 'Three examines the various elements involved in the

governance of teacher education and exploreS collaborative relation-
sliips among participating partners. Chapter Four considers the array
of questions embedded in preservice, inservice, and continuing'ontinuing leacher
preparation. Chapter Four also highlights the concept of adequate
"life space" within which teacher educators can conduct effective
initial prepalation and subsequent life-long efforts at pidessional
proficiency. In addition, Chapter Four makes recommendations for
the education of teacher educators.

Chapter' Five considers the issues of individual and institutional

3



., . ....
quality control and explores, their implications far certifickion, peo-;
gram approVal, 'recruitment and selectionpand sitpply and demand.
This chapter also addresses ,the problems of adequate resources and "

necessary 4inding. Chapters Four and Five develop the conceiSt, of .

human service educator and its far-reaching implications for the'peo- '
fession of teaching. The section on "Reflections" "summaries, and
clarifies some. concepts arid _themes which have special, rheaping for ,;;),
the Commission. ........_:. , .J..

What follows, then,'is the work of a small group of lieople; drawn
from AACTE institutions,.-who- have striven with the aid-Of a pmalli, t

group ,of reators hOrhothecorganizations=to identify the problems . ..ir

and challenges ,which face teacher education, tb idehtify Solutions, 4

and to propose courses of action. The report is not a blueprint. Rather, .
it is an 'unfinished bur forceful agenda. "The floor is open for dis-
cussiort' , \ ..,, ,

Though we view the courses 'of action to be taken as more or less .

open, theneed for action is not. Events of tremendous importance
for teacher education are taking place at an accelerating pace.' Only
a determingilly proactive stance can insure . that: teacher education
institutions as we know them will have a significant role in the emerg-
ing

..,
systems .f,if teacher education. ,

FOOTNOTES

' 1.- E.C. Pomer4, "What's Going oh hy Teacher EducationThe View
from Washington," Journal of Teacher Education 26, no. 3 {Fall 1975):

° 196-201.
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ONE

. The Professions...-
,,A Conceptual ModeV

Professionals have a strong service motivation
aid lifetime commitment to competence.

.

4

T9WARD A DEFINITION OF PROFESSION
Every society has certain functions to be performed if life within it

is to be sustained and if the quality of life is to be maintained or im-
proved. Societies differ, however, in .the way they organize to provide
for performance of these functions. Simple societies diffuse the func-
tions over populations. Complex societies, on the other hand, create
w4rk.specialization and invent institutions and organizations to facili-
tato`41elNety and ithprovement of services.,

ever history, people have differentiaNd between the kinds of work
trktre performed on the basis of a task's\ importance and difficulties.
In 'complex modern societies, the, occupational categories include
professional, semiprofessional, paraprofessional, skilled, and unskilled
trades categories, Each of these represents service to others, made
necessary by the reality that few if any peop1e possess theknowledge
and skills needed of the inclination to be self-sufficient in meeting
their own needs. Thus, the difference between levels of occupations
is not in the element of service, but in the nature of the service, Some
needs are so fundamental th4t failure, to meet them seriously inter-
feres with the quality of life or with_life itself. Professions customarily
`involve this kind of service:-

People in their daily lives deal with problems such as health,
security, and learning. In doing so, they draw on such knowledge as-
their own experience has given them. OKI the other hand; they are
likely to confropt circumstances where their own ability is inadequate
to protect them. At these times, they seek expert assistance. In primi-

1.1
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tive societieS' people,seek the services of witch doctors, elders, or
cHiefs"experts" into whose hands have passed such knowledge,
skills, and rituals' as the society has accrued. In modern societies, -
they seek the services, of professionals who have been educated in the
most valid knowledge and skills available from research and practice.
In both primitive and modern cases, the individual is turning to the
role or institutionnot primarily to the individual practitioner as
suchwhich is responsible for insuring that service to the client is
competent within the limits o(the existing art or science. Since most
people alone are not competent to judge the level of expertise of the
one who is to help, they must trust. The profession is the source of
that confidence arid assurance.

In the Hierarchical structuring of occupations within our society,
/ the professions occupy the top position. Qiiiva naturally, occupations

strive to as high a position within ttie hierarchy as they cah possiloly
°achieve. The,word profession has been self-applied to many occupa-'
Lions, especially in modern times. Opting to use the name "does-not,
ho ever, insure that the status of profession.will thereby 13e achieved.
Als , occupations which are high in stature are; not particularly eager
to ve their privileges shared more widely.

CHARACTERISTICS OF A PROFESSION, /As is often the case in societal matters, criteria used by the society
in determining occupational status tend to be obscure and imprecise.
Students of occupationsnotably sociologistshave devoted their
attention to discerning and stating the criteria, however. The list
of characteristics which follows is a composite drawn from a variety
of authoritative sources,'

1. Professions are occupationally related social institutions estab-
'\ lished and maintained as a means of providing essential services

to the individual and the society.
2. Each p fession is concerned with an .identified 'area of need or

i,\,.
functio (e.g., maintenance of ID_ ihysfcall and emotional health,
preserva' on. of rights and freedotit oppvtunity
to learn).

3. The profession collectively, and the professional individually,
possesses a body of knowledge and a repertoire of behaviors and
skills (professional culture) needed' in the practice of the pro-
fession; such knowledge, behavior, and skills normally are not
possessed by the nonprofessional.

4. The members of the profession are involved in deciyon making
in the service of the client, the decisions being nade in ac-
cordance with the most valid knowledge .availa&,_against a

6



background of principles and theories, and within the context
of possible impact on other related conditions or decisions.

5. The profession is based on one or more undergirding disciplines
from which it draws basic insights and upon which it builds its
own applied knowledge- and skills.

6. The profession is organized` into .one or more processional asso-
ciations Which, within broad limits of social accountability, are

ti granted au omy in control of the actual work of the profession
and the it ions which surround it (admissions, educational
standards, ination and licensing, .career line, ethical and
performance standards, Professional

7. The profession has agreed-upon performance standards for ad-
. mission to the ptofession and for continuance within it.

8. Preparation for and induction to the profession is provided
through a protracted preparation program, usually in a profes-
sional-school on a college or university campus.

9. There is s high level of public''trust and confidence in the pro-
fession arid 'in individual practitioners, based upon the profes-
sion's demonstrated capacity to provide service markedly beyond
that which would otherwise be available.

10. Individual practitioners are characterized by a strong service
motivation and lifetime commitment to competence.

1.1. Authority to practice in any individual case derives from the
client or the employing organization; accountability for the com-
petence of professional 'practice within the particulai case is to
the profession itself.

12. There is relative freedom from direct on-the-job supervision and
from direct public evaluation of the individual practitioner. The
profesMonal accepts responsibility in the name of his or her profes-
sion and isaccountable through his or her profession to the society.

CHARACTERISTICS OF SEMIPROFESSIONS
In addition to the classic professions Of law, medicine, theology,

and university teaching and to newer professions such as architecture,
engineering, and optometry, there is a much longer list of occupa-
tions eybich aspire to professional status. Some of these can be dis-
missed as pretenders. Others are somewhere near the periphery of
professional status on the basis of the criteria specified earlier. Be-
cause they are dynamically developing and approaching societal and
professional acceptance, these may be described as emergent profes-
sion (Figure 1 indicates the categories or levels of professions to
which reference is made.) They are about to become professions.
Goode identifies social work as a semiprofession that will become a
profession in the foreseeable future.2
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, The semiprofessions-are occupations which sociologists have chosen
tor. define as meeting some of the criteria of professions, but not
others. Etzioni notes that:

Their training is shorter, theV,status is less legitimated, their right
to privileged communication less established, 'there is less of a 4
specialized body of knowledge, and they have less autonomy, from
supervision or societal control than "the" professions.3

Occupations that lay
unrecognized claim to

Semiprofessions

.

Profpssionsf
, Boundary based

upon Characteristics

Emergent

ProfeSsions

professional status

FIGURE 1. Levels of Professions

g,

These characteristics, supplemented by others drawn from different
sources, constitute a list of 12 characteristics of semiprofessions. In
most cases, the characteristic is expressed in terms of the degree to
which semiprofessions meet the criteria of mature professions as listed
earlier.
de Lower in occupational status.
2. Shorter training periods.



3. Lack of societal acceptance that the nature of the service and/or
the I vel of expertise justifies the autonomy. which is granted to
the rofessions.

4. A le s specialized and less highly developed body of knowledge
and s ills.

5: Mark, dly less emphasis on theoretical and conceptual bases for
pract ce.

6. Ate envy for the rofessional to identify with the employment
nstit tion more an with the profession less. (Note that it is not
the cOndition of employment rather than private practice 'which
make the difference. Rather it is the 'identity relationship.)

7. More subject to administrative and supervisory surveillance and.
contrail.

8. Less tonomy in professional decision /making with accounts,
bility o superiors rather than to the profession.

9. Mana ement of organizations within which semiprofessionals are
emplo ed by persons who have themselves been prepared and
served in that serniprofession.

_30. A pre qnderante of women.
11. Abkn e of the right of privileged communication between client

and pr ifessional.
12. Little or no involvement in matters of life and death.
.-' It should bepoinecl out that theeclassification of profession into
"full" and "semi" categories is primarily an analytic exercise which,
however, does appear to represent reality rather closely. In this sense
it has great utility. On. the other hand, the distinctionsdo not appep-
as clearly in practice. The semiprofessions as categorized by sociologists
often are recognized in state. law as professions and granted licensure
and e en professional .practices privileges. The privilege of refusing
to re eal confidential client information before judicial and quasi;
judicial bodies, on the other hand, remains unique to the older pro-
fessions. Both the older professions and some emerging professions.
have been recognized in comp of law as competent to give expert
professional testimony. Neither courts nor legislatures clearly dif-
ferentiate between established and the semiprofessions as they ,deal
with claims for professional status and other privileges.

FOOTNOTES

1. C. Ar'gyris and D.A. Schon, Theory in Practice (San Francisco: Jossey-
Bass, 1974); E.H. Schein, Professional Education (New York: McGraw-
Hill, 1972).

2. W.J. Goode, "The Theoretical Limits of Professionalization," in The
Semi-Professions and Their Organization: Teachers, Nurses, Social Workers,
Amitai Etzioni, ed. (New York: The Free Press, f969), p. 280.

3. Etzioni, ed., The Semi-Professions, ibid., p. v.
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TWO

The,Profession 'of Teaching

To fail to develop principles, concepts, and enemies,
and to validate practice is to restrict the

occupation (of teaching) to the level of a craft.

:Teaching meets the basic criterion for
being considered a profession:

it is a matter Wife and dedth.

TEACHING AS A PROFESSION
- Teachers have long proclaimed that teachi is a profession. They
have lamented the failure of the society in gel ral, and political and
g vemmental agencies in particular, to grant t chers the conditions,

F privileges, and responsibilities appropriate-to a profession.
Whether or not teaching meets the full criteria- for being a Pro-

fession is an often debated issue. Actually, teaching meets some of
the criteria well and falls short on others. What follows is a brief
examination of teaching, in terms of whether it meets the characteris-
tics of a profession ,as outlined earlier.

Teaching is an occupationally related social institution established
as a means of Providing essential instructional services in the schools.
This is well established both in practice and in law. Also, teaching
is concerned with one area of societal need or function--professional
intervention to enhance learning in a variety of instructional settings.

Though many teachers are recognized as individually competent
and skilled in their performance, the teaching profession is charac-
terized by lack of a common body of knowledge and repertoire of
behaviors and skills needenn the practice of th4 profession. Lortie
Variously refers to this agreed-upon body of knowledge and skills as
"- technical" or "professional" and "subculture" or "culture6.191

In this report, the term professional culture will be used in Lortie's
sense of the collective knowledge, skills, behaviors, attitudes, and
values that constitute the bases for professional expertise and decision
making. Lortie's research confirms what has been widely known:
teachers do not possess a common body of professignally validated
knowledge and skills which is transmitted in the process of profes-
sional socialization, held in common with other teachers thereafter,
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and constantly increased through the career span of the teacher.
Rather; each teacher develops personal strategies largely independent
of others. --.A,

Indeed, there has been an almost romanticized courting of the
"art of teaching" with the o en-expressed assertion that teaching,
is not a science. Agrketuents on the issue within teacher education
itself have been lack g., in recent years, however, there has bt:-.enft
notable progress in dev loping the professional knowledge, behaviors,
and skills necessary fob' a professional culture. There is widespread
belief that there are no fundamental professional/technical barriers

' standing in the way of professionalization at this time. The problems
lie elsewhere. Basic to the problem of developing a. professional cul-
ture is the long held view that there is not much to teaching, and
that most people with more knowledge than the learner can teach.
Teaching has been based more upon conve9tional wisdom, folkways,
a d personal experience than upon solidly 'validated professional
k owledge and skill. The tradition dies hard.

, Though teachers, often may not be as aware of their role and its
si: ificance as they might be, they are involved in continuous deci-
sio, making. Every moment has its uniqueness; every situation is in
so e ways different from every other. There is no index of craft tike.
ans ers available in 'a professional cookbook or manual. Teachers
must draw upon what they have in professional insights and inter-
vent' n strategies in order to decide hovy to help children learn: There
is a g neral lack of acceptance of the validated knowledge base that
does e' ist on the part of practitioners, ,teacher educators included.
What s known has not been adequately synthesized, taught, and
learned, Lacking such an organized base, teachers turn to other ra-
tionalizations for their performance. Many deny the science of teach-,
nig and instead proclaim the art. Similarly most teachers have a
far from adequate knowledge of presently available principles, prac-
tices, and theories. Professions' cannot exist without an undergirding
science. To fail to develop'principles, .concepts, and theories, and to vali-°'
date practice is to restrict the occupation to the level of a craft.

The undergirding disciplines of teaching are relatively easy to
identify; psychology, sociology, anthropology, and philosophy are,
most central. For a considerable period, psychology and philosophy
were emphasized; recently, anthropology and'sociology have received
increasing attention. However, most teachers have had little Oppor-
tunity to study these disciplines in depth or to explore their signifi-
cance for practice in the teaching profession. Probably relatively few

' make conscious and systematic use of insights from the disciplines.
Teacherg are organized into one or more professional' associations

which, despite some gnawing jurisdictional disputes, are relatively
effective in representing teacher interests. For a long time, the pro-
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de-
fessional associations have striven' to improve the conditions neces-
sary for effective service (benefits,' wcirk.in-g conditions, teacher
involvement) and the auunnomy needed by a profession. There haS'
been more evidence of .effort and success in the former than in the
latter. At the present time, professional control and autonomy are
low, Long traditions supported by law and regulation have left the
profession with little direct control, but with considerable influence
in matters of teacher education, licensure, and performance standards.
At this time,- the stage seems set for dramatic change in the direction
of greater professional responsibility and autonomy. In some states,

.professional practice legislation already has been passed arid put into
effect.

In the absence of agreement on the substance of the professional
culture needed by the teaching profession, there can be no agreed-
upon performance standards either for admission to, or continuance
in, the profession. .Preparation for,and induction into the profession
are tragically inadeqUate. The time and resources devoted to the pro- k-

,fessional aspects of teacher -preparation are markedly lower than for
any other profession or semiprofession.

The trust placed in the teaching profession by society is paradoxi-
cally both high. and low. People generally think well of teachers.
Howevei, the feelings do not appear to be based on awareness of
and trust in their professional expertise. Rather, confidence seems
to be based in personal and surrogate parent considerations. Generally,
people are aware that what is expected of teachers is beyond reasonable
expectation. At the same time, the profession, given the actual level
of professional culture available, has been in no position to inspire
other kinds of expectation In the meantime,, changing sociar
ditions press schools harder and harder to deliver expertise, and
teachers become less and less confident of 4-wk. ability to 7eet the
challenges they face.

Probably most American teachers are highly service oriented and
dedicated. Unfortunately, the dedication tends to be to teaching
rather than to -the professionalization of their teaching. Teaching
has always been marked by ease ,,of entry. Due to teacher shortages;'
there also has been tre of reentry. Thus, there has been high turn-

, over and much transiency. Inadequate initial preparation, ease of
entry, short-term career goals, and a high level of transiency combine
to hamper the development of a professional culture of teaching.
The process appears circular and self-reinforcing.

Most teachers are employed in public service; thus, au thority to
teach comes from a contract and an'assignment. Customarily, teachers
receive some form of tenure after a probationary period; this is with-
drawn only after difficult due process. Customarily, administrators
provide evidence in hearings, and administrators or the school board.
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hear the cases. There are few instances of peer review CAWS where
the organized profession itself conducts the proceedings.\Expert testi-
mom from teachers has yet to become established pricti. In effect,
therefore, authority and accountability 'both are employmtnt related.

Theoretically and legally, teachers are supervised anti, evaluated
by .administrators. In practice there is little supervision .1ind rarely
is their serious evaluatiOn atter the probattoniiry period. Teachers
have.a great deal-0 autonomy within tht.kclassrooms. To date, the
profession has shown little capacity to ,accept responsibiliq for in-
suring that individual teachers are competent and accOuntable. With
the growing emphasison collective bargaining, it is unlikely that
teachers will increase their participation in ptircing their own ranks
in matte,rs of competence. They can, however, he eNpected to bar-
gain for greater professional authority for the teacher.

TEACHING AS A 4.MIPROFESSION
t It is clear that teaching presently falls short of meeting the recog-

nized criteria for a mature profession. Comp4rison with the criteria
for subprolessions shows a much closer correspondence.

Teaching is markedly, lower in occupational/crams tRan ether pro-
fessions such as medicine or law. The length of the training pe-rlod
is the 16west of all the professions when the professional component
is separated from other. elements of teacher preparation programs (13
percent of a baichelor's degree program -is the national average for
secondary teachers; elementary is only somewhat higher).

Though in practice teachers often are "left alone" by the public,
the reason appears to he more of a general "hack- the - teacher" phe-
nomenon than a legitimation based on expertise. This support may he
rooted in the long accepted "in loco parentis" concept. Recognition
of teachers as professionals has yet to emerge in schools or in cases
of law as a significant force, Indeed, the "prudent parent" has often
been the criterion used in case law. Folkway validation and profes-
sional legitimacy are far apart as concepts of authority; teaching has
a long way to go to achieve a full measure of professional' autonomy.

Since so many aspects of professional realization depend upon the rela-
tive absence of a Professional culture in teaching practice, it must he seen
as the most critical factor in the professional status of teaching. Little
progress will he made until educators develop and use a body of recog-
sized professional expertise. Unfortunately, neither teachers in ser-
vice nor teacher educators place strong faith in the importance of
theory of conceptual systems or of research findings. Neither is there

,consensus on the development of appropriate technical skills which
all teachers should master.

Teachers identify more closely with andaccept the authority of
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the employing school or school system than the organized teaching
piofession. School systems are ally organized and ad-
Ministered.- Teachers have little opportunity, to participate in ad-
ministrative and supervisory functions or in personnel evaluation and
decision-making processes. There is little teacher organization in-
volvement even. in the centraljunctions of 'schoolsthe work itself.
Probably this tendency is.due to the controlling nature of educational
organizations. Thus, professional autonomy and accountability are
compromised in favor of institutionally delegated responsibilities.
Administrators, however, are froth the teaching profession. They
"rise" from the ranks, take special preparation, are certified, and
seek administrative posts, Customarily, both teaching experience and
teaching certification are prerequisites to administrative certification.
The designation principal-is itself an abbreviation of the older term
principal teacher.

Especially at' the.elementary school level there is a. preponderance
of female professionals. Etzioni considers that-it is unlikely that any
profession which, is predominantly female will risebeyond the semi-
professional level. However, since Etzioni's work was published in
1969, it did not have the benefits of considering recent developments
in .equality.for women and their growing presence in other professions.
In an important sense, of all the criteria regarding semiprofessions,.
this one appears least defensible; The appearance of causegeffect may
be entirely false. In the past, women were heavily involved in the
semiprofessions. On the other hand, few women have been included
in the mature professions. It is not self-evident nor plausible that
the presence or predominance of women in a profession will automati-
cally downgrade it..The study of other cultures where women have
equality indicates that the existing situation in America is cultural
rather than fUndamental.

ON MATTERS OF LIFE AND DEATH
Etzioni presents a convincing case that teaching presently is a

semiprofessionespecially when assessed against a number orlfr cri-
teria. However, he is less convincing when he measures teaching
against two of his other characteristicsprivileged information and
matters of life and death. He associates the mature professions with
access to privileged client information and with concern for matters
of life and death. Of the semiprofessions, he says:

Semi-professional organizations are more concerned with the
communication and, to a lesser extent, the application of knowl-
edge, their professionals are less likely to be guaranteed the right
of privileged communications, and they are rarely directly con-
cerned with matters of life and death.'
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He indicates that the primary school and the social work agency are
the two major.institutions with staffing from semiprofessionals.

It is interesting to those who know schools and the lives of teachers,
especially elenieptary teachers, that these two criteria of privileged
comMunication and matters of life and death shOuld be seen as pri-
mal), reasons why teaching should be viewed as a semiprofession.
The opposite interpretation could be used for both rciahArotk and
primary teaching.

Both teacher and social workers encounter revelations of the inti-
macies of personal, marital, and family life through both formal and
informal, innded and unintended activities. Children reveal the
innermost secrets of families to teachers. In parent-teacher and/or
parent7teaCher-child interviews, parents share with teachers informa-
tion relevant to learning and behavior problems. It is not so much
access to privileged infdrmation that differentiates teachers from
other professionals: Rather-it is the legal privilege of refusing to dis-
close the information in various forms of judicial settings On the one
hand, and the preparationor lack thereoffor skillful and ethical
performance in gathering and using such information on the other.

Even more significant, however, is the question of "matters of life
and death." The issue must turn on what is life and what is death.
Doctors, lawyers, and teachers all deal with critical areas'of human
existence; all deal with aspects of living and dying. The tragedy is
that most people do not recognize the life and death nature of teach-,
ing. Yet some teachers succeed in opening rhildren to their learning
environments while others preside over processes that downgrade
attitudes, lower the level of self-image and aspirations Of children,
and result in people being less than they might have become.

Every moment in the lives of teachers and pupils brings critical
decisions of motivation, reinforcement, reward, ego enhancement,
and goal direction. Proper professional decisions enhance, learning
and life; improper decisions send the learner towards incremental
death in openness to experience and in ability to learn and contribute.
Doctors and lawyers probably have neither more nor less to do with
life, death, and freedom than do teachers. To deny the child the skills
and qualities of the fully professional teacher exacerbates the assaults on ,
freedom which the custodial school involves, leaves untreated the injuries
to attitude and ago which much of mass education renders inevitable, and
leaves to dance the kinds of interventions by teachers that open minds
and enhance self-images. Therefore, the teaching 'Profession must continue
its negotiations .with society in behalf of more perfect education for its
children. Teaching is definitely a matter Of life and death. It should be
entrusted only to the most thoroughly prepared professionals.
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IMPLICATIONS OF.13EING A PROFESSION
There is almost unanimous agreement among teachers and other

professional educators that teaching belongs in the company of the
mature 'profesc.iions. A similar level Of agreement could he anticipated
on the issue of seeking the status of full-fledged profession.. Whether
the' same high level of consensus wciuld survive a careful examination
of what status would meanboth individually and collectivelyis"
less certain.

o

In some respects, teachers live in the best of all occupational worlds.
Entry to the profession has been easy. A properly planned bachelor's
degree has meant a liberal education, one or more academic specializa-,
tions, the required.profesalional preparation, and a certificate to teach,
good for at least a reasonable period of years. Though remuneration
has been skimpy, a number of conditions have been - relatively favor-
able. The school day and the academic calendar have been convenient
for personal and family schedules. Advanced study and part-time
other work have been accommodated. Employment opportunities
have been favorable; and after a probationary _period positions have
been secure. Demands that teachers pursue inservice or continuing
education, have been minimal. Teachers of reasonable competence
have been relatively free of administrative supervision. and permitted
to preside over classrOorns with a minimum of interference. None of
this is to suggest- that the job has been easy. Quite the opposite has
been true. Nonetheless, °many of the prerequisites of, being profes-
sional have come to teachers despiteAhe lack of critical. elements of
professional ISM ...

To press the claim to full professional status is to risk loss of some
privileges br to pay a higher price for them:.
1. Specific and much more rigorous criteria of professional compe-

tence will have to he met before teaching can become a full pro-
fession.

2...Preparation will require longer periods. Initially, a minimum of
five years can he expected; later six or seven years may he required.

3. Continuing and inservice education will mark each teacher's life-
long career. Keeping up to date will riot he optional, though
individuals will determine how this is done.

4. Accountability for performance will become much more specific
and demanding. Such clear criteria as there are will he applied.
Conversely, there will he no accountabilitry for what is unknown
to the profession, or for outcomes beyond the control of the pro-
fessional teacher.

5. "Teachers may become subject to professional discipline ands liable
for -suit -on the grounds of either unethical or incompet nt be-
haviOr in much ttke same way as other professions. Teachers and
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other educators will give evidence in hearings and cases, 'drawing
on the professionally agreed upon knowledge, behaviors, and skills
of _the professional culture.

'6. There could he a loss of some of the perstmal respect and affection
for teachers as a professional basis for respect is emphasized.

7. Teachers' associations will becorne much more significant in both
the professional and conditions-of-work elements of the life of
teachers. Relationships with administrators, supervisors, school
.bpards, communities, and parents would he alterediiignificantly.

Some of the above, outcomes will happeff)Whether or not teachers
seriously, commit themselves to professkmalization. Teachet educa-
tion will have to itricresse in the' length and rigor of preparation.
Inservice and continuing education will he emphasized. The accoUnta-,
hility issue already iaigh on the agenda of teacher concerns. Clearly
stated expectations and criteria, together with circumstances favorable
to realizing educational goals, could. improve.rather than exacerbate
the accountability problem.

Professional discipline and liability for suit are more perplexing
than the problems just discussed. -the increase in the incidence of
malpractice suits in otherv- dessions is causing concern throughout
the society. Litigation will come to teaching regardless of its degree
of professionalization. In, any case, possession of a professional cul-
ture and its usin practice seems the best way to avoid legal. problems.
Another view of malpractice suits is that they provide a means for
society to m-ake the established profes-sions more responsive. 'Positive
results of litigiltion will he a reexamination of professions and develop-
ment- cif a more responsive, posture and a more satisfactory level of
accountability.: Professional self-discipline should assist in this public

. process.
The potential impact which professionalization will have on the

respect and affection given to-teachers is uncertain. Indeed, the re-
lationship between teachers, Pupils, and parents presently is neither
adequately described nor understood. It might he a persistent cultural
carryover from earlier times; it May also he related to the prevalence
of women as teachers over the last century. Clearly, teachers have
been more directly involved over a protracted period in the lives of
children than any adults other than parents. Teaching has been so
close to parenthood that some of the most protected rights of parents,
in the form of the doctrine of "in loco parentis," have been granted
Iegally ar practiCally to teachers. This has not happened in any other
profession . Whether it will continue with or without professionaliza-
tion is by no means clear. In arty case, teachers have little choice but
to improve their capacity to serve effectively.

Mixed into the surrogate-parent relationships are other elements
such as love and self-sacrificet. Elementary teachers especially are per-,
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ceived as loving children,. In some sense, all teachers have been self-
sacrificing; they shave wotkeet finder difficult circumstances for little
economic reward. The coricset of professionalism bears very dif-
ferently on each of these quail*, however. Professionals are persons
who make objective decision:*d on datae They love humankind
and dedicate their lives to service; but they avoid openly declaring
personal, loving relationships in order that their decisions and per-
formance will be as objective and valid as possible. For this reason,
doctors do not treat their own families, and lawyers avoid represent-
ing their own children. To do so Id be to strain objectivity and
engender guilt when professional eff fail. .

Teachers have been loath to move in the directipn of a prOfessional
culture. Instead, they have relied on personal experience and con7
ventional wisdom and have ti wary of available professional exper-
tise. Professional educatio , as- een derided and downgraded within
the professioti itself. To Aviit in this can only cut the prOfesssion
off from developrhent andjissemination of the expertise_which chang-

-. ing times demand. The reraiionship between teacher and child/parent
has.changed despite the 'desire to retain it. Most teachers no longer
teach in villages or ideritifiable communities; indeed, it is hard to get,
teachers for sucti service. Realistically, the nature of teaching rela-
Ho' pships already is becoming more professional, but it is hollow with-

!,,.
, -,4iput an accompanying professional 'culture.

Nostalgia to the, contrary, the teacher's role in the future will not
be. cast in, the setting of a traditional classroom. Most futuristic edu-
cational projections have collaborative team behavior as a major
element' in their design. This emerging professional role modifies the
traditional intimacy of the one-teacher, one-class situatio-A. For the
child, it becomes "my teachers;" for the parent, "the children's
teachers;',' for the teacher, "my colleagues and the children."

Such S change does not reduce the quality of human relationships
in teaching. A continuing and essential characteristic will be a
teacher's capacity to have warn", empathic relationships with a variety
of children. However, the essence of this relationship is "helping."
This Commission holds that the interests of learners, parents, society,
teachers, and the teaching professioen are not served by clinging to past
memories, by longing for the return of earlier conditions; or by resifting
the kinds of change which logic demands and which opportunity presents.
In.reality there is no choice but change toward greater professionalization
if schools are to meet their thalleues. .

, .

_.
THE NATURE OF EDUCATION ,AND

. ,

SCHOOLING IN OUR SOCIETY
A fun amental societal need is to socialize its citizens, particularly
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its children and youth, in the ways of that society. In simpler societies,
socialization goes hand in hand with living in the community; learn-
ing occurs naturally. As societies become more complex and as work
becomes specialized, learning the behaviors of the adult world comes
less naturally. Eduwtion becomes a conscious process, and the role
of teacher comes into existence. Subsequently,e schools develop as
places within which both teachers and pupils play out their roles.
Curricula are designed to accomplish the learning which society con-
siders important. What was on e so natural in simple societies be-
comes organized into a comple social system.

The learning process is a co plicated and fragile phenomenon. It
thrives best in natural and warm human setting. When it has to be
institutionalizedas indeed it must in complex societiesit is most
likely to suffer. That learning and teaching have sometimes suffered
in the schools of America is a tragic reality. Our highly technologi-
cal society has shown little sensitivity to the unique needs of the
individual, to the complexity or-the learning process, or to the life-
long effects which accrue from schooling and which are far lower in
quality than the nation could provide. Ivan Illich notes this destructive
incompatibility between the child as person and learner on the one
hand, and the school as a crude and inappropriate setting for learn -
ing on the other. He calls for desc oling America. While recog-
nizing the essential truths in his des riptions, this Commission does
not agree with-Illich's solution. Instead it advocates efforts at reschooling.
Central to this process is a massive upgrading of the teaching profession
through teacher education at all levels--preservice, inservice, and continuing

CO

Persistence Rather Than Change
Students of educational history often observe that schools have

changed little ovej long periods of time. Though the trappings are
different, the form is substantially the same. What wasonce an isolated
one-room structure is now a massive conglomerate of one-room stric-
tures strung out along corridors. The teacher who taught a number of
grades in the one-room school now teaches a single grade. Instruction
may be less formal, but it still follows the lesso-n-presentation-assign-
mentomode. Discipline is still emphasized; Motivation is still extrinsic.
Despite the maryels of the electronic age, schools make less use of
technology than any other comparable enterprise. Schooling.is still
largely a mass process rather than an individualized and personalized
one. What was done in schools in pioneer days as a matter of necessity
persists long after the circumstances have changed and new options
have become available.

In recent years, however, the public has begun to question many
aspects of schooling. There is mounting interest in alternative schools.
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tuition vouchers, contract education, lower compulsory attendance,
and accountability. Though nothing is likely to totally destroy or
displace the public schools in the. near future, their viability or
continuance should ,.not be t. en for granted. Public schools were
originally designed for a al society and have persisted largely un-
changed. As a society should be able to construct an educational
system that is capa e of meeting the needs of our changing social
order.

The School as a Primary Institution
The early school was established as one of the primary institutions

which shared with home, churcl d community the functioris of
preserving an assing on the comm ty way of life. Working closely
together, th ur primary institutions served as custodians of com-
munity norm nd mores. The roles of parent, teacher, and clergy-
man were endowed with both author y and respect. Together' the
institutions exercised a system of sane ions which kept the che,Asbed
ways intact. Heretics were not welco e within the village, and here-
sies were not tolerated within th school. The school, like other
primary institutions; was culture ri serving and highly responsive to
the wishes of the community. The law endowgd citizens with the
right to run their own school within the limits of state law;Comtouni-
tiss have always tried to do so by whatever processes they-co-uld despite
gr"bwing difficulties, especially in larger cities. Their efforts have been
based on the perspectives, values, and ways of the past. Change has
not been prevalent.

In more or less stable times, the conservative tendencies of com-
munities cause little or no apparent problem. The situation changes,
however, as the pace of change quickens. The gap between what
the younger generation needs and what the community offers widens.
Disaffection and alienation result. Under such circumstances the
opportunity to pass on the best from the past is-lost. Both the com-
munity and its youth suffer.

Emergence of Secondary Institutions
The specialization which characterizes complex societies causes the

establishment of a vast array of new institutions and organizations.
What used to be done in family and 'local communities moves to
businesses., industries, and organizations which are removed from
community influence and control. These secondary institutiCitis
gradually take over more and more of the socialization processes;
primary' institutions find it harder and harder to preserve the ways
of life which they value. Their influence is undermined without any
deliberate intent to do so.
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In our society the primary institutions, which used to be the insti-
tutionVof socialization, no longer are able to conti-71the learning or
behavior of young or old citizensThe-se
in mass media, recreation, transportation, production, and promotion
have become the dominant forces in influencing people. They are
not responsive to local communities and are protected by the Consti-
tution from restraint of their activities. Their business is change
rather than preservation. Everywhere they bring their persuasive
messages. Young and old know instantly of happenings all over the
world. All ideasfavorable End unfavorableare presented to the
public. The media reveal new ways of life for all to see, contemplate,
and try if they wish. Marshall McLuhan's "global village" has become
a reality. ,

The socializing of people has, in large part, been removed as a
function of primary instituti s; secondary institutions now mold
people's values, thoughts, a d behaviors to a degfee never before
possible. The primary institutions often fight futile rearguard actions
of preservation and appear recalcitrant in the eyes of the young.
Schools suffer severely under this condition. /

Role Conflict for the Teaching Profession
The school is caught in the dilemma of its posture t mud change

and preservation. its local and governmental charge causes it to be
conservative and preservative. The teaching prOfession has also been
past oriented, partly because of its own disposition, but also because
it had to be if it was to have public support and acceptance. The
profession rarely chooses to ji.tust with citizens in favor of a more
suitable school situation for their children.

Mead points out, however, that the role of teacher has long had
elements of cultural subversion within it.2 The American goals of
opportunity for all and social mobility, both of which are change
oriented, have made this possible by assisting the student toward the
American goals ofSocial mobility. The child was taught to go places
and do things the/parents had not experienced; one valvepreserCa-,
tionwas constantly in conflict with anotherchange. The twin'
functions of assimilation into the dominant culture of immigrant
minorities and upward mobility for all Americans won out. Adver-
tently or inadvertently, the school has served as an agent of change.

Nonetheless the school remained a place for "safe" ideas. Adopted
'curricula backed by publicly screened textbooks and materials kept
bounds on social thought. Controversial issues -were deliberately pro-
scribed; children were taught "what" to think but not "how." The
system worked well enough for its purposes in the simpler days of
towns and low-level technology. Its purposes are no longer served,
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however, since the socially protective environment has been breached
by technology in the hands of secondary institutions. This has created

of he most opep,z
'societies on earth having schools that are relatively closed ihstitutiOns.

As Mead implies, it is not easy for a role to encompass both change
and preservation in a given relationship. Yet both are needed in
teachers. and in schools. In some tasks, the schools probably should
have the freedom of a secondary institution. ,(Trends in 'recent years
seem to indicate that schools increasingly wifl be expected to diversify
programs and provide more direct assistance in preparing students for
adult and world-of-work roles. This is a move toward a secondary
institution role for the school.) In other tasks, schools may expect
to serve as the primary institution socialization agent. There remains,
however, the task of developing a workable compromise.

Other conflicts of consequence also developed. The city's rise
created great change in human relationshjis. The natural cross-age )
interaction of the extended family and the small community gave
way to the impersonality of the city. gradually, to fill the void, other
relationships emerged. Clubs and organizations based on factors such
as interest and status developed for both young and old. All ages of
people, but teenage youth in particular, organized themselves by age-
level stratifilations. Communication, which had been from older to
younger wiih selective monitoring, now was directly available to all
through mass media. The young became increasingly mobile with
their own vehicles. Opportunities for cross-age interaction were
weakened; most disappeared. A "generation gap" of serious propor-
tions, brought about by rapid change, was made'more serious by lack
of means for interaction and communication.

Children and youth had great difficulty communicating with
parents. Many youths turned hopefully to the schools, but school
professionals were of the older generation too. Also, they were charged
with pteserving the culture of the pait. Teachers had never been
taught to deal with controversy: to preside over open processes of
exchange, to be the source of wisdom in the presence of immaturity.
Hard social issues brought to school by well-informed young were
strange, controversial, divisive, and proscribed\ Teacher preparation,
either in academic or professional studies, had not equipped school
personnel for this new role. Those teachers who ventured into the
realms of thought being explored by the young were discouraged by
the public school board, and administrators. Today, some teachers
have learneco relate-more effectively to the world of new ways and
ideas in their classrooms and risk doing so. Still unresolved, how-
ever, are the professional dimension of this role and the teacher pre-
paration needed for it.

At leastiPsopie of the ambivalence over the nature of teaching de-
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rives directly from primary and secondary institution role conflict.
The primary institution role derives from culture preservation. In it
the teacher draws cues from the community and society. In the secon-
dary role, the teacher intervenes directly ta bring about change in the
learner. The former emphasizes traditiovt values; the latter, emer-
gent ones. The secondary role will require teachers who possess an
extensive repertoire of professional behaviors and skills, and a broader,
more open view. Teachers cannot master this role without well-
developed professional skills.

Cultural Pluralism and Multicultural Education °
Over the last two decades, our nation has painfully come to ,grips

with the fact that our way of life has not succeeded in extending equal
rights to all people. What the Constitution guarantees and what the
courts have granted de jure is not what exists de facto. Much of the
burden for correcting the situation has been placed on the schools.
Since schools are agencies of goverment supported by public funds,
they cannot confer benefits, on one group while withholding them
from another.

Often, with cataclysmic suddenness, the courts give schools man-
dates to drastically alter programs, administrative arrangements,
teacher assignments, and resource allocation. Concomitantly, these
mandates dramatically change the lives of teachers. Teachers are not
prepared, either personally or professionally for such service. Most
have been reared in middle- or lower middle-class homes and com-
munities, ensconced safely away from the concentrations of minority
and lower socioeconomic groups. Many possess a conventional wis-
dom bias toward minorities. Probably few could look forward with
anticipation to assignment to inner-city schools; fewer still know how
to go about instructionally and socially redressing the injustices that
have been done to minorities. All teachers need professional prepara-
tion for this, role.

Adopting multicultural education is one of the official, government
responses to the challenge of equal access to educational opportunity.
Multicultural education, as defined by the government, includes (a)
knowledge of cultures and of subcultures, with special emphasis on
those minority groups which are pervasively represented in American
communities; ('b) awareness of howsp9cific cultures influence'learners'
responses to school and learning situations, and skill in sensitizing
professional behavior to learners; (c) transformation of personal pie' u-
dices so that negative biases are minimized, and positive appreciation
of minority children increased; and (d) adjustments in curricula to
implement the transition from the concept of "melting pot"to "cul-
tural, pluralism."
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Just as the public's esteem affects teachers' self-perceptions, so too
does the dominant group's perception of minorities affect children's
self-images. Consequently, the school has a legal, moral, and pro-
fessional obligation to become the institution where opportunity to
learn is enhanced for all. The school is not to be a place for discount-
ing the worth of any individual. Furthermore, because of their charge
to preserve diverse cultural. elements in society, schools are to en-
hance the individual culture of each,group. As a corollary, schools
participate in the prRess of assisting all citizensmajority and

/ minorityto understand and respect each other.
Multicultural education is a great challenge to the teaching pro-

fession. It is not that the chall'&iges themselves are new since championing
the rights of children striving to achieve a pedagogy responsive to all chil,
dren's learning needs and helping expand educational opportunities to
include all social groups ale inherent in the role of teacher. What is new
and significant is the commitment to preserve and enhance rather
than melt away the uniqueness of cultural groups in the society. New
also is the too seldom emphasized need for teachers to search for and
emphasize the core values of, American life which are the basis for
unity amidst diversity.

The World of Work
The 1970s have seen a realization that the lives of children are

lived largely. in isolation from what has come to be referred to as the
"world of work." Neitheene, school, nor community have done
much to provide either a variety of direct work experience or informa-
tion about work. Once again society, througlf'intervention of federal
agencies, has turned to the schools for a solution to the problem.

Even a casual scrutiny of conditions within modern society reveals
that children and youth have little direct contact with adults in their
work roles. Many children have only the vaguest awareness of what
their own parents do. Many have supe/rficial or false tuitions, dis-
tuickr by generali ions from what they see in telAsion or movies.
Some school ooks--paytkularly readerstend to have this ef-
fect. Rarely do orking people appear in schools to tell of life in their
occupations; rare do students experience work places through field
trips. Few students v the opportunity to combine vocational ex-
perience with schooling, though the number in cities is growing with
the new emphasis on work.

Teachers have little experience with, or knowledge of, a variety of
work settings. Little deliberate effort' has been made to provide this.
Most are poorly prepared for performing the "world of work" role in
their teaching assignments or in curriculum building. If the school is
to be effective in this new mission, teachers will have to be trained
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to teach about the work,oivorld in the curriculum, provide career edu-
cation as preparation for vocational choice, and help students clarify
personal values in terms of their implications for a lifetime of mean-
ingful work. They also will need to learn to involve the adult society
in the school and the child in the adult work world. Teacher educa-
tion will need to include these aspects of the teacher's role in the
preparation program.

Lifelong Education.
The last two decades have seen a rapid development in the diffu-

sion of aspetts of formal education to many agencids and institutions.
Social change brings with it a need for further education and reedu-
cation for all citizens. New knowledge, new technologies, and new
wads of thought and behavior flood all walks of life. The schools
assume some of the responsibility for extending educational oppor-
tunity, but 'changing curricula is a slow process and schools have a
limited capacity to respond. In response to unmet needs, other agen-
cies have attempted to fill the gap.

On:the-job training has grown phenomenally as companies deal
forcefully with the problem of people obsolescence. Most businesses
and institutions, have educational programs for their members. Adult
education has burgeoned; one-half of the population is involved in it
in one way or another. So pervasive is the need that corporations
have entered into the buNness of education, often in direct compe-
tition with schools. A whole new education industry has emerged. In
all of its forms, nonschool education already is estimated to exceed
school education in extent.

Lifelong learning rapidly is becoming a reality. No longer is the
individual's life necessarily split between th6'dependent learning
period of school attendance and the independent living and working
period of adulthood. Learning is a lifetime stream, and this develop-
ment will affect schools and the teaching profession in significant
ways. Schools can include creamers of all ages throughout their lives.
Teaching can be a profession needed everywhere. What is now school-
ing can be beneficially reinstitutionalized, and even to some extent
deinstitutionalized.

None can know for sure what these changes portend for the future.
aWhat appears certain is that schools and the teaching profession will

be involved in continuous change for the foreseeable future. Con-.
tinuing education will become increasingly more important. Whether
schools as we know them come oA go, the need far skilled profes-
sional educators and teachers will pegist. Whether the teaching
function will be professionalized remains an open question to be
answered in part at least by professional educators themselves.
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SCHOOLS AND PROFESSIONALIZATION
IN OUR SOCIETY

The devel ment of a profession is strongly influenced by (a) its
past from which it is hard to escape and (b) by the conditions under
which it must work. The previous section dealt with societal condi-
tions relevant to the teaching profession. Here we will take a brief
look at the school.

Early Public Schools in America
Throughout history, in aim& all civililations, formal education

has been the privilege of elites. The American experience has been
different, at least outwardly. This society made an early commitment
to, provide free public education to all. That intent is undisputed.
In truth, however, there was at that time no way quality education
could have been provided, quality being understood as an effective
system under which each student achieves success reasonably com-
mensurate with personal needs and potential.

Given the dimensions of the problem nd the resources available,
communities did what made sense. They stablished a system where
putils were exposed to a teacher in large groups, getting what they
could in the process. Some historians have seen the mass education
system which resulted as comparable to the mass production systems
which developed in factories. This teacher was comparable to the
worker, while the pupils were raw materials to be processed into a
finished product. Supervisors, at first in the form of a visiting com-
mittee, but later as principal teacher and principal, oversaw the work
of the teacher and the.quality of the product. Children were sent to
school to learn what the teacher had to offer.

The facilities were built to accommodate the "scarce resource"
which then was teacher time and talent. A dais at the front of the

0 room made die teacher the center) of attention and provided easy
surveillance of all. Children sat at desks facing the teacher. Desks
were fastened to the floor, in order to discourage student distractive
interactions and disorder. Rigid schedules paced by ringing bells,
conserved and directed 'teacher time. A svere disciplinary system
with canes, corner stools, expulsion or suspension, homework and
extra assignments, and detention assisted in achieving conformity
and preventing disruption of teaching. Children sat in silence much
of the time, often with arms folde Parentf'backed the school by

,punishing the child at horhe if there was a school infraction. Reading,
writing, and arithmeticthe tools of simple literacyoccupied most
of the school's attention. Deeply embedded in instructional materials
(The McGuffy Readers, for example) and in teacher behavior was a
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strong emphasis on morality, compliance, patriotism, self-denial, and
hard work.

However, necessity was not the mother of all elements of the school
invention. Many aspects of the school mirrored the values and beliefs
of the time. Children were to be seen and not heard at home as well
as at school. Punishment was pervasive'and severe both at school and
at home. Instructional strategies for the times were compatible with
the community's religious and social beliefs and practices.

the Intervening Years
That ,many schools have changed so little in their fundamental

characteristics since pioneer days is difficult to understand. A visit
to a small restored schoolhouse evokes little surprise in many children.
They find the situation quaint .but not strange. Some older people
nostalgically point out that their schools were just a small-scale ver-
sion of the new open-concept school.

A few of the best schools today, particularly those which are effec-
tive and innovative, are markedly different from other schools in
philosophy, in curriculum, in their approach to discipline, and in
the roles of-teacher and pupil. Learning in these schools is seen as
an active process. The pupil is the worker while the teacher is a
facilitator and helper. The learner is perceived as unique. Teachers
emphasize individualization of instruction and encourage learners to
avoid undue dependency. Thus, there is less teacher dominance and
curriculum rigidity, and more purposeful individual and group activity.
The lockstep system of grades with forced passing or failing dates is
broken; now the system tolerates and encourages continuous progress.
In its successful forms, such an approach to education changes the
nature cif a school. A "smorgasbord of opportunity is available. Teams
of teachers and leamerg-work together to maximize learning.

Changing either a primary institution such as the school or the
profession which serves within it is no simple task. At best it is likely
to take a generation or longer. Thus the permanence of present-day
innovations must remain in doubt. It does appear, however, that the
newer approaches are pedagOgically sound, and consistent with our
societal values and aspirations.

Persistent Elements of Schools Which
Affect the Teaching Profession

Schools affect the teaching profession even a;(tie teaching pro-
fe§sion affects the schools. The following descriptions of conditions
which exist in schools are in no way intended t6,3excuse the pro-
fession and biaine schools. Each is a cause of profeslional problems
and a result of failure to improve the profession.

0
,
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A CUSTODIAL INSTITUTION. The school is a custodial typeof
institution where individuals must come whether they want to or not,
and where those who operate the institution must accept and retain
individuals whether they want to or not. (There are few such institu-,,
tions in society, prisons being the most conspicuous example.)

Compulsory attendance laws tended to turn schools into custodial
institutions. Access to schooling can be a privilege,' a right, or an
obligation. In the first case, the school can decide whether to grant
the privilege using such criteria as it wishes or is permitted. The school
loses this discretion when the law requires continuous attendance
through a given age.

Custodial institutions by' their very nature tend to alie ate the
client. 40ienaTed clients are not open to 'teaming exper. ces. Pri-
sons, despite massive efforts, have never had great succ in reclaim-
ing the aberrant individual. What successes they have probably are
with the least recalcitrant of the inmates in the area of vocational
and avocational skills.

It .is undoubtedly an error to perceive the. school as custodial for
all children or as equally custodial at all age levels. Observably, many
children enjoy Ichool and are not conscious of its custodial features.
Well known also is the fact that the behavior of administration and
teachers can change the climate of the school and minimize the cus-
todial impact. Few schools escape having some students who resent
the custodial reality; others have many. Even a few' can alter the
learning dynamic, while larger numhers can destroy it.

Custodial institutions usually have overwhelming numbers of
people and limited resources for individualized treatment. To defend
themselves, the institutions organize and control life by rigid regula-
tions and routines. Institutions. maintain close surveillance at all
times to minimize incidents and to insure compliance. Even the physi-
cal environment is structured for control, for example, cells or cell
blocks (Classrooms),;isolation (detention rooms). Custodial institu-
tions tend to be tuned to control and assume that everyone in them
needs to be controlled. There is little time left for those who have
learned to make choices and be responsible for them, or for creating
conditions which help all involved to learn to make choices and deal
with the consequencesin other words, "learn to be free."

This description does not meal* that the Commission perceives all
American schools as being like prisons. The Commission recognizes
as a reality that the profession has to exist in some ways within the
context of a custodial institution, even though custodial environ-
ments are in and of themselves antithetical to the purposes of edu-

o.cation. However, some schools succeed in minimizing their custodial
realities, while others show an overpowering concern with law and
older and strong elements of custodial behavior. When schools have
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armed guards in the hallways and require teachers to police study
halls and check hall passes, it is not easto deny the problem. On
the othet hand, it is satisfying to see the growing number of schools
that are perSisting in efforts to develop open climates and responsible
student behavior, thus minimizing, e custodialeiements.

It is not .easy to he a professional .4 'A izbi*rivi.a 'strongly custodial
environment. The teaching profession and biz need to make every
effirrt possible to minimize the custodial penchant Of schools if we are to
realize present commitments to quality education and equal access to edu-
ac tional opportunity.

MISSION DEFINITION. There is widespread recognition that
schools lack adequate definition of their mission and role in society.
While many states and school systems do have public statements of
goals, they express these in highly general terms and provide little
direction for programs or professional behavior. Communities will have
to separate obligatums of the school from those of other agencies and institu-
tions. Also, they will have to translate the long-term goals and aspirations into
shorter term objectives and reconcile them with existing resources and other
inputs. Such conditions are conducive to the identification of the pro-
fessional services necessary for attainment of societal goals.

RESOURCES. Though education consumes a substantial share of
the nation's resources, it continues to he funded at a level too low for
goal attainment. Additionally, existing resources often are not effec-
tively used. The nation neglects teacher preparation and educational
innovation at all levels. The American people always have taken a
simplistic view of education and of .teaching. In earlier periods, the
discrepancy between what was expeCted and what could be achieved
was not great. Now, however, expectations grow while conditions
become more difficult. Resources are expanded but not enough to
make critical differences. Dependence on local funding pften'means
that cetnmnpities with the greatest needs have the least capacity to
meet tnoTi.

A low level of resources tends to lock the institution into what it
is already doing. Desperately needed are innovations designed.to imti
prove efficiency and effectiveness; this will require allocation of funds
for development and dissemination.

USE OF TECHNOLOGY. Education involves much 'communica-
tion. Communication in our society, enjoys a high level of technologi-
cal support. Schools, lot the mast part, have only a meager and
primitive technical hack -up for their activities. Consequently, the
teacher continues in the role of presenter long after this role becomes
technologically obsolete. One approach to enlarging the scarce re-
source of teacher time is use of a multimedia technology. Effective
teaching calls for Ohe use of individualized instruction and inde-
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S pendent and interdependent student behavior. The use of this ap-
proach depends upon making access to learning relatively independent
of constant access to the teacher. Some kind of instructional packag-
ing is needed if this is to occur. Again, technology used wisely and humanely
seems the indispensable ally of effective teaching. Technology is part of
the American way of life. A school,withvut it must seem strange to
its students. Society owes its schools the resources necessary to en-
hance education through technology.

MANAGEMENT AND LEADERSHIP. School systems are or-
ganized hierarchically much like business and industry(The lay policy
hoard is the school board. The superintendent of schAs advises the
hoard and administers policies. Assistant superintendents, princi-
pals, teachers, and pupils are successively lower in the hierarchy than
superintendents. Central office supervisors and school principals
supervise teachers. Accountability flows upward through the hier-
archy. Modern organizationarthopty.diff4iithtiates between organi-
zations staffed primarily by professionals and thosOhat employ skilled
or unskilled labor. The former, referred to as "modem' organizations,"
differ particularly indecision making and in the use.of supervision.
Professionals possess the technical expertise and are Involved in de-
cisioadnaking. Administrators preside over the,gVeesses, but they
do not presume ro know enough to make the deckliilts. Accordingly,
there is a strong emphasis on both horizontal and vertical commu-
nication processes. For similar reasons, supervision is deemphasized.
The source of a professional's authority is expertise. Vertically or-
ganized supervision places one professional over another; yet both
have the same obligation to he competent, and both draw on the
same source for that competence. Peer relationships pervade the
modern organization.

It -would appear that the organization of schools at present has' elements
that are antithetical to the development of professional competence. Whether
the situation exists because teaching has not become a profession, or whether
teaching has been hampered in its professional development by its adminis-
tration really cannot be answered. However, a different form of organiza-
tion or a different emphasis in administrative practice will be productive in
encouraging professionalization.

USE OFPERSONNEL: Teaching has long been a single-level
occupation. Graduating teachers enter a school and take over classes.
Forty years later; mosi, of these teachers retire. Little or no role dif-
ferentiation will have occurred in their lifetimes (though some may
he mentors to young teachers or become influential in faculty or
school affairs). School systems generally have no means of role spe-
cialization, and few invent any.

In the last two decades, some have made strong efforts to break
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traditional patterns of one-teacher, one-class (or in high school one-
teacher, a number of similar clases). While it is true that significant
progcess has been made in the- realm of team teaching, actually a
very small proportion of teachers get involved in genuine teaming.
The lack of f)reparation and lack of time for the necessary °planning
has workeZl against the plan, as has the lack of differentiation of func-
tion and the development of specialization for the function. In other
words, teas have been left to develop their own roles and the compe-
tencies for t em.

Thomps6.n ifferentiates two kinds of specializationtask speciali-
zation and person specialization.4 Task specialization is equated with
citaftlike preparation for easily performed and repetitive skills; one
worker readily replaces another. Person specialization is more like
specialization within a profession; it consists of developing a high
level of competence in one or more areas, with the result that the
expertise is needed by other professionals. Teaching should become a
person-specialization profession; this will enhance status and enable teachers
to become crucial members of teams of specialists. The resulting effect
on a professional's self- concept and persOnal motivation can be expected
to be drarriatic.

Brief reference should also be made to other factors of ,personpel
use. There is infrequent use of paraprofessionals and other aides' in
schools. We expect teachers to do everything, and, unfortunately,
even when given alternatives, many teachers still want to.

9THER CONDITIONS. The school conditions
scribed above should be taken as representati e of a broad array,

listed and de-

some of greater and some of lesser consequence. They are largely
speculative in nature since definitive proof is not available.

Other conditions which might be of equal or greater significance
but not singled out for attention here include:
1. The prevalent and still persistent white middle-class orientation

of schools.

2. Resuictions on academic freedom to address significant problems
and issues as they arise.

3. The tight boundary which separates the school world from the
real world.

4. Conditions which constrain. the exacise of initiative, indi-
viduality, and creativity of teachers.

THE NATURE OF THE PROFESSIONAL
TEACHING ACT

Generally, our society perceives teaching as consisting of little more
than a lay level of intervention performed in schools'by well-meaning,
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socially safe -persons called "schoolteachers." This notion has sur-
vived with relatively little change as generations of tgildren have

' passed through the schools, taking with themas one of their major
and-most pergistentiramingsthis perception of the schoolteacher.

Teachers in Early America
When scerciols were first established ,in America, there was no

teaching profession. History records' that teachers often. itinerant
were mostly low-paid males of little education. Many were of dubious
worth and character. Citizens, rightly concerned over the welfare of
their children., set up ,"visiting committees" of educated persons to
visit the school to see that the teaching was competent wind the learn-
ing adequate. In the absence of qualified teachers, many marginal
persons served.

It was not until the 1830s and '40s that Anierica introduced teacher
education from Europe in the form of normal schools.'At first, normal
school students had less than a high school education; later, high
school became a common requirement. Normal schools offered some
subject matter, aafld a smattering of Pedagogy: Their clientele was
mostly female; eTmentary teaching became predominantly a woman's
role. In the late nineteenth- century and into the twentieth, normal.
schools lengthened their periods of preparation to two years. Then,
impelled by the growing need for secondary teachers, and by the de-
sire of the society to expaqd higher education opportunities close to
home, they became teachers', colleges and state universities. Teacher
education became a' significant element in the majority of colleges
and universities, both public and private. Unfortunately, however,
teaching did not develop a professional preparation program with
charkteristics similar to other professions.

The public, the teaching profession and the university had not
thought of teaching as a professional act demanding knowledge, be-
haviors, and skills parallel to other developing professions. And state
governments, the federal government, and foundations did not give
the matter serious attention. Complex forces rooted perhaps in the
persistent notions of the early schoolteacher kept. the profession of
teaching from seriously studying and devekping itself. It is true, of
course, that teaching is by its nature lesr precise than other pro-
fessions; its undergirding disciplines cannot provide the certainties
that those of some other professions do. Even here, however, there
is much 'available helpful knowledge that is seriously ignored. Society
appears more reluctant to hand over its children to professionals for
modifiCation in behavior, thinking, and attitudes than it is to have
their teeth preserved and their health maintained by professionals.
For whatever reason, a schoolteacher is still a, schoolteacher; the
concept of aprofesgional educator has yet to emerge.
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Development of Other Professions
In America, other professions over the same pjod offhistory have

made tremendous forward strides from similar beginnings. When
"schoolteacher" began, lawxets weit those who chose to study law
on their own; barbers let blood and used leeches in ,the treatment
of disease; and midwives delivered many of the children who attended
the schoolhouses. Markowitz and Rosner provide a few quotations
from journals of the late nineteenth century which i-emind, ussof our
recent past in medicine; the similarity of their tone and crffiy e to
teaching is.striking,5

[It is] . . . humiliating to make a comparison of the economic and
social positions of our leading physicians and surgefins . . with
leading lawyers and other professional men. Pittsburgh Medical Re-

,'Irieiv 10 (June 1876)4 176.

The income of many a medical man who has spent years in acquiring
a medical education is often less than that of an ordinary mechanic.
Cosmopolitan 34 (April 1903): 654.

And in his landmark report of 1910, Flexner' reported the con-
tinuance of these conditions.

. . very seldom under existing conditions, does a patient receive
the best laid which is possible to give him in the present state of
medicine, and that this is due mainly' to the fact that a vast army
of men is. admitted to the practice of medicine who are untrained
in sciences fundamental to the profession and quite without suffi-
cient experience with disease.6

Progress in medicine came about rapidly only as recently as the early
twentieth century, stimulated by the Flexner Report.

More Recent Developments in Teacher Education
The lack of professionalization in teacher education continued,with

little change through the early years of the twentieth century and
into the, post-Second World War period. Sput\nik (1957) awakened
the nation to presumed deficiencies in the schools, and the federal
government responded with large-scale efforts to stimulate improved
teaching. Because the government assumed that the problem was
teachers' subject matter deficiency, it poured resources into curricu-
lum development and academic inservice education, mainly in the
sciences and mathematics. Obviously, there was significant upgrad-
ing in these subject matter areas, but pedagogy, the professional act
of teaching, received little attention.

In 1954, the courts began their succession of rulings on rights and
education. 'During the 1960s, the nation's festering social problems
erupted into civil rights movements. There was rioting in the streets
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and parts of cities were burned. Often, schools were targets of violence;
sometimes, though, rioters selectively preserved the schools. Possibly,
this action symbolized the ambivalent hopes and aspirations people
had for schools, and the es it and rage they felt over the schools'
inability to teach their children or to provide equal access to educa-
tional opportunity. In any case, it was clear that the less privileged
groups did not perceive their problem to be the upgrading of science
and mathematics programs in order to maintain national, scientific,
and technological superiority. But schools were so perceived, as were
the teachers who served in? them.

From that time, the response of the federal government has been
to concentrate on alleviating inequities. The government gpe serious
attention to teacher education,. for the first time by developing and
'funding such efforts as Trainers of Teacher Trainers (Triple T);
Teacher Corps, The Comprehensive Elementary Teacher Education
Models (CETEM) Project, Teacher Centers, the National Institute
of Education (NIE), the Education Renewal Project, multicultural
education, and bilingual education. Out of these programs and others
has come the rapid emergence of the basis for a profession of teach-
ing, with a genuine professional culture.

Models for Teacher Education
Are, educational historians look back upon the event 4 of the '60s,

the federally funded elementary models project (CETEM) could
emerge as the most significant single innovative effort. Out of the
projects, educators developed 10 models of teacher education. On
analysis, the separately developed models were found to have con-
sensus on a number of points:
1. Teaching is a profession; the teacher is a Clinician and decision

maker.
2. At work, the teacher shares with others the clinical and decision-

making tasks; teaching demands team work and collegial relation-
ships.

3. The competencies needed by teachers can be identified, specified
as behaviors, and developed through training.

4. Management systems adequate for complex teacher education=pro-
grams can be developed.

5.' Teaching demands a long period of training extending 'through-
out the employment period; effective training programs require
collaboration between the several involved parties.

6. Development of the complex competencies of teaching will de-
mand the effective use of both laboratory and field-centered
approaches.

7. As an applied scientist, the teacher needs to be well versed in
the behavioral sciences which are relevant to the profession.
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8. The modelsas with all preparation programsare just early ap-
proximations of what is needed.

Out of these mOdels has also come the productive and controversial
competency-based teacher education (CBTE) movement, which con-
centrates on identifying and specifying the knowledges, behaviors,
and skills necessary for effective teaching. it is indeed unfor4nate
that CBTE became engulfed in cdntroversies not of its own making
such as state mandates to use CBTE in all teacher education Programs.
Professional dialogue on CBTE would have been much more produc-
tive a setting where the issues discussed were educational, rather
than political.

Out of the many research and development efforts in teacher edu-
cation over the last decade have come both a commitment to quality
teacher education and an emphasis on new programs and implementa-
tion strategies. The use of simulation, protocols, laboratory ap-
proaches, and microteaching has added to instructional capabilities
on campus. Also, great progress has been made in developing the
field-originated part of the program. Teacher Centers have been
established to stimulate and coordinate new kinds of collaborative
efforts with schools. And teachers in many schOols are being pre-
pared to assume "clinical supervision" roles with teacher prepara-
tion students. These results have been promising and, in some in-
stances, highly successful. They demorlstrate dramatically that the
teaching profession can have its professional culture.

The Professional Teaching Act
Learning is a change in the beliefs, values, and behaviors of an

individual brought about as a result of experience. Teaching and
learning are pervasive; they occur whenever one individual contrives
an experience for another in the hope that a desired learning will
take place. Professional teachers differ from others who teach in the
pedagogical expertise they bring to the task. Ideally, teachers are
educated in how to intervene in the experience of others in order
to enhance the probability that the desired leamings will occur. It
is this expertise in intervention strategies combined with a sophisti-
cated knowledge base that constitute the professional culture of
teaching.

Many factors operate simultaneously to determine whether learn-
ing will occur. Some of these factors are internal to the individual
learner; others are external and subject to control by the teacher.
We know much about individuals and how they respond to both
internal and external stimuli; social sciences such as psychology
(study of the individual), sociology (study of the individual in groups),
and anthropology (study of cultures and the behavior of individuals
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within them) contributed enormously to these understandings.
Thrinigh the use of these social sciences, through analyzed experience,
and. through research and experimentation, the teaching profession
is increasingly able to predict how individuals will act. These pre-
dictions are helpful in making thoughtful decisions on the use of
specific teaching strategies,

In common with all professions, teaching is a decision-making and
a decision-implementing process. Teachers study each learning case
and identify learning needs. Then they consider alternative strategies
and decide which ones to use. Implementing the strategy requires
highly professional skills; no two learning Cases are ever exactly the
same. It is because each moment in the teacher's life means com-
plex situations and new decisions that teachers must possess the
knowledge, behaviors, attitudes, and skills required of the profes-
sional teaching act. A few selected examples of these knowledge bases
and skills follow.

SELF -IMAGE OF THE LEARNER. The most important thing
that happens to learners is the development of the self-concept or
self-image. Out of experience, learners develop perceptions of them-
selves as able or unable, intelligent or unintelligent, likable or un-
likeable. At any given time, individuals act in ways consistent with
the self-image. Some become confident, open to new experiences,
and able to cope with problems and challenges. Others, however,
experience failures and develop a negative self-concept and low self-
esteem. They expect little of themselves and achieve little; learning
becomes a continuing problem.

Much development of self-image occurs during the formative early
years; before the child comes to school. At this time, children learn
about themselves, their pasts, their families, their social class status,
and their future possibilities: Adults in the immediate environment
strongly influence, the developing self-concept by their punitive and
judgmental behavior or by being open, supportive, and encouraging.
Differences in child-rearing patterns are both idiosyncratic and cul-
tural in origin. Parents, teachers, and others will tend to rais2-Kildren
in the same way as they were raised unless they have an opportu
to learn a different pattern.

Thus, children come to school not only different in ability and
capability but different in what their self-image will permit them to
do with that ability. It is difficult for the school to change these well-..

established patterns. Nonetheless, capable teachers strive continually
to improve children's self-images by raising their level of confidence and
expectation. The ability to do this well is perhaps the teacher's most im-
portant professional attribute. Professional educators understand the
importance of self-image and its relationships to cultural identity;
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additionally tfley cultivate behaviors, attitudes, ansi skills which stress
the positiveand enhanCe, the learner's ego. These professional skills
do not co e naturally; they must be learned.

SELF -I' GE OF THE TEACHER., Fuller and Bown emphasize
the nec,ssity for teachers to be accepting of themselvesto be
genuin and sincere persons with a strong professional self-percep-
tion. 'he authors go on to say that "For the child' to develop as a
person the teacher must be a real person."7 Cogan, in a perceptive
secti n on the public esteem Cif teachers and its effect on learning
say

The esteem in which the general public holds teachers has a pro-
found influence upon what the teachers learn in the course of their
professional education, how they teach in school, and especially
upon what their students leam.8

Cogan does not claim that these are more than questions yet to be
answered. There is, however, theoretical and scjentific evidence to
support his conjecture. In administration there is a principle to [he
effect that -people do not have influence with subordinates unless
they are perceived a) have status and influence with superiors. The
principle would appear to apply to relationships between community'
and teachers, administrator's and teachers, and teachers and students.
Esteem from significant others and a strong sense of personal and
professional worth on the part of teachers undoubtedly is closely re-
lated to teaching competence. It would appear to follow that a first
step is to elevate the level of respect and.appreciation for the teach-
ing profession in the minds of both teachers themselves and the public.

USE OF GROUPS. Even though all learning is individual and
effective teaching is directed toward individuals, the best teaching
does not necessarily involve a Nark Hopkins" on one end of the log
and a student on the other. Neither the effective use of resource 'nor
optimal learning achievement is gained by total individual attention.
The use of groups,for certain purposes can significantly enhance learn-
ing. Grouping arrangements can include individuals working alone;
two individuals working together as "buddies;" small, ongoing, face-
to-face groups working together on a common activity; seminar or
laboratory groups; traditional class-size groups; and large group or mass
instruction. Teachers need to know and make use of the soCiologym
and psychology of groups, and they also need to be skilled in ''effect
tive group interventions.

CLASSROOM /0ANAGEMBNT. If teachers are to replace lock-
step mass education with sindividualized and person-relevant learn-
ing, skill in classroom management is essential. It is simpler to have
children sit while the teacher "teaches" the same assignment from
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the same workbook to all students who then take the same test. It is
far more complicated for a teacher to preside over a number of learners
actively involved in a variety of activities, each of which is meaning-
ful for the individual and part of a planned sequence. Teachers need
to possess the range of skills needed for both individualized and
group instruction.

Skill the use of classroom groups is an important part of class,
room-management. Also important is the ability to set objectives, use
a variety of materials and media, keep accurate records, and work,
collaboratively with other professionals and paraprofessionals. The
ability to provide structure for a variety of learning activities is one
of the teacher's most critical resources,, without which independent
and interdependent student learning is bound to suffer.

INSTRUCTIONAL STRATEGIES. During the past decade there..
has been a heightened seaRch for effective instructional strategies.
The result has been the appearance of a number of philosophical
and conceptual systems, practical approaches, and methods of analy-
sis. Included among these are the following: Flanders Interaction
Analysis, discovery learning, affective education, competency-based
education, mastery learning, convergent-divergent questioning, in-
dividually programmed instruction, positive reinforcement, and open
education. Each approach has a high degree of validity; each has
proved effective in school settings. Few of these instructional sys-
tems, however, have as yet undergone sufficient controlled experi-
mentation or rigorous field study. Dunkin and Biddle, in an exhaus-
tive study of the research on °new instructional strategies, found little
proof of effectiveness in most of these systems.9,10 This finding does
not mean that all instructional approaches are equally sound or that
those tested are unsound. Research on instruction is as problematic
as the instruction itself. It does, however, emphasize the need for

---catitiorrirrsettifig-fonly-solutions-to-teathing probilems.
In spite of the difficulties, teacher educators owe teachers the most

professionally defensible knowledge, behaviors, and skills that are
available. Within the limits of their resources, teacher educators
should:
1. Help teachers o become knowledgeable about available instruc-

tional strategie and the evidence of their strengths and weak-
nesses.

2. Select the instructional knowledge, behaviors, and skills that ap-
pear most useful and make them a part of the teacher education
curriculum.

3. Prepare all teachers for a lifetime of professional renewal through
constant efforts to improve their instructional understandings and
effectiveness.

4. Quicken the pace and enlarge the amount gf competent research.
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THE FUTURE OF THE TEACHING PROFESSION
Whence, where, and whither are questions of critical importance

to the teaching profession and to teacher education. The sections
above have analyzed teaching in terms of commonly accepted'criteria
for professions. A wide discrepancy was found between the established
older professionsto which status teaching commonly aspiresand
the teaching profession as it presently exists in America. A close
correspondence was found between the teaching profession and what
is described as 'the semiprofessions.

The tantalizing question then becomes whether teaching as a pro,
fession is in an emergent state or whether it is destined for the fore-
seeable future to remain a semiprofession wish all of the .limits that
pertain thereto. Goode does not equivocate on this issue. He says:

. . . school-teaching will not achieve professionalism . . . Teachers
will doubtless move upward 4n income relative to other semi-pro-

- fessions . . . all of these [teaching included] will move somewhat
towards improving their economic and prestige positions, the jour-
ney will not be long and the movement upward not great.I1

In many ways, the question of status within the hierarchy of pro-
fessions is false or a nonissue:'Status is a consequence of important
conditions rather than an important condition in its own right. What
the teaching profession needs is a set of conditions which are favor-
able to the delivery of professional-level educational service to the
society and its communities. If these conditions cannot be achieved,
then neither can quality educational service. In that case it is society
which becomes the loser.

The members of the Commission on Education for the Profession of
Teaching do not share the prediction of Goode and Etzioni. We are,
however, indebtedto these authors for clarifying issues and for illumi-
nating the dimensions of the challenge which professional education
faces.

CEPT Position Statement
The Commission shares with the teachers of America the convic-

tion that teaching by its very nature is a profession. That it has not,
for very complex reasons, come to maturity as a profession is recog-
nized, even declared. That it can and will self-actualize into a pro-
fession which meets all the classical criteria is a matter both of
prediction and determination. Indeed, it is the function of this repoq
to stimulate professional and organizational' effort in this direction.

The Commission believes that a number of conditions currently
are favorable for the profession to make a "quantum leap" forward
at this time:
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1. The importance of education in society is growing steadily. In-
creasingly, people recognize 'taming as "lifelong" and charac-
teristic of our way of life. This development makes it possible
to put childhood learning and school learning into a new perspec-
tive. Learning is no longer what people "do" to others. Rather,
it is a universal process which is, necessary, natural, and beautiful;
an ongoing happening-held in common and shared by child and
adult.

2. The knowledge and skills required for teaching are rapidly taking
form, and the profession is beginning to take its culture seriously.

3. The organized profession is growing in strength and in the capacity
to address the critical questions of the work of teaching, profes-
sional quality control, and the broad social issues of education.

4. Teacher education is well through the decade within which it
promises to come into its own and into its profession; tremen-
dous progress is being made. Its acceptance within the profes-
sion and within the university community appears imminent.

5. Changes in the nature of society and of education within the
society have now gone far enough for the public to be able to
see that there is need for changes in schools and in the role and
function of the teacher. Leadership on the part of the profession
could result in early social consensus on the reschooling and pro-
fessionalization which is needed.

'6. There is an emerging capacity for the respective elements within
the teaching profession to work together toward common goals.

'Concerns Over Professions
Throughout its deliberations, the Commission has been acutely

aware of developing societal concerns over the directions that some
professions have taken.12,13 There. is substantial evidence that, pro-
fessions have not been as responsive tochanging needs as might be
expected. They have tended to overspecialize on the one hand and to
fail to find means of cutting across specializations on the other. The
rigidities of boundaries around existing professions and disciplines
have tended to keep collaboration between and among them at a low
level. Most serious, perhaps, has been the incapacity to create new
professions as conditions' change and new needs are generated. In
short, professions as institutions have shown the same "steady state"
characteristics as have other types of institutions. The consequence
is a poorer and poorer fit between what is needed and what is offered.

DeApite the problems established professions presently are facing
and adjustment problems are not unique to professions in these times
of change and disruptionthere can be no acceptable social alterna-
tive to professional service and professional organization. To abandon
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the professions is to deny the quest for improvement in the lot of
humanity. For teaching to hold back in its' search for quality pro-
fessional service N to dim the lamps of learning through the land at a
time they hold promise of burning more brightly. .

The proper response lot' teaching is to push forward and, through
careful attention to societal need, develop the' teaching profession as
the model for others in responsiveness and quality service. There is
no Reed -to repeat the errors of the other professions. We can indeed,
with Robert Frost, take "the road least traveled by" and blaze the
trail for others. Education always has been close to the people. It
can stay that way and still be served by professionals.

ASSERTIONS
Out of its ,deliberations the Committee has, generated a series of

generalizatibns and positions. These are presented here, in the form
of assertions, as summary of what has been presented and preview of
what is to follow.

1. Teaching is a prof6sion. In practice it is an applied' or clinical
science involving services to people; using processes of diag-
nosis, prescription, and implementation; and characterized by
the creative integration of professional knowledge and skill,
personal style, and teaching art.

2. Teacher education is the preparation and research arm of the
teaching profession. .

3. Teacher education is the primary responsibility of (a) the teach-
ing profession and (b) the college or university. Its governance
structure should reflect this.

4. In common with other professional piogAms, the teacher prep-
aration program is most effective when it is located on the
campus of .a significant college or university. Here it can have
the advantage of the scholarly environment which fosters re-
search and creative activities, access to the rich opportunities
for liberal learning, teaching specializations in the disciplines,
access to the social and behavioral sciences and the humanities
which undergird the profession of teaching, the Privilege of
academic freedom as itinrsues its quest for truth and effective-
ness, and the rich cultural environment that prevails.

5. Organizationally, the teacher education program operates best
- when established as a professional school or college on the

campus When other forms of organization are used, it is
treated in the same way as are other professions.)

6. Preparing teachers is a process which transforms educated
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persons from lay citizens to professional educators; there is
the assumption that the' role performance of the teacher will
be importantly altered during the preparation process.

7. While recognizing the importance of a liberal education and
of specialization in one or more teaching fields, nothing should
be permitted to obscure the fact that the difference between an
educated person and a professional teacher is pedagogythe
science of teaching.

8. To meet its responsibilities to society, the teaching profes-
sion requires a significantly enlarged and expanded initial prep-
argion program as well as much more adequate attention to
inservice and continuing education.

9. Teacher educators are an integral part of the teaching profes-
sion; as such they should be members of and active participant;
in the constellation of professional organizations at national,
state, and local levels.

10. Teacher education'and teacher educators exemplify what they
explicate. This implies that the professional college or school
can be no less than a model of the best educational practice
known to the 'profession and societyi.e., philosophy, instruc-
tional strategies and performance, organization, facilities, equip-
ment and resources, experimentation, and innovation.

11. Professions depend upon the development of sI "professional
culture" which constitutes the expertise of the professional
practitioner.

12. Professional schools of education have as their reason for exis-
tencemhree primary functions:
a. Adding to the "professional culture" through research and'

development activities,
b. Preparing professionals to use the knowledge and skills in

the practice of their professions,
c. Cultivating personal,commitments to the social purposes for

which education in a democracy. exists.

13. Teacher preparation is most effective when it is campus based
wind field oriented.

14. M be effective, teacher education must be a collaborative ef-
fen which involves the university, the organized teaching pro-
fession, and the operating, schools and school systems,,includ-
ing their communities.

15. As is the case with all professions, the teaching profession has
multiple clients. It serves the broader society, the community,
and the individual.
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a. The profession draws its authority from the broader society
which hosts it; its expertise and organization are interna-
tional and national in scope.

b. Individual teachers have their teaching assignment from a
local school or school district which they must satisfy
through performance which is at one and the same time
professionally defensible and locally effective.

c. The focus Of teaching is on the individual who is the ultimate
client with a need and right to learn.

16. Because professions both necessarily and desirably have na-
tional and international perspectives, because education is a
function of the state, and therefore varies, in requirements from
state to state, and because local schools have needs that derive
directly from the nature of the community, there tends to be
some discrepancy between the generalized preparation of the
teacher and the specific instructional needs of the individual
school or school system.

17. It is the responsibility of:
a. The preparation program to prepare teachers with the skills

needed to learn to cope with specific community and school
- situations and needs.
b. The individual teacher, as a professional, to learn what is

needed by the community and to adjust performance to com-
munity realities.

c. The local education authority to assist the teacher in this
accommodation through inservice education, appropriate
supervisory assistance, and other means.

'18. In its broader sense, teacher education is a lifelong process for
the professional teacher. It begins with,the experiences students
have in schools and in the societies, is professionalized in the
preparation program, and continues throughout the professional
career.

19. Teachers, as professionals, individually are responsible for"
keeping up to date and for improving their competence through-
out the period of their-professional careers.

O. Universities and colleges, professional organizations, and local
education authorities share responsibility for facilitating and
assisting the teacher with continuing and inservice education.

21. Colleges and universities have primary responsibility for the
initial preparation programs of teachers. Employing school sys-
tems and other responsible agencies are responsible for inservice
education. The individual teacher and professidatassociations
are responsible for continuing professional education. Teacher
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education institutions are partners A each stage of the career
development process, even though their responsibilities vary.

22. While concentrating its attention on development and prepara-
tion, the professional schqdl of education shares responsibility

. for public enlightenment and for extendinassistance into other
areas of instructional and educative endeavor.

23. Regardless' of the extent to which some aspects of control of
education may move toward state or national centralization, the
community will continue to have substantial influence on and
authority over who teaches in the schools and what their con-
ditions of work will be.

24. All of the direct human service professions hold in common the
-need for knowledge and skills necessary for people to learn. Be-
cause the most significant quality in every helping relationship
is a teaching-learning interaction, the profession in general, and
teacher education in particular, thould recognize this common
need and take the initiative in developing collaborative or uni-
fied programs across the human service professiqns to prepare
professionals who can function effectively in a variety of human
service careers. Only when educators reflect an enlarged view of
the settings in which teaching is vital will the profession reach
its full maturity.
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THREE

The' Governance of
Teacher Education

With the proliferation of organizations
that represent the teaching profession and teacher

education, there is a tendency to produce
babble rather than intelligible sounds.

Everyone sta* nds to gain by the establishment
of strong teacher education and a strong profession.

. -

Where education is involved, everyone is involveil. There are int'
numerable agencies, institutions, organizations; and group's' which
participate directly or indirectly in the governance, support, manage-
ment, and operation of the formal educational 'enterprise. The type
of changes advocated by this Commission will affect all of these inter-
ests. Some will be concerned with the reallocation of power acid
authcrrity.. Some will be interested in the impact of the proposals on
the profession, schools, and society. Hopefully,_ however, all interests
wall keep in mind the broader interest of society, communities, and
citizens. Hopefully, too, there will be continuing commitment to the
nation's mission of achieving equal rights for all.

There is in the social sciences a concept called "zero sum." It is
description of a situation where, there is assumed to be a fixed amount
of some desired commodity or condition. If one of the interested parties'
gets more/of the object, the other will get less. Thus there is an inevi-
table conflict of interests between the interested parties. The concept
of zero sumso frequently subscribed to unknowingly or knowingly by
individuals and groups often is false. This is particularly true in
matters of power and influence. Contesting for right to control often
reduces the ability of any to'rnake a difference. The sum of ability to
achit.ve is thus rcduced as one cancels out the other.

The Commission holds that the reallocation of authority and re-
sponsibility in education recommended in this report is .not "zero
sum." It is exactly the opposite, because thoughtful reallocation will
result in the capacity to educate better; thus, we will be increasing,
not minimizing, our ability to control our social destiny. Because this
is what all desire, collaboration toward this end should be the goal of
all.
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Even as concern for education, pervades society, so do organized
educational structures appear everywhere. There is a complex legal
system extending from, the -international level to ,the local com-
munityUNESCO, 'federal d'ovemment, state government, inter-
mediate units, local education' agencies, and individual schools.
Even more complex is the array of academic, professional, service,
political, and community organizations which are interested in edu-
cational affairs. For. practical reasons, this report will concentrate
on those organizations which are centrally, involved in the educa-
tional system: the federal government, private foundations with
interest iTY education, state government, colleges and universities
whiah host teacher education, local education authorities and their
communities, and the organized teaching profession.

THE FEDERAL GOVERNMENT
The Founding fatcrers rejected the, idea of a national system of

education. Instead,' they left to the states the responsibility for pro-
viding educational oppOrtunity for the people. However, under the
Constitution's General Welfare Clause, they reserved for the federal
government the right to take action in areas where the general wel-
fare of the people and the nation was involved. Also, through the
Bill of Rights, they allowed.the federal courts to intervene in matters
where the rights of individuals were abridged.

The Growth of Fedeial Participation in Education
Almost 100 years after the founding of the nation' (1867), the

federal government entered directly into educational affairs, estab-
lishing the Department 'of-Education in Washington. This legisla-
tion was circumspect 'concerning state powers, however, since the
Department was restricted to collecting and disseminating nation-
wide data on education. The purpose of the activity was to "aid the
people . . . in the establishment and maintenance of efficient school
systems, and otherwise promote the cause of education throughout
the country."

With the exception of the Smith-Hughes Act and of legislation
providing benefits for veterans; participation by the federargovern-
ment remained largely at the information-gathering and dissemination
level until after the Second World War. In 1957, Sputnik created
deep concern over the quality of education in the nation's schools,
the impact on American leadership in science and technology, and
long-term national security. Acting under the broad terms of the
Constitution's General Welfare lause; Congress moved to establish
the National Defense Education Act. Also, the 'National Science
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Foundation funded thousands of workshops to upgrade the perfor-
mance of science and mathematics teachers. In 1965, Congress passed
the Elementary' and Secondary Education Act, funneling massive
amounts of resOurces into urban school systems. In the late sixties,
the government attempted to improve the quality_ of teacher educa-
tion and instituted a number of programs through the Education Pro-
fessions Development Act (EPDA) i1967). By the mid-seventies,
however, federal funding for teacher education had significantly
declined. Whether this decline was due to deteriorating economic
conditions, the alleged surplus of teachers, or to other causes is not
clear.

What is clear, however, is that the federal presence in education
has been-established, presumably Permanently. Also, it is well estab-
lished that the federal courts and the federal government have the
power to change education. With the responsibility for delivering
education to the citizenry vested in the states, the federal role. turns
logically toward interventions in pursuit of national goals.

Categorical Aid
In its earlier efforts, the United States Office of Education (USOE)

used its resources to give categorical aid. This permitted the "build-
ing of lighthouses" to serve as models for others. More recently,
Congress has initiated "revenue sharing"the giving of grants to
states to be used, within the intended purposes, as decided by the
individual slates. It is pot for this report to render opinions on general
revenue sharing as public policy. It is, however, a matter of serious
concern if federal policy causes categorical aid to be diminished.
"Lighthouse buildin is one of the best ways to promote the public
good; sponsorship of efforts to produce new knowledge is another.
Resources for these two purposes are not usually provided by the
institution or agency responsible for providing or funding educational
programs and services. At the level of operational responsibility, re-
sources are usually allocated across the operating units; rarely is there
significant attention to research and development since program
operations are all:consuming of resources. Without continued federal
support, development and research effort will suffer.

The fact that large, bureaucratically organized systertis find it diffi-
cult to change is well known; less well known is the fact that change
in organizations occurs largely through outside stimuli or pressures.
Thus, categorical aid can be a most effective external strategy for
bringing about change in the public interest and for the public good.

Recommendation
That the federal government, through the use of categorical aid,
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continue to seek improvements in teacher education, in the teaching,
profession, and in the public schools.

An Area of Neglect
It is apparent that federal programs in support of the search for

better ways to educate teachers and.teacher educators have had a sig-
nificant influence on teacher education practice. New approaches
have been developed. Much less successful has been the effort to insti-
tutionalize the new programs. The professional culture, of teacher edu-
cation has been significantly advanced, but there has been a counter-
productive failure to assist teacher education to increase the length qtr

of programs so that teachers could learn that culture. 1tis has been
the major flaw in the effort p of EPDA and other U.S. Office of Edu-
cation (USOE) programs. In order to make effective use of the new
conceptual insights and instructional techniques, teacher education
requires a significantly longer, preparation program. With the reduced
need for additional teachers, now is the time for the development of
programs with longer time spans and different patterns of organiza-
tion. When USOE established the elementary models project, its de-
clared intention was to fund the testing of those models. It was not
able to do so.

Recommendation
That USOE undertake the funding of teacher education models

which rcquire preparation time sans more closely approximating
the length of training in other professions, in an endeavor to deter-
mine the results that optimal models could achieve.

Recommendation
That USOE use its resources to encourage states and institutions

to move vigorously in efforts to improve teacher education.

An Area of Troublesome Policy
Whether as a matter of policy or of expediency, federal interven-

tions through grants have tended to minimize, the ,.Tportunity to
really make a difference. Contributions have been less than adequate
in amount and I'm. durations which were shorter than required for an
effective effort. The structures for lighthouses have been builtper-
haps jerrybuiltbut the beacons have not been lighted or kept alight.
In consequence, the teacher education landscape is dotted with dere-
lict and crumbling edificesmute testimony to vacated hopes and
frustrated ambitions.

There is at least some reason to speculate that this approach has
caused institutions to develop coping behaviors which have frustrated
realization of the intent of the programs themselves. The purpose
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has been the invention and institutio zation of more effective edu-
cational systems. Institutions ca ot, however, risk their basic sta-
bility for transient and ephemeral change thrusts. In the, presence of
uncertainty, they "hedge their bets".by making the innovative effort
simply another project operated on the periphery of institutional
purpose and commitment. Regular programs go on as usual. The "soft
money" is used to employ temporary faculty who develop and opetate,
the program for its limited duration. Regular faculty are little used;
indeed they learn that long-term institutional rewards rarely accrue
to project people. The result of this coping behavior is minimal
pact; often it is counterproductive.

To make institutional change requires critical mass inputs over a
relatively sustained span of time. The development has to be made
cenrr91 to the purposes of the institution. Institutional rewards have
to go to those who become involved. The institution has to have
reasonable assurance that something better will emerge and survive.
Otherwise it cannot risk fundamental change.

ederal programs have not all been of this too-little-for-too-
short-a-time nature. The university-based research and development
centers and the regional educational laboratories have been notable
exceptions; support has continued ovpr some 15 years. Interestingly,
it is becoming apparent that these sthtained efforts are beginning to
yield the kind of research findings which promise to build the pro -
fes°sional culture which the teaching profession so badly needs.

A similar approach in other programs undoubtedly would have had
similar results. .Failure to do so may well have loth wasted scarce
resources and done as much harm as good.

Recommendation
That federal programs in teacher education should concentrate

on critical mass inputs over longer periods of time in order to maxi-
mize the probability of success.

Present federal policy is to focus on nationwide problems with con-
centration on 6roblems of the disadvantaged, according to one federal
document.2 The same paper indicates three types of support: (a)
capacity building; (b) supplementary costs; (c) direct support. This
Commission holds that educational problems are central to the plight
of minorities. Furthermore, the key to the education problem in large
part rests with the teaching profession. Until teachers are educated
in depth, there is little chance that they will be capable of dealing
with the challenges of minority education. The appropriate federal
policy in this regard would be capacity-building teacher education
programs of the kind suggested in the previous section. To date this
has not been seriously tried. (Note again that the elementary models
were developed but riot tested.)
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lk .Research 0"

Critically needed in education is a continui large-scale effort to
add to the knowledge base through fundamental a 'd applied research.
Also, the profession needs to develop and disseminate a wide array of
workable solutions to persistent educational problems. In the long
run, the greatest contribution the federal government can make is
through research and development activities. Massive federal re-
sources cattinue to pour into.medicine, engineering, and the sciences.
Surely education cannot be perceiid 4 less important.

Recommendation
That the federal government broden and intensify its research

and development efforts in education and in teacher education with
the purpose of rapid development of a professional culture for
teachers.

Parity
One of the principles developed by USOE for use in the funding of

education was that of "parity." The concept originated from the ef-
forts of minority groups to. have their interests directly represented
in policy making, program determination, and resource allocation.
At times, parity has meant adequately representcdi at other times, it
has meant equally repres6nted.

Teacher education was one of the early areas where the federal
government applied they principle of parity. At first, this inclu
representatives of teacher education, the local education authors y,
and the community. However, the early policy did not recognize the
teaching professions. Though the USOE has partially corrected this
omission, for the most part teachers and teacher organizations still
are not included.or adequately represented in the policy-making bodies
of institutions, programs, and projects.

Recommendation
That in all federally funded collaborative projects in teacher edu-

cation, the organized teaching profession be an indispensable partner
with the other groups involved.

Education Not the Federal Responsibility Alone
There is a tendency to think almost exclusively of the federal

government in connection with funded projects in teacher education
and to expect that all areas 9f need be met. As David Mathews, the
newly appointed Secretary of Health, Education, and Welfare, said
on the occasion of his, swearing-in ceremony:
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The hard mu' th is that we-are far from being the sole arbite of all
matters.of health, education, and welfare. We are one among many,
along with the Congress, the other departments of the executive
branch, and a host of state and local agencies that have a responsi-
bility in these matters.'

It is for ethers too to share the burden, the opportunity, the chal-
lenge. In t e sections to follow attention will be given to some of these
ether par ers in the educational system.

PHILANTHROPIC FOUNDATIONS AND
TEACHER EDUCATION

As would be expected, the philanthropic foundations have directed
significant attention to the problems of education. Indeed they were
active long before the federal gove,rnment became involved. The
foundations also are interested in teacher education even though,
as the Ford Foundation has discovered, universities have not been
easy to influence.4 In common with the federal government, founda%
tions have been more interested in innovative action and dissemina-
tion than in research; though to a lesser extent, they also have tended
to operate in shorter time frames than are needed for meaningful
change efforts.

Foundations presently are experiencing hard times. When they re-
cover, they should be urged to give high priority to developing a pro-
fessional culture for teachers and preparation systems to transmit and
sustain the culture. Their efforts will continue to be unsuccessful,
however, if they resume the search for quick ways to educate teachers.
If they can accept the need for any possibility of a genuine profession
of teaching, the could be responsible for achieving it. There is logic
to the idea that' it is easier to impact education through teacher edu-
cation research and development than through any other approach.

Recommendation
That the teaching profession attempt to convince major founda-

tions to concentrate their educational efforts on strengthening
teacher education and the teaching profession as the most effective
and efficient way to bring about innovation and improvement in
schools.

STATE GOVERNMENTS
By the Tenth Amendment of the Constitution, education became

the right and responsibility of the states. Acting under this authority,
all states have by constitution and/or statute established systems of
public education.
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Structure for State Governance of Education
Generally, there are lay state boards of education which regulate

and set standards for education systems within the provisions estab-
lished by statutes. Each state has a superintendent or commissioner
to administer the educational system under the direction of the state
board: Each state also has a department of education composed of
professional and support staff, headed by the chief state school offi-
cer (superintendent).

Each state, acting at its own discretion, delegates control of educa-
tion to local communities through the establishment of school districts
which are legal and operational arms of the state government. These
districts are established, altered, or abolished at the discretion of the
legislatures. Their board members are state officials, and their em-
ployees are employees of the state. Their properties and funds are
owned by the state. Whatever authority they have is delegated by
the state. If they wished, states could operate all schools directly from
the state capitol.

Both the education of teachers and their licensure are state func-
tions. Normal schools were once state institutions, established and
maintained by the state as a part of the public education system.
When the function of teacher education was placed within colleges
and universities, the state reserved for itself program accreditation
and licensure rightspolicies which continue the pattern of state
influence and control.

Most states have separate boards for the control of higher educa-
tion. Thus teacher education, unlike either public schools or uni-
versities, is usually subject to control from two state agencies. This
dual responsibility and control often works to t Agady" antage of
teacher education.

Teacher Education Program Approval
Each state education department develops, adopts, and promul-

gates a set of standards which institutions must meet before its teac er
education program is approved. This process, which includes pn to
as well as public institutions, is mandatory since only graduates from
approved programs can be given teaching certificates. At the time of
initial application for approval, and at specified intervals thereafter,
there is the familiar sequence of self-study and report, review by a
visiting team, and decision by a professional hoard. Program appro-
val is also the basis of certification.

There is considerable similarity in both program standards and re-
view processes among the states. This is due to the influence of na-
tional standards developed by the National Council for Accreditation
of Teacher Education (N.CATE). Also, the teacher, education officers
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of the state education departments belong to a national organization
the National Association of State Directors of Teacher Education and
Certification (NASDTEC)which works toward common standards
and practices.

Though they are capable of insisting on quality in all teacher edu-
cation programs, state program approval processes often fall short of
this in practice. Program approval teams rarely deny approval out-
right; the few programs which are denied approval soon get reinstated.
In the United-States, there are between 1,300 and 1,400 institutions
with teacher education programs, all of which the states approve.
Clark and Marker point out that only about 40 percent of these insti-
tutions have been approved by the national accrediting agency; even
though "fifty-nine of the sixty largest teacher trainii-kg institutions in
the United States" are NCA rE accredited.5 Many of the small insti-
tutions do not seek approval beyond what the state requires; pre-
sumably,' many would have, difficulty meeting the national agency
standards while others elect not to.

Though rarely visible; politics is ever present in teacher education;
especially at the institutional and state levels. Because teacher edU-
cation students .represent a high proportion of the total enrollment
in institutions across the nation, their programs provide strong course
registrations for other parts of the institution. Loss of 'teacher edu-
cation would be a serious, even mortal blow to many institutions.
Because the state right to disapprove programs would have serious
political repercussions for governmental agencies, they seldom make
such decisions. Indeed, they rationalize the lack of rigor on the
grounds that the program review process is primarily one of self-study
and improvement. Whatever the rationale) many institutions with
marginal commitments and/or minimal fiicallcial and personnel re-
sources continue to prepare teachers.

Recommendation
That each state insure that only those institutions capable of

quality programs in teacher education be permitted to prepare
teachers and recommend them for certification.

`ler n

Certification
All states have regulations which require certification for teaching,

and for other educational positions. Eligibility for certification is based
upon possession of a bachelor's degree, and completion of specified
courses or a program in an approved institution. In some cases, the
institution simply certifies that requirements for certification have
been met; in others, the state conducts a review of each applicant's
transcript. All states have procedures for accepting transfers from
other states. Some accept program completion at an NCATE-ap-
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proved institution in accordance with a reciprocal interstate agree-
ment. Unlike other professions, states have no common external
teacher education examination (e.g. the Bar Exam) which the candi-
date must pass before being licensed.

In times of teacher shortages, state, certification agencies commonly
have relaxed licensing standards and granted emergency credentials.
These practices have, permitted school districts to employ persons
who have had little `(,)r no teacher education while they pursue a part-
time program of study. Even though this.practice is understandable
from the viewpoint of those responsible for staffirig'Schouls., its' detri-
mental effect on the professional status of teaching cannot be denied.

Higher Education and Teacher Education
Teacher education has two state masters. State educatiim depart-

merits exercise program control over teacher education, while state
higher' -education authorities control the universities and c011egeS
Which house teacher education programs. Seldom is t 'here adequate
collaboration or even communication between the avo agencies. One
agency may implement new teacher education regulations and pro-
gram requirements which have serious budget implications without
checking to see that the other agency provides adequate resources.
Rarely does the teacher education division of the state agency pro-
mote teacher education interests with the higher education agency.

Across the nation, higher education seriously underestimates the
needs of teacher education. The financial support level is-the lowest
piuvided in higher education. Neitherimiversities nor state educa-
tion agencies attempt to correct this deficiency.

,t Recommendation
That state education departments should vigorously represent the

needs and interests of university-based teacher education in the
state.

Recommendation
In those states where there are separate boards for higher educa-

tion and the public school education, that there should be a cross.
agency group chargedwith insuring collaborative action in all matters
concerning teacher education. ,

The State and Support for Teacher Education
States are responsible for both teacher education and public schools;

as a matter of intelligep self-iriterest they should insist on a support
level for teacher education at least as favorable as that provided for
other professions, t this does not happen. Teacher education re-
ceives the lowest ley f support of all the programs offered in higher
education.
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. . . though teacher education accounts for abOut one third of
America's college students at any given time, it receives less than
nine percent of the suppcirt given to higher education. Education
departments in humanistic and fieldwork areas receive less per
credit hour than conventional departments. in other colleges CI
most institutions. Teacher education in' 1972.73 received $1,300 to
$1,500 per F.T.E. (full time equivalent) as contrasted with expendi-
tures twice that high and more in other professional areas.6

This nation cannot expect to solve its educational problems as long
as the states neglect she preparation of teachers. The enormous re-
sources which states invest in public school education can only be
less than efficiently used if they do not insure that qualified personnel
are available.

Recommendation
That states should gi;e high priority to developing the support

levels necessary for quality teacher education in, approved institu-
tions.

The State, Teacher Education, and the
Teaching Profession

Though the state has a legal responsibility for education and for
teacher educatiOn, it has the right to make its own determination of
how to ecercise. that responsibility. oft can delegate to one or more

. responsible parties the functions of control of teacher education and
teacher certification.

The established professions accept responsibility for governing Q

themselves. This includes preparation, licensure, and surveillance of
the ethics and competence of members. Since J971, the National

, Education Association (NEA) has been pressing for passage of teacher
standards and licensure acts which vest responsibility in state_ com-
missions composed predominantly of teachers. At this time, only
Oregon and California have moved fully in this direction. Other
states are likely to do so soon, while some will prefer variations of
the NEA Model Act. It appears that teachers and their associations
are ready for substantial steps in this direction.

Recommendation
That all states should develop the means by which the organized

teaching profession can be delegated responsibility for establishing
professional standards for teacher education, for teacher certifica-
tion, and for the professional behavior of all education professionals.

COLLEGES AND UNIVERSITIES
Teacher preparation has not always been a function of colleges
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and universities; only in this century have universities and colleges
( taken over the responsibility for teacher education. The im rove-

ments in teacher education and the teaching profession ex ected from
the new relationship have not occurred, however. Hig r education
has exploited teacher education for its own interests, while'granting
it low status, misplacing it organizationally and programmatically,
and seriously underfinancing it. Evep the vigorous dtvelopment ef-
fort of the last 10 years has not produced much change; teacher edu-
ckion still sits on the academic street corner, tin cup in hand,'begging) 4

° for the capital to market its product.
. ,

Higher Education Organization: A Conceptual Model
Universities are institutions established to achieve significant social

purposes. The most fundamental of these purposes is the pursuit of
valid knowledge. All the basic activities of a university are directly
concerned with the search for valid knowledge, with its presentation
and dissemination, and with its use. It is in protection of this function
that academic freedom exists. And it is in the exercise of these
responsibilities that professors research, teach, and engage in social
criticism.

Valid knowledge cannot readily be described in discrete terms. It
is more adequately described as a phenomenon that exists along a
continuum that stretches from the search for pure knowledge at one
end to uses of that knowledge at the other (Figure 2).

Se'arch Application

FUNCTIONS ON THE VALID KNOWLEDGE CONTINUUM

FIGURE 2

Use

In terms of people who perform the functions, there will he re-
researchers, developers, and practitioners (Figure 3).

Search ? Application Use

Researcher Developer

PERSONS ON THE VALID KNOWLEDGE CONTINUUM

FIGURE 3

Practitioner

Scholars in the disciplines perceive themselves as researchers; their
interests(lie predominantly toward the search end of the continuum.
Professional practitioners are primarily concerned with the applied
uses of kric;wledge; hence their interests and activities would fir on
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the use end of the continuum. Professors in the professional schools
on the university campus have a strong interest in developing the
valid knowledge base of the profession which they represent; thus
their interests will tend to cluster around the middle of the continuum.
The hypothesized modality of interests for the three groups can be
illustrated by placing curves along the continuum (Figure 4).

Disciplines Professional
Schools Professions

Search
Researcher

Applications
Developer

INTERESTS ON THE VALID KNOWLEDGE CONTINUUM

FIGURE 4

Use
Practitioner

It should be observed that the curves are overlapping and no group
is mutually exclusive of the others; any group May be expected to
have individuals who regularly or occasionally express their interests
at any point along the continuum.'Ne'vertheless, the modal behaviors
of the groups could be predicted to fall as conceptualized.

Disciplines and Professional Schools
Universities comprise faculties who represent the disciplines on

the one hand, and professional schools on the other. While sharing
the basic values of the university, the two groups have different em-
phases in their academic missions. Each group has a university sub-
culture of its own which is highly functional.

The disciplines emphasize pure forms of research, place value on and
reward research and related scholatly adtivities, relate to scholars in
the disciplines as their significant referent groups, eschew concern
on their part for the practical utility of knowledge, and display the
skills and capabilities characteristics of scholars and researchers. The
professional schools value and undertake research and scholarship, but
emphasize the search for socially useful applications of knowledge. to
professional problems; address the reality represented by the profes-
sion by diawing on, the contributions of multiple disciplines as well
as their own technical culture; place value on and reward those activi-
ties which have direct application to the problems of professional
practitioners; relate to their own professional faculties and to prac-
titioners as significant referent groups; embrace a concern for the
prktical utility of knowledge without denying the importance of the

58



knowledge itself; and display the skills and characteristics of profes-
sionals who must work with "real world" constituencies.

Most universities will recognize the dual nature of this system,
encourage each unit to operate effectively within its own sphere,
promote cross-unit activities, and accommodate each in matters of
administration and governance. Some institutions miy elect to effect
a high level of integration among the disciplines and the professional
schools. Whatever the approach, it is critical that institutions identify
and place each instructional unit in the campus within its appropriate
group. For most units this represents no problem. +lowever, teacher
education is a notdble exception. It requires the status of a professional
school or college but often 'does not get it. Even when it is named as a pro-
fessional school, it may not be treated as such. To nrisplace any unit is to
confer role expect4tions which it cannot meet. Teacher education is not a
discipline; it is an endeavor of "studied action."

Professors of education are professional educators whose graduate
programs prepared them for continVing professional service. They ex-
pect to be involved in a lifetime of teaching, educational develop-
ment, and professional service. They do not come to higher education
to adopt the lifestyles of academicians in the disciplines. The dis-
ciplines exist for purpose which they serve well to- contribute to
the pool of valid knowledge upon which the professions depend. Pro-
fessions and professional schools exist for a different purposeto
develop and disseminate a professional technical culture suited to the
needs of practitioners.

Recommendation
That teacher education be organizationally identified and estab-

lished within colleges and universities as a professional college.or
school; if should not be subordinate to or dominated by an academic
unit.

Recommendation
That all concerned with the teaching profession .,igorously press

to improve the status and condition of teacher education on the
college and university campus.

/
Teacher Education in Higher Education

A large majority of colleges and universities have teacher educa-
tion programs. In larger institutions there usually is a unit called a
school or a college of education. Smaller institutions often locate
teacher education as a department. within a larger academic unit.
Some newer institutions are experimenting with other forms of organi-
zation which merge professional preparation programs with related
academic disciplines. And some institutions are considering a prepara-
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tion program for human service professionals which would 'organize.
groups on the basis of commonality of function.

Teacher educatioyl'un its, noonatter how organized, have long been
cOncemed over their status Owttampus. They have not been able to
shed the image of Marginal academic respectability which they brought
from their normal school past. Neither have they been able to con-
vince the academic community that they have or could have a genuine
professional culture which teachers need in the pursuit of their careers.
In consequence, teacher education has existed in a "no-man's land"
between the disciplines on the one hand and the professional school
on the other,on the m6del.presented earlier (Figure 4), in the trough
between the respective curves. It has been coveted without being,
included. And it has suffered the openly expressed disdain -of many
professOrs in the disciplines.

The reasons for the continuing low status of teacher education on
the campuses are many, cbinplex, and largely speculative.'No attempt
will be made here to either elaborate or assess them. A list of possible
reasons might be useful, however.

Failure to overcome the "normal school" image and the hard feel-
ings that were engendered when normal schools were incorporated
into or became colleges and universities.

2. An assessment on the part of the academic community that teach-
ing is and will remain a, semiprofession and is, therefore, lower
on the academic totem pole than the disciplines or the other
professional scliools. Other marginal units on camps have a simi-
lar or more aggravated circumstance.

3. Negative "spin-off" from the ongoing competition for the time of
students in teacher education.

4. Difference over whether teaching is an art or a science.
5. Conscious or unconscious realization that to accept teaching as a

profession would require teachers in higher education to under-
go professional preparation or admit inadequacy as teachers.

6. Failure of teacher education to assert its uniqueness and to de-
velop a distinctive presence on campus.

7. The ongoing closeness of government influence through accredi-
tation and certification which characterizes teacher education
and does not characterize other, university units.

8. The absence of any outside force which is concerned enough to
come to the aid of teacher education politically or institutionally.
Mosc. notable is the professional organization's which logically
could be expected to do so but do not.

Whatever the reason, the situation can onlY be assessed as damag-
ing to the teaching prOfession and in need of urgent attention. .
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Problems in Self-Determination
Colleges and univerkities as institutions pride themselves on their

decentralized organizational structure and operation. Academic units
(colleges and departments) 'have considerable autonomy, particularly
in matters of instruction and scholarly activities. Though there usually
is a. representative body which reviews programs and courses, there is
high expectation that undue interference will be avoided. Unless there
are serious questions of quality .or propriety, of jurisdictional conflict
between units, or of financial or other impact detrimental to some
other unit, approval will be granted.

Teacher education, as a college or department; characteristically
does not enjoy. this privilege of self-determination; however. Part of
the situation maybe attributed to the status of teacher education on
the campus. More anises directly out of a built-in and ever-present
conflict of interest between education'and other units, notably the
arts and sciences colleges and their component disciplines. The con-
flict of interest- is real. Teachers are the only professional students
who are required to continue study in the disciplines following com-
pletion of the general education requirement. Teaching has its under-
girding 'disciplines as do other profession's' (psychology, sotiolOgy,
etc.). In addition, each teacher must prepaie in depth in at least one-
and often two; teaching fields. This means that teacher education
students are the continuing object of attention of hoththe disciplines
and teacher education. Each group views its contribution to the edu-
cation of the teacher as critical. Each would enlarge its domain to
provide ,more extensive preparation if it could. This leads to conflict
of interest over possession of thestude4nt on the one hand and

of courses to be taken on the other. Relatively rigid state certi-
fication regulations place substantial limitations' on the freedom of
both parties. After mandated re uirements have ,been met, only a
few hours of electives are left o er to negotiate.

Teacher education units oft n complain that they do ndt have a
chance. Faculty from the dis iplines comprise a large proportion of
the total on campus, at lea one half being the usual case. Te,acher,,
educators are much fewer in numbers.. When votes are called for,
education often loses. It is this "situation to which Clark and Marker
refer when they state that teacher education will never be anything
more than an academic rhajor.7 Who has decided? Certainly not
teacher education which has institutional and professional responsi-
bility for the professional corriporient of teacher eduCatiOn. Nor will
it be possible to find minutes of meetings to that effect. Instead it is
a generalization derived from countless examples inhurtdreds of insti-
tutions over several' decades of time. One has to count the times
that proposals to enlarge and enhance teacher education have been
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turned down by academic vote. Impossible to count would be the in-
numerable times that wha(was desired, needed, and justifiable was
never proposed. It had already been decided.

There appears to ,be no ready solution to this situation short of
expansion of teacher education into longer preparation programs.
Even then, however, the conflict could be .expected to continue
since the appetite of the disciplines would only be whetted.

Universities could resolve the problem internally, but they are un-
likely to do so on their own initiative. 'What remains then is resort
to prescriptions from state agencies about requirementS" for program
accreditation and for certification, but even these are subject to in-

,. fluence`from the academic community. A third alternative is to shift
control of programs to bodies which are professionally oriented and
willinge confront for professional gain.

THE LOCAL EDUCATION AUTHORITIES
Though the states have responsibility for education, education in

this nation has long been considered a strongly local matter. Early
schools were either private or local community effor , voluntarily es-
tablished and independently operated.' Later the sta s mandated that
local communities provide schools. Still-later the s ate (a) established
a state-wide system of local school districts whi together included
all the state area; (b) made school attendant mandatory; (c) pro=
vided partial funding; and (d,),, began the pr cess of regulating the
schools through standards for teacher prepar lion and curriculum.

Each local school district was placed unde a board of school trustees
which represented the people. The board as a corporate body; indi-
vidual trustees had no power except as specifically delegated by the
board. It was given the authokty to receive the state funds and to
raise funds through a tax on property within the district. Unlike.
municipal bodies, school districts and everything pertaining to them
were legally made part of the state education systeth; watever they
had was not theirs and'what ver they did had to be, within the specific

°authority delegated to them by the's to or implied therefrom. These
conditions continue to the present.

School districts are,significant elem nts in the professional Suca-
tion and growth of teachers. They pa ici th directly and in-
directly. At this time, it would app ar that local districts are the
most significant single force operatig .4.) determine the quality of
the profession. Their influence is directed through a number of dif-
ferent activities, of which the following representative: (a) re-
cruitment, emptoyment, assignment, and reassignrgent; (b) conditions
surrounding the work of the teacher; (c) benefits such as develop-
ment leave, salaries, and increments; (d) inservice education and
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''elated activities; (e) support of the teachers' efforts in lifelong con-
tinuing education; (f) personnel policies related to rewards for teachers'
self-imp ovement efforts; and (g) the nature of administrative and
supervise practices.

At pres nt there are wide variations among districts in what they
do in teacher development. This is almost certain to attract the atten-
tion of the courts as the equality of educational opportunity _goal is
pursued beyond equalizing the overall resources available. Another
situation which can be expected to markedly affect the rble of the
school district is collective bargaining, which has grown very. rapidly
and gives indication of including virtually all teachers in. the fore-
seeable future. Each of the items referred to in the paragraph above
is subjgd to negotiation.

Recruitment, Employment; Assignment, and
Reassignment of Teachers

As the employers of teachers, school districts constitute the market-
place. The district is always in a position to influence directly the
quality'of its own program through the choice it makes among avail-
able teacher candidates. It can also influence teacher education. by
making public the competencies and qualities which it values and
needs in teachers,. anti by demanding corresponding inservice and
continuing education from the colleges and universities. And, finally,
teachers themselves are quick to perceive that rewards come to those
who prepare themselves for the specific needs of the district.

Because the teaching profession, the college or university, and the
state educatiOn agency all control teacher education, programs should
not change their philosophies and methodologies only in response to
local needs.., Teachers entering the professiZ'm have a right to a prepara-
tion that prepares them for "safe" performance anywhere, not just
somewhere. The teaching profession has the obligation to insure that
every teacher has validated, broad - based professional competencies,
without which teaching is merely an individually or locally developed
craft. This Is not to, argue that teacher education should be unrespon-

, give. to local needs; rather, teacher education should be responsive
but only iithin professional limits. These limits should include elec-
tives within the preservice program; graduate offerings related to the
local community.; but consistent with the continuing education needs
of all teachers; and cooperate with,districts and schools in inservice

Conditions Surrounding the Work of Teachers
Preiervice Sand inservice teachers understand the realities of the

workplace. They process formal experiences in teacher education in
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terms of those realities. For example, prospective teachers will not be
interested in individualizing instruction if they believe that in the
community where they will teach, individualization is not Possible,
valued, encouraged, or even permitted. Nor will they plan continuing
education or other professional activities after school if they must
suffer large classes and heavy burdens every working day. Leadership
serves the teaching profession and the schools best when it creates
conditions as favorable as possible to success; maintains a climate of
commitment, active search, innovation, and openness; and rewards
teachers who pursue continually the search for greater effectiveness
and proficiency.

Employment Benefits
Local school systems across the nation differ widely in their policies

concerning professional renewal benefits for teachers. Some have
generous policies; some have none at all. This Commission believes
that one 'of the most important functions of school district policy is to in-
sure that teachers remain lifelong learners in both their personal and pro-
fessional lives.

Teachers often teach in situations which demand broad, educated
backgrounds, as well as a need for high professional knowledge and
skill. They serve in a world characterized by rapid change and by
a continuing knowledge explosion. Also, teachers require a back-
ground\knowledge of the community they serve. Successful adapta-
tion of professional teaching skills to the local community usually
calls for specific job and situation preparation which their previous
preparation could not provide.

Unfortunately, teachers are not paid enough to permit them to
spend much on personal and professi6nal development. What they
need in the way of association memberships, travel to meeting%
books; journals, continuing education, formal study and informal
activities, self-imprOement, and national and international travel
simply is not available, particularly for young teachers and beads of
households. Tibe employing agency should provide these opportuni-
ties on a systematic basis..

Recommendation
That local education authorities view the continuously learning

teacher to be as important as the continuously learning child, adult
citizen, school board member, or school administrator.

Recommendation
That each school system devote a percentage of its professional

salaries budget to proViding growth activity opportunities for teach-
ers. As a longer term objective, at least 20 percent should be de-
voted to this. At least 21/2 percent should be available immediately.
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This should increase by at least 1 percent per year until 10 percent
is reached. The rate beyond this should be based on experience and
need.

Recommendation
That the resources for professional development be apportioned

in such a way as to have three distinct categories of use: (a) a cumu-
lative account for each individual from which the individual, with
approval of plan, may draw; (b) a fund for inservice education upon
which the school system and individual schools draw for educatiorial
needs specific to the district or school; (c) a fund for continuing
education activities upon which teacher associations, the school dis-
tricts, individual schools, or other groups may draw upon approval
by the board of education or the superintendent.

o
Recommendation

That each school system make a distinction between those activi-
ties of professional development that derive from the unique needs
of a particular workplace (school; district) and those that are of
consequence to a professional regardless of the workplace.

"Inservice" should be used to refer to employment-oriented edu-
cation. For example, if a school staff decides to use the Individually
Guided Education (IGE) program as its approach to individualization
of instruction, then the faculty needs to be prepared specifically for
this. ;The school should provide the education at school expense.
"Continuing" ,should refer to activities desigtrtd to suppleMent and
extend the preservice education of teachers, and to update them on
recent findings and approaches: For example, if teachers feel a need
to expand their proficiency in individualization, then they will want
to know the 1.test thinking and practices. Their professional organi-
zation might discover the need through its annual needs assessment
inventory and declare a high priority. After approval by the policy
group and the superintendent, a teaching center might offer a series
of workshops.8 Payment of costs might come from continuing educa-
tion money from the district funds, payment from the techer associa-
tion treasury, and individual contributions (either personal or drawn)
from the individual's personal development account in the district.

Recommendation
That the states build into their school fiance allocations and

apportionment formulas the funds needed for professional develop-
Ment of teachers on ratios similar to those recommended above.

Inservice Education
In the section above, inservice was defined as meaning those acti-

vities which have as their intended purpose preparation for specific
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demands whichdecisions within the system have created. It should
be .a condition attached to all innovations which are introduced to
school ,systems or schools that adequate specific preparation precede
or accompany them. Many innovations are lost for want of this "nail;"
much time, energy, money, and potential learning are wasted. Worse,
perhaps, is the resulting reluctance on the part of teachers to get
professionally "turned on" by suggested innovation for fear it will be
"like the last time and the time before that."

Not all inservice derives from innovation, however. There is fre-
quently need to go back and learn to do better what already is being
done.

0

Continuing Education
Continuing education refers to all efforts to expand and update the

skills of the individual professional beyond the basic or "safe" level
required for entry to the profession. A professional, by definition, is
responsible for keeping up tadate and competent. This does not mean
that the individual does this alone. The employer, out of intelligent
self-interest and necessity, contributes directly to continuing edu-
cation for teachers. Personnel policies of the school district should
clearly spell out the expectations and available assistance.

In all professions, organizations offer educational programs for their
members by making available studies, books, and journals. Similarly,
teacher associations need to expand their activities in this area. Pro-
fessional 'schools should continue to .;contribute to the continuing
education options open to professionals by offering graduate and post-
graduate work, including credit and noncredit lectures, seminars,,,,
and workshops.

There is great need for collaborative action among the several con-
tributors to continuing,education. Without such collaboration, over-
la andnd gaps are likely to characterize programs.

Recommendation
That because the "Teacher Center" (by whatever name) appears

to represent a great opportunity to facilitate teacher education at
all levels, and in all respects, it should be the objectIO serious atten-
tion.

Recommendation \
That as teacher centers and other such efforts develop, careful

' attention be given to the allocation of responsibilities to insure the
preservation of the integrity of the individual professional and of
the profession.

Personnel Policies Related to Rewards
In sound personnel management, rewards accrue for desired out-
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comes. Learning in schools is the desired process and outcome for
both teachers and students. It should be rewarded. It is essential to
the learning process in schools that teachers be perceived by children
as being avid learners themselves. Otherwise, in their eyes, learning
becomes something (like castor oil) that adults impose on children
from which they can escape only by becoming chronological adults.

Learning activities should be specified as an objective for each
professional in the district. They should receive attention both in the
planning for improvement and in the evaluation program.

Administrative and Supervisory Practices
Administration and supervision have long been important elements

of the school system. However, there is little evidence that they have
made, significant contributions to teacher performance or. learning
outcomes. Much administration and supervision have been "out of
sync" with the nature of the school and the professional work force.
Potentially, they are critical elements in the education of teachers.
In large measure, they determine what teachers will be able to do
with the education and experience they already possess. Administra-
tors and supervisors must keep in mind always that schools are modern
organizations staffed by professionals; learning and teaching are sensi-
tive processes which insensitive relationships often violate; and since
{earning has personal development both as its process and its intended
outcome, emphasis must always be on the formative, helping relation-
ship, rather than on the summative, decision-making side of institu-
tional life.

PROFESSIONAL ORGANIZATIONS

The National Education Association
The National Teacher's Association, established in 1857, was ate

first national organization of teachers in the United States. Its pur-
pose was "To elevate the character and advance the interests of the
profession of teaching and to promote the cause of popular education
in the United States." Thirteen years later it merged with other or-
ganizations to form the National Education Association (1870). The
merger established directions which were to dominate the.organized
profession for almost 100 years. The new organization included both
teachers and administrators, thus establishing-the principle that the
diverse professional groups involved in education could effectively
work together in one organization. Teachers, teacher educators, prin-
cipals, supervisors, curriculum specialists, superintendents, and higher
education personnel came under the NEA aegis. In 1906, an Act of
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Cesongress incorporated the Association under the revised name of Na-
tional Education Association of the United States.

In the 1960s, however, the situation dramatically changed. Teach-
er's saw themselves as dominated by administrators, professors, and
others. Militantly, they began to disassociate those departments which
represented professionals other than classroom teachers. These be-
came separate organizations. Individual membership privileges were
denied to persons who served on negotiating teams for an employer.
It 1s still too soon to assess the long-term consequences of the splinter-
ing of the education professions into separate organizations. In any
case, the move prbbably was inevitable. If the teachers need to use
collective bargaining in the desperate search for improved working
conditions, it is only natural that they would find administrators in
conflict of interest.

The NEA has remained the dominant teachers' organization over
its entire history. Its purpose appears in the Preamble to the Consti-
tution of the National Education Association of the United States:

. . . [the NEA will] serve as the national voice for education, ad-
vance the cause of education for air individuals, promote profes-
sional excellence among educators, gain recognition of the basic
importance of the teacher in the learning process, protect the rights
of educators and advance their interests and welfare, secure pro-
fessional autonomy, unite educators for effective citizenship, pro-
mote and protect human and civil rights, and obtain for its members
the benefits of an independent, united teaching profession.9

Its membership presently includes more than one and a half million
teachers approximately three out of every four public K-12 class-
room teachers. There is an effective affiliation with state teachers'
organizations, a common dues structure, and a growing ability to act
in concert.

Through the early years of its history and into the 1960s, the NEA
placed strong emphasis on what Knezevich has called the "professional
ethic" and less on the "militant ethic."'° In recent years its behavjor
more nearly parallels the development of the American Federation
of Teachers (AFT), especially in regard to the new militancy, rela-
tionships with administrators' organizations, emphasis- On collective
negotiations in establishing improved working conditions for teach-
ers, and the decision to be politically active. The AFT had an early
advantage over the NEA because although it included administrators
in its membership, they wetc, not allowed to hold office. Nor was it.
associated with AACTE. Arles, it had the long experience of the
AFL-CIO behind it as an advantage in negotiations expertise. Though..
the NEAchange to militant behavior did follOw closely on AFT
successes with negotiations and strikes, particularly the 1961 Newid
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York City strike, it should not be assumed that this is a causal rela-
tionship since common conditions face both.

While the NEA presently pays .much attention to teacher power
and to strong efforts to improve working conditions, it appears

. give less attention to professional questions including teacher eau=
cation. In a 10-item list of specific objectives in the most recent NEA
bylaws, there is no direct reference to teacher education. The Na-
tional Commission on Teacher Education and Professional Standards
(TEPS) long outstanding in its professional activitieshas been
dissolved and incorporated into a new division called Instruction and
Professional Development. While it is unwise to infer that the NEA
has a diminished interest in professional matters, it has shifted its
priorities. In order to survive the challenge from AFT, it has to put its
own house in order. Presently, it. seeks as much direct power for
teachers as possible. One example of its new confrontation strategy
was the 1972 withdrawal of the NEA financial contribution to
NCATE. This tactic enabled NEA to achieve parity with higher
education in matters of teacher education accreditation. Now,
teachers participate in all NCATE processes on an equal basis. This
episode signals a forward movement in professionalization.

In the NCATE controversy, the NEA lost on the issue of volun-
tary versus mandatory accreditation; voluntary accreditation con-
tinued as the policy. In the meantime, however, the NEA has pressed
for implementation of its "1971 Model Teacher Standards and Licen-
sure Act." If this program is successful, the organized teaching pro-
fession will be in control of both certification and accreditation in
states where it is implemented. And since\''accreditation of teacher
education programs. is mandatory in the states, the profession wilt
have achieved control of teacher education. Furthermore, the annual
delegate assemblies of the NEA show interest not only in the licen-
sure and accreditation questions, but also in the structure of prepara-
tion programs, the establishment of teacher centers, inservice and
continuing education for teachers, and practitioner participation in
all of these areas. It is evident that NEA is determined to represent
the teaching profession°, not onN in matters of working conditions,
but also in the domain of professional performance.

One of the casualties of recent NEA developments has been the
lack of involvement of professors of education. It is necessary for
those in the preparation arm of the profession to be full-fledged mem-
bers of the NEA. Professors of education should seek to bridge the
gap which exists between them and the NEA.

Recommendation
That professional organizations of teachers recognize the campus-
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based teachers in teacher education as fellow 'Professionals and ac-
tively seek their inclusion and participation.

The AmericO Federation of Teachers (AFL-C10)
The AFT originated with the establishment of the Chicago Teach-

ers Federation in 1897, and its affiliation with the Chicago Federation
of Labor in 1902. In 1916, the AFL founded and chartered the AFT.
Its early growth was slow. A 1956 decision to promote collective bar-
gaining enabled the AFT to rise rapidly in membership during the
sixties and se/venties. The victory of the AFT over the NEA in the
1961.0w-York City election and the gains made in New York there-
after were highly visible and probably reduced teachers' anxieties
about using labor tactics: By 1975, the "Union" could claim more
than 450,000 members.

Though the AFT historically has seemed to be less interested in
the professional aspects than in the working conditions of teachers,
its less visible interest should not be taken lightly. Its publications
indicate a breadth of professional interest, a depth in ,scholarly ap-
proaches to problems, and an increasingly important plate for teacher
educationparticularly as it relates to an internship program for be-
ginning teachers.

A United Profession?
The AFT has actively promoted the idea of a unified profession

since the early sixties. It continues to seek some kind of merger with
the NEA. For a time, the NEA was open to negotiation, but recently,
it has rejected further consideration of the matter. The NEA is de-
termined not to be associated with organized labor. In its 1975 Rep-
resentative Assembly, it reaffirmed its 1974 position which stated
that the NEA emphatically did not want affiliation with the AFL-
CIO. On the other hand, the A, FT believes that only through affilia-
tion with the AFL-CIO can teachers achieve power and influence.
Those who predict an eventual merger should not overlook the co-
gency of the adamant stand the NEA takes against labor affiliation.
The NEA has shown much more willingness to learn from the AFT
than to identify with it.

Collective Bargaining
The sections above on the two large teacher organizations both

indicated emphasis on militancy in behalf of teachers' rights and of
favorable working conditions. Collective bargaining, recognized by
law; is an important objective of both organizations. Much progress
in this direction already has been made. There is a distinct possibility
that federal intervention may grant collective bargaining right to all
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public employees, including teachers. Higher education faculties also
would be covered.

Collective bargaining includes the right to negotiate over working
conditions. Responsibilities in connection with teacher education ardk_
an important element in teacher working conditions. Experience in-
dicates that teachers in school districts with collective bargaining
agreements soon turn their attention to responsibilities with student
teachers and other aspects of teacher education. Ir must be anticipated
that negotiated agreements will specify the conditions under which
teachers may participate.

Included may be:
1. Pat,ment for services.
2. Rel e time from regular assignment.
3. Right t ial preparation for the assignment.
4. Reduced class size. --

5. Student teachers and interns only from professionally accredited
colleges.

6. Student professional membership.
7. Employment in district of only those students who graduate from

professionally accredited institutions.
8. Involvement in the teacher education program.

Though the full implication of collective bargaining as it relates to
teather education cannot presently be foreseen, its significance can
be assumed. Much of the freedom colleges and universities have had
will disappear. A variety of constraints will be imposed. On the other
hand, a new source of power and influence will intervene in the
governance and quality control structures of teacher education. Higher
standards of preservice preparation can be predicted as can active
professional involvemot.

Teacher educators have a vital stake in the collective bargaining 4
agreements reached between school districts and the bargaining unit.
As a third party, howeo*r, they will not have direct access. The
only apparent opportunity for participation is collaboration on deci-
sions about demands to be made. This will require initiative on the
part of teacher educators.

The American Association of Colleges for
Teacher Education

The AACTE is not a genuine professional organization; rather it
is a voluntary association of institutions involved in "teacher educa-
tion. At this time, however, it is the major voice of teacher education
in the nation. Its approximately 835 institutional membershipsof
the 1,380 offering teacher educationinclude almost all of the large
institutions and a variety of- alter ones, both public and private.
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More than 85 percent of all teacher education graduates are students of
AACTE institutions. The AACTE has no provision for individual
memberships. Officially, each institution has from three to seven
"representatives who receive publicAtions and exercise the institution's
voting privileges. Attendance at the Annual Meeting and the privi-
lege of addressing issues is open to all faculty members, whether or
not they are appointed representatives.

The forerunner of AACTE was thp American Association of
Teachers Colleges, founded in 1918. In 1948,, through a merger with
other groups, AACTE came into existence. From the late '40s through
the 1960s, it was a national organization only. Since the early '70s,
the Association has been developing state chapters, first flt the initia-
tive of interested teacher educators at the state level,and now with
official and priority encouragement of the Association.

Over the years, AACTE has been active in promoting teacher
education by many means, one of the most significSnt being accredi-
tation. From 1948 to 1954, AACTE had direct control of accredita-
tion. Then, in 1954, NCATE was established as a joint venture, the
major partners being the Association and the NEA. In addition, the
Chief State School Officers (CSSO), the National Association of
State Directors of Teacher Education and Certification (NASDTEC),
and the NatiOnal School Boards Association (NSBA) were involved.
Recent changes have increased the participation of practitioners
(NEA) in the NCATE accreditation process. Also, NCATE has been
given responsibility for the establishment of standards for teacher
education, a function previously performed by AACTE.

The Association maintains an interest in teacher education and
keeps a watchful eye on it at the national level. Through publica-
tions, commissions, conferences, and the Annual Meeting, it involves
teacher educators in numerous ways. It conducts prbjects with outside
funds (e.g., the Educational Resources lnformatiori Center (ERIC),
competency-based teacher education, multicultural education). From
time to time it mounts task forces and study groups to study signifi-
cant .issues. The Board of Directors at the Annual Meeting adopts
policy statements and Makes recommendations. The AACTE also
maintains active liaison with federal agencies and with other associa-
tions.

1pstitutions legitimately involved in teacher education can be mem-
bers of AACTE by paying the annual fees -based on the enrollments
and 'diversity of programs of the individual institutions. There is no
-requirement that institutions be NCATE accredited although they
must ;be regionally accredited. Consequently, the member institutions
includeizaarginally" qualified institutions along with the best qualified.
This dulls the capacity for taking strong positions on the qualifica-
tions necessary to be involved in teacher education, since almost any
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proposed quality control criteria will offend some institution(s). There
have been few ventures calculated threaten, push, or even strongly
stimulate teacher education toward needed improvement. This
troubles some who desire stronger stands and more impact in upgrad-
ing' teacher education and 'the teaching profession. Nonetheless,
organizations comprised of diverse institutions rarely take stands

'counter to the interests of member institutions. So, in the absence
of such a capacity, AACTE emphasizes improvement through leader-'°
ship, influence, and dissemination.

The danger of AACTE. is that other organizations less constrained
by a diversity of interests will assume leadership in times of change
and stress. This is already happening. Control of teacher education
standards has been transferred to NCATE where NEA influence may
call for more rigorous evaluation of institutions. The deans of edu-
cation of state universities, land grant colleges, and large private insti-
tutions have organized separately and are active, visible, and influen-
tial. (The members of this group also are involved in AACTE.) Some
of the state units of AACTE expect stronger positions from the na-
tional organization and are actively urging it.

Unless AACTE over the next decade can provide a much stronger
impetus to change in tdache education, it will lose out to other groups
that have the capacity to,clo so.

Re?ommendation,
,,That the AACTE begin to take strong stands on teacher educa-

tion and other educational issues, even when.- the stands are con-
trary to the interests or desires of some member institutions.

Association of 'Teacher Educators
The. Association of Teacher Educators'(ATE) includes teacher edu-

cation personnel in both colleges and universities and other prepara-
tion-centers. This is an organization devoted to the overall interests
of teacher educators. Increasingly, it attempts to involve more field%
based teacher educators. Until recently it met, conjointly with
AACTE; now it holds its annual meeting independently. There are
indications that it will seek to be an NCATE partner, and that it
intends to be more vigorous in its professional efforts. In the mean-
time, ATE has not yet caught on as the yoice of the individual Ceac.hef
educator. It deserves backing in its 'eff(i rts to become so.

Since ATE is financed through individual memberships, it has the
potential to become a viable Organization for individual teacher edu-
cators from the colleges and schoOls. College-based professors of edu-
cation, adjunct- faculty in schools, and cooperating teachers are all in
need of this cype of organization in order to come together. This link
is crucial for the future when one considers the im cations of the
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teaching center concept, contirming education, and shared, gover-,
nance. Since the goals of AACTE and ATE are similar and since it
makes sense for both AACTE and ATE to provide a mechanism for
institutional and individual membership, a closer working relation-
ship must be established.

Recommendation
That AACTE help to strengthen ATE as an effective organiza-

tion for individual teacher educators and encourage its return to
close working relations with the Association. A first step to pilot-
test the feasibility of a collaborative relationship would be for
AACTE and ATE to locate their offices IT:Filler.

TOWARD A COLLABORATIVE EFFORT
IN GOVERNANCE
Governance Mechanisms

_ -
In accordance with.the principles of professionalization, the profession

should make every effort to' decrease the extent of state doniinance, and
increase college and.profesiiartit control of teacher education. To be ef-

fective in increasing professional control, the university-and the teach-
ing profession must establishgovemance mechanisms on such issues
as accreditation and licensureoystems. Another approach should be
-tic t up joint committees to make policy decisions about teacher
education and, to insure effective implenientation. To be sure, gover-
nance- of important aspects of the teacher education program is the
legitimate prerogative of the entire teaching profession, but the uni-
versity a o has concerris and n sibilities.

.

Collaborative Mechanisms
.

The principle of accountability requires taking other interests and
needs into account. Schools, teacher education, and professional or-
ganizations become parity partners because each needs the other in
the use of schools for field experiences, ancl.in setting up continuing
and inservice teacher education programs. This.collaborative arrange-
ment can be formalized through an organizational structure called a
teacher center. There are six partrie who1eollaborate in the operation
of a teacher center: (a) teacher edu ion, (b) the schools, (c) teacher
organizations, (d) the university,'-(e the school board and the com-
munity, and (f) the state or intermediate state agencies.

Teacher centers are overnante mechanisms;' they are not places. (See
figure 5.) However, governance groups can establish places where
teacher-education occurs. In such physical centers, an array of pite-
service, inservice, and continuing education can take place as each
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A MODEL FOR TEACHER CENTER GOVERNANCE
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of the major partners assumes responsibilities that fall within its juris-
diction (See Appehdix A.).

Who Speaks for the Teaching Profession?
With the proliferation of organizations that represent the teaching

profession and teacher education, there is a tendency to produce
babble rather than intelligible sounds. Vested interest conflict be-
tween competing groups often adds to the confusion. Some gover-
nance procedures, especially negotiatidns procedures, clearly call for
prime spokespersons. Other procedures require no such unity. In the
absence of agreeinent on who is to represent the profession, a com-
posite group should be formed frOm those groups having legitimate
interests. Teacher centers already demonstrate that -the big issues of
jurisdiction do not have to be present in normal day-to-day opera-

.: tions. The real world of parents, children, and schools cannot s,tand
by forever awaiting resolution of whether we are to be a "union" or
"profession," administrator or teacher, teacher educator, or school-
based profession.
_ This chapter began with references to "zero sum." It can well end
with the same. Everything is to be gained by deciding on basic prin-
ciples and by collaborating to get them implemented. Everyone stands
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to gain' by the establishment of strong teacher education and a strong
profession.

Sobering Up
Questions of governance are heady wines. In their presence one

tends to be persuaded and thereby conclude that others are also con-
v inced.

Clark and Marker are not alone in their pessimism over the ability
of the ,profession to do what clearly needs to be done. They say:

. . . we are pessimistic about the likelihood of positive changes
which will be affected in the field over the next iecade. (p. 73)

In this framework of organized irresponsibility there is not only an
endless opportunity to avoid accountability, but a rational posture
which is available to each partner in the enterprise to justify the
avoidance. (pp. 75-76)

Those who wouki reform teacher education by exhorting these
partners to join- together in a cooperative relationship do not
recognize that "even paranoiics have en'emies." (p. 80)"

Corwin, in the same publication, is cautiously more - optimistic. 12
The members of this Commission recognize the forces which stand

in the way of change. We are, however, convinced that the time is
right for an all-out effort What is needed is a caplytic element capable
of starting the release of the tremendous energies necessary for action..
No less miraculous things have been thought possible before.

Recommendation
That responsibility for teacher education in the states be dele-

gated to the teaching profession and to the colleges and universities,
with the state siitoviding only the needed support services.

Recommendation
That governance mechanisms for teacher education in the form

of teacher centers be established for teacher education institutions
or contiguous ,gipups of institutions and funded through the regular
support formula or budget.
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FOUR

Designirig the Career-Long
Preparation of Teachers

Professors of education
should exemplify what they, explicate.

The design'of teacher education should include
a continuous interlocking relationship

between practice and theory.

The profession should rid itself of institutions
unable to provide adequate life space to prepare teachers.

Fundamental to the design of any educational program is an under-
standing of its goals and objectives. Planners of preparation program
must com'prehend professional roles if learning experiences are to be
consistent with ole requirements. Role requirements are always more
easily understood when institutions are stable and when there is con-
sensus regarding social values and expectations. Usually, the profes-
sions themselves largely determine the role definitions, and condition
the views held by others. However, the task of designing a teacher
education curriculum is complicated by divergent views both from
within and outside the profession.

DIFFERING PERCEPTIONS'OF TEACHING AS
CHALLENGE TO THE TEACHER EDUCATOR

Views 'regarding teaching and the status of teachers vary con-
siderably. Lortie suggests that

Teaching seems to have more than its share of status anomalies.
It is honored and disdained, praised as "dedicated service" and lam-
pooned as "easy work.". It is permeated with the rhetoric of profes-
sionalism, yet features incomes below those earned by workers with
considerably less education . . . Teaching from its inception in
America has occupied a special but shadowed social standing . . .

real regard shown for those who taught has never matched professed
regard.'

cr.
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Marty lay citizens view education as important but do not attach
comparable status to the role of the teacher. Speculating on the effects
of low public teacher esteem, Cogan suggests two "self-fulfilling
propheties. First, teachers will internalize a low opinion of their
work; and, second, students who share the negative views of teachers
expressed by their parents will learn less effectively than if their educa-
tion had been conducted in an atmosphere of high esteem for teachers
and schools. Also, indifferent and negative public attitudes toward
teachers make the following very difficult: recruiting strong candi-
dates for' teacher education, maintaining a high level of motivation,
and securing adequate resources to support quality preparation pro-
grams. 2

p Another difficulty is the many preconceptions of the teacher's role
held by the student. College 'students have had ..at least 12 years of
schooling in which to shape their views of schools and teachers. And
during that time they have developed many limited or unfavoryble
views of teachers and teaching. Thus, the task of the teacher educator
becomes very complex becadte it entails not only teaching a technical
range of knowledge, behavior, and skills, but also altering earlier
negative perceptions. To fail is to perpetuate images of teachers
grossly incompatible with the professional demands teachers face.

Past experience represents such an overwhelming influence on
teacher candidates that they are likely to think about teaching ex-
clusively 'as a formal classroom activity and ,remain unaware of such
broader professional responsibilities as curriculum development, com-
munity relations, and program evaluation. Unfortunately, prospective
teachers' preconceptions about schools and teaching are often ac-
curate. Their inaccuracy is not with classroom realities, but with the
ideals professionals set for themselves.

The professional socialization of teachers differs significantly from
other professions. The long period of association with schools and
teachers prior to professional status provides students with a high level
of informal socialization. In contrast, medicine entails only infrequent
and limited contacts with physicians before professional studies begin.
The formal profeSsional socialization of the physician, however, is
much more extensive than that of the teacher and makes greater use
of the undergirding disciplines in preprofessional curricula.

Hostility or indifference toward teacher education from faculty
members in other academic units further complicates the task of a
college of education. Some professors are so hostile in their attitudes
toward teacher education that students are negative about their pro-
fessional studies even before starring them. Some faculty openly advise
their ablest students that they would.be "wasting" their talents by
prepping for teaching. When such attitudes prevail, they often result
in inadequate resource allocation to teacher preparation. Although



the financial survival of many small call es and of some departments
in large universities is dependent upon their enrollments in teacher
education, institutional budgets seldom reflect this. Priorities tor staff
and facilitie ()int elsewhere, lending credence to Stone's observa-
tion that t acher education is a "stepchild," largely unwanted by the
colleges.'

Most unfortunate is the tendency of the teaching profession to
accept low public and academic assessments of its worth. Too many
teachers view themselves merely as clerks aritktechnicians, rather
than professionals charged with one of the most complex and de-
manding responsibilities imaginable. Low public esteem for teaching,
limited perceptions of the teacher held by teacher candidates, fre-
quent indifference or disdain for teaching in higher education, and
acceptance by the teaching profession of itself as a craft present a
challenging and troublesome context in which to design quality.
teacher preparation.

Absence of a Professional Culture
Observers 'often view the act of teaching as requiring only common

sense and familiarity with subject matter. They perceive teaching to
be innately artistic and thus incapable of reproduction through any
systematic' preparation program. Unfortunately, the teachin profes-
sion has rarely challenged these views of teaching. Through most of
its history, teaching has been dependent upon personal insights, with-
out the underpinnings of empirical study of systematic theory. In 1975
we reached the end of an era. Society now demands a new breed of
teachera well prepared, highly motivated professional capable of
understanding a broad range (')f learning problems and of designing
and implementing curricular and instructional strategies to solve them.

A PROFESSIONAL VIEW OF TEACHIAIG
The professional view of teaching emphasizes its demanding com-

plexities. These complexities require rigorous preservice preparation
to he the found.tion for career-long profesional development.
Teachers need to he well educated in liberal or general studies, since
all school teachers are teachers of general education. They must also
he well versed in the disciplines connected to their teaching fields and
their learning implications for students. Teachers also require inten-
sive preparation in the conceptual frameworks within which teachers
can develop diagnostic and planning skills. A broad repertoire of
teaching behaviors and skills must he another major focus of teacher
education, incorporating both theoretical and experiential com-
ponents.

To assist beginning teachers -to understand the relevance of generic
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skills and theoretical components to specific community and school ,

needs, preservice preparation programs should provide elective options
for every student, enabling study in depth of at least one local, re-
gional, or national subcultute. Such study should he linked to a broad
framework of sensitization to cultural differences and their implications
for teaching and learning. All of these program components are essen-
tial to the preparation of a teacher. Each contributes to the- shared,
systematic, and scientific knowledge base for pedagogical decisions
the hallmark of professional teaching behavior. Without such a base,
teachers remain forever captives of limited personal experience,
v), -tether their teachers' or their own.

Importance of a "Safe" Level of Beginning
Teacher Skills

The° concept of safety to the client is important to every profession,
including teaching. Obvii.)usly, the profession cannot realistically
expect a mature level of professional performance from beginning
teachers. However, the profession must establish consensus on the
profes;ional culture required to begin the practice of teaching, and
the means to assure career-long professional development.

Safety to the client does not always imply a comfortable relation-
ship. At times, a professional will have to confront, challenge, and
even upset clients. It does mean that whatever is done with clients
is based on the professional's .sound knowledge of theory and skill in
practice. Neither does the concept of safety imply satisfaction with
mipimum levels of teaching performance. Rather, because it expects
more,14 its teachers, the profession must accept nothing Jess than a
safe level of initial competence from its beginners. Scheffler points
out, . . the standard we use to specify a' skill or competence in a
given context need not eliminate further distinctions-of relative pro-
ficiency or independent references to mastery or to greatness
Knowing how to do something is one thing, knowing how to do it well
is . . . another, and doing it brilliantly is still a third.. . ."4

Recommendation
That every beginning teacher be able to perform the essentials ofn
teaching at a safe level.

'MAJOR COMPONENTS IN THE
EDUCATION OF TEACHERS

General or Liberal Studies
Students preparing to teach enter the university, like all other stu-

dents, through a program of general or liberal studies. But liberal
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education is of special significance to teachers, for it should meet their
professional as well as personal needs. As teachers of general educa-
tion, they will use subject matter to clarify modes and areas of choice
for students who will soon he citizens, parents: and adult consumers.
Liberal education for teachers should not he different from the liberal
education of other students unless the differences represent extended
opportunities for prospective teachers to explore the interrelationships
of knowledge and their implications for teaching and learning. Uel-
fortunately, liberal studies sometimes fail to help students experience
decision making and choice, thee creation of personal meaning, and
the use of evidence and logic. To often general studies are narrow,
sketchy introductions to disconnected subjects with an overemphasis
on nomenclature and classification systems. Separation of information
from real-world problems and issues still characterizes too much of
general education today.

The importahce of general education for teachers is to help them
become learned persons. Because they are responsible for the intellec-
tual development of children, teachers themselves must he interested
in ideas and capable of understanding them in broad conceptual con-
texts. Teachers must understand the nature and interrelationships of
knowledge.

Recommendation
That all prospective teachers participate in an experience focusing

pn the nature and implications of knowledge, in conjunctinn with
general education studies. Taught by an interdisciplinary team, stu-
dents will consider alternative ways of knowing, unique structures
of knowledge in the different fields, linkages among concepts in the
various disciplines, and the implications of these ideas for teaching
at elementary and secondary levels. The instructional team should
include at least one member from professional education along with
appropriate representation from other behavioral and sodial sciences.

Preeducation, in the. Undergirding Disciplines
Teacher education has been slow to move in the direction of pre-

professional studies paralleling curricula in medicine and law. Yet the
complex nature of teaching requires an adequate theoretical base
rooted in the several disciplines from which it draws, e.g., psychology,
sociology, anthropology, and philosophy.

When-disciplines "undergird," they do two things: they strengthen
the conceptual and valuational grounds for professional practice, and
they support development of a level of personal understanding and
involvement that distinguishes -the professional from a technician.
The demands upon professional courses for both foundational and
applied knowledge are so great that they can neither function without
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the contextual knowledge of the undergirding disciplines nor assume
responsibility for providing it in the professional sequence.

Recommendation
That all teacher education programs include a preeducation com-

ponent designed to provide necessary contextual knowledge from
the undergirding disciplines.

Limitations of the Undergirding.Disciplines as
Traditionally Taught

As conventionally taught, the disciplines are vulnerable to four types
of criticism. First, the disciplines are too often taught as separate and
rigorous bodies of knowledge, each with its own self-sealed boundaries,
established research standards, and exclusionary initiation rites.
Instead of emphasizing the concepts, facts, values, and procedures
which might overlap with other disciplines, the disciplinarian is
likely to call attention to the highly idiosyncratic type of inquiry
which exists within each specialized discipline. It is not unusual to
hear students in professional programs claim that experimental psy-
chology °if sociology or economics appears to have little in common
with each other. Indeed, few students are capable of identifying the
cross-cutting conceptual and methodological principles which unify
the separate subject matters. Actually, few faculty members are capable
of such a unifying task. In a society where educators must continually
marshal data, principles, and procedures from all the knowledge areas
to help people with a variety of problems, educators can no longer
tolerate the isolation of one body of knowledge from 'another.

Second, the criticism of the undergirding disciplines usually made
by disgruntled students is that these studies are too theoretical and
divorced from the real world of professional practice. Argyris and
Schon hold that political scientists or philosophers, to mention two
examples, are too preoccupied with weaving elaborate "espoused
theories"those conceptual rationales people usually give when asked
to explain their actions but bear little correspondence to their "theories
in use." "Theories in use" include the operational assumptions we
make about the everyday world which eventuate in the ways we ac-
tually deal with people and things.' It is rare that people ever examine
closely their "theories in use."

Thus, while students may hold an espoused theory about the innate
goodness of all people, some actually assume that young, people are
untrustworthy and treat them accordirt. This disjuncture between
elegant "espoused theories" and "theories in use" has heightened in
recent years because many academic disciplinarians have either stub-
bornly refusedor been unable to translate their, espoused theories
into tangible p,rofessional practice. This is an era' of accountability,
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a time when educators are struggling to find the hest "fit" between
what they assume about periple and their ity4itutions and how they
act on those assumptions. Faculty' members must help professionals
merge theory and practice more creatively, consistently, and con-
gruently than has been the case.

The charge of discrepancy between espoused theories and theories
in use points to a void between what educators profess to know and
believe and what they actually do. In the years ahead, educators will
be required to search fur ways to reconcile contradictions between

111 personal ideals and public actualities. Thus far, the disciplines have
been of little help in the reconciliation of these contradictions.

Third in criticisms of the disciplines is that they tend to stress dis-
proportionately the intellectual acquisition of subject matter to the
exclusion of their personal meaning (emotional, intuitive,-normative)
for the professional practitioner. Very few of the disciplines have been
helpful in demonstrating how the educator's private beliefs and values
(about self,' others, what 'constitutes effective teaching anneaming,
helping, and why people behave the ways they do) emerge from, and
are clarified by, the subject matter under 'study. Subject's like history
and physics, to mention but two, have traditionally been taught as
inert and specialized bodies of facts, totally purified of any "unscholarly
contaminants," i.e., personal implications for students. What effec-
tive educators will require in the years ahead, however, :ire strong
justificatory beliefs about their professional activities:TBut first, teacher
educators must help their students to discover the personal meaning
of ideas and subject matter, encouraging then to translate these per-
sonal insights into significant public actions. Disciplinarians will have
to spend much more time helping students to engage in "personal be-
lief and value clarification," and exploring the best ways to construct
the guiding ideals which can assist them in succiAsfully coping with
the enervating, day-to-day ordeals typical' of so much professional
work.

Fourth, where the disciplines have been most vulnerable to cri-
ticism,, especially from educators, has been in their austere concern
with value neutrality^and objectivity at the expense of any kind of
explicit commitment to social ideals. Starr has remarked that the
social sciences have rendered themselves almost impotent; they stead-
fastly refuse to speak of social purposes, ,ultimate values, morality, osr
the meaning of human existence. Instead, they are preOccupied with,
technical issues; refining ever more precisely..their methods, voctu-
lary, concepts, style, and strategies of presentation..6 What educators I

will need in the years ahead are not narrow, pragmatic reasons for
being professionals. Recent research confirms that a high percentage
of new teachers are looking -toward their training to expand their
social awareness and foster a profound sense of purpose. This research
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also shows hat preprofessional students resist efforts however well-
meaning ) convert them into functional technicians only.'

Teacher Preparation in Academic Specialization
Another important cymponent of teacher preparation is study in

the academic specialization areas. Programs preparing secondary
teachers, and an increasing number preparing elementary teachers,
require candidates to do substantial work in subject areas. This is
Usually done in courses outside the college of education. Students
with academic and professional objectives generally enroll in the same
classes together, although the sequence of courses appropriate for a
teaching major is often different from regular academic majors. Rep-
resentatives of the academic and teacher education faculties fre-
quently agree on the distinctions between the sequence for the
teaching versus the nonteaching majors, although in small institu-
tions such distinctions may disappear because of limited offerings.

Many of the criticisms of the undergirding disciplines are relevant
to preparation in the academic specialty fields. Academic faculty some-
times assume that when secondary education majors learn the research
procedure, logic, and content of an' academic specialty, their ability
to think analytically, act wisely, and excite others about the value
of the discipline will follow. Some faculty also assume that knowledge
of a subject matter is sufficient prepatation for the teaching of it.
Course6 designed primarily to meet the needs of majors who intend
to continue on into advanced graduate study in that field often neglect
the concerns of other students with different professional objitives.
As a consequence, generations of new teachers have gone forth per-
petuating concepts of subject matter and of teaching that are abstract
and ill-suited to the learner.

The preparation of teachers, like that -01 nurses, social worke-ts,
doctors, and counselors,wequires a mastery of subject matter which
is human - service functional. Not only do teachers need to know the
technical language and the concepts of their discipline;;; they require
an "in breadth" undersfanding of how a subject matter can he useful
to students in discovering personal levels of meaning, and how stu-
dents can translate this meaning into humane daily action. However,
functionality of subject matter does not imply different subject matters
Tor different student populations. As Smith, Cohen, and Pearl ob-
serve:

No matter what his social environment, an individual must
learnand go on learning, at least.minimallyhow to get along in
a technological, urbanized society, a society that eequires scientific
knowledge, social and political understanding, and a variety of skills
and social teclmiques.8
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Of critical importance to the subject matter preparation of teachers
is attention to the broad principles and generalizations of a subject,
rather than concentration on a maze of specific topics.

Recommendation
That principles be the "constants" of academic study. Facts should

be the variables, organized around the broader principles.

If such teaching is necessary in public schools, instructors must
exemplify it in the universities. No longer can college professors be
content to teach only the "data" of their disciplines.. They must show
students the illuminative. properties of the disciplines. Professors can
no longer grudgingly carry out teaching assignments as the price they
pay for research opportunities, pr- reluctantly work with teacher edu-
cation students.whom they view as "anti-intellectual."

A Conceptual Framework fOr Planning the Professional
Components of Teacher Education

The following illustration (Figure 6) lists seven categories of objec-
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tives for the .education (')Iteachers, Aid six categories within which
instructional modes may he grouped to meet those objectives. A brief
discussion of these objectives and instructional modes follows. Any

. one instructional mode, or a combination, may contribute to each
of-the professional objectives. White the model is meant primarily to
reflect preservice preparation, it is also relevant to the continuing
professional development of the teacher. Each of the professional
componentsfoundations of education, teaching behaviors and skills

(both "generic and specialized), elective subcultural study, and field
applicationcan he considered in light of the objectives and instruc-
tional modes.

The Foundations of Education:
A Professional Component

The central weakness of foundational studies has been the tendency
of many foundations professors to look at their fields as if they are full-
blOwn disciplines, each with its own highly specialized conceptual
framework, investigative procedures, and research methodologies.
Philosophy of education or history of education courses are sometimes

taught as if they were separate, disconnected disciplines designed to
provide students with depth,of understanding in a single field, or to A
train students to think about educ'ation in a narrow,/`discipline-spe-
cific" way. Thus, most students fail to see the interplay between the
study of education as a discipline and the practice of education as a
profession. Some foundations professors refuse to become involved

with value presriptions, field experiences, or the pro.blems of prac-
`titionerswhich they perceive as residing outside the analytic or des-
icriptive. functions of the discipline.

The "discipline- approach is a retreat frOm-what shoult.the the basic pur-

pose of all foundational studies in education: to provide interdisciplinary and
conceptual illumination of the issues, problems, .and procedures confront-
ing contemporary ..educatorS' everywhere so that Mlle professional and
humane public:' action might ensue. Thus, students must' explore the
hidden value dimensions of ed cation_ practices and policies. Also,
students must develop a well ormulated belief system to serve as a
principle of selection for inv tictional materials, teaching procedures,
and curricular conteni. -Pie student must develop a sense of social
purposean activistic, concern for the sociopolitical ends Of the edu-
cational experience which invest professional decisions and procedures
with ultimate meaning andconviction. . .

r Foundational studies must he interrelated. The more specialized and

isolated each of the academic disciplines becomes, the more necessary
it will be for foundations faculties to reintegrate the subject matters
for sound e cational judgment and action. Educators face a welter
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of pr'oblems'and issues to complicated to he solved within the frame-
work of a single discipline. To solve educational problems requires
broad intelligence, contextual knowledge, and integratiAT vision.

RecoinmendatiA
That a series of changes be made in the formats, conceptual frame-

works, and delivery modes of the undergirding disciplines, whether
taught in the flreeducation component or in professiOnal founda-
tions courses. To support and strengthen teachers, the undergird-
ing disciplines must become interdisciplinary; unifying ink, concept
and practice; less obscure and more human service functional;
problem-based, featuring "theory in practice". modes of inquiry;
original and bold in developing explanatory hypotheses; 'personal
and clarifying in terms.of beliefs and values; socially activistic and
mission centered; and experimental in teaching procedures and
delivery modes.

mportance of a Professional Knowledge Ba.se
Fundamental pedagogical knowledge is of central importance in

the preparation of.prolessional teacherts. The Commission asserts that
effective teachers gin understanding and control of classroom events mainly
through theoretical and empirical knowledge. In turn, they gain an appre-
ciation pf important concepts as they see them work in school situa-
tions. A frequent critiysm of teacher preparation prograMs 4i that
they are too theoretical. The Commission holds, to the contrary, that
they ?nay not he .sufficiently theoretical. What is necessary is the con-
tinuous interplig of theory and practice.

Te:- -.hers are more likely to understand' and appreciate concepts
only if they are linked with the study of Actual behavioral situations.
The Commission proposes not that all teachers be researchers hut that pro-
fessional programs develop the teacher's capacity to understand ciLld con-
sult appropriate research before making instructional decisions.

4.1 *,

Developing a Repertoire of Teaching
Behaviors and Skills

A professional teacher is one who possesses a broad repertoire of
classroom behaviors and skills, grounded in professional and academic
knowledge. Educators must' also develop skills' in the performance of
teaching through practice in a controlled Mining environment.

The demanding task confronting beginning teachers requires a
reasonable level of proficiency in the behaviors of tL hing. Begin-
ning teachers with a safe level of instructional competence are likely
to maintain self-confidence through the trying experiences of their
first year. Without g4neric teaching behaviors and skills, new teachers
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are likely to bec ome discouraged and either leave teaching or settle
o upon narrow ,techniques simply ro. "survive" in the classroom.' The

Commission believes that without the devebpment enective perlormance
skills, teachers utll remain I,rreoccupied uith survival niattcrV rather than
broader educational concerns.

A number of'instructional skills are generic. Others are a function
of specific subject matter or particular learner needs. Many formula-
tibns cegimeric teaching are available to the curriculum planner in
teacher education. Smith, Cohen, and Pearl identify as minimum
skills the ability to perform stimulant operations (question, structure,-
probe); manipulate the different kinds of knowledgei perform rein-y
forc'ement operations; negotiate interpersonal relations; diagnose' stu-
dent needs and- learning difficulties; communicate and empathize
with students, parents, and others; perform in, and with, small iind
large groups; utilize technological equipment; .evaluate student
achievement; and judge apptopriatenss of instructional materials.`'

Generic teaching skills developed at the University ,of Houston
include, 33 competencies listed'under 11 broad categories (See Ap-
pendix B.).'Burdin,describes the wide range of roles played by teachers
as follows:

They know how ro conduct needs assessments. They kpow the
objectives of democracy and its strategies. They know about present
and future. They know how to utilize effectively people, time,

"'space, equipment, and materials for instructional purposes. They
know how to assess teaching and learning. They lead', and theyfol-
low. They fonction in places called schools; they function equalLy
well as educators in other settings. They can design learning activi-
ties with rather high probabOies for attaining publicly announced
learning objectives. They are competent. They are accountable.")

The Importance of Teacher Values and AttitUdes
Not only must pre'paration programs develop teaching skills and a

knowledge of theoretical and empirical concepts, but they must foster
humnistic educational values and attitudes. Indeed, the central task
of teacher education is to provide teachers with a philosophy, of edu-
cation that will help them ,to'think seriously and continuously aboiit
the purposes and consequences of what they do. This entails being
aware of the value system of a particular educational environment,
as well as the effects of a personal value system on a school environ-
ment.ment.

The distinction between "espoused theories" and "theories in use"
implies the'use of values clarifrcation for prospective teachers. It is
unwise to promulgate impressive value statements for students ro en-
dorse or to sugkest that values are personal matters outside the scope,
of professional preparation. Neither is it enough to study the classical
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philosophical schools. Instead, prospective teachers need to induce
operational values trym real school situ a ns, and to test the conse-
quences of assumed values. Ciigan rea izes the importance of opera-
tional values fur teachers and the dill -ulty in fostering those values
in the training program. He believes:

If we are to seek teachers who in class will he creative,dern()cratic,
integrative, leamer-centered and the like, then . it will probably
he more economical to select by whatever methods are available
those candidates for teaching who manifestly orlatently exhibit the
qualities we seek..

While the Commi-ssion accepts "Mgan's endorsement of values in the selec-
tion process for teacher education, a recognizes -the difficulty of obtaining
reliable evidence on values and the'danger of simply reproducing the value
patterns of those engaged in the selection.

Personalization. in Teacher Education
Teachers Qte different from one another. The establi*shment of

generic skills essential to the professional repertoire of every teacher
dues not dens, the individuality-of teachers. Teacher educators have
long since abandoned- the Aotion filar teachers should .be interchange-

lable-partssin a production line. Instead, teachers must develop their
ow'n styles, techniques, and materials consistent with Their personali-
ties, experieyces, and abilities. Thachers need much latitude in the
instructional modes and materials they employ':

Recommendation
That all prospective teachers make use of their own ,interests,

talents, and styles in developing beginning teaching behaviors and
skills.

Induction into the Profession
Socidlization itito the professiot happens when teacher candidates

experience actual teaching responsibilities, arid when they associate
daily with professionals. Teacher education must provide sociali:th-
tion opportunities for students in professional ethis and values, legal
obligations of tchools and teachers, certification requirements and
procedures, relationships between supervisory personnel and teachers,
the history and role of professional organizatiijils in teaching, and
continuing professional development i.ipportunities associated with
conferences, publications, and other activities. Professors who see
themselves and are viewed by the profession as members of the teach-
ing profession can enhance greatly the process of induction,
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Professional Literacy
Professional literacy familiarizes teachers with current educational

issues and professional concerns. .Effective teachers -,interpret the
schools to the citizenry, and serve as analysts of community interests
to the schools. Financing public education, citizen participation in
educational policy decisions, school .board-professional association
views on negotiations, and educationill trends in 'other nations are
examples of topics which contribute to the professional literacy of
teachers and enable them io participate more intelligently in public
discussion on these issues.

Recommendation
That teacher educatio.n . programs provide, opportunities fop.

teachers and teacher candidates to become knowledgeable about
important educational and sociopotti issues, and capable of
interacting effectively with cOncernedWzens in the consideration
and resolution of such-issues.

Establishing Habits of Inquiry and Continuing Learning
When teachers develop inquiring minds and commitment to con-

tinuing learning, they are able to contribute to the profession through-
out their lives. Most teacher educators talk about the need for teachers
to be experimental and exploratory in their work. However, most
preparation programs are-prescriptive and didactic in form. Thus, we .or

must develop kt least a beginning competence in research and inquiry
skills among prospective teachers.

Recommendation
That teacher candidates study alongside fkulty who have mastered

research and scholarship skills, and who can encourage prospective
teachers to develop their own inquiry and research. skills.

INSTRUCTIONAL MODES
IN TEACHER EDUCATION

Teacher Educators as Models of Effective
Teaching Behavior

he teaching in a college ti education should he a model for the
kind of practice expected in the schools. Professors of education should
exemplify what they explicate. This means that college instructors must
incorporate the same principles of instruction in their own teaching
that they wish-to engender in their students. If teachers are to become
competent professionals, they must be prepared by competent reacher
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educators. CoiNse outlines, learning modules, lecitires, demonstra-
tions-, evaluation yractices, and student advising sh.,1,1c1 all.exemplity
principles of effective teacliThg.

Teacher educators as Mentors
Interviews wit<h teachers and other professionals otten.clisclose\i

strong influence in their de-velopment by one it their own teachers.
Teachers are more likely to identity a person thani course or program
as a key influence in a career decision or personal development.
Though such persons may have been called "advisors," rhey actually
fur-lc:Mined in a vde far.more significant than simply ',program ial,41-
nmg. The mentor-student relationship is a collegiailetine, 'exemplify-
ing an acceptance and friendship well beyond' the usual narrow
academic consultation. The mentor is a model,.not simply of a variety
tit teaching modes, but of the hurpane professional. Arrowsmith argues
the-tense eloquently:

Charisma in a teacher is not a mystery or nimbus ot personality, but
radi,ant exemplification to which the student contributes a corres-
ponding radiant hunger for becoming '4uch etnhiidiment may
he personal, rational i.nd contemplative, or activist and public.
What matters r's the integration of significant life and knowledge,
ot compassionate study and intOrmed conduct. The teacher in tilts
sense goes where the action is, where his example as most needed.12

Recommendation s
4

That teacher *education transform the present status of mentor-
ing as a largely unplanned and uncontrolled dimension of teacher
-education to a deliberate effort to enhance and strengthen such
relationships through faculty recruitment, development, rewards.

The Classroom Mode
sonnet) aThe Commission believes that bo and program factors

iice essential to effective teacher education. The college classroom
provides the teacher education counterpart to the public school en-
vironment where the beginning Jeacher will work. And,, itist as ele-
mentary and secondary teachers can make classrooms exc'ting en-
vironments for learning, so too should college instructors mike their
college classrooms rich and varied settings for the study of teaching.

The Learning Resource Center and Laboratory
TVregular classroom must he enriched by cl;ise ties to a. learning

resource center (LR(.) and to both campus- and field-based laboratory,
experiences. The ;AC can pryvide a rich range of resources such as
hooks, films;mpes; records, protocol materials, data honks, computer-
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assisted instruction, cdtbentional g,imcs, curriculum guides, and in-
structional nuitCnall. Mlle Lrc( also supports individual study, so
criti4al. to the JeATIllent td IIILLTAILICIlt thmktng -and learn mg
assocCated everN, teacher professional.

`:i'',"1.1The te.:acner edllt. at Itill t. lassn n TO siltilli he a laboratory tor the
study and development of ,cac hmg knosIedge and 5k ilk. This lahora-
torV siltadd he expanded to Include in s tic tonal procedUrt's silt h asti

nucn,teaching, simulation, i' modeling, .inc demonstration. These
procedures help students to confront a Cunt called reality by (A)FICCII-
trant114-iM particular teaching-learning behaviors until they attain ade-
quate levels of skill anal confidence. When students do encounter
the complexity of a regular l lassn n o u , they will have experienced a
rlanned scrius r'it teaching acts in a minimally threatening environ-
ment, siy'ith immediate teed,hack and experienced supervision

Recommendation
That because teacher education is best when it is campus based

and fieli) oriented, there he an expansion of efforts to develop pro-
tocol and training materials that record real situations and illustrate
ways of respondent; to them consistent with appropriate conceptual
frameworks.

The dichotomy that "know- what" learnings should be campus based,
while "know-how" learnings should he field baseci, is a fake one. Ef-
fective teacher education incorporates both field nd campus expert-
ences in applied and foundational learning. The ()retinal is great for
protocol materials and microteachmg procedures to bring reality to the
campus environment in a context which Allows for deliberate analysis,
deletion of redundancies and irrelevancies, related situations drawn
from different locations and time periods, and closer linkages between
theory and practice.

A Continuum of Field Experiences to Link
Professional Knowledge and Skills

Recent literature on teacher education suggests that the university
cannot train teachers and therefore shou,k1 give up its claim to offering
technical education in education areas and assign it to schools, in
dustry, and commumiy agencies." This LAirruntssiun unequivucally
rejects such views, believing instead that the place u, initiate basic and
enduring rehriin in prujesslitnal preparauun is at the tuters:EN, nuntcay
jrum It. 14 But the issue is not either/or. Schools and colleges must
collaborate if teacher education'is to he cqtective. There is no magic
in field experiences. Professional training is not ii.znificant simply
because it is "out there." It is valuahle,only if it kvas been carefully
planned, interpreted, and linked with apprOPriate conceptual frame-

y1
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works."The Commission believes that the desigrn i teacher education should
include a continuous interlocking relationship between practice and theory.
Involvement with teaching should begin as soon as students enter a
teacher preparation piogram. Useful direct experience, with_simul-
taneous study of useful knowledge, divided into achievable goals for
beginners and gradually increasing the difficulty of the role, is the ideal
form 6f nrepietion. Students should have marcchoices, at whatever
age they choose, to engage in the real affairs of schools and com-
munities. ls

Improved Supervision of .Field Experiences
The complexity of the field experience dernaTds effective direction

and supervision. Existing practices are mostly ineffective and require
radical change. Student schedules often compel assign-mem to schools
immediately adjacent to the camp9s. Overcrowding at these schools
results in assignment of aidesoind student teachers to personnel in-
adequately prepared for such key responsibilities. Another difficulty
is the considemble time which college supervisors spend in, travel to
and from the schools where their students teach. Thus, they have
relatively little time to spend in actual obseivation and consultation
with the student and cooperating teacher. Change!: in the roles played
by college and school personnel seem inevitable.'"

Recommendation
That the establishment of some teacher education centers be

located away from the campus, employing well-prepared, profes-
sional supervisos who retain continuing teaching responsibilities
with a local school system and serve as adjunct or part-time mem-
bers of one or more college faculties.

Some present university supervisors could assume full-time tespon-
sibility for the- field centers, while others could concentrate on in-
service training activities with classroom teachers.

Differentiated Responsibilities in the Classroom
In addition to the iirofessional responsibilities of the teacher, there

are also important teacher functions which are technical, clerical,
and custodial. These functions may influence significantly the learn-
ing environment of the classroom. They requjre,. therefore, that pro-
fessional teachers have final responsibility for such functions, whether
carried out by teachers or by support staff. Many technical functions
associated with teaching, such as reproduction of materials, orgapiz-
ing field trips, and evaluating homework assignments, may not de-
mand a high level of professional skill, but the failure to conduct

.them professionally can impede learning. The Commission reaffirms
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not only the impurtance of professional functions being carried out by highly
qualified teachers, but also the importance of classroom maintenance func-
tions being under the supervisum of a qualified professional. The Commis-
sion encourages continued development of differentiated staffing arrange-
ments which allocate some of these duties to aides and paraprofessionals
in order that teacher professionals MIN devote their energies to the thag-

nostic, Prescriptive, and evaluative dimensions of the teaching process.

The Need for Special Emphasis on-Children with
Learning Disabilities

Society has e begun to realize its obligations to children with
learning disabilities. n *lost states, the educational needs of a majority
of children wit !cam g disabilities remain unmet. Schools need large
numbers of teachers who have the preparation to engage in diagnostic
and remedial procedures with allof their putiils, and the time to do so.
The current, emphasis upon "mainstreaming" of childen with a variety
of learning disabilities places an increased obligation} on all teachers
to develop basic understandings and skills to promote leaMing among
a,broad range of children. Such teaching requires time as well as train-
ing. Staffing arrangements must permit teachers to use their higher
order skills to meef the needs of these children.,-4

STUDY OF A SIGNIFICANT SUBCULTURE
The teaching profession has multiple clients, including-the broader

society, the community, and the individual. Because the profession is
national and international in its perspectives and obligaticTsN- it is

concerned with the generalized preparation of teachers. In contrast,
school systems are rooted in particular communities, and seek teachers
to meet their specific instructional needs. The result is sometimes a
discrepancy between the preparation of the teacher and the instrue-
tional needs of a schrCol or school system. Some of this discrOancy
is inevitable, even desirable, in that eery teacher needs an ,appro-
priate mix of generic and particular professional leamings. A pre-
service teacher preparation program that provides np opportunities
for its students to practice in, and adjust their performance to, com-
munity realities is unlikely to have many of its graduates survive the
first year of teaching. However, a preparation program geared entirely
to the particular needs of a single school or school system will pro-
duce narrowly provincial, teachers who are techniCians, not /profes-
sionals. The professional teacher must be capable of functioning
effectively in a particular school and community envirvinment, and
also capable of functioning effectively if the character of that en-
vironment changes, or the teacher is employed elsewhere.

1ULi.
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Limitations of Community- or
Ethnic-Specific Teacher Education'
Some people iicivocate community-spec aft and ethnic -spec iti teal her
education in order to siinsty the needs of segments of our population
neglected by many current teaching practices. They recommend that
education programS"for teachers be t!'ornmunity based and community'
controlled with the following characteristics: (ii) teacher- to -he, it
the time(of recruitment, should select one or more-culture-specific
are to master; (h) teacher education programs should be authorized
only after a particular community has defined a rogram--the need
for it, its content, and the term' on which it will be acceptable: (c)
the role in teacher education for institutkins of higher education
should,be region specific, and their rniss'ion should he to work with
local educatron agencies to develop programs for satisfying educational
needs articulated by their various comr mimics; and (d) training pro-
grams should use anthropological models that view a specific com-
munity or region without ethno Turks b.as or, mOre positively, with

-the eye of the citizen who has t . interest he area and Its children
at heart.

While the educational problems this approach seeks to remedy are
serious ones, and the objectives commendable, the consequences of
a narrowing of teacher competencies could he disastrous. This view-
point is reminiscent of the early growth of public education in Ameri-
ca, and is not a satisfactory solution to the education prohlems' of a
large, pluralistic, urban society. A community-specific or ethnic-
specific approach to teacher education is inherently dangerims because
polarization and animosity are already rampant among ethnic groups
and social classes. Suck ,,n emphasis reinforces differences :Ind per-
petuates the biases of individual communities and ethnic groups, in-
tensifying rather than reducing the strife within American society.
It our society h to survive, the nation's major institutions must delib-
erately scek the enlargement of '<hared values among broader circles
of our citizens. Teacher educators must build into preparation pro-
grams the idea that both core values and individual freedom should
be preserved within a matrix of cultural pluralism.

Many schools have tailed adequately to meet the ncteds and expec-
tations of our diversified society. Many schools have tailed to prepare

' the children of white middle-class suburbia, and the Black or Chicano
child of the ghetto, to function effectively in a highly technological,
multicultural, and ever-changing society. Teacher education programs
often neglected or totally ignored the concepts of community and
ethnicity until the civil rights _movement of the sixties. Then. edu-
cators used community 44 a (Aide word tor "inner-city" and "ghetto,-
and ethnic for "Black" l W some other minority group It community
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or ethnic Concerns were dealt with at all over the last decade, it was
usually within such a limited .ontext. Large numbers of teacher train-
ing programs included components that attempted to give preteaGhers
the "inside story" on-a specific community or culture group squat IM1--
usually urban, Black, poor, and more recently, the Native American.
These effort~ have been less than adequate.

Teacher education programs must deal with the concepts of com-
munity and ethnicity concretely and o.imprchensively, if we are to
have skilled professional educators who are sensitive to the pluralistic
nature or society. The proponents of community- controlled, com-
munity -based teacher education programs, and those with an exclu-
sive focus on particular ethnic minority studies, surfer from the same
short-sightedness. Both make theoretical and operational assump-
tions based on limited and narnow definitions , i community and ethnic.

kV: believe that teacher educators must define corn nunitY and ethnicity
in the broadest sense, including all segments o;. soci ty and the infinite
number of variations within Nil? And because all of us lwe in a multi-
cultural society, developers yf teacher preparation programs must help
students devise and test strategies to cope with the real-world de-
mands arising from a broad range of community and ethnic concerns.

The Commission agrees with proponents of community-based, COM-

munity.controlled. teacher education .cho hold that communities must be
involved in the policy planning process for education from goal setting to
evaluating outcomes. ,

Recommendation .

That all parties devise mechanisms where communities, local edu-
cation agencies, and institutions of higher education work together
to reconcile their varying perceptions of what education should be.
Respgnsible, open collaboration among all constituencies must occur
in ordesito build responsive, pluralistic programs.

Recommendation
That teacher education programs provide.students with concep-,

tual str=uctures- concerning teaching and learning which cut across
ethnic and community boundaries. Also, that all teacher education
students study and experience in some depth at least one of the local,
regional, or national subcultures.

Methodology relevant to specific ethnic-community issuer must he-
coMe as important a part of the curriculum as the acquisition of other
teaching competencies. Students must have a basic understanding of

*America's historic, sociological, and economic developments which
have created today's pluralistic society. Students must become sensi-
tive to cultural differences among children. and to the obligation of
the school to make the most of such differences rather than viewing, .
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them as undesirable discrepancies from a monolithic cultural norm.
Also, preparation programs should deal concretely with a compre-
hensive problem-solving process for resolving' community- ethnic
specific issues. The Commission emphasizes, however, that While com-
munities are unique in many ways, they also share man? commonalities.
And, some educational processes remain constant across aii communities
and ethnic groups. The Commission shares Holbrook's view:

The prisoners of Attica, in calling out "We are mull" appealed to
1/4,humanitas [the niversall, not to their ethnicity. Our laws prescip:

pose humanitas or their ultimate ethical justification, even if they,
fail to embody N totally. Even when we decry the universality of
humanos in t e name of ethnic concreteness, we assume that those
who disagree ith us can understand what we are saying. Thereby
we refute at ne level what we assert at another level. Without
the universalit of humanitas we could not disagree, not even about
ethnicity."'

THE IMPORTANCE OF ADEQUATE
"LIFE SPACE"

Teacher education suffers from serious inadequacies in the "life
space" available to carry out the demanding task of preparing profes-
sional teachers. In time, facilities, personnel, instructional and re-
search materials -even in access to quality instruction in other aca-
demic unitsteacher education programs. require greater resources
than presently allocated. It Is important to understand the limitations

t-hon curricula imposed by e cramped, seriously inadequate life space
which teacher educatie n pfograms presently occupx. The magnitude,
intensity, and direction of the efforts needed to prepare a teacher, reach far
beyond present resources. Teachers in training need:

..

1. A sequence of study in the disciplines which undergird teaching.
2. An in-depth examination of a significant subculture within a con"-

text of broad cultural awareness.
3. More effective integration and expansion of theory and.practice.
4. Field experiences which illuminate educational theory and course

work and extend practice.
The, life space demands imposed by these needs necessitate a care-

ful analysis of the diffe'rent populations served by colleges of .educa-
tion. Every institution must examine its-objectives in light of the cost
of necessary resources. Teacher education programs which lack suffi-
cient resources and, thus, compromise quality standards must either
secure the resources or he abandoned (See Appendix C.)-,--

Many colleges of education attempt to provide instructional service
in several, or Al, of the following categories:

98
10



1. Preparation programs for elementary and secondary teachers lead:
ing to initial certification in those fields.

2. Preparation of educational specialists in a variety (4- fields (e.g.,
counseling, administration, research, and college teaching).

3. Continuing professional development for teach&s.
4. lnservice needs identified by area school systems.
5'. Preparation of paraprofessional school personnel.
6. Programs for personnel employed by, or interested in working in,

nonschool agencies having educational functions (e.g., museums,
educational teltivision, churches, community recreation groups,
and industry).

7. Tice study of educational processes and institutions as a part of
general education _(the motivation of an increasing number of
parents and other citizens).

Future educational developments will t ontinue, even intensify,
these service demands. However, if institutions lack the appropriate
resources to offer good programs, there will he a deterioration of quality
standards in all. -Also, if colleges of _education conserve instructional
resources by enrolling students with widely differing objectives in the
same course, then subject matter will become ifrelevant. For example,
mixing junior college faculty who desire instructional improvement
with students seeking certification-type professional courses k an only
result in a compromise that reduces usefulness for all professionals.

Most colleges of education, committed to quality standards but
confronted with limited resources, will place their highest priorities
on programs leading' to teaching.ceriification and to the preparation
of related school specialists. However, significant changes in supply.
and demand will cause a reordering of priorities in many institutions.

Recommendation
That every college of education identify its objectives, etermine

the resources necessary to achieve those objectives at a qu lity level
consistent with the demands of our profession, and the establish
realistic priorities for the .size and diversity of programs those re-
sources can su*ort.

Recommendation
That teacher preparation for initial service be conducted in a five-

year sequence, combining both bachelor's and master's degrees. .

This plan will provide the "life space" urgently needed for adequate
preparation in ,geeral education, academic specialization, preproles-
sio-fi-arsocial and behavioral sciences, educatiOnal foundations, sub-
culture study, and an appropriate blend of campus and field experiences
emphasizing effective instructional strategies. The Commission is not

,recommending simply an expansion of existing liberal arts, and professional
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components into an cidditional year of study. Instead, it is urging a bold new
commitment of time, energy, and resources for aft entirely. .original struc,

_tore to prepare teachers.

,The Internship . °

6

,

Ore of the.critiOal problems of teach education is the .ahsence of -
----"iwportunity to e_Kercise professional tesporisibilities under direct and

continuous supervision during ari internship. Other professions find a.Other
planned.interpship essential. The demanding nature (;f 'teaching sug-
gests a similar needy

At least the first-1year of teaching should be in an internship role.
Beginning teachers should he given responsibility comparabit to ex-
perienced teachers but under the direction of supervi,sors who are
available forassistance as needed. Assigning interns to_s(hools tit small
groups (at pay levels somewhat below thos'esfor regular teachers) and
providing a specially prepared experienced teacher as intern supervisor
is a relatively inexpensive but effective approiich which has already
been tested in a number of locations. Teacher education assiseafice
from the university...should be continued through the internship perikl,
both through supervisory collaboration and through more structured
continuing education eperiences. Continuing, certification should be
withheld until after suce-\!ssful completion of the'internship exfierience.

Recommendation
That the internship in teacher education be definedas a minimum

of one year of supervised employment and tEat it be made an integral
part of all teacher preparation programs.

Needed: Continuity of Preservice, Inservice, and
Continuing EducationThe Critical Nature of the

,) Early Years of Teaching
The early years of teaching are crucial to the professional develop-

ment of teachers. The support they receive from other professionals
can influence greatly the attitudes, effectiveness, and subsequent pro;
fessional growth of the new ,.teacher. Teachers who are trying .new
things need many opportunities to talk about their work with each
other. New teachers' willingness to use a range of approaches to teach-

, ing will level off or stop if they are left alone to face classroom problems.
Often, the need to survive becomes the major force for continuing to
use whatever seems to have workedwithout further exploration f)f-
instructional alternatives or reflection on the lo hg-range consequences
of teaching behavior. 57
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The new teacher's need for prolessOnal support requires that the
university (which provided preservic reparation, professional or-,
ganizations, -and employing school system all provide help. The uni-
versity and -professional organizations can help in assisting teachers
to reconceptualize their roles during times of great change. The em-
ployin school system can help by supporting teacher centers which

a d refine teaching; kills. While there'is broad agreement that schoolsg
raw on the expertise of a variety of protissionals in order to develop

need to be more effective than they haye-been and that teachers must,
initiate change, it is unlikely that a riew teacher, acting alone., can be
an ageneof reform.

Taking strong issue with same in teacher education who gear their
programs, to an idealized vicT, of schools and of teaching, Smith and
Orlosky argge that "it is mischievous, deliberately, io maladapt a
'teacher to the school for those who are so maladapted cannot survive
in it, let aloha retWim it.""'HoAevernhe problem requires a halariced
approach since intimate contact -with school reality, without benefit
of the Perspective of new values and theOries, will foster a teacher's.
adjustment to what is rather tharutimulating viSionk of what could be.
New teachers must come to teachiicg both with a capacity to survive and a
willingness to work toward building professional relationships that will sup-
port reform.

Teacher Preparation for Institution Building
,

The knowledge and skills important for effective teaching include
an understanding of the school as a social institution, and the teacher
as an institution builder. Colleagues, administrators, parents, and stu-
dents all exert a powerful press upon the new teacher. Preparation,
programs must help beginning teachers,to understand these environ-
ments and provide the continuing education to aid teachers to he-
come skillful in receiving and giving colleague support.

Colleges of education shodld extend their formal contact with be-
ginning teachers through their initial year of teaching. This plan could-
reduce the "culture shock" of the new teacher, blur the artificial dis-
tinctions between preservise and continuing education, and provide
for collaboration between school and college personnel. Presently,
many new teachers function ih a professional desert, abandoned by
the institutions where they received their preservice e ucation, a
neglected by overburdened school supervisory personnel. By sharing
university resources with school systems, and allocating additional
resources to this critically important area, teacher education could
touch the professional lives of teachers when they are most responsive
to new learning.,.

d
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Professional Learning in the Immediate Teaching
Environment 'of the Beginning Teacher

In addition to mastery of generic teaching skills, new teachers
will need to becom amiliar with the policies and practices unique. to
their school systems. ethods of rec rd kteping, the, system's reading
program, the scope an sequence of )tal curriculum, provisions
for handling various learning. disabilitieg, and supeN/isory roles and
procedures are some ,exarpples of a school systeth's practices. School
systemsshould assume responsibility for instruction in these practices
through teacher centers, workshops, and extended conferences. These
leamings build upon the.generaltleamirigs of the university -based prO-
gram and provide the necessary' familiarity with a particular.schoors
procedures. They alsO lase adjustment to a new setting, raise the level
of Confidence of new teachers, and increase the likelihood that ntv:/
teachers will try a broader range of ipstructitsmal techniques.

fl

The Differing Emphases of Preservice Education,
Inservice Education, and Continuing Professional
Development: A Summary

Preservice edUcation should emphasize the generic knowledge, 5e-
haviorsiand skills that enable beginning teachers to function at a safe
level in a wide variety of settings. Preservice education should be a
direction setter for beginning teaching and for further professional
growth. It should stir interests, stimulate inquiry, and initiate commit-

..ment.
Inservice education should meet the needs of the school system.

While the continuing education needs of individual faculty members.
may not be at odds with the training needs of a school system, never-
theless, needs of the system shOuld be paramount. School systems
should undertake periodic reviews to determine staff training needs.
The emphasis on school system needs as the locus for inservice edu-

4%. cation is a considerable departure from the Common pattern of accept,
ing ar6 college credit without regard to its relevance. The Commission
is not proposing that colleges and universities be uninvolved in inservice
teacher education.

Re'Commendation
That school systems become the chief locus for knservice educa-

tion in order to keep this phase of staff development maximally
responsive to school and community needs. Area colleges should
expect to participate regularly in the planning and to contribute
resources when they are relevant and available. The primary role
of the college of education, 'however, should be to prepare public
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school personnel competent to carry ,olit assessments and research
basic to such programming.

Continuing Processional Development
Continuing professional development reaches .beyond the support

orbeginning teacher ;efforts to applt teaching knowledge and skills to
particular school and community 4liations. It reaches beyond the
meeting of specific school system needs through inservice education.
Its function is the development of professional teacher- scholars,
capable of high levels of diagnosis and prescription; coordinating The
instructional efforts of other professional and paraprofessional asso-
ciates; and exercising leadership in.school, community, and the pro-
fession.' Continuing professional development aims at proficiency, at
mastery, even at brilliance in the performance of instructional re-
sponsibilities.

While ti.;e chief responsibility for continuing professional develop:
ment must rest with the ini.vidual teacher and th organiied profes-
sion, the major vehicle for carrying out professional development
objectives still doubtless remains the graduate programs of the tolleges
and universities, enriched by the collaboration of school systems. Pro-
fessional organizations can contribute to the substantive experiences
as well as to the design ofprofessional development standards through
publications, conferences, and other educational activities.

This phase of professiorial growth should integrate the educational
experiences of the teacher-scholar with those of other specialists pur-
suing advanced degrees at the university. At this stage, the programs
of teacher-scholars can be differentiated to support the development
of specialized knowledge and skills important to-the balance of a school
instructional staff. The Commtssi(m believes that programs in continuing
professional development should lead to advanced aegrees to certificates
having professional designations paralleling those employed in other profes-
sions such as medicine and law. The teacher-scholar degree candidate
should be required tio demonstrate mastery of the knowledge contribut-
ing to effective diagnosis of teaching and learning problems as well as
mastery of the skills associated with application of such knowledge in

ra manner whch fosters learning.

EXPANDING THE APPLICATION OF
PROFESSIONAL EDUCATION
BEYOND THE SCHOOL

Other community agencies are involved in educational programs
requiring well-trained teachers. Society is finally starting to recognize
the 'needs of students whoi, for a variety of reasons, benefit from edu-
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...
cational programs outside the regular offe6ngs of schools and Colleges.
Teachers who work with these students. need many of the traditional.
understandings and skills required of educators; these teachers must
apply these'sk9ls in different environments and with a .variety of
learners. o

.. .

Ylvisakik identified a number of recent deyt.lopments suggesting
new directions for colllYges of education. '8- These included:
I. Educational entitlement pioviding every adult American with an

annual allocation avallable for a broad range of educational activi-
ties. (A .bill in the New York legislature proposes $100 per indi-
vidual- annually for alt\persons over 26 years of age.) .

2. An early, family-centered education.
3. Educational use of the mass median
4. lntegratibn of work and learning.

.
5. C(nsumer education and the growing emphasis tipin self-educa-

tion.
.

6. Training and retraining professional, paraprofessional, and govern-
ing personnel. .

7. A broadened definition of "educators" to include school hoard
cpembers, trustees, judges,and their clerks, legislittors and their
staffs, and otIvrs playing significant roles in the learning process.,

Clearly, these developments necessitate a new kind of teachera
"hurnanservice educator"a highly diversified professional who, be-
cause of,appropriate pedagogical knowledge, values, and skills, will
he able to i err, others reali:e their best human, professional, and
societal pot mtials. Today, human and social needs are expanding,
cher& is the prospect of real squctural change in the institutions that
serve people, and resources are declining.. Under these circumstances,
the public ,is calling increasingly on educators to undertake a greater
variety of 'professional tasks with /learners of every age and type, in
settings as diverse as nupsing homes, storefront social action agencies,
social welfare offices, andJactories. 19

Rapidly expanding human service require a broad range of
professional. knowledge and skills. T ere is geowing evidence to sug-,
gest that a number .of generic co etencies are relevant to all the
human service professions. Cole an Lacefield, in a study of skill
domains for the 'helping professions, found that certain skills benefi-
cial to teaching were also important to other profes;ional fields. A
sampling of students, faculty, and practicing professionals in courisel-
ing, social work, home economics, allied health, and dentistry
evaluatd those skills relevant to effective professional practice (See
Appendix D.). Cole and Lacefield found that:

generally, the prolessiorial-technical skills and the interpersonal
regard skills were seen as being most professionally relevantby all
disciplines Value clarification was consistently perceived as

104

113



less, relevant than other skill domains . . . The ,octal- behavioral
science groups te,pd to perceive value clanficano as more profes-
sionally relevant than the.rgedical science groups 2°

CI

Recommendation
That colleges of education seek resources to expand their program

formats and philosophies to include the preparation of Other human
service professionals in addition 40 teachers, administrators, and
counselors for public school settings. Also, colleges of education
must develop new collaborative relationships with other professions

. in order to foster new attitudes and skills and reduce'the patochiali-
zation of excessive specialization.

1-
. -

ME EDUCATION OF TEACHER EDUCATORS
The education of teacher educators is largely ignored in the pro-

fessional literature. The Commission Mtds that the education of teacher
educators should emerge piincipaily from the needscof the pewrinel. they t
prepare. Teaching is a complex activity with ambiti9us obje4ives an
denranding skills. Teacher education must he accepted both as pre-
service preparation and a professionalizing process which continues
through the career of the teacher. Teachers must be capable,of'diag-
nosing learning problems, developing curricular materials, experi-
mentin4 with instructional procedures appropriate to the needs of a

wide range of individuals, and evaluating the outcomes of these
activities.

The complexities and responsibilities of the teacher's role are ob-
vious. Yet, an analysis of the graduate preparation of must teacher
educators discloses that few have participated in programs specifically-1
designed to meet these complexities and demands. In their own train-
.ing, most teacher educators 4lecialize in a single graduate department
with little understanding of fhe interrelationship of the separate spe-
cialty areas.

Recommendation ..
That in, addition to in -depth study in a single area, teacher edu-

cators study each specializtion Inr an in-breadth context. Teacher
educators thust become mote knowledgeable about, and sensitive to,
the relation's* Of their own,,specialty to all other specialty areas

, in professional preparation. This can be accomplished by a broad
foundational experience in pedagogy and the supporting disciplines,
designed to provide teacher educators with an awlirenessid the con-
tributions of their own area of specialization to the broad context
of teacher preparation. Withotrt such a background, teadier edu-
cators will leave to each student' the impossible task of integrating
the miscellany of learnings into a coherent whole.
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The Liaison Role of th-6 Teacher Educator
"Teacher educators most became familiar with the world of the

teacher and the variety of functions a teacher discharges in the school
and community. Teacher educators must also function effectively in
the world of higher education. ThtIty must he capable of applying the
knowledge and research in higher education to the problems of schools
and teachers. Teacher educators must relate to both school profes-
sionals and to university academicians and he able to cope with the
ambiguities and strainstthis &Lhotomoup; relationsilip generate's. Ex-
lusive affiliation withone group would obviously deduce such ten-

sions. Unfortunately, it would also deprive the teacher educator of
the chance to meld theoretical and applied knowledge and to serve
as a liaiion agent in t-he necessary collaboration between schools and
higher education.

Major Components of Professional Knowledge
Many authors who describe the components of professional knowl-

edge agree that it should have the following minimum dimensims:
an underlying concepfual and/or scientific base; an applied, problem-
testing and problem-solving component;. and a technical culture which
include's, performance, skills and professional attitudes. Dunkin and
Biddle synthesize these-components of knowledge into a useful model
for research on teaching, and for designingappropriate knowledge for
the education (If teacher educators.21 According to their model, all
classroom teaching can he broken".down to four major variables. Pre-
sage variables include all teacher characteristics which affect the teach-
ing-learning process (personal, professional, technical training).
Context variables include those environmental characteristics to which
teachers must adjust, and about which teacher educators can do little.
Process ,varithles include the actual procedures of classroom teaching.
And product variables 'include the outcomes of teaching resulting in
behavioral and attitudinal change. The model is especially helpful
because it suggests the kinds of knowledge all teachers must possess.
Presage knowledge necessitates general sociological, psychological,
and anthropological understanding..Context knowledge requires the

Fame understandings applied to a specific envircInmentthe class-
roomNshool-community complex. Process knowledge requires a tech-
nical understanding of learning theory, behavior change, -and teach-
ing methodology. And product knowledge calls for 4...valuation and
prescription skills.

In many respects, a college oil education is a school and subject to
the same variables,as those which affect the teaching-learning process
in elementary and secondary schools. The parallels suggest that teacher
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educators will. benefit from the study of teaching in their own classes
as welt-as in the classrooms; of the schools they serve.

A Broad View/of .the Education Process
Another tad of teacher educators is to associate wgh the general

public and Veunderstand the educational processes' which go on out;
side the schools. In one sense, schooling is concerned with specific
learning tasks in a formal setting. Educatitm is broader, involving
learning those tasks which relate to tfttotal living experience(Most

clearning, in this sense, takes placeutsidcformal frameworks, vis-a-
vis the family, church, press, theatre, teleqsion, and peers. Thus, the
competent teachereducator must develop professional skilik \ elating
to, and influencing, all citizens concerning these broader teaching-
I earn i rk.p roc esses,

The Teacher. Educator as Exemplar
of Effective Teaching

,Teacher educators should practice what they preachexemplify
what they explicateif they are to he effective in .tyorking with pro-
spective and experienced teachers. Teacher edu,c.ito-o. who exhort
their students N individualize instruction, cultivite- a tast,,,,ir re-
search and scholarship, and develop team - teaching skill while"

.
employing none of these approaches themselves= --are unilikely-ever to
persuade students to adopt hew teaching styles or new ways of thinking
aboui education.

Teacher educators must apply to themselves all that they advocate
in the preparation of elementary an secondary school teacherso/Pne
way to develop teacher educators w o are "exemplars of effective teach-
ing is to impose rigorous.selection standards in the faculty recruitment
process, by requiring evidence of highly successful teaching experience.
Another way is to provide supervised college teaching 'internships
with peers, and with.one or a group of experienced faculty members.
Graduate teaching assistantships will he helpful only if they are'proper-
ly designed and coordinated. Without orientation, joint planning,
continuing sup'ervision and regular feedback, graduate assistantships
usually represent cheap instruction for the college, and trial and error
learning for the graduate assistant. Finally,' teaching must take place
in a. team setting. .The complexity teacher education -makes the
stereotype of the autonomous teacher working alone with a standard
size class of students totally anachronistic.

Linking Research and Teaching-
Teacher educators must be actively involved in research and

A
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scholafship which is thorough and pertinent Nt4eaching and learning.
Teacher educators must he more than consumers ut other people's
educational research;.they must he productive researchers themselves.

The Commis Sion urges ail teachers to hr students 4 educational pro-
cessesproductive scholars acho research the teaching-learning experience
aswell as preparers of personel. If teacher edut7ators are only trainers, then
teacher education is likely to become mere verbal exhortation and mechanical
routine. lithe objective cif education is to produce citizens cupuble of inde-
pendents thinking and inquiry, then teachers and teacher educators, must
themselves be independent-thinkers.

Commits eht .to' the Professional
Preparation of Teachers

Data from the Study -Commission on'Undergraduate Education and
the 'Education of Teachem reveal that there is low commitment to
teacher preparation by faculty Members in many teacher education
institutions. Many beiieve that their priorities should he to train grad-
uate students, provide a broad liberal education, and do research."
There is nothing wrong with (hose teacher educators wh(i perceive
liberal edI'cation so he of major importance to teacheM. Rather,. the
rrou,re lies with those teacher educators who-assume full responsibility
for liberal education- thalselves, and, as a result, are unable to de-vote '
their full energies and resigurcs to the compelling work of professional
education.

Dangers of the Self-fulfilling Prophecy
.Unfortunately, the low self-esteem of to ocher educators for their

own work is an outgrowth of the inferior status which American
higher education! has long assigned to the preparation of teachers.

'So e teacher ediicators who question the importance of their own
field begin tti.seek ways to 'achieve conventional academic stature.
Also, some students who prepare for teaching in what they perceive as
an "inferior academic environment show little regard for the im-
portance of their training. The pervasive Iciw self-esteem of teacher
educators and their students results in a self-fulfilling prophecy: the
assignment of inferior status to professional education. Teacher edu-
cators must break this cycle of low esteem and low performance. The pro-
fession must attract teacher edwiators who will exemplify the idedls they
profes-s and commit themselves enthusiastically to the work they 40.

Cultural Pluralism and Advocacy of Human Rights
Teacher educators must maintain a profound commitment to human -,

'fights, particularly the rights of children. Unfortunately, tekher educators
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have not always been conscious exemplars of human rights. Few ac-
tively advpcate the rights of minority groups or promote .cultural
pluralism. Today, leaders ask the 'education profession to develop in
students those attitudes and beliefs which support cultural pluralism
as a positive social force. Thus, the education i1 teacher educators
must he ,ubsnintive enough to develop a respect tot the culture, life-
styles, and contributions or ,nonmainstream cultures. Teacher edu-
cators also need a commitment to universal human values in order to
promote harmonious coexistence.

The profession wrest reaffirm its commitment to multicultural edu-
cation* and cultural pluralism. We could find no b'etter statement to
guide the future than, No One Model American, developed by the
AACTE Commission on Multicultdral Education and adoyned by the
Board of Directors of AACTE in November 1972. The statement
begins by saying: -

Multicultural education is education which values cultural plural-
ism. Multicultural education rejects the view that schools should
seek to melt away cultural differences or view that schools should
merely tolerate cultural pluralism. Instead, multicultural education
affirms that schools should he oriented toward the cultural enrich-
ment of all children and youth through programs rooted to the pres-
ervation and extension of cultural alternatives. Multicultural edu-
cation recognizes cultural diversity as a fact of life in American
society, and it affirms that this cultural diversity is a valuable re-
source that should he preserved and extended. It affirms that major
education institutions should strive to preserve and enhance cul-
tural pluralism. 23

Colleges of education have a special obligation to set an example
for other colleges by aggressively seeking and hiring faculty from
minority groups and providing educational access to students from
minority groups. A multiracial, multicultural faculty and student body
is essential if multicultural education is to become a reality rather
than just a concept.

The Commission believes that teacher edutiaturs, as advocates, must
respo/d with a sense of urgency to move the cOncepts in No One Model
American from thought Jo action in 'all aspects of professional preparation
and the organizations that represent the teaching profession.

Women's Rights Movement and the Profession
Women in the teaching profession have felt the consequences of

prejudice and discrimination in the larger society. While women have
not been systematically excluded from the teaching profession his-
torically, they have been relegated to subordinate positions in educa-
tion at all levels. Few women have achieved formal positions of leader-
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ship in public schools, postsecondary institutions, or professional
organizations. Where women have achieved positions of influence
in education, they tend to occupy professional roles which are less
prestigious and lower paying than positions held by their male counter-

24

The profession must go on recor33 as being unalterably opposed to
any ideology, hidden or doclared, which forces women to suppress
their capabilities. Contrary to some views, the Commission believes that
a, prepOnderance of women is not a liability to becoming a profession,
especially when viewed in the context of the present women's rights move-
ment. The success of this movement in the decade ahead will be one of the
major factors in determining whether or not teaching achieves the status of
a. ofession. In linking its ultimate fate with the rise of the women's
rm vement, the teaching profession will assure its owri constant re-
newal. In the years ahead, both women and men musk he called upon
equally to contribute the knowledge and skills -necessary for the con-
tinuing revitalization of the profession. Teacher educators must exem-
plify what they explicate in human rights as well as in teaching
strategies, both on the campus and in schools and communities.

Informed Perspective on Schools
Rapid changes in schools, changing patterns of behavior of the

young, the growing influence of the community on schoolsthese
and related trends mandate that teacher educators need a thoroUgh
and current knowledge of schools. Unfortunately, college responsi-
bilities permit teacher educators to pay little attention to actual school
settings. Regular exchange of school-based and college-based per-
sonnel can enrich both learning environments and results in con-
tinuing professional development opportunities for both groups. Also,
regular adjunct faculty appointinents for qualified school personnel
(who have their work load adjusted for teacher education) can insure
an updating of knowledge about the schools. Reimbursement for these
assignments can take the form of college-based personnel doing actual
publivichool teaching, matoials development, curriculum consulta-
tion, and other service tasks.

The Need for Continuing Education
All teacher educators, like their public school counterparts, need

lifelong professional development. This Recessitates,such ."renewal"
experiences as sabbatical leaves, teacher exchanges with public school
personnel, and research involvemeni*The Commission endorses the
need for the continuing education of teacher educators if faculty are to be
skilled in relating both.to colleagues in the academic disciplines and to public
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school educators, talented in applying concepts from the disciplines to the

resolution of school problems, capable of lendii) Mg teaching and research
interests so that ore illuminates the ()the , anti, skilled in a broad range
of isrructional procedures to demonstrate exemplary, teaching. 9
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FIVE

Quality Control

The profession must become more consumer oriented
andIrss practitioner protective.

During the Iasi quarter of the twentieth couury,
the range of educational settings,

needs, and personnel will expand.

Accreditation should he inundatory
fall co

or au institutions prepanng teachers.

IN DI VIUUALIPROFESSION AL
Teaching will not become an established profession until it develops

creditable quality control-policies and procedures. Eack of the dimen-
sions of the "quality control" question must he examined, including
recruitment, selection and "entry to profession" criteria, individual
certification, supply Ad demand, institutionaUprogrammatic accredi-
tation, and resources for adequate life space to prepare professionals.
These factors are discussed in this chapter.

RECRUITMENT
"Quality control," in its customary business and industrial uses,

implies that those seeking to impose such measures actually have con-
trol of the process. When teacher educators speak about quality con-
trol, they speak from the vantage point of "controlling" no more than
25 percent of student preparation. No profession leaves so much of its
training to others. A profession that xontrols so little of its prepara-
tion seriously compromises quality control. Furthermore, it is difficult
to develop a sense of pride in a profession with only the junior and
senior years available for training. A profession so vague in defining

its role and function and so impotent in its control of training will
continue to face recruitment problems.

Colleges of education have rarely applied strict criteria for entry
to teacher education or the profession. Recruitment has historically

*
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been a quantitative issue, rarely a qualitative one. With the excep-
tion of the last five ytirs and the depression period, the nation has
had a shortage of teachers. Unfortunately, periods of surplus produced
no clear criteria for selection. Thus, the situation, continued where
admission processes were perfunctory, at best, compared to the estab-
lished'professions.

Recruitment based on any criteria other than variable levels of
standardized test scores and high school rankitig has been the excep-
tion., Generally, the profession has employed permissive recruiting
practices. While it is true that, in the past, many teachers underwent
four-year preparation programs called teacher education, it is also true
that many teachers made late-career decisions and were as welcome as
those who declared early. There is a lack of clear evidence, however,
that early or late declarations are critical elements in making better
practitioners. This absence of evidence concerning recruitment makes
it difficult to validate teaching as a profession: It is further compli-
cated by ease of entry, a point which Rivlin recognized a number of
years ago: "Why should any superior student aspire to a position any-
otile can achieve?"'

Recruitment and selection have not been major concerns of the
teaching profession. Even though Master of Arts in Teaching pro-
grams in the fifties and sixties had elaborate recruitment mechanisms,
they were slanted almost exclusively toward academic and cognitive
matters. The profession rarely considers such attributes:as social con-
cern, experience with youth, commitment to learning, self-image,
and community 'interests, even though it holds these qualities in high
value. There is little evidence to' support whatever vague selection
processes the profession has used. Even the recent decline in teach-
ing positions has not, provoked a profession-wide discussion regard-
ing the qualities candidates need in this constricted market.

The profession must find and support more effective guides for recruit-
ment and selection. Current trends toward lifelong learning, recog-
nition of the varieties of ways that people learn, value of human
relationships, and respect for person suggest the kinds of teachers
society needs. The profession needs new methods for finding these
qualities in prospective candidates. Scholastic Aptitude Test scores,

but of sufficient11rank in class, and grade-point averages are necessary
criteria for quality selection of candidates. Evidence of voluntary social
efforts, avocations that relate to effective human relationships, ex-
periences that indicate growing self-concept, sense of responsibility
for others, and tolerance for uncertainty and ambiguities are equally
important criteria. 7..

Recruitment, Diversity, and Selection Criteria
Recruitment for teacher' education must reach a widely differentiated
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population base. America is still a pluralistic society, and its schools
must reflect this diversity. "Affirmative action" policies speak to. this
issue, but the'declining job market could make it easy for institutions
to consider only those applicants who fit the traditional criteria. This
is not likely to produce the range of people desired. Thus, the profes-

° sion must develop new selection criteria. The Commission cautions
against the danger of a tightened job market being the rationale for which
diversity is denied. The profession must be conscious of the need to insure
diversity as well as the need to influence directly the quality of personnel.

Teach& education also has the responsibility Of justifying each stu-
dent's admission by verifying each student's ability to 'Succeed in the
teaching profession. The simple act of choosing to become a teacher
does not confer the automatic right to become a teacher. Candidates
must demonstrate, at a number of specific points prior to actual pro-a
fessional entry, that they possess the necessary skills, knowledge, and

.,is
values for successful-professional practice.

Indiana...State University has developed a process for admitting and
retaining candidates. Although there is no intrinsic magic in any flow
chart, ISU's chart specifies particular points along the professional'
continuum where informed judgments should occur. Unfortunately,
the history of teacher education is replete with failures because teacher
educators have not intervened effectively with candidates of little
promise. However, the advantage of the ISU flow chart is that now
teacher educators can develop informed, Professional judgments about
students at all stages of the training experiences (See Appendix E.).

Recommendation
That the profession develop workable ways of insuring that only

the ablest teach. The advantage of procedures for admission and
selective retention employed by institutions like Indiana State Uni-
versity is'that, for the fitv time, candidates can be helped to doer-
mine whether they possess the necessary professional commitments,
characteristics, and skills.

CERTIFICATION
One of the great issues of the 1980s will be professional certification

What follows are some key assertions concerning the issue of certifica
tion:
1. Certification is not a lifelong license. Permanent certification is an

anachnmitm. Because every professional must develop. continual
renewal through a program of lifelong learning, it is incongruous
for a profession to certify people for life. No one design for periodic
recertifications will be sufficient for all states and institutions.
What is important, however, is that the profession of teaching
commit itself to the conceptof continual recertification by using
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as many means as possible to insure that educators remain up-to-
date, effective practitioners.

2. The granting of certification should be a shared, professional process.
Certification is not the sole responsibility of state 'departments,
professional teacher groups, higher education institutions, or local
communities. It is the responsibility of all these groups, a relation-
ship that requires collaboration, feedback, and mutual assistance.

3. The state must be the source for formal certification; the profession
must develop, recommend, and monitor a professional educator's con-
tinuing educa4jon. This process will exemplify the collaborative
process because it combines a legally recognized source and a pro-
fessional group to insure the lifelong learning of the educator.

4. Certification implies a "safety-to-the-client" concern. Much certifica-
tion procedure and rationale speak to what candidates have learned
and what candidates have experienced. Certification must empha-
size the advantages and benefits for potential clients. The profes-
sion must become more consumer oriented and less practitioner pro-
tective.

In the Griggs v. Duke Power Compariy decision,2 the,Supl'eme Court
held that it was discriminatory to use unvalidated tests and educational
requirements- in selection of empioyees, and that employers must
demonstrate a valid relationship between such requirements and per-
formance on the job. If the cooLepts inherent in this court case, and
other court cases of a similar nature, are transferred to the field of
education, the teaching profession will be required to validate the
process of certification of individuals through performance criteria.
Tekhetdu6tion will have to show that there is a direct relation-
ship between_ program objectives and successful performance of the
teaching act. Furthermore, such legal decisions will have far-reaching
implications for admission to college, matriculation into a professional
secgtence, and criteria for program completion, as well as certification.

SUPPLY AND DEMAND
The issue of teacher surplus and shortage is often oversimplified.

For many years, the United States had a severe teacher shortage. The
number of people minimally quqlified to teach was fewer than the
number of available positions. Unfortunately, much discussion today
tends to create a misunderstanding of the meaning of such key terms
as "shortage,' "surplus," and "supply and demand." The -national data
have built-in limitations. Colleges report the number of individuals

ho are graduated, and local education, agencies report the number
of positions available. Thus, the public learns about the shortages
or oversupply of staff and Classroom teachers in certain subject fields.
But what the public -does not learn about is the severe "shortage" of
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highly qualified, exemplary education personnel which still rie;;Nt

School systems continue to point out that while applicants meet the
minimum certification requirements of the state, they still do not meet
their own local standards, standards which are becoming higher and
more demanding. The positions may be filled,. but not always by people
with the professional expertise or qualifications that school systems
need.'

Teacher-Learner Needs
The question of need further complicates the matter. While schools

appear to be devoting more of their resources to planning, few school
systems actually make continuing, systematic, and comprehensive
assessments of needs. Needs assessment remains relatively unsophisti-
cated, and so, consequently, does the public's understanding of the
true "surplus'' or "shortage". of teachers. The reports of local educa-
tion agencies on teaches "surplus" are merely indications that budgeted
positions have been filled. These reports may not reflect the true needs
of /students and communities. In truth, the gap is widening between
what their needs are and what communities are willing to support
financially.

hen viewed in relatipnship to the educational needs of today's
children and youth, it is difficult to accept the current talk about a
teacher surplus. For example, about half of the communities in the
United States are without kindergartens. Preschool education is non-
existent in most parts of the country, even though research shows
that the first five years of life largely determine the characteristics of
the young adult. Large numbers of physically and mentally hancii-
capped children are being neglected. Almost half of the adult popula-
tion 25 years old and over is functionally illiterate. The high schools
have less than one counselor for 500 students. Ancrthere are hundreds
of overcrowded classrooms, resulting in shallow teacher-pupil relation-
ships and widespread student anonymity. Furthermore, the National
Center for Careers in Education indicates that 31 of 50 states report a
shortage of 'special education workers; 21 states indicate deficiencies
in industrial arts and vocational-techniFal fields; and almost all states
indicate shortages of teachers in enviionmental education, cultural
studies, bilingual education, and adult education. Moreover, practi-
cally all minority schools indicate a shortage of minority culture
teachers.3

Finally, Graybeal notes that if the nation were providing the neces-
sary resources for society's needs, then, in 1974, there was a need for
799,250 qualified teachers; 332,750 teachers were available, and only
154,450 were hired. What has resulted are significant nationwide gaps
in educational services that make the issue of educational equality
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specious. Many communities still lack kindergartens, special educa-
tion services, aiiult learning centers, and a host of other legitimate
educatio 1 needs (See Appendix F.).

Futures Perspective on Teacher Surplus
4. When viewed from the. aforementioned conditions, current state-

ments about the teacher surplus are faulty because they totally mis-
understand what society needs in the present and what it .will need in
the future. Future social needs will necessitate the emergence of a
variety of new careers hitherto not even imagined by planners for
education.

If schools are to become persorkalized learning centers, they will
require a variety of personnel with diverse talents. Teaching teams
will include specially trained professionals who will work not only with
children and yjuth but with other teachers. For example, the teacher
will he less of a content specialist and more of a specialist in the
nature of learning and the use of learning resources. Teaching staffs,
will include research associates, learning diagnosticians, visual literacy
specialists, computer-assisted instructional specialists, systems analysis
and evaluation experts, specialists in simulation and gaming tech-
niques, information systems and data base designers, and community
education teachers.

In the world of the future, teachers and other education personnel
will perform a broad range of human services originating from com-
munity-school centersthey will he street workers; they, will teach in
settings which include both children and parents; they will collaborate
with social service personnel in corrections, mental health, and re-
habilitation agencies; they will he part of a professional team whose
goal is to create healthy human communities. It is indisputable that
during the last quarter of the twentieth century, the range of educa-
tional settings, needs, and personnel will expand. American society
is undergoing radical change toward becoming a human service so-
ciety. This development has serious implications for all of teacher
education, requiring that the profession alter significantly.4

The challenge for teacher education will he to develop training
programs to meet the unique professional and nonprofessional needs
of these diverse groups. In the future, colleges of education will have to
develop at least four types of programs:
1. Programs which will continue to prepare those who seek certifica-

tion as public "school teachers, administrators, and counselo?s.
This group undoubtedly will constitute the largest percentage of
the student population.

2. Programs which will serve those who choose to Study education
as a liberal discipline, rather than as vocational training. :The em-
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phasic will be on the examination of education as a subject matter
field, derived from the social sciences, arts, and humanities.

3 Programs which will serve teachersbroadly conceivedin a
variety of work settings outside orthodox public school classrooms;
this will include such "educators" as early childhood specialists,
industrial trainers, human service professionals, tnion organizers,
and even parents. ,

4. Programs which will be directed toward teachers in formal edu-
cational settings other than conventional elementary and secon-
dary schools. This will include teachers in preschools, alternative
public and private schools,. and in such postsecondary institutions
as universities and community colleges.

The prospect far a broader training constituency actually faces
teacher educators 'with an increasing consumer demand for an ex-
panded professional trainingthis in spite of all the hysteria about a
teacher surplus. In reality, the supply and demand issue confronts the
profession with both paradox ancl promise.

The number of institutions preparing teachers and the number of
students majoring in education are decreasing at a rapid rate. Clark
indicates that tile number of institutions with teacher preppration pro-
grams dropped from 1,441' to 1,380 during the past year.' Recent.en-
rollment data. show that in universities, education majors dropped
from 37.5 percent in 1968 to 24'percent in 1974. Projections showed
a drop to lower than 20 percent in 1976.6 It is not necessary that 1,380.
institutions of higher education-prepare teachers because it is unlikely
that all of these institutions can provide the necessary resources to
train professionals. If the institutions which cannot provide the "life
space" and professional commitments to make teacher education a top
priority are withdrawing t teom acher education, then that is good.
However, it would be disastrous if institutions which have the greatest
potential for providing the necessary resources and commitments
would withdraw their commitment to teacher education. This would
leave the preparation of education personnel to those institutions
least capable of resptinding to the challenge.

It is uncertain Whether institutions are withdrawing or continuing
in teacher education for economicffor professional reasons. The pro-
fession must make,sure that the institutions that can prog{ide quality pro-

fessionfil teacher ucation remain committed to that mission. The worst
thing that could open is that many people with creative social and
intellectual chara teristics who wislti to contribute their talents to a
life of huri4n service will be denie4ntry to the teaching profession.

Recommendation , .

That the profession go . t beyo thoughts of institutional and
personal survival and seri sly consider the following assertions
concerning the reform of th profession:
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I. It is time to develop humane, rigorous criteria fur entrance-into the pro-
fission.

2. There will be a continuing need for highly prepared, Inultiskilled, strung,
flexible teachers.

3. The profession should continue to voice the view that schools are pres-,
ently understaffed to meet current needs of the society, and that the
"oversupply" of teachers is as much ci result of society's irresponsibility
toward social issues as it is a result of lower enrollment in public educa-
tion.

4. To remain vital, the prohs,sion of teaching needs the presence of new, '
committed people.

5. There are emerging roles in society that will require the presence of highly
trainedpersonnel to work in human .services. Teacher education candi-
dates, with their commitment toward people ape( services, are ideal for
these rules. Such an-accommodation will require imaginative, profes-
sional leadership,

6. The pluralistic nature of our society requires the continuing infusion
into teaching of people with a wide variety of ethnic backgrounds.

7. The continued withdrawal of institutions, public and private, from
teacher preparation will place increased burdens for quality on the re-
maining institutions.

INSTITUTIONAL/PROGRAMMATIC
QUA)/ITY CONTROL

Existing alternatives concerning institutional and programmatic
quality control of teficher preparation include initial chartering by
state agencies, accreditation of institution.and program by voluntary,
nongovernmental agencies; accreditation -hy.the state department of
education; federal eligibility reviews to establish lists of institutions
meeting federal standanh for funding; certification of teacher educa-
tion graduates through the approved program approach; and internal
institutional reviews carried out periodically under college and uni-
versity regulations, or initiated by the institution's administration or
academic council.

While the state chartering of institutions varies in rigor from state
to state, generally this process has been of little consequence im..the
control of institutional quality. Cardozo points out the contrast be-

* tween the laxity associated with the chartering of educational insti-
tutions, and the vigorous regulations involved in initiating a trans-
portation system. He observes than;

If you want to operate a bus system in a city, a railroad across state
lines, or an intema0t,nal airline, you cafe find elaborate prescrip-
tions in governmental statutes and regulations describing what you
have to do before you can start and how you must operate when you
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get going. -If you want to start a college or university, however, you
may find a few regulations concerning the organizational structure
the community requires of you; but you will not find statutes Or
regulations telling you what standards you must follow in providing
education leading to a degree. This is because government has left
the adoption of those standards and the evaluation of performance
to the educational community itself.'

The profusion of "diploma mills" in a number of states dramatizes
the ineffectiveness of the state chartering system in insuring quality.
This ineffectiveness represents a deliberate social policy, since one of
the basic tradition of this nation has been freeing higher education
from. political intelference. And, because of this political noninter-
ferCe tradition, nongovernmental agencies assume accreditation
reSironsibilities.

Although each alternative for quality control of teacher preparation
has potential, specialized program accreditation and certification
through the approved program approach have had the most impact
on institutions and programs. What follows is an examination of these
two procedures.

SPECIALIZED PROGRAM ACCREDITATION
Current national accreditation of teacher education through the

National Council for Accreditation of Teacher Education (NCATE)
accepts, as a given, regional accreditation of a total institution. This
policy keeps NCATE from becoming involved with total institutional
evaluation, in additional to specialized program accreditation. Since
preprofcGsional students take so many courses outside the professional
school, NCATE has to rely upon the merits ()Igen, ' institutional
accreditation procedures or else develop an expan Accreditation
process. NCATE costs already represent a significi4 iancial drain
upon institutional resources. Several land-grant univ ties recently
reported institutional costs in excess of $100,000 for the reacher edu-
cation accreditation process. When multiplied by the number of dif-
ferent professional schools and specialized fields subject to avedita-
tion, the expense to a university can enormous.

Alternatives to Rising NCATE Costs
A few alternatives are possible. One alternative concentrates on

the effective performance of the products of such programs,, with cor-
respondingly less emphasis upon admission procedures or program
content. Another develops a data collection system relevant to insti-
tutional management decisions, as well as to accreditation review.
Presently, institutions are developing data bases to help them manage
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their limited facilities, personnellnd monies more efficiently. They
are also attempting to document the cost effectiveness of programs.
All of these pressures necessitate the'formulation of a comprehensive
data system.

Unfortunately, in spite of these alternatives, NCATE continues to
demand data in a format and time cycle unsuitable for institutional
decision making. What is needed is consolidation of management data
needs with accreditation review. needs, in order to eliminate needless dupli-
cations, reduce Costs, and provide a current data, base for accreditation
reviews. The 10 , ear cycle of NCATE reviews is inconsistent with the

4 changes in man programs of teacher preparation. Yet, shortening the
cycle with existing prucediges and costs is impractical.. Management
and accreditation data bases must be shared and kept current if un-
reasonably large NCATE teams are to be reduced in size. Accredita-
tion must emphasize a sharing of the experience and professional
judgment of a small group of professionals from !other institutions,
instead of bogging down a huge group in data collection and verifica-,
tion. As education becomes more innovative and multifaceted, accre-
ditation will become even more difficult:

Purposes of Accrcditation
The fundainetkil purpose of accreditation is to insure adequate

and safe tniklini*n standards. Such standards provide assurance to
prospective students and employers. A second objective for accredita-
tion is institutional self-improvement. The emphasis on safe minimum
standards raises the issue of the voluntary status of teacher education
accreditation. One of the unique characteristics of the quality control
process in American higher education has been its reliance upon
voluntary, nongovernmental accreditation procedures. However, in
other professions the impact of accreditation hastbeen so marked that
what is theoretically a voluntary process has become M fact com-
pulsory. In teacher education, with nearly 1,40eColleges and uni-
versities engaged in preparing teachers, only about 40 percent have
submitted programs to NCATE for review.

Undoubtedly, some of the variation between the accreditation of
teacher education programs and other professional fields can be attrib-
uted to state departments of education accrediting programs within a
particular state. Another factor in the low ratio of nationally accred-
ited programs in teacher education is the tendency to accept insti-

0 tution-wide accreditation as sufficient quality control for teacher
preparation programs. However, if accreditation is to insure essential
minimum standards and safe performance levels, what assurance does
a system of voluntary accreditation provide when only two-fifths of
the training institutions participate? The Comthission believes that the
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best alternative to present, inadequate quality control measures is not ex-
pansiori of either federal ar state government involvement but rather in-
creased support and involvement of the organized teaching profession,
including teacher educators, in the accreditation process. However, such
expanded responsibility must be accompanied by closer, more effective col-
laboration with colleges of education..

Accreditation and Other roblems
cs

Because teacher education covers such a range of disciplines, sub-
ject. fieldS, and related specialties, it is difficult to identify the appro-
priate professional bodies to serve on the governing and policy boards
of 'accrediting agencies. There is a tendency for fragmentation to occur
as representatives establish different standards for each subfield. The
lisuIt is a general' weakening of the whole accreditation process., The
Joint Committee on Accrediting, a forerunner of the National Coin-
mission on Accrediting, listed the following as the major problems of
accreditation: too many agencies, much duplication, costly evalua-
tion, overemphasis on quantitative arid superficial standards, dornina-
tion by outside groups, and procedures which tend to destroy institu-
tional rights and freedoms.

Proffitt has argued that accreditation should be primarily concerned
with the public interest.8 Historically, accreditation has been inwardly
slanted to satisfy the needs of educators and institutions. A profes-
sion's total control over entry into that profession and the delivery of
service has always been a source of tension with the public. In the
future, both the public:and the profession must determine entrance
criteria and service delivery standards. Shared responsibility will
guarantee that the professionis concerned with the public welfare and
not preoccupied exclusiyely with self-protection and self-enhance-
ment. The future will see increasing interaction between the public
and the professions. The public will oversee the professions through
representation on the govering councils of professional associations,
accrediting bodies, and licensing boards. Even the profession of teach-
ing will be ventilated by the regular input of public interest.

The Commission makes the following assertions concerning program ac-
creditation:
I. Accreditation should remain nongovernmental in nature.
2. "The profession" needs to be redefined to include college-based teacher

educators as legitimate members and appropriate representatives.
3. The expanding responsibility of accrediting agencies to the public re-

quires public representation on' the governing councils of professional
associations and accreditation agencies.

4. Accreditation procedures should provide full disclosure to the public.
5. Accreditation processes must be specific, detailed, and current to insure
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quality, but not .so complex that they will drain iff resources from the
preparation tyrogratns.

6. Accreditation procepes must become less ca pus oriented, and less
fragmented by traditional degree distinctions.

7. Accreditation processes must place major emphasis upon the products
of training programs.

Recommendation
That once the aforementioned conditions are met, accreditatio'

be mandatory for all institutions preparing teachers.

THE APPROVED PROGRAM APPROACLI
TO/CERTIFICATION

Another quality control mechanism is the certification process.
The certification of teacher education graduates is usually an institu-
tional programmatic matter because of the use of program approval
procedures. Program approval starts with the development of broad
curricular guidelines by a state department of education; institutions
then submit their programs for review to the state department of edu-
cation. When certification approval is given, then the institution cer-
tifies that its graduates have completed a program and are qualified for
a teaching license.

Legal Challenges
A recent report .points out the legal vulnerability of the program ap-

proval approach: ". . . one can only question what a dean or a chair-
man of education may he certifying' or what he may believe he is
certifying when he signs the statement or a state application for cer-
tificadon. . ."9 'Current legal. challenges of institutional requirements
require that teacher educators must specify more clearly the profes-
sional competencies which the programs claim to develop. kitigation
is being brought against those agencies which refuse to grant certifi-
cates to individuals on the grounds that they have not completed a
required sequence of preparatory courses. These retusals are merely
arbitrary unless certification authorities can document the beneficial
outcomes of such requirements in improving teaching skills.

Prework Certification
Certification recommendations are often necessary prior to a record

of a candidate's successful teaching sequence. Thus, it is important
foir the profession to develop a multistaged certification plan so,that
institutions can recommend initial certification vis--stis a candidate's
potential to begin the practice of teaching. Provision should he made
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for subsequent continuing certification, at least one year later, depend-
ing on a positive evaluation of a teacher's capacity to perform in a
full-time .teaching assignment. Multiple-stage certification focuses
certification rethmmendations on relevant data, rather than on un-
warranted extrapolations rom campus performance to field practice'.

Student teaching may rovide a clear indication that a teacher
from

candidate is suited to one type of student or one kind of community
setting. However, the actual certificate granted seldom delineates a
candidate's specific competencies.

Recommendation
That programs identify the special skills of the candidate, as well

as the professional potentials still undeveloped, and make this in-
formation available to prospective employers as relevant employment'
data.

Two provisos must' he added to the above. Colleges of education,
as their resources permit, should continue to provide educational ex-
periences for persons who may not

although a pringipal focus of colleges
of education, need not remain their only function when the need for
personnel with the knowledge and skills of professional education
expands dramatically in industry, communications, and in other
human service agencies. Also, much teacher education presently does .

not fit the competency mode. In such instances, programs should
exemplify all the more clearly the instructional values, attitudes, and
behaviors they seek to develop in students. Attempts to mandate
competency-based programs through state-wide certification regula-
tions are likely to deter rather, than enhance institutional efforts to
clarify and improve the outcomes of their programs.

A Multilevel Approach to Teacher Certification
The complex and changing nature pf the teacher's task and the

required continuing professional developni'ent make necessary a multi-
level approach to teacher certification. Such an approach in turn
demands mechanisms for expanded collaboration among representa-
tives of preparing institutions, the organized profession, state educa-
tion agencies, and employing school systems.

Recommendation
That a three-level plan for teacher certification be established

which provides initial certification for the beginning teacher; con-
tinuing certification for the teacher whose experience, professionally
evaluated, documents effective performance; and professional ,certi-
fication representing high levels of proficiency in the diagnostic,
analytic, and leadership skills associated with a teacher-scholar.
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Primary responsibility for initial certification should reside in the
colleges and universities, with significant assistance from field-based
personnel. The second level of certification, designed to prove that a
teacher is a competent practicing professional, should 'rest heavily
upon field evaluations of the candidate by professional colleagues
from the school system and the organizes profession. The third level
should document a candidate's capacity to coordinate the teaching
and learning efforts of others, and to adapt instruction and curricula
to jhe needs of students from different backgrounds. For this stage,

, tltuniversity and the organized teaching profession should play major
roles, supported by cooperating school systems. Each level will con-
tinue to relate to a state education agency. but with full recognition
that major responsibilities be assumed by professionals in organiza-
tions, school systems, and colleges and universities.

The three-level plan entails a profession-wide commitment to the
concept of generic abilities shared by all teachers, and necessary at
prescribed safe levels'for beginning teachers. It requires evaluation of
teachers' capacities to apply the generic competencies to particular
situations and contexts. And it expects that career teachers will en-
gage in continuing professional development and document an ad-
vanced level of diagnostic, prescriptive, and instructio7gl leadership
skills.

While the approved program approach to teacher certification has
proved more satisfactory than the transcript analysis approach, recent
challenges are likely to push teacher education programs to state ob-
jectives more clearly, and to document the relevance of specific ex;
periences to these objectives. Certifying agencies, while stopping short
of mandated competency-based certification programs, are likely to
demand that all preparation programs be clearer about evaluating their
graduates in terms of stated program objectives.

Institutional Initiative in Quality Control
Another quality control alternative involves periodic, internal

institutional reiews, often initiated by the institution's administra-
tive or acldemic council. These periodic evaluations of college pro-
grams frequently involve university colleagues, representatives of
other institutions with similar objectives and responsibilities, stu-
dents, and clients who use the programs' services. While the format
for such reviews is often flexible, they commoniy address the extent
to which program efforts are consistent with a unit's established ob-
jectives. As institutions extend their involvement in inservice and
continuing education, and as they utilize off -campus c nfers for
teacher education, internal institutional reviews will ha to allow
for greater practitioner participation. This involvement 11 have to
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come at the point when a program's objectives are being established,
as well as in subsequent implementation and evaluation stages.

Internal review is a commendable process because it encourages
self-improvement. However, when it is added to regional, national,
professional, and state accreditation reviews, it represents a serious
drain upon the resources of an academic unit. Institutions will haVe

to establish tommon data bases and conceptual frameworks for assess-
, ing program efforts. These will permit considerable eetipomies of time

and energy; they will also prove more useful than the cyclical re-
views usually undertaken by accreditation agencies.

RESOURCES
While the ultimate test of high quality programs is the effectiveness

of the program's product, the importance'and complexity of the train-
ing task demands a level of resource allocation and an institutional
commitment far beyond what has typified many programs in diepast.
No longer can the profession condone continuation of training pro-
grams where the principal motivation is economic necessity. The
price of inadequate training efforts is too high. Some institutions
capable, of providing quality preparation in the liberal arts, but un-
able to offer adequate professional programs, will seek collaborative
relationships withl'other institutios where resources are. available.
These collaborative relationships could insure ehigh level of quality
in professional preparation. The profession must encourage more
rapprochements of this type, if quality control in teacher education
is to improve.

The resources question is complicated by current methods of fund-
ing teacher education by state agencies State education departments
control certification and new program approval; however, state funds
appropriated by legislatures in many instances are not allocated to
universities or colleges on a line item or program budget basis. Cer-
tainly, there are wide discrepancies between what state agehCies

expect from teacher education and the way individual universities
allocate resources. There are demands for programs by the state but
little follow-through on providing sufficient funds for development
and maintenance of these prograMs by higher education institutions.

One reason teacher education does not get its fair share of state
allocations on the college, or university campus -4 because there is
a strong tendency for teacher education to he under the control and
domination of the academic disciplines, which brave little under-
standing of, or sympathy for, professional teacher education. Under
their value system, pedagogy is not a high priority; hence, teacher
education receives a dispropqrtionately lower share-of the financial
resources. This situation exists whether teacher education is organized
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as a nrofessional school or as a department of the arts and sciences
unit. Rarely is teacher education financially healthy under such con -
dition3. Like Cinderella, teacher education sits in the ashes receiving
the leftovers.

Costs
Teacher education receives .the lowest support per credit hour of instruc-

tion of any professional education program funded in universities. Olsen
documents this in the Report of the Study Commission on Under-
graduate Education and the Education of TeacherS (Appendix C),
after examining the Carnegie Commission Study and the National
Center for° Higher Education Management profiles. This comparison
of full education programs for teachers and programs for students in
other professional programs shows that the cost per full-time equiva-
lent (FEE) in education programs is_ lower than that in other profes-
stonal sequences. Furthermore, more than 60 percent 'of teachers-in-
preparation attend institutions of low quality, according to he Gour-
man ratings and college ratio ratings; and even in Carnegie-rated high
quality institutions, support for teacher- education is less than fdr other
programs (See Appendix C.).

A glaring example of the rack of equity in funding professional
schools can be seen in a recent study by the University of Vermont
of the costs of medical education, which determined how much it
should charge per student for residents of other New England states
which send their students to the University of Vermont under a re-
ciprocal agreement. The study set the cost of medical education at
$10,500 per student per year and rising at about 6 percent annually.
National medical education cost--f :rvr,es gleaned from other medical
schools we''re used to determine this figure. The Report of the Commis-
sion on the Financing of Medical Education (1973) notes that the annual
cost of educating a medical student ranges from $16,000 to $26,000.10
These figures include the cost of research and hospital clinical ex-
periences, as well as the cost.of operating a medical school. The cost

'of pure instruction is lower, according to the Vermont study; how-
ever, it is generally assumed that a minimal amount of research and
clinical experience is required for a medical student.

Of the approximately 2,400 four-year higher education institutions
in the United States, 1,380 now prepare teachers. The very number
of institutions aggravates the problem, for it dilutes the impact of
these already scarce resources among many institutions only minimally
committed to preparing teachers. Even a cursory review of institutions
reveals that many have not provided the resources or demonstrated
the commitment necessary to prepare teachers adequately. In the next
five years, the profession must, develop life .space criteria necessary for an
institution to be an active participant in teacher education and work to elimi-
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nate those institutions unable ier unwilling to provide the necessary resources
to prepare professionals.

Special Considerations in Funding Teacher Education
The complex, demanding nature of teaching requires a preparation

process that is expensive to administer. Colleges of education offer
most of .their instruction at upper-division and graduate levels: but
fundirtg jocedures often-fail to take into account the significance
of thaC-difference from other colleges, which offer much work at the
lower-division levels, wmetimes taught by graduate assistants. Class-
room and laboratory sFace is allocated as if education courses were
parallel to social science courses, which have little need for specialized
space or equipment. Teacher education programs have unique requiile-
ments generated by microteaching, demonstrations, simulation, in-
structional materials production, and team teaching.

The success of the preparation process depends upon the involve-
ment of school-based teachers who provide supervision of teacher
education students. Yet many institutions .provide only token or no
remuneration for this vital service and are withoui funds to maintain
an effective educational program for supervisors of student teachers
and interns. Elementary and secondary school teachers are generally
expected to carry out such supervisory, duties in addition to their regu-
lar classroom assignments, rather than having time released and paid
for by the college or university, which often sees the field experience°
as the capstone of professional preparation.

Sometimes university administrators view operating costs of teacher
preparation programs as unduly, high, failing to appreciate 1A the
complexity of designing and implementing a sequentially designed
program of field experience which moves from observation through
tutorial and assistant roles to full-time teaching responsibilities.
Generally, teacher educators are unable to state clearly either the
real costs of the field experience. component of teacher education or
the relevance of the varied planned experie*s to the major com-
ponents of the preparation curriculum. This situation must be rectified
if the field dimension of teacher education is to receive adequate
funding.

The growing demands of school systems and teacher organizations
for off -campus courses, workshops, consultation, and other.support
from professional education faculty pose an even more serious prob-

.1em for funding of colleges of education in the future. The expanding
demand occurs at a time when the financial resources available to
higher education have leveled off. While undergraduate enrollments
in teacher education have dropped at'nany colleges and universities,
graduate, off -campus, and noncredit continuing education enroll-
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ments in many cases have more than matched the numbers lost and
are generally more expensive to staff.

Most education faculty spend a larger proportion of their work load
engaged in service to field constituents than is true of university per-
sonnel in other colleges, with the exception of colleges of agriculture
which usually have an extension service budget to provide resources
and faculty load time for such programs. In colleges of education,
such service is largely provided to public institutions. It is frequently
offered without charge, making every expansion of field service an
increased demand upon already limited resources. Even in such mun-
dane matters as secretarial and telephone service and in-state travel,
the Qbligation to retain a close collaborative relationship with school
systems and professional organizations generates a need for greater
budget support. ,

Leadership and service to schools is essential if colleges of educa-
tion are to fulfill their responsibilities as`the preparation and develop-
ment arm of the profession. The total university should realize that
it has a stake in the fulfillment of this mission since schools are its
feeder system. Further, direct links must be established with teachers,
counselors, and administrators if the university is to maintain a posi-
tive image with the schools.

Lack of Data
A recent review of surveys Of higher education and teacher educa-

tion disclosed a lack of comparative data (with the exception of the
Olson materials reported above and in Appendix C) on what it costs
to prepare a teacher. Particularly lacking is the necessary cost data on
field experience.

In /the context of increasing competition for resources in higher
education, it is essential that teacher educators develop an adequate
data base for program and budgetary planning. The unique needs of
professional programs in teacher preparation require comparisons
among such programs in institutions with similar responsibilities and
aspirations.

Recommefidation
That all teacher education institutions support and provide inf4

mation to the AACTE (MINFO) system designed to establish a dRta
base for teacher education.

The information in the system will he only as good as the member
institutions provide.

Rationale for New Resources
This report' calls for major revisions in teacher education, starting
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with initial professional preparation and extending thrOugh the life-
time career of teachers. New resources, as well as a reallocation of
existing resources, will he rtecessary to move these ideas from thought
to action.

Inputs into the education process have their greatest economy and
impact Men introduced at the source, which is teacher education.
Without adequate inservice and preservice preparation, none of the
reforms described in this report will take place. Teachers, Pike other
professionals, need the opportunity to learn new knowledge, skills,
and attitudes before they can change their behavior.

Recommendation'
That funding be made available to state institutions through re-

vised formulas based on program budgets Lena equal to budgets
provided other professional programs (e.g., medicine and law). Fur-
thermore, states should move swiftly to provide adequately for the
continuing education of teachers. All participating parties must be
appropriately involved, i.e., teachers; the organized teaching pro-.
fession; teacher preparation units; and various governmental units
at state, intermediate, and local levels.

Funding should be provided for the operation of Teacher Centers
and for the preparation of teachers who collaborate with the college
or .,university in the teacher education program. Teacher Centers
should be operated from special federal grants or from an improved
state formula. The training of cooperating teachers should be similarly
financed. It is important that colleges of education, which have as
their first priority teacher eddcation, be the recipients of funds for
such research and preparation programs.

States and the federal government, in accordance with their re-
sponsibilities for education, should provide their share of the resources
needed for the ongoing conduct of preparation, research', develop-
ment, innovation, and dissemination. Simultaneously, the federal
government and appropriate state agencies must not cut present ap-
propriations for teacher education. In fact, appropriations must be
expanded to make possible the "life space" systems envisaged in this
report, and to provide for the continuing education needs of the more
than 2 million teachers in schools and the thousands of others who
are "educators" in other community agencies. In a society whose most
constant characteristic is changing human needs, teachers more than
any other professional group must have the opportunity to stay up to
date.
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Reflections

Because every helping relationship requires
generalizable skills and understandings

in a variety of leaching rind learning systems,
then-every human service professional

met first and foremost be an effective educator.
The most significant interaction in

every human service activity
is a teachint4earning component.

Professionalism
The Commission recognizes that there are multiple problems im-

plicit in a too-easy acceptance of priifessionalism as a guiding ideal.
At its worst, professionalism connotes exclusion, self-prolectivenes,
excessive specialization, self-aggrandizement: formalism, authori-
tarianism, hierarchy, and mystification.' Obviously, this is not the
professionalism the Commission urges for educators. At its best, pro-
fessionalism combines a high quality of basic knowledge., informed
practice, And social commitment with a profound, individual dedica;
tion to helping people enrich their lives in their own hest ways.

The Commission's hope is that educators will continue to entarge the
meaning of 6i-ofessionalism so that it becomes,.mrrre democratic, client-
nurturing, and political than that which presently characterizes the estab-
lished professions. In this regard, educators will have to consider the
possibilities for enhancing professionalism inherent in cultural plural-
ism and multicultural education, the women's. movement, the rise of
teacher militancy, and the expansion of consumer consciousness.
Educators must realize that professionalism still an evolviriideal
neither owned nor fully defined twy th established professions. Ulti-
mately:' professiimalism's worth as an ideal depends on how well
educators can encourage self-determination on the part of all lenmers
and social groups.

Teacher Self-governance
The Commission predicts that the more professionalized teachers

become, the more they will seek a broad range of autonomy for them-
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selves vis-a-vis representative governance groups. In the future, if

teacher orgahizations are to advance a professionalism which is demo-
cratic, theory based, self - governing, client centered, and political*
then some caveats are in order. The teaching profession must he wary
of linking itself to organizations which are excessively bureatYcratic,
where leadership (s solidly entrenched. Also, the profession must he
cautious about forming liaisons with organizations which skirt con-
troversy by assuming neutral stances on social issues, which tend to
footdrag on programs which promote cultural pluralism and the rights
of minorities, and which preoccupy themselves more with narrow self-
interests than with strong client advocacy. In the future, educators
will have to think of collective bargaining as something more than
simply a process to provide increased material benefits. Educators
will have to..Ilse collective bargaining as a mechanism for bringing
about organizational reformas a way to challenge and change school
systems when they are racist, sexist, and child-destructive, or when
they arbitrarily 'abridge the academic freedom of teachers. The Com-
mission believes that teacher self-governance will move closer to becoming
a reality only when the public is convinced that an increase in teacher
rights will be accompanied by greater teacher responsiveness to the needs
of the clients which the profession is &dicated to serve.

The Professional Culture
The Commission has placed a great emphasis on the existence of

a professional culture which embodies sophisticated and generalizable
technical procedures and conceptual frameworks. We are dismayed
that many teachers still possess a quasi- professional' repertoire which
is crude and obsoletelargely dcollection of folklore. We insist that
a professional culture for educators is developing rapidly. Especially
during the last decade there has been a proliferation of worthwhile
teaching models, learning paradigms, planning systems, and evalua-
tion processes. We also realize that this developing professional culture is
still in its early stage. Thus, we urge the teaching profession not to under-
estimate the enormous task ahead of constructing valid, generalizable
teaching and learning principles. The entire profession, with the leader-
ship of the college preparation arm, must continually engage in further study
of what constitutes "safe" and sound teaching and learning.

ao,

Competency-Based/Humanistic Training
The Commission is aware of the apparent dichotomy which exists

between its technical emphasis on competency-based teacher educa-
tion (CBTE) and its philosophic commitment to humanism. Actually,
the dichotomy is a false one. CBTE is a technical means meant to
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achieve a major endthe development of highly knowledgeable,
socially committed, multiskilled, and 'humanistic professionals. And
because a profession's means and ends are always inseparable, com-
petency-based training processes must themselves exemplify the best
qualities and practices of the humanistic professionals they mean to
produce.

Too much of the recent CBTE debate within the pr eilio'n has
been political and semantic. Vested interest groups ve wasted in-
ordinate .amounts of time quibbling over fine semantic distinctions,
and constructing endless prescriptive checklists of teaching behaviors.
It is time to refocus the CBTE dialogue on the inseparability of means
and ends in the preparation of education professionals. Competency-based
training processes will be truly humanistic only when professionals
emerge Who. possess a healthy self-image, a flexible repertoire of tech -
I ical skills, a defensible and wide-ranging knowledge base, a hold
social commitment, and a genuine concern for helping people. If this
does not happen, then the profession must reconsider the validity of
CBTE procedures. It is in the spirit of the mutuality of means and
ends that the Commission speaks of humanistic CBTE in the prepara-
tion of education professionals.

Inservice and Continuing Education
The Commissim emphasizes the central role that the college preparation

arm must take in the continuing education of its professionals. Historically,
the university has educated teachers-in-service by offering a series of
recertification programs, institutes, and traditional courses. Recent
events, however, suggest that continuing education must become
more creative and Oexible than these traditional forms. Increasing
teacher militancy concerning the right to define their own profes-
sional needs and offer their own reeducative programs has given rise
to the Teacher Center. While possessing great potential as a con-
tinuing education mechanism, the Teacher enter is meant primarily
to be an inservice device (neither exclusively geographical 'nor fixed
in function) designed to deliver college and community resources,
get professionals together, and farm a network of available educa-
tional services. Colleges of education must not surrender their continuing
responsibility to develop and disseminate the professional culture through
every mechanism possible, including the Teacher Center. Neither the
public schools nor the colleges can live in splendid isolation. Pre-
service, inservice, and continuing education are interrelated com-
ponents of one professional delivery system and require the active
involvement of the teaching profession and the preparation arm.
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Technological and Social Changes
Although the Commission is conscious of the need w understand and

utilize sweeping technological and social changes, we do not°advocate that
the trrofessum blindly conform to these changes. Some changes are them-
selves so questionable that educators must challenge them vigorously.
An education calculated solely to adjust learners to "changing tech-
nological realities," or to the demands of the job market can only
eventuate in further anomie, dehumanization, and an absence of pur-
pose and zest in contemporary living. During the last quarter of the
twentieth century, teacher educators will have to he wary of placing
technological needs over human needs. When appropriate, human
service education must stress personal resistance as well as social adap-
tation, self-determination, and fulfillment, as well as career survival
skills. In the future, professionals will have to he as mindful of their
clients' personal, social, and political development as they are of the
intellectual and occupational. Education for people's sake does not serve
predefined technological ends. Rather, it provides individuals and social
groups with the principles and skills necessary for achieving their own
greatest self-realization. Finally, an education geared exclusively to
technological changes risks distracting teachers fr,im the resolution
of our most pressing personal and social problemsthe function which
education (our most human experience) must ultimately serve.

Human Service Education
Throughout this report, the Commission has advocated an ap-

proach to teacher education which is human-service functional. Re-
cently, many social analysts have predicted the emergence of a client-
centered human service society with a concomitant greater role for
human ,service professionals and consumption of their services. One
major ramification of this prediction is that a new kind of professional
will have to he prepared to he highly experimental in helping ap-
proaches, diverse in skills and understandings, politically adroit in
dealing .with agencies and bureaucracies, collaborative in planning
with clients, liberated from intractihle role definitions, and affective
in working with people. This Commission believes that because every
helping relationship re es generalizable skills and understandings in a
variety of teaching and lea ing systems, then every human service pro-
fessional must first and foren ost be an effective educator. The most sig-
nificant interactin in every human service activity is a teaching-learning
component. Consequently, in the years ahead, colleges of education
will have to become more concerned with the ways all human service
professionals are prepared, and with the ways their services are con-
ceptualized and delivered to the public.
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The next step for collegel of education is to reorganize their cur-
ricula and develop delivery systems which will produce a new kind of
teacher a "human service edlicator." A human service educator is
an effective teacherat times a counselor, a human rights activist,
a political ombudsman, a stimulator of human potential, and a group
organizer. Whether through subject matter, human relations skills,
or specific technology, a human service educator is able to help people
discover more effective and satisfying means to improve themselves
and aiiiir social institutions. In the tense that human service edu-
cators are helping people to learn a variety of skills, understandings,
and values, then every human service educator is a teacher.

The ultimate objective of a revised teacher preparation system is to pro-
duce fully qualified professional educators who can move easily and hori-
zontally within many human service careersfrom classrooms, to coun-
seling sites, to storefront social action agencies, w senior,- citizens homes.
Needless to say, the current oversupply of teachers could he alE,viatedtif educators is -re to diversify and begin to expand their developing
human servic opportunities. ThuS, the central question for colleges
of education is not "How can we continue to survive?" but "How can
we help all professionals who work with people in any helping capacity
to become more effective teachers?" The Commission reasserts its con-
viction that only when educators reflect an enlarged view of the settings in
which teaching is a vital function will the profession of teaching reach its
full maturity.

CHALLENGE
The Commission on Education for the Profession of Teaching be-

lieves that the American people face a crucial choice concerning their
schools. Either they reaffirm their faith in education through increased
financial and psychological support, or they will experience the end
of public education.

In order to earn this support, the profession of education must radi-
cally improve its beliefs and practices. For complex reasons, the pro-
fessional culture (the technic4I procedures and conceptual base) has
continued to retain large elements of conventional wisdom and craft
practices. The failure of the teaching profession to advance beyond
this stage is a major cause in the inability of the schools to meet the
educational challenges of modern times. Teachers have not been pre-
pared to deal effectively with the bewildering anomalies of American
life. The schools themselves have not been designed to overcome
these problems.

Throughout this report, the Commission has held that contem-
porary educators must demonstrate a high degree of professional skill
and understanding. Unfortunately, preservice, inservice, and con-
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tinuing education have been slow to enhance the overall quality of
present professional performance. Today, little about the profession
its philosophy, organization, curricular procedures, governance, and
management syttems-;-cornes even. close to addressing contemporary
realities. What the profession needs is a totally new set of concepts
regarding the nature of the-emerging human service society, its edu-
cational demands, the kinds of delivery systems necessary to provide
public access to continuing educational opportunity, ,and the types
of professional personnel and training required to refor'fn public edu-
cation in America. What passed as adequate teachei education in
simple times simply does not suffice in the more complex society. If
our country's educational system is to thriveeven survive it must
have a preparation and research arm that is striving to Cte the
future, not lust accept it.

It is the proper func ion rofessional service organizations to
examine themselves an the society they inhabit in order to reform
the beliefs and practice of e. h. When service institutions have
genuine doubts about their rol s or serious misgivings about the di-
rections their society is taking, t e esponsihility of the organi-
zation to propose sincere.. alternatives. 4 is in this spirit that the
Commission has reexamined the questio of educational adequacy
for the last quarter of the twenti century. It is also in this spirit
that the Commission has expk ed the issue of the professional prep-
aration of teachers. The Comm ssion has.proceeded wi this task-with
the genuine hope that the pro (..sion will he able to ree cate itself.

In this year of 1976, the teaching profession faces unp edented
challenges. Whether the issue is seen as survival, continuance f what
we have, or moving forward to a new professionalism, the nee Is the

-same. Tremendous dedication and effort are necessary. This port
calls upon the teaching profession in general, and teacher educatiog
in particular, to put forth that effort. We close this report with a folk
saying which the Commission found on the wall of a small Vermont
coffee shop one morning. It expresses eloquently the task which faces

professional educators in the years ahead:

"Everything cometh to he who waiteth so long as he who waireth worketh
like hell while he waiteth."

138.

What the profession needs
is a totally new set of concepts

regarding tke nature of the emerging human service
society, its educational demands,

the kinds of delivery systems necessary to provide
public access to continuing educational opportunity,

and the types of professional personnel and training
required to reform public education in America.
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APPENDIX A

A Conceptual Framework
for Arilysis of Collaborative

Efforts in Governance

TEACHER CENTERS
In Chapter One, the governance characteristic of professions is stilted as

tol lows:

6. The profession is organized into one or more professional asso-
ciations whichc, within broad limits of social accounfaibility, are
granted autonomy in control Of t,[ie actual work of the profession
and the conditions which surround it (admissions; educational
standards; examiRation and litensing,- career line; ethical4 and
performance standards; professional discipline).

ChapterTwii reported that the teaching profession falls far short ot meeting
the elf--jtovernance criterion. State government, through its educational
branch, long has held control of important governance\hinctions. Others
are in the hands of college and university adminrstration. For whatever
reasons, those two major controllers have nut succeeded ;n moving teacher
education toward attainment of its potential and the profession toward ma-.
turity. Change in the governance system appears to.be sorely needed.

g

An Analysis and a Model
In the following model, the simple notions of suprasystem, system, arid

subsystem are used. In systems terms, everything IN composed of parts. It the

LEVELS OF SYSTEMS
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object is called the system, then its parts are subsystems of it. The object,
however, is a part of a larger system which is its suprasystem.

The model also makes use of a concept of accountability,as it relates to
systems, Two concepts are used, namely, accountability and responsiveness.
1. Accountability is to the suprasystem only. It is never to another element

or subsystem of the Name suprasystem. It is never lo a subsystem. A child
(subsystem) is accountable to his father and mother (larger system) but
not to a brother or sister (other subsystems of the same larger system).

2. A system must he responsive to other systems in its environmpt to which
it relates. Though the children in a family are not accpuntlble to each
other, they are expected to he considerate of or responsive to the others'
situation or need.

System

Subsystems
or Elements

Accountability
Responsiveness

ACCOUNTABILITY RESPONSIVENESS IN SYSTEMS

The Teacher gchicatiori System
Education is a complex system serving society

by providing learning opportunities. The system is
made up of many parts, each of which is itself
a system.

Teacher etiucation in this report is held to he
the preparation arm of the teaching Piofession.
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System
A

Subsystem

As such, it is a
subsystem of the teaching

profession, and so it is
accountable to the

profession for What it dcies.
Additionally, it is subject

to control by the
profession. Systems can he
sim6Itaneously elements or

subsystems of more than
one suprasystem. A child

is a member of a family
social system but at the

same time may play with a



-group of other children, he in a
school class, and plify ball with
a team.

Teacher education is a unit of
a college or university which Is
also its suprasystem. By changing
the shape of the sunrasystems the '
drawings can he combined, to
show the two suprasystems of
teacher education.

Organized
Teaching
Profession

Subsystem

Here teacher' edciCation is shown as responsible for a teacher program and
accountable ti) both the university and the teaching profession. This is a rep-
resentation of how the gbvemance of teacher° education ideally should be.
However, at the present time, the state unit of government exercises the
dominant role in controlling what goes on in teacher education.

System
4

Teacher
Education

Unit

College
Or

University

System
4

Subsystem

Organded ^ College
Teaching or

Profession University
Teacher
Educa-

tion
Unit

Statv
&Jura;

tion
Dept

-- Dominant Suprasystem

In accordance with principles of,profes'sionalization, every effort should
be made to decrease state dominance and increase college and professional
control of teacher education.

The Public School System
As was indicated earlier

in this discussion; education
fubction of the state;

and school systems are
created by and accountable
to the state.

1 (3 (1)

$

Suprasystem
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States have, however,
delegated substantial
control of the schools
to the local education
authority.

Once again there are two
major partners.

System

Suprasystem

Suprasystems

he Larger Education System
It will he observed that there now are two sets of system-suprasystem,

both of which are part of the larger education system.

EDUCATIONAL SYSTEM

The teacher preparation system and the public school system, each with its
own function, exist side by side within the larger educational system. Each
is accountable to the larger system; they are not accountable to each other.
Since they live together within a larger system and since they hav neces-
sary relationships with each other, they need to he responsive. This s to say
thit they must consider each other as they act. They will both do tter if
they act together. Thus a collaborative relationship is indicated.
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Organized
Teaching
Profession

Teacher
Education

Unit

t

College
or

University

Collaborative responsive

COLLABORATIVE-RESPONSIVE RELATIONSHIP

It should he observed that there are six partners in the operation .:()f a
teacher center:
1. Teacher education unit
2. The schools
3. The teacher organization(s)
4. The university outside the teacher education unit
5. The school hoard and the community
6. The state or intermediate agency of the state

7

Teacher Center

TEACHER CENTER PARTNERSHIP

Teacher centers are governance mechanisms; they are not places. They
-can, however, establish places where teacher education takes place. These
too are called Teacher Centers or Teachers Centers (National Education
Association). In such centers, an array of preservice, inservice, and con-
tinuing education can take place as each of the major partners assumes
responsibilities thatjall within its jurisdiction.
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APPENDIX B

Teacher Competencies*

The following teacher competencies are stated at a subgoal level; that is,
they include a behavioraf statement, but not the criteria for successful demon-
stration of the competence nor the conditions under which it is to be demon-
strated.

The Teacher and Students: Designing and Evaluating
(Preactivity nd Postactivity)
Diagnosis and Evaluation

1. Administers and interprets standardized tests.
2. Designs and uses teacher-made diagnostic tests.
3. Interviews pupils using Piagetian techniques.
4. Describes environment, values, and needs of students; is familiar with

background and language of students.

Organizing Classroom

1. Groups students on basis of data.
2. Makes resources and materials accessible. to students.
3. Plans for routine tasks.

Goals and Objectives

1. Identifies goals and objectives appropriate to student needs.
2. Organizes instruction around goals and objectives.
3. States criterion-referenced objectives correctly.

Planning

1. Plans daily to contribute to long-range goals.
2. Sequences activities and experiences logically and psychologica,lly.

The Teacher and StudentsActive Interaction
Communication

1. -Counsels students with personal problems.

*College of Education, University of Houston (a preliminary, working document),
.Falk 1972.
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2. Asks higher-order questions.
3. Presents instruction using inductive and deductive procedures.
4. Gives dear, explicit directions to students.
5. Responds to "coping" behavior of students.
6. Identifies dues to student misconception or confusion.

Instruction

1. Establishes sets (motivation, transitions, classroom environmental condi-
tions) which are varied and appropriate.

2. Employs a variety of instructional strategies (programmed instruction,
games, and simulation).

3. Utilizes instructional materials and resources.
4. Individualizes instruction.
5. Plans activities with children.

Management .(

1. Uses positive reinforcement patterns with students.
2. 'Manages classroom environment.
3. Manages deviant behavior.

Interpersonal Relations

1. Builds self-awareness and self-concepts in students.
2. Develops understanding of cultural pluralism concepts in students.
3. Demonstrates sensitivity to others.

Evaluation

1. Monitors clas'sroom interaction and rkldifies plans on basis of feedback.

The Professional Teacher
Self-Improvement

1. Engages, in a designed professional development program.
2. 'Evaldkes'teaching behavior using coded instruments (interaction analy-

sis, check lists, etc.) and plans for change on basis of results.

Colleagues and Other Professionals

1. Works effectively in an educkional team.
2. Evaluates effectiveness of school program and contributes to improvement

efforts. 1;)5
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APP DX C

Costs and Life pace
li

Teacher educatitm receives the lowest support per credit hour of instruction of any
professional education program .funded in universities. Data from the Carnegie
Commission Study and the National Center for Higher Education manage-
ment profiles show that in a comparison of full education programs for teachers
and programs for students in other professional programs, the cost per full-time
equivalent (FTE) in education programs is lower than that in other profes-
sional sequences; and more than 60 percent of teachers in preparation attend
institutions of low quality according to the Gourman ratings and college ratio
ratings. Furthermore, even in C.;.imegie-rated high quality institutions,
support fqr teacher educ*on is less than for other programs.

The Study Commission' on Undergraduate Education and the Education
of Teachers,* using the 1970 Carnegie Commission Study indices, examined
the National Center for Higher Education Management Systems (NCHEMS)
FTE reports on institutions supporting teacher education at the various levels.
Carnegie indices rank colleges as "high quality," "middle quality," and
"lower qualit ;," using the Gourman indices (supported by several other

indices" which rate quality of academic departments in terms of
quality of instruction, proportion of students receiving scholarships and
fellowships, and quality of nondepartmental features (e.g., administration
"commitment to excellence," level of financial aid, hoard of trustees, faculty
morale). Another quality index which the Carnegie group found to support
Gourman was the Gross-Grambsch index, which includes fiscal features.
Carnegie "Quality I" institutions scored 580 on Gourman; "Quality II"
scored 477-579; "low quality" had less than 477. According to Study Com-
mission calculations, the average FTE cost per education major is about
$1,500 at Carnegie I unit ersities; $1,300 at Carnegie II universities; $2,100
at Carnegie I colleges, $1,200 at Carnegie II, and about $1,300 at Carnegie
III. The lower the Carnegie rating of NC:HEMS-analyzed institutions, the
larger percentage of education undergraduates. Except for the Class I col-
leges, all Carnegie levels appear to spend about $1,300-$1,500 per FTE
undergraduate in education ('72 -'73). This is lower than the cost .for other
undergraduate professional or preprofessional areas. In the other areas (

'gineering, nursing, social work, audiology, etc.), lower division costs tend,

*Study Commission on Undergraduate Education and the Education of Teachers,
"Teacher Education in America," Draft copy of final report (Lincoln: University of
Nebraska, July 1975).
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to he around $1,300-$1,800 per FTE major and upper division sound $2,000-
$2,800.

Average tuition at public colleges in '72-'73 was about $500, and in pri-
vate colleges about $2,200; education students,, appear to have paid about
$650 average tuition or about half their full annual FTE cost per major. On
the average, American students at all levels pay 1.15 ot. their hill FTE costs
(5.9 -billion' out of 29.5 billion). Moreover, at seems highly unlikely that
any other professional area educates 65 percent of its professionals at Car-
negie Quality III corteges and universities. Most important, even the Car-
negie I and II "quality" universities and the Carnegie II alleges do not
spend much on educating teachers.

In 1969-70,'about 30 percent of the undergraduates were in education or
planned a teaching career. There were 6 million undergraduates in 1969-70,
about 1,800,000 potential teachers or 450,000 for each college year. In 1970,
about 880,000 degrees were conferied, and about 1.8 million students started
college. Dropouts reduced the number of education graduates to around
300,000 of the 880,000, or well over 30 percent of the undergraduates grad-
uating. Undergraduate education witnesses a drifting phenomenonout of
hard science and engineering areas into education. The total cost of under-
graduate teacher education in 1970 at $1-, 300 per FTE and 1,800,000 students
would have been about 2 billion, 340 million dollars. Total expenditure
for higher education in the year was 24.7 billion dollars, of which the 2
billion plus dollars for teachers seems a remarkably small sum. Medical edu-
cation and graduate education are included in the $24.7 billion figure.

When one pqrs this in "campus-by-campus" terms, comparing costs for
courses in education-fieldwork courses with other fieldwork courses (i.e.,
elementary and secondary education with social work, nursing, or engineer-
ing), and tyhen one compares education "clinical" courses with other field
clinical cefurses (patholtogy, audiology, tr.), or education "liberal studies
courses" (history, philosophy) in arts and sciences, education comes in short-
changed 75 percent of the time. Costs per credit hour and per FTE are lower
75 percent of the time in fieldwork areas and 100 percMt of the time in
Imindation areas; only in clinical areas -- educational psychology and special
educationare they equal, and these areas have had heavy federal support.
The figure were obtained from the 40 NCHEMS moOel institutions (Cost
Data and Descriptive Infoimatton bO1hklets) and calculated by Gary Rex of
the Study Commission staff. Tlie National Center for Educational Statistics
(NC:ES) has no statistics available in this area, but a recent calculation of
"instructional program cost" in FTE majors- in elementary eduLation and
special education using the most recent NCHEMS data shows basically the
same pattern described here, with a few exceptions (Fisk; Shippensburg; State
University of New York, College of Arts and Science at Plattsburgh;
University of New Mexico "special ed."). This calculation was done by Lewin
& Associates, "Design Study for a National Survey of the-Preparation of
Education Personnel" (Study Review Panel Book, June 3, 1975), pp. 13-16.
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APPENDIX D

Process Skill Domains as Goals
for the Helping Professions

Name

1. Achieving,
exhibiting and
maintaining
competence in d
the academic
content of one's
disciplines or
profession.

2. Cogent and
accurate verbal
communications
(semantics).

3. Making
observations,
constructing
inferences, and
distinguishing
between the
two.

4. Using multiple
theoretic-
conceptual
frameworks to
observe and
infer.
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Description

Being an expert in the
organized knowledge and
practice of one's field.

Being able to recognize
and construct precise and
unambiguous statements
which accurately describe a
some action, event, ideas,
or situation.

Describing objectively.
Forming reasonable
hypotheses about what
course of action to take
(decision making)'. Not
confusing inference with
observations (hypotheses
with facts).

Being able to explain
given situation, event, or
instance in multiplg ways
with different addrpked
theories with differing
assumptions, biases, and
implications.

1"(1-0

Rationale

Essential to the self-esteem
of the individual, his
ability to serve well and
inspire others, and the
esteem which his clients
and colleagues may
exhibit toward him.

Essential to efficient, clear
communication with
others as well as to logical,
consistent "nonfuzzy"
thinking:

Essential to fair, rational,
and impartial thought and
evaluation. Essential to
avoid stereotypic, judg-
mental thinking which
can impose self-fulfilling
prophecy situations oh
others and self.

Essential to not becoming.
a "true believer" who
dogmatically applies one
set of constructs to all
situations and becomes
blind-to many other inter-
pretations and problem
solutions2



5. Showing and
maintaining
respect and
regard toward
others,
especially one's
clients.

6. Value-
clarification.

7. General fluency
and flexibility of
thought,'
perception,
and response.

Being able to exhibit
nurturant behavior toward
others, establish esteem
for others and recognize
their competence and
worth to whatever dpgree
these qualities are present.

Recognizing what one
values, likes, and dislikes.
Questioning and clarifying
one's own beliefs, values,
and preferences. Evaluat-
ing and judging the effects
of one's own beliefs,
values, likes, dislikes, and
habits on one's percep-
tions, biases, actions, and
interactions with others.
Being able to express what
one values. Being able to
judge which theories,
techniques, or methods
agree or conflict with one's
values. Being able to
comprehend and accept as
different, but appropriate,
habits and values diNrent
from one's own.

Being able to break set in
one's ideas, observations,
feelings, actions, and
responses. Being able
to see things from multiple
perspectives.

Essential to establishing a
supportive environment
where the helpee can
profit from the nurturance
and direction of the helper
and will implement the
action prescribed by the
helper.

Essential to consistent and
wise behavior in areas of
personal integrity, ethics,
and morals.

Essential to adaptive
behavior and problem
solving in true problem
situations, he they
rational, emotional or
social, personal or
cooperative.

Source: H.P. Cole and W.E. Lacefield, Skill Domains for the Helping Pro-
fessions (Lexington, Ky.: College of Education, University of Kentucky,
1975). Unpublished manuscript.
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Selective admission and retentkm procedures are designed to t the de-
sired kinds of educati,on personnel into the schools. In view of the current
concemsegarding teacher oversupply in some fields, and the expressed need
for quality teaching, more professional selection and retention criteria are
needed in colleges of ;Mon.

The procedures shown on'these flow, haPN provide numerous c ham. is
college personnel to determine strengths and v.eaknCSSCS and design pr grams
which are sensibly for prospective education personnel. Another. plus is that
the processes help candidates determine whether the education profession is

-the right one for them. Ideally, no- one enters the classroom without the
commitment, characteristics, and competencies which collectively determine
how well a person performs. (Charts provided by Indiana State University.)
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APPENDIX F

Supply and Demand Data

Table 1.
Demand fohNew Teachers Based on the Duality Criterion, 1974

Source of demand

Estimated demand for new teachers
Elementary Sqcondary Total

1 2 3 4

Enrollment change and trends toward
improved staffing 4,600 9,400 .14,000

Teacher turnover 78;350 62.100 140,450

Replacement of teachers having
substandard qualifications 13,800 -4,f50 18,650

Reduction in number of overcrowded
classes 175,900 i 160,450 336,350

Enlarged numbers enrolled in special
education

,

101,500

#

101,600 203,000
1Enlarged numbers enrolled in kindergarten

and nursery school 15,000' 15,000

Reduction in number of teachqrs who are
misassigned , 35,200 24,700" 59,900

Reinstatement of financially induced
program cutbacks, and increased
provision of at least minimally
comprehensive school prbgrams 1,000 11,000 12,000

Total a 425,350 373,900 799,250

Source for Tables 1-3: "Teacher Supply and Demand in Public Schools, 1974," NEA
Research Memo 1975-3, May 1975, pp. 8-10.
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Table 3.
Statistics About the Supply of and Demand for

Beginning Teachers in Public Schools, 1974

Number completing preparation to teach

Agsignment area 1974 1973
Percent change,

1973 to 1974

1 2 3 4

ELEMENTARY
Regular instruction 111,502 120,917 ' -7.8
Art . . 1,761 1,688 +4.3
Foreign language 285 316 -9.8
Music . 1,550 1,540 +0.6
Phys. & health education 2,271 2,223 +2.2
Special education 11,432 - 10,804 +5.8
Total Elementary 128,801 137,488 -6.3

SECONDARY
Agticulture 1,753 1,829 -4.2
Art 8.986 8,970 +10.2

Business education 8,753 ' 9)514 -8.0
Distributive education 854 856 -0.2
English language arts (total) (25,572) (28,671) (-10.8)

English 20,546 23,598 --12.9
Journalism 680 600 +13.3.
Speech & dramatic arts 4,346 4,473 -2.8

Foreign languages (total) (8,452) (8,932) ( -5.4)
French 3,284 3,538 -7.2
German 928 995 -6.7
Latin 147 177 -16.9
Russian 82 106 -22.6
Spanish 3,669 3,844 -4.6
Othbr foreign language 342 272 +.25.7

Home economics 7,628 8,158 -6.5
Industrial arts 5,847 5,809 +0.7

.,. Junior high school (general) ..
Mathematics

569
10,755

806
11,826

0 -29.4,
, -9.1

Music 9,106 8.319 +9.5
Phys. & health ed. (total) (24,952) (25,016 -(0.3)

Phys. & health ed.-boys . 14,472 14.484 +0.1
Phys. & health ed.- girls'. 10,480 10,532 -0.5

Nat. & phys. sciences (total). .. (10,633) ('11.092) (-4.1)
Nat. & phys. sci. not spec. .. 1.976 2,084 -5.2
Genei-al science 1,293 1,367 -5.4
Biology co 5,603 5,673 -1.2
Chemisiry 1,123 1,260 -10.9
Physics 638 708 -9,9

Sqcial sciences (total) ' (29,651) (32,136) (-7.7)
Subject not specified '13,708 15,482 4-11.5
Soc. studies (hist.-geog: etc.) 9.986 10,507 -5.0
Economics. sociol., psychol 3.790 3,745 +1.2
Other social studies . 2,167 2,402 -9.8

Trade, indust., vocational, tech. 1,137 f 1,282 -11.3
Other secondary subjects 1,760 1,636 +7.6
Special education 11,431 10,803 4-5.8
Total Secondary . 167,839 175,653 -4.4
Total Elementary and Secondary 296,640 813,141 -5.3

1tJ



Beginning teachers

Status November 1, 1973, of 1973
graduates prepared to teach

Percent employed

Percent
seeking
teaching
position

Estimated
supply,

1974

Estimated
demand,

1974

Supply
minus

demand

Supply as
percent

of demand
In

teaching

In other
gainful
employ-

ment

5 6 7 , 8 9 10 t1

92,900 47,406 45.494 196.0 54.9 6.8 10.4
1,467 1,267 200 115.8 47.4 8.7 12.1

237 230 7 103.0 67.6 2.9 4.0
1,291 1,843 --552 76.0 69.0 6.2 2.8
1,892 2,016 -124. . 93.8 53.6 5.3 6.5
8,713 4,838 3,875 180.1 60.0 4.0 5.7

106,500 57,600 48,900 184.9 55.0 6.8 10.3

1,213 711 502 170.6 51.4 16.3 0.7
6,218 1,575 4,643 394.8 42.7 11.2 11.7
6,057 2,02 3,365 225.0 41.9 21.2 6.4

591 356 235 166.0 51.8 .16.6 6.7
17,697 8,534 (9,163) (207.4) (43.1) 10.7 11.0
14,219 8.022 6,197 177.3 44.7 10.3 11.1

471 85 386 554.1 39.2 12.2 4 9.2
3,0W 427 2,580 704.2 34.9 12.8 10.6
5,849 1,778 (4,071) (329.0) (39.8) 10.8 12.9
2,273 530 1,743 428.9

642
102

293
75

349
27

219.1
136.0

(

57 11 46 518.2
2,539 841 1,698 301.9

236 28 208 842.9
5,279 2,692 2,587 196.1 47.6 13.7 8.2
4,046 2,235 1,811 181.0 60.4 13.2 3..5

57.2 7.5 4.3
7,443 5,283 2,160 140.9 58.3 10.0 6.1

6,301 2,235 4,066 281.9 56.7 8.3 6.1
17,269 4,674 (12,595) (369.5) (44.0) 12.4 11.7
10,016 2,337 7,679 48.6 41.9 13.9 10.9
7,253 2,337 4,9169 310.4 46.8 10.5 12.8
7,358 4,572 (2,786) (160.9) (53.0) 9.8 5.9

54.5 9.8 6.8
56.9 8.2 4.5
52.4 10.P 6.6
51.2 10.6 3.4
49 7 10.1 4.7

20,519 5,182 (15,337) (369.0) (32.5) 14.4 12.7

787 2,032 1,245 38.7 47.5 18.9 5.3
1,612. 1,473 139 109.4 40.0 12.3 3.2
8,711 4,776 3,935 1 -82.4 60.0 4.0 5.7

116,950 50,800 66,150 230.2 44.6 12.5 9.6
223,450 108,400 115,050 206.1 49.8 9.7 9.6
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