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ABSTRACT
School baseld teacher educators are specialists in
instructional improvement and facilitators of teacher ledrning whose
primary basz of operation is the elementary or secondary school. The
role of the clinical instructor is both supervisory and facilitative
and requires that the instructor constantly conceive, implement, and
evaluate changes in instructional practices. Four different school
based teacher educator roles hav2 been conceptualized: part-time
preservice, full-time preservice, part—-time 4inservice, and full-time
inservice. The most important preservice teacher educator is the
., supervising teacher. This is the person by whom the student teacher
, 1is most influenced in terms of classroom behavior. The main function
of supervising teachers is to develop the student teachers!

\ perceptions of the +eakh1ng learnlng process. Inservice staff

'development will take on increasing importance as teachers lengthen
their tenure. The school based teacher educator role has promise as a
dynamic factor in the upgrading of inservice staff development.
Individuals £3i1ling the school based teacher educator role will have
to be educational clinicians who can maintain positive attitudes amiad
the rigors of assisting teachers to modify amnd change their classroom
behaviors. (DMT) .
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_Rationale

TEACHER EDUCATION AND:SOCIAL CHANGE - -

The need to improve teacher effectiveness has always been a con-
cern to educators but it has greatly increased in recent years. This
situation has arisen due,to changes in soqiéty and deficiencies in )
initial téacher trainingiprograms. As well, ‘deficiencies arise as .
teachers advance to new teaching'roles requiring knowledge and skills
not provided by their initial training, but essential for effective-
ness in their-roles. The increasing need to improve teacher effective-
ness is commensurate with our rapidly changing times that have pro-
duced: ‘(a) a need for new emphases in education, and hence‘jn teach-
ing, (b) new teaching knowledge and skills, and (c) new systéms for
training teachers. The use of terms such as “"educational reform" and
“teacher renewal® in teacher education literature are indicative of
the need for change. Teacher education is perehnia].




Corrigan‘ (1974) States that: L
S . o
The teachers now in the schools who are 40 to 45
years old and have 20 to 25 years .of teaching left
- are 'career teachers'. Unless we reeducate them’
.right along with the new teachers, the schools will
not’ improve S1gn1f1cant1y (p 105)

The impact of our 1ncreas1ng1y dynam1c soc1ety forces us to rea11ze
that no teacher can long maintain an effective teaching career with
only the initial level of professional training in the knowledge and
.. 'skilts of teaching. Mead (White, 1973) wrote, "No man will ever
“again die in the same world in which he wag born.’ '
Educators agree that teach1ng is chang1ng but that these modifi-
_u cations have not kept pace with other societal changes. Basically we =~
: $till associate teaching with a rectangular room, individual desks,
chalkboards, a teacher and tpirty students. Some changes have occuredy
such as the increased use of varied audio-visual materials, removat
of the ink wells, a more abundant supply of books and improved decor.
However, the most extensive change has been in the students them-
selves. They are the products of a changed and changing society,
but that socitty provides an educat1ona1 environment ba51ca]1y the
. same as the one provided twenty to thirty years ago. >
. While basic changes in the school have remained m1n1ma1, new
\\ school policies and strategies reacted slowly to new demands. When T
‘ societal change was slow, such reactive stances may have been adequate,
or at least not obviously inadequate. As the tempp of change’has
increased, the discrepancy between societal expeetation‘and the achieve-
ment of the schools has become greater. This expanding gap partially
is our own doing. Educators have tended to take on more than they can
deliver, failing to practice "selective forgeﬁting," a survival tactic

in a changing society.
= Society has assigned certain expectations to the educational
— . system that have broadened and changed over the past few years as
society itself has changed. For example, in 1900 people were not
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concerned with school dropouts when Tess than¥10 percent graduated
from high schogl. Today, with greater than 90 percent comp1et1ng
high school, and secondary education assumed as_a right of each
individual; dropouts are considered a major prob]em
. Somé ‘outward physicai changes reflected 1n school buildings and
- commércial curricula, combined with cultural” and techno1og1ca1 ones ,
have altered greatly the role expectat1ons of teachers. As the
nation moved closer to universal secondary educat1on, student ability,
expectations, and mot1vat1ons reflected a wider span. The social
awareness of the sixties further modified student expectations in
their goa1s, and schools reflected the new sens1t1v1ty

Preservice programs have tended to become more field oriented’
as they reflect changes in teacher preparation programs; inservice has
oeen slight or non-existent as schools have expended tight budgets
in pFaces more evident to the p“b]iF' The preparation of teachers who
understand change and adequately deal with changed student awareness,
societal expectations and increased accountability, has not been " °
-effective. We have not prepared ourselves to understand and to deal
effectively with-the changes sﬁir]ing around us.

—

THE NEED FOR CONTINUOUS TEACHER EDUCATION , | )

. .
The range of teacher professional values is great. Some teachers’

are dedicated to improved education of children and youth; others are

apathetic. Some cling to the same content and deductive procedures

used for years; others try every new innovation. Some are frustrated

by the insurmountab1eAstudent problems they see as causes of undesirable

classroom happenings, rather than as results of an inadequate school

situation. A1l these teacher attitudes indicate that the education

of teachers will never be complete. Jackson (1971) states that teaching

experience alone is not adequate and "experience, though it may be

the best teacher, is often insufficient to stimulate continued growth

(p. 28). Those who cannot accept this concept may find that their
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q, students have thoughts similar to thosg of:LeWis Car¥01'§ nyphdn who ’
said, "That's‘the reason they're ca]]ed\Léésons. They lessen froT day

to day." . )
Cogan (1975) reminds us that the established professions require
the practitioner to continue his educatidn throughout his entire®pro-
fessional life to gain new knowledge .and compqtenéieé so that he will
not lapse into professional obsoleséence. Considéring the conserva-

service education, Cogan concludes that teachers, unless giQen contjnuous
on-site training, will fall into the obsolescence trap rather early .
in their careers. Furthermore when one considers the sporadic nature
of efforts at educational renewal and the increasing knowledge of
what constitutes teacher effectiveness, it.would be unrealistic to
assume that the obsolescence trap is empty at this time.
When teachers become obsolete in their classroom procedures,
teacher renewal Becomes a two-step process involving teachers gaining
t : the theoretical background of new procedures, and the actual implemen-
tation of such procedures. When a teacher is involved in both processes,
they better understand the’ reason for change. The reeducation or
- "renewal® of teachers calls for "changes" in teachers' classroom
behaviors. The proge%s increases in difficulty with time and frequently
becomes an insurmountable task for the individual teacher. Pressures
“to changé cause many‘teachers to seek positions which they feel do
not require- changed procedures; a few view the situation as impossible
and leave the profession or take early retirement; some remain in
. their teaching positions and shroud themselves with an.ultraconservative,
a]mos% anti-educational attitude. Much qfkﬁhe unpleasantness associated
with pressure to change teaching behavior could be prevented if ' .
, practicing teachers were provided with continuous teacher eduéation.
The need for continuous teacher education becomes more evident
- as recent.research provides evidence on effective teaching procedureéf
Prior to the 1960's researchers rarely went into the classroom for

4

tive nature of the educational. institution and the inadequacy of pre- . .




- \their data. ‘Gage (1963) notes: "Suth approaches treated the classroom
éas a. black box into which were fed teachers, phpi]s hardware and

;, software, and out of which cafie var1ous resu]ts——and more or less
pupil learning. " The variables cons1dered in such research efforts .
(F1gure 1) were presage var1ab1%§ that concern the character1st1cs
the teacher takes with him into the classroom; conbext variables con-

' cerned with pupiT chdracteristics, materials and enV1ronmenta1 factors;
* and product variables concerned with what 1earn1ng came éut of the
classroom. * These research efforts, wh1ch d1d not focus~0n the c1assroom
behaviors of the teacher o# the students d1d not produce f1nd1ngs that

i

Research Focus

—¥

¥ —
Presage Variable The * | Product
Context - Classroom. .| variables
Variables « , s
Figure 1 . . -1
EARLY MODEL FOR RESEARCH ON TEACHING

;mu1d imprové teaching Qr,1earn1ng processes. The research tradition
was 1ook?ng for characteristics that would identify "good" teachers.

The new paradigm for research on teaching effectiveness (Figure 2) which
has gradually appeared in the past twenty years focuses on the classroom
and is attempting to determ1ne"wh1ch interactive teacher and student

Research Focus

Presage The Classrocm ) Product Variables

Context Process Variables
Variables + |—>| Teacher «—> Student|«—> Pupil Growth

‘Observable Changes

Figure 2 .
CURRENT MODEL FOR™ RESEARCHON TEACHING




of effective teaching processes. Dunkin and ‘Biddle (1974) state that:

classroom behaviors are- most productive 1n terms of pﬂp11 1earn1ngs
The f1nd1ngs from thfs- type ‘of research ara 1ncreas1ng our know]edge -

At long last we are.beginning to. know what is actua]]y

going on.in the classroom, as wéll as what produces and

results from classroom events. Surely the appearapce of

this research: effort*is one of the mact significant o

deve]opments in educat1on during the twent1eth century, (p. 418):

How can classroom teachers keep 1nformea of such s1gn1f1cant ‘ '
developments in educatign? Corrigan (1974) sees the feed for trained . el
profess1ona1s who will work not only with children and youth, but q

with teachers as well. He a11udes to a.new k1nd of specialist who

will work within a teaching team as a demonstrat1on teacher, inter- x

preting what research means for learnirfg and 1nstruct1on. He sees ~
this spec1a11st'as an agent for effective uti]ization of resegarch

“results, and we see this person he1p1ng £o prevent teachers from .

becoming obsolete in théir profess1on

. The needs for continuous teacher education is. part1cu1ar1y 1mpor- P
tant for those teachers who are supervising teachers. That the
superv1s1ng teachcr is the single most important factor in determ1n1ng

_the teach1ng behavior of the preservice teacher is well established

(Tittle, 1974).' The trend of teacher preparat1on institutions to

increase the clinical aspegts of their prOgrams also increases the

importance of the role of the supervising teacher. Add to these factors

the increased need for more specific krowledge of teach1ng and learn-

ing processes demanded by cogpetenc) based programs, and it is impera--

t1ve that superv1s1ng teachers be both current and highly knowledgable ~

1n effective teaching practices. i ’ B
Continnous professional education for teachers will. increase as

societal change and research on teacher effectiveness produce new and

more effective teaching and learning environments. Likewise, on-site

_or school based teacher education will increase and the agent for this

process will be "the specialist" or "the trained professional," as
described in current ‘educational literature, and whom we have 1dent1f1ed
as the “"school based teacier educator."
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| e 7 Rolesof
©__SCHOOLBRSED TERCHER EDUCATORS -

ol . GENERAURME - < -

‘ When a new p6§¥lioﬁ;i§§p¥oposed within an existing system, it is n
| necessary to: (a) define 1ts role, (b) clarify its role in re]at1on-
ship to other established’ ro]es within the system, (c) support the need
for the position, and (d) provide evidence that the tasks to be performed
by the persons in the position will contrjbute to the system“s purpose, '
SchoéT based teacher educators are defined ast those persons who
have respons.lblla.t.nes for staff development and whose main base of”“
operations . is the elementary and sec‘ondary school classroom. The dis-
tinctive features of the general ro]e of the school based teacher educator
can be illuminated by examining chis position in terms of the ro]es,_
- - tasks and perceived'functiohg of current supervisory personnel. ‘Figure
3 illustrates how the tasks-for supervisors kHarris, 1975) and consult- T
ants (Meyen, 1971),and the parameters within which- they function are
similar to, and differ from those of school based t¥acher educators.

' -
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Factors Compared Present Supervisory. A School Based
L . Personnel : o .4 Teacher Educators
. . i J .
Location of .| Central Office Y Clas'sroom “
Operation | The“school system N
' The classroom -
. School Personriel Principals . . |+ Teacher ‘ .
o Mast Frequently Teachers - Intern . . ~ B
Interacting With. | Supervisory Staff Supervisory Staff , =
. Supportive T Supportive Staff R ’
Staff . University Personnel &) .
Team Leader . .
v . Y ¢ g . .
Areas of - Developing Curriculum #Adapting Curriculum » «<| -
Responsibility Organizing fon - ° « to Specific Classroom®*|
¢ “| Instruction ° .Situations R
Providing Facilities Demonstrating -~ N
LProviding Materials Instructional Skills "
. Arranging for and - - Assisting Teachers in -~
‘ T Providing Inservice " QOrganizing for
- . Orienting New Staff . - Instruction® ‘
" Relating Special  -. Assisting Teachers .
—_ : .| Services 5, in Effective uSe:‘
= ' Developing Public “ +| . of Materials and
o N . Relations Facilities . ~ ‘
S B Evaluating Instruction Providing Continuous ‘
N Performing.Administrative | - classrogm Inservice/
R and, Other Duties ) _~Preservice Instruction
SN | (Crerical) . B -
o ' v : . R ¢
A\ « ., _ o &’ . .
g _ . Figure 3 . ) N
. y Lo v - .
¢ % . GENERAL ROLE OF ;SCHOOL BASED TEACHER EDUCATORS: R
: COMPARED TO THAT'OF PRESENT SUPERVISORY PERSONNEL - - ‘.l o _

—”

. */~Harris (1975) identifies primary supervisory tasks as‘deme1opiﬁ¢,'

-

He States that: / . ) ~ oo
Supervision of instruction ic directed toward both maintaining

and improving the teaghing-learning_processes of the school.

It is what school personnel do with adults and things to main-

ta'in or change the school operation in ways that directly infAuence

“the teaching processes employed to promote pupil learning. (p. 10-11) ~

(4

organizing, providing, arrangiﬁg, orienti%y, velating and evaluating. *.-- ¢’
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Wiles' (1975) definition of supervisory behavior is similar to that
of Harris, but he notes that such a role could be filled by the
behavior of a superintendent assisting a teacher. His main criteria
of supervisory effectiveness is that the supervisory hehavior must
lead to improved learning s1tuat1ons for students--a c>\ter1on similar
to that of school based teacher educator s behavior. thever, the
scope of the behavior, or.the parameters of the school baseq teacher
educators' role are reduced from system or district to the classroom.

. The ! c11n1ca1 supervisor' has been described by Cogan (1973) as
one who works w1th1n the classroom as opposed to the genera] supervisor
who works outside of.the classroom on related issues such as curriculum
" development. The clinical supervisor regularly. visits the classroom
to assist teachers in the actual teaching situation through observa-
tion, ana1ys1s, conferenc1ng and other clinical techn1ques These
processes-are movre’ c1ose1y associated with the tasks of the school
based teacher educator, put in addition to being a c11n1c1an, the
school based teacher educators also have teaching experience. One
might d1fferent1ate between general supervisory functions and the
school based teacher educator funct1ons by v1ew1ng the former as being
‘magro (system wide) while the 1atter tend to be more micro (classroom

. oriented).

The facilitative role of the instructional supervisor is.indicated
by Comfort and Bowen (1974) when they note that current research on

. instructional” supervision points to the role.as one of conceiving,

imp]ehenting, and evaluating changes in instructional practices. This
ro1e s _synonymous w1th that of thegzschool based teacher educator, if
such fac111tat1ve actwon takes place within the classroom and involves

.workwng with teachers. aHughes and Achilles (1971) state that: o

] The role of the supervisor is probably not ore of creat1ng
change, but rather one of facilitating a change process through
an understanding of the several relatively well defined states
through which an idea moves from the research and investigdtion
state to the institutionalization stage. (p. 841)
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" The school based teacher educator would be expected to-provide the

knowledge of research f1nd1ngs for teachers, to be able to demonstrate
the application of the new know]edge in the classroom and to assist )
the teachers in effectively adopting the new processes.

A]though the school based teacher educator will perform some
functions similar to present supervisory personne], it may be helpfu]
to distinguish the SBTE from the supervisory Tabel. The superv1sory
term has tendéd to become all encompaésing, often with asministrative
tasks associated with it. Russell (1969) after reviewing the:
literature on instructional supervisors concluded that:

The instructional superv1sors are what each individual

system says they will be. Some perform staff and Tine
> functions, some just staff functions...As ‘a result

confused perceptions of the superv1sory role often hamper
his attenpts to offer creative. 1nstruct1ona1 1eadersh1p )
(p. 2). L
‘ L4
Anderson (1972) noted that the National Science Teachers' Association *

descr1pt1on list of the science supervisor's responswb111t1es are so

numerous that he wonders why anyone would choose to be one. The same

problem is evident when one examines local schoo] district job
descriptions for supervisory pérsonne]. Some are several pages and
they leave few stones unturned. Carlsom (1965) reported that when ‘
working w1th a committee represent1ng school personnel holding
various superv1sory ‘positions, the term "superv1sor" brought forth

a multiplicity of functions which varied from person to person. Marchak -
(1970) surveyed 626 teachers, pr1nc1pa1s and supervisors as to the
expectations of the role of supervisor of instruction. The three
groups did not agree on the tasks.

The number of tasks associated with the supervisory functions
has~incradsed because of the differing perceptions held by educators
df the role. The most negative of these is the perception of the
supervisor as an evaluator. Likert (1961) inQicates'that the subordi-
nate's perception of his superJisor influences the suborqﬁnate's

10
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response more than the supervisory act alone. To avoid this negative
{ perception, any evaluative procedures conducted by the school based
; teacher educator must focus on developing the process of teacher se]f—
evaluation. If school based teacher educators are perceived other
than as teachers of teachers, their effectiveness will be reduced.
Divorcing them from the stigma attached to the supervisory label
. should facilitate their acceptance among teachers.

Goldhammer (1969) provides further support for avoiding the
gupervisory label and for reducing the parameters within which the
school based teacher educator will function when he writes that:

-Despite some efforts by professional writers to free
) it (supervision) from its watchdog origins, supervision
Sa remains a bugaboo for many teachers, an experience to
- be avoided at all costs...Because it generally counts
l for so much, supervision counts for nothing (p. vii).
- His statement concerning supervision seems to summarize well gur
discussion as to why.the school based teacher educator‘ﬁﬂ§t be con-

sjdered a teacher of teachers, whose main responsibility is that of
increasing the classroom effectiveness of teachers by working in class-
rooms with teachers, and not a supervisoy overseeing teachers.

SPECIFIC ROLES .

Four different School Based Teacher Educator roles have been
conceptualized: )
1. Part-time preseivice
2. Full-time preservice ' ' ) \
3. Part-time inservice
. 4. Full-time inservice
At the 6Fésent time a number of different supervisory personnel
© partially fulfill the functions proposed for sqhoo] based tgacher
educatorse Examples of the current supervisory positions associated
with these functions-are presented in thé cells of the four school

based teacher educators' roles. A

11




Part-Time "Full-Time

Preservice Superv{sing teacher of Intern Consul tant
. Student Teachers Clinical Corsultant

British Tutor University Supervisor

Inservice Team Leader Coordinator
Departmental Chairperson Consultant
Principal °~ Resource Teacher R
Staff Coordinator Instructional Supervisor
Professional Tutor Curriculum Supervisor

F1gure 4 ;
SPECIFIC ROLES OF SCHOOL BASED TEACHER EDUCATORS

Each cell in the matrix .will be discussed in terms of the need "
for that particular role and the effectiveness of the tasks associated
with that role as they are supported by research. '

R'SERVICE ROLES OF SCHOOL BASED TEACHER EDUCATORS

Part T1me Preservice-Supervising Teacher

. The most important preservice teacher educator is the supervising
teacher, particularly when research findings repeatedly indicate ‘
that the supervising teacher is the single most important professional
in the trainee's development (Minfz, 1972). The supervising teacher's
role is part1a11y a mode111ng role. Mintz also concludes that the
closer the re1at1onsh1p between the superv1s1ng teacher and the student
teacher, the more influence the superv1s1ng teacher has. Since student
teacher behavior is extensively affected by the e1assrodm behavior of
an experienced. teacher, if the supervising teacher were trained as a
school based teacher educator, more assurance could be given th@t'the
behaviors being Tearned by the student teacher were the effective
behaviors of a competent teacher. (Such an argument for school based
teacher educators need not confine itself to preservice teacher

education.)

1o
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Seperson and’ Joyce (1973) indicate that the influénce of the
supervising teacher is felt during the very early weeks of the student
teaching period. Under present supervisory practices this means that
if the supervising teacher is ineffective, the student teacher may
have incoﬁporated some of the cooperating teacher's ineffectiveness.
Bennie (1972) notes that despite the tremendous respopsibi]ity upon

. ‘the shoulders of the classroom teacher, littie has been done tG
assure that such a person is prepared for this responsibility. He
also recogn1zes that: ’ )

the skills needed for teaching first grade are not
- identical to-those needed for teaching a college student
(or inservice teacher) or in providing demonstrat1on,
analysis and evaluation of the teaching act itself..
(p. 67-68)."

Smith (1969) is more adamant; he points to the one condition essential
for the success of an intern program--a hwgh1y qualified teacher who
is given sufficient time to work closely with the interns under his
. : charge He places the responsibility- -for training and preparing
such supervising teachers with the universities and colleges. He
believes that if such institutions concentrate upon the preparation
of supervising teachers, an adequate supply could be providea ina
relatively short time. '
Several research studies have been concerned with inservice
staff development programs cohcerning the supenviéion of student
teachers. Recent findings (Andreson, 1971. Greer, 1972) indicate
that such programs are not only needed but that they are also wanted.
Supervisirig teachers indicated a need for knowledge concerning
observation techniques, forma] evaluation procedures the teaching
processes, conferencing techn1ques and profe551ona1 relations with
the student teacher. The researchers indicated that there was no
evidence that such programs would be available to teachers despite
budgetary provisions for the programs. Other studies (Bergen, 1970)*
indicate that at:present very few supervising teachers have formal.
tra1n1ng programs for supervising teachers.

13




The need for specially trained supervising teachers is’ very evident.
Findings reported by Sorenson and Halpert (1969) showed that 70 per-
cent of the student teachers whom they studied experienced "considerable
psychological discomfort" at the beginning of the student teaching
experience, and 20 percent carried that discomfort with them to the
end of the assignment. The -researchers identified five stress
factors, two of which were identified as sources of discomfort
direéE]&minvolvjng the supervising teachers. They arose fr&m disagree-
ments between the student teacher and the supervising teacheh concern-
ing teachihg practicés, and perceived differences in personality be-
tween student teacher and superv1s1ng teacher. A third stress factor
concerned the relationship between the student teacher and pupils and
it was referred to as "dislike of Students.'

' Dussault (1970) reviewed both exp051tony and research 11ter\%ure
on student teaching from 1931 to 1968, and paralleied expos1tory ‘
statements of desired outcomes with research findings of actua: out- <
" comes. A desired broad outcome of the student teaching experience s
a fZacher who is open to new ideas and approaches and one who begins
to develop his own teaching style. Dussault's work revealed that the

student teaching experience led to: (i) less openness to new experience;

(2)-adoption of accepted.practices; (3) adoption of the supervising

teacher's method of teaching and classroo Housekeeping; (4) less logical

consistency of ideas about education; (5) more negative, perception of
child behav1o,, and (6) more custodial, pupil-control ideology.

In an experimental fiehﬁ study which matched student teacher and
supervising‘feacher perceptions of the §upervising teacher's role the _
results did not reflect any significant relationship between congruence
of perception and the effectiveness of the student teacher or his
satisfaction with the student teaching experience. (Mayers, 1974)
However, the problem of perceptual differences with the "Triad"
(student teachers, unJverszty supervisors and supervising teachers)
caused Garland (1965) to develop a role expectation instrument to
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identify expectations which could lead to conflict. Castilio
(1971) finding a lack of consensus by Triad members on 50 items
concerning the role expectations of the supervising teacher conducted
interviews with the respondents to determine the cause of the divergence

of thought concerning the ro]e.\\He noted that (a) supervising teachers .

do not have the time to perform a‘pumber of the roie expectations;
(b) certain roles are neither mandatory nor specified as "formal"
expectations for the supervising teaqﬁer; (c) many supervising
teachers may not have the ability or necessary expertise to perform
some of the expected roles; (d) performance of the expected role
by the supervising teacher.is dependeng‘qpon the specific situation
or need of the student teacher; and (e) the responsibi]ity in perform- f
ing some of these roles should be shared b& the college supervisor or
other school personnel. T \ :
This state of affairs seems to have been, remedied in some situations.
A symposium of school administrators, concerneq with school based
undergraduate education\for teachers, pub]ished\their proceedings
under the heading, The University Can't Tra1n Teachers (Bowman, 1972).
Although some of those attending may have had this precise feeling,
the discussions therein described a program which placed strong
‘emphasis on extending the time preservice teachers spend in the school
setting and permitting those with 30 university credit hours to be
admitted to a school based teacher preparation progeam.
The program, kﬁown as the Portland Urban Teacher Education
Project, used supe}visor-instructors who were described as the crucial
" intermediaries in the preparation program. They were a supportive
source of information and guidance for the interns, and they possessed
“unique skills in instruction and analysis of instruction. Some of
. the supervisor- -instructors were university faculty, while others were
Jo1nt1y appointed by the school system and the un1vers1ty Their .
responsibilities were similar in that they worked c1ose1y with pre-
service teachers providing classroom supervision and special instruction
in seminar situations.. ’

)
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A]fhoughﬁwe do not.enviéion a teacher prepa}ationgplan‘simi1ar
to that'of'PUTéP, the_ role of the'supervison-instructore is very
similar to that of the preservice school based teacher educator
either part time or full time. ATthough PUTEP has not evaluated the
tognitive competencies and skills of its graduates, it is important
to note that in their affective evaluations they found a statistically
significant shift towards positive attitudes of teaching and schooling.

One may ask, “what are some of the specific tasks ard funct1ons
associated with the successfu] .supervising teacher?" The answer
to this question will also indicate the competencies needed by the
school based teacher educator who is mainly concerned w1th preserv1ce
educat1on ‘ . . *

Many studies have been concerned with the affective aspects of the
superv1s1ng teacher's rote, The supervising teacher 1s expected
to reflect enthusiasm, a sharing trust, flexibility and patience and
should be more than w1T11ng to assume the role and'the added responsi-
bility of training student téachers {De)Young, 1975). The supervising
teacher's role should be performed in a manner that allows the student
teacher to develop a staf f member feeling and a feeling of independence
in plannlng and teaching as well as providing an opportun1ty for adequate
teaching respon51b111t1es (McCrystal, 1973). The respons1b111t1cs and
independence granted to the student t{eacher should be gradual but before
the end of the teach1ng experience the student teacher should assume
contrql (Garner, 1969). “ ’

A'main function of supervising teachers is tp develop the
student teacher's perceptions of the teaching-learning process. The}
must also carry out regular non-directive conferences with the student
teacher during which the critical variable is the student teacher's
attitude toward the supervising teacher and the conference (Cohen, 1972).
Research findings indicate that when, the superv151ng teacher functions [~
in an indirect manner at such conferences, the behav1or produces positive
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student teacher ratings of: (a) amounts of learning about self and
classroom behavior; (b) the presence of supportive commupicative
c]imatei and (c) conference productivity. When the student teacher
perceives the ‘supervising teacher as practicing more direct behavior,
his/her peréeption was associated with: (a) supervising teacher
efforts to control student teacher behavior, (b) supervising teacher
attitudes of superiority, (c) supervisfng teacher intent to evaluate,
(d) supervising teacher certainty of having "right" answers, and (e)
less freedom to initiate discussion about teaching problems (Link,
1970). ,

A Delphi Technique was utilized to-obtain data on the competen-
cies requisite for a supervising teacher (Dock, 1971). The one hundred
randomly selected participants included the following ten pedb]e from
each of ten. states two directors of student teach1ng programs in
NCATE approved institutions; two college or un1vers1ty supervisors;
two cooperating teachers; two principals; one state department cert1fi;
cation official; and one author in the'area of student teaching. The
conclusions arising from the study were: (1) the supervising teacher
should possess, know and understand his own philosophy of education and
be receptive and supportive of the studént teacher as he deve]ops his
philosophy; (2) the supervising teacher should identify and diagnose
the needs of his student teacher quickly and plan his student teaching
responsibility accordingly; (3) the supervising teacner:shou1d establish
and maintain a trusting re]ationsnip with his student teacher; (4) the
supervising teacher should be a scholar and a competent teacher; (5)
the superv1s1ng teacher should be competent in gather1ng and interpreting
objective “data through the utilization of interaction ana]ys1s techniques,
and audiotape and videotape recondings; (6) the supervising teacher should
provide access tg\? formation relative to the capabilities and achieve- -

ments of his students tq\faci]itate planning for instruction; (7) the
supervising teacher should efemp11fy creativeness and encourage his
student teacher to experiment w1th new ideas and techniques in teaching.
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\ . The above statements 'might be more correctly identified as tasks

‘ of the supervising teacher; however, they do indicate the areas in
which a group of educators from ten states would require competence.

A Tist of critical requirements for supe?vising teachers derived from
an analysis of critical incidents reported by student teachers produces

conclusions S1m11ar to those given by ‘the exper1enced educators (Copas,
\ 1971). . 8
\ The review relating to the role of the part time breservice schoof
based teacher educator has focused on the present position that best
exemplifies that role, namely that of the supervising teacher. Several
\ conclusions can ‘be drawn at this time: (1) there is clear evidence
that there is a need to prepare classroom teachers as preservice school
eacher educators; (2) those presently involved in preserv1ce educat1on,
c1ud1ng the supervising teacher recognize the need for and are
d2§1rous of special training; (3) several functions, tasks, and competéen-
cies, required by the School based teacher educator have been ferreted
out and have been found to be significant factors in producing a more
effect\ve preservice teach1ng experience and a more competent student
teacher) \ . \ . - )

Full Time\Preservice T i

S M »

The t 11 time preservice school based te€acher educators wou]dg
not have c1assroom teaching responsibilities. They w5u1d work with
preservice teachers who. are. under the charge of the traditional super-

. vising teacherE-the1r main base of operation, however, would be the .
schools; and they might haye responsibilities for conducting seminars
in the school for'groups of preservice teachers. A1though th; full
time preserv1ce role exc1udes the function of being a practicing class~
room teacher, those filling the role would require successfu1 experience
as classroom teachers as well as being_specialists in teacher education. -

. One might expect the fu11 time school based t&acher educator to be more

highly prepared in teacher education than the part time preserv1ce
educator, a1though this wauld probably not be.true in all cases.

\

\

\
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The fu]] time school based teacher educator position may be viewed by |
‘some as one rung higher up the career ladder than the part time.position.

The add1t1ona1 functions of the full t1me position, conduct1ng seminars

and work1ng with supe®ising teachers, provides a rationale for an * ’
individual more proficient in the theoretica] aspects of teacher

education. It is likely that the full time preservice educators would .
frequently find themselves providing educat1on for the student teacher
'and the supervising teacher. ' 4 ,

The reasons for having a full time preservice school based teacher
‘educator and the tasks associated with the position, are similar fo
those discussed for the part time role. Whether a part time or a full

" time role is most desirable will depend upon situational factors such

as: -the size of the school jurisdiction; the number of preservice
teachers in the district; the 1eve}~of competence of existing super-
vising teachers; and the scheol district's commi tment to improving T
preservice teacher preparation. A comparison of the simi]arities and

d1fferences .0f the full time preserv1ce teacher educator to that of the

clinical professor, the intern consultant, and the university super-

visor may be helpful in understand1ng ‘this role. <

The clinical professor and the university supervisor both work

in the schools with preservice tedchers. The clinical professor was

seen as one.who would-.occupy a position midﬁay between the institution

in wh1ch the teacher candidate is prepared and the school district 1n

wh1ch he receives his practicum experience, but 4in practice, c11h1ca1

professors have tended to gravitate toward e1ther the school or the

un1vers1ty as their main base of operation. They are usually appointed !
and paid by the universfty. .THis seems to cause an increasing involve- )
ﬁpent in functions and tasks associated with the university. A national

survey in 1973 (Kazlov) indicates that 86 percent of clinical professors

in nine states'are field based but due to a lack of e]arity concerning

the role, excessive demands are placed upon the clinical professor by .

the university, which, at the same time dces not grant a high status

to the position. ' ' .
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Conant (Hazard, 1967) defines the qualificati ns for a clinical
praofessor when he says: ) ) b

[ I
G

..there shou]d be a permanent profess1on .of people who
s were not expected to produce research or~wr1te learned papers
but whose whole career would bé based on (a) their success as
a teacher in a schoo1, ‘and (b ) their success in superv1s1ng
future teachers in a school... (p. 147).

12

One teacher educat1on program (A]tman 1973) views the clinical ~

professor as: '

A classroom teacher who supervises all of the student

teachers in his building. During the semester he teaches

hisiown class ha1f time and superv1ses student teachers

half time (p.v). .

We hope that the term school based teacher educator will clarify
the situation as to where such a persons plants his roots. The .
qualifications for the two roles being decussed--academ1c qualifications,
supervisory skills and expertise as a practitioner in the classrsom--
_are similar. - ' o

A cﬁrrent1y ex1st1ng role that functions in ‘the schoo1s and
wh1ch can be conSTdered as a full time preservice school based teacher
educator is the intern consu1tant, who is a clinical consultant,
employed by the univer;@?}t He works with a group of interns in the °
school(s) -in both theoretical and practical operations (Bloom, 1971).
Fitch (1969) found that preservice teachers and intern consultants™
perce1ve each other's roles-more clearly and with less incongruence
than’ previous studies had indicated to exist between the preservice
teacher and the supervising teacher. Intern consultants were more
successful in using indirect techniques and their functions were
viewed by the preservice teacher as assisting and consulting, but
not evaluating. The intern consultants were perceived as emphasizing
practical tasks, but the interns would have preferred them to have
been evenmore practical (Bloom, 1971)..

L
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_ or racial, religious, economic, and national background, and is

_the student teaching program (Crocker, 1972).

. -

* N a
Competehcies required of intern consultants were mot identified

in any of the literature reviewed; however, criteria jdentified as a . }
basic guide for the selection of intern consultants were available '
which suggested areas in which competeﬁce would be required. Those

criteria not included in the description of the part time _preservice -

‘role ares (1) accepts supervisory tasks willingly and Tooks “upon

them as a means of contr1but1ng to the profession; (2) demonstrates
that he has organ1zat1ona1 and manager1a1 skills; (3) reflects a
positive professional attitude and a real 11k1ng and respect for
teaching; (4) is able to estabiish a feeling of security on the part
of the student teachers by c1ar1fy1ng .his respons1b111t1es through— .
out .the studenteteaching period; (5) is able to demonstrate and
understand the basic principles of effect1ve teaching and 1earn1ng,
(6) is able to demonstrate cooperative att1tudes in relationships »
with other members of the staff; (7) s enthusiastic regarding ‘the

role of intern consu]tapt, (8) is able to demonstrate an acquaifitance

with the 1iterature of his or her professional field; and (9) has

developed an appreciation for peopie who are different in.culture, .

willing to dccord them full equality of opportunity (Meyers, 1973).
In the preceding discussion of the full time preservice role it  °
was noted that those existing positions most simiTar to the role
were appo1nted by the un1vers1ty If the preservice school based
teacher educator is appo1nted by the school d.str1ct to maximize
his effect1veness he should be c1ose1y associated ‘with the teacher
education institution attended by the student teacher. This close
association would increase the Tikelihood that the school based '( N

%
o

teacher educator would: (1) hold phi]osophic and teaching practice
beTiefs- congruent with those of the co]]ege and the student teacher;
(2) conceptualize the preservrce funct1ons and tasks in a manner similar

to that of the student teacher's college (Nabhan, 1974); and (3) support
’ X
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INSERVICE ROLES/éF SCHOOL, BASED TEACHER EDUC ERS ) )
s &
The most yn1versa11y acgepted axiom in contemporary\heacher educa~-

tion is that the future of tEacher education 1ies 1n inservice rather

. than preservice. ‘The postwar. baby~boom has ended. The ava11ab111ty

and social acceptance of contracept1ve dev1ces, coupled with an 1ncreased
awareness on the part of the general popu]ace of the negative effects
of overpopu]at1on has resu]ted in a declining. birth_rate over the past
severa] years. As the birth rate dec11nes,~schoo1s will experience
fewer students . ‘ ‘

These trends are a]ready haV1ng not1céab1e effects on the teaching
profe551on Pos1t1ons for beglnn1ng teachers, abundant on1y a few
years ago, are.becoming 1ess ava11ab1e (w1th the exception of a few,
highly specialized areas such as b111ngua1,,spec1a1 education, vogat1ona1
~and secondary mathemat1cs and sc;énce téachers) Teachers seem to -be
much ‘less horizontally ‘mobile as-a‘group than has b&en the case in the
recent past. Those holding pos1t1ons “ara keep1ng their JObS rather
than 1atera11y mOV1ng‘from §¢hool to schoo], d1str1ct to d1str1ct
seek1ng better. pay and work1ng -conditions. )

We are suggest1ng, then that 1n the years ahead 1nserV1ce staff
development will take on 1ncrea51ng 1mportance‘as feachers 1engthen
their tenure. We further suggest, that the school based teacher educator
“role has promise as a dynamic factor in the upgrad]ng of 1nserv1ce

staff development. Are 11censed practicing teachers vea11y less in

need than prospective teachers of sufbort and ass1stance to help
them Bycome™ more effective in their teach1ng? Are practicing teachers
any less in need than prospective teachers of assistande in hecoming
more ana]ytic-—better able, to diagnose student needs and prescribe ’
treatment to meet those needs7 Do practic{ng teachers need']gss support
_than student teachers in decreasing 1ncongru1ty betwean #ntent and
act1on--he1p1ng one in becoming-the type of teacher one wants to become? *
Tyler (1971) sees inservice educatiop as not "shaping"' teachers but
rather as aiding, supporting and encouraging. In short, we sée" the
differences in needs betheen student teachers and supervisinglteachers

)

being one‘_of level or complexity. 2{) . =
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Part Time Inservice .

A The competencies required tb: perform student\teagner supervision -

' in an exemplary fashion, form a core of abilities required to function
in inservice roles such as instructional supervisor. In fact, preserv1ce
education and inservice staff development may be conducted by the

~

same person, at the building level, where their efforts could be more
complementary to each other. ‘A plan of this nature is currently be1ng
developed under the-direction of the Division of Educational Stud1es,
Emory University (Riechard, 1974). The team consists of an intern by
who has comp]eted a baccalaureate degree in a field other than tFacher .
education, and an extern who is an experienced elementary teacher in
-one of the participating school systems. The team works together in
\ - ~ the elementary classroom whilé each, is enrolled in on-campus graduate '
.- courses. The extern can develop and pract1ce supervisory techn1ques
» . and Ieadershnp sk111s as basigc foundations for professional advance—
,ment to posnt1ons such as lead teacher, grade -level chairperson and ’
c]assroom instructional supervisor. for the intern the program provides
"an exce]]ent opportunity to relate theory and pract]ce
The roles for which the Emory progran\prepares the extern are
similar to those performed by the part time inservice school based

L

teacher educator. There is evidence that team leaders, .department .
chairpersons, and principals-.can be effective as resource persons
in an inservice capacity; however, these roles also consist of LT
administrative and evaluative tasks. As such, inservice staff develop-

. mené'is not a focal point of these roles, but would be the focal point
for part time inservice schoo1 based teachér educators.

A unique example of the part time inservice schoo] based teacher
educator can be drawn from abroad. The James Report (Perkins, 1974)
examined British teacher educationé;%d found it lacking in a number
of respects. The most important rétommendation of that report for

_our purposes was the portion that dealt with meeting the needs of —
licensed but probationary (pretenure) teachers. The James task

/\‘l
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, force found that once avteacher had Bgen emp1oyed virtually no

support was offered by the schdols to assist that indijvidual in
achieving the~requisite level of performance necessary to be awarded
tenure. In an effort to meet that need the task force recommended

instituting a profess1opa1 tutor system.

The James Report recommehded that a least one master teacher in
each school be designated as a professional tutor and be given
released time from teaching duties to he15 newly employed teachers
achieve the level of performance required” to secure tenure The
James Report became official government policy in Eng]and and British
schools are now required to offer profess1ona1 tutor assistance to
pretenure teachers. |

To the best of our knowledge, no equ1va1ent position now exists
in American schools; yet the need which was addressed by the James
Report recomnendation does exist. Beginning teackers in American
schools certainly have no less need for on-the-job support than do
British teachers. Fuller and Bown (1975) indicate thatrthe early
inservice years may offer the best opportunity for improved teaching
and that this is an opportunity soon lost. They contend that teacher
effectiveness rises rapidly during the first years and then levels
off or decreases. However, the.first year of teaching can be a very
Tonely and frustrating year. We might ask who is in the schoo1, or
district area, to assure that the young teacher receivés assistance
during this period.

Evidence of the need for and the appreciation of part time
advisory serv1ces hy teachers was clearly demonstrated by a
schoo1 d1strmct an area serv1ce center, Champaign County, Illinois
(Katz 1974). This centér announced the availability of advisory

_services from the University of I1linois upon request to the teachers

of seven school districts. The advisory work was carried out by two
experienced elementary teachers who had_extensive experience in train-
ing teachers. The advisors found that they were sharing with teachers
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and compétence of the ieacher in the eyes of her students. They

highly sensitive information that was to be held in confidence.
Teachers reported that they needed to have someone with whom they
could discuss their teaching probiems without fear of reports befng
made to superiors.' The teachers viewed: the part time inservice
as§istance provided upon request as being the kind that best served
their needs since the help was based on concrete situations in their
classroom and not on abstract "things," as in other inservice
experiences. -

The advisors noted that. they had to be extremeTy careful in
providing demonstraticdns as it was often easy to undermine the authority

also saw a need to establish credibility of expertise fairly early
in the advisor-teacher relationship. The success of the advisors :

.. is best illustrated in.that there were sometimes problems in

terminating relationships with teachers who no longer needed help
but "still requested it. Competenéies for the tasks, other than
expertise in the theory and practice of teaching, included the
ability to cope with problem situations and at the same time remain
alert and encouraging to those with whom they worked. In such
situations‘ﬁhé trusting relationship and the professional assistance
of a school based teacher educator could mean the difference ‘between
an effective and an ineffective teacher.

Fuli-Time Inservice

Ruff (1974) contends that ipservice education has been neither
useful nor functional and that it has had 1ittle impact upon classroom
teachers and fheir students. He asks three questions-of inservice
education: ) {

&

« 1, Why dosclassroom teachers resent, ridicule, or whenever
possible dissociate themselves from workshops?

%" Why does all the research compiled on in§ervice'education
show that there is virtually no impact or change in
teacher behavior as evidenced in classroom instruction?
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3. Why has it become necessary for many school districts
to make inservice attendance for teachers mandatory, -
even threatening reduction of salary for failure
to participate? (p. 507)
Two conditions of inservice, teacher_attitude toward it and
the individualization of activities, partially answer Ruff's,
questions concerning inservice. Despite adequately qualified inservice
personnel, the success of inservice training is targely dependent
upon thelattitude of the teachers toward supervision and conferencing
(Cohen, 1972). Brimm (1974) reports that a statewide:research study-

in Tennessee found that feacher attitude toward inservice education

' Was negative because teachers did not feel it me£ their needs. They

recognized the need fof’continuﬁhg improvement in their teaching
perférmance, but wanted more individualization of inservice education,
Rubin (197T) advocates individualization of inservice on the basis that
teacher's needs, assets and liabilities are not all similar.
The heed far a full time inservice school based teacher educator
jgvsupporjed‘by Cogan (1975) who suggests that: ’
...tﬁsks\gf helping teachers to improve their professional
compefenQ1es must be continued on the job, or, through an
inseryice program that welds theory, research and practice -
contipually and incrementa11y;rather than episodically (p. 112).
These "view aré\supported by Harris (1972) who asserts that instructional
supervisor must haQe close~centact with a project or other task-oriented
situation: Thgi must plan inservice activities that are closely
associated|with Morkfng situations, and consul tations must be a
part of a arger\prOgram;of activities for change. They must also
be clinical supeﬁvisors. Evidence that these conditions are necessary
if one is %o be effective in changing teacher behavior is presented
in the folTowing paragraphs. )
IThere eems to be one common property of successful inservice
programs - pach utilizes the proposed functions and competencies of
the school based t%acher educator. A recent stqdy‘at the University
|
|
|

.
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of Southern Ca]ijrnia (Reilly, N975) indicates that inservice teachers
view the experienced teacher who is currently teaching.as having the
most credibility as a staff deve1oper,'and will take,his'advice over

a professional specialist who has less teaching experience. The
experienced teacher was viewed as a superior soa;ce of educational
information in both ‘the ‘cognitive and ‘the affective areas.

The study also indicated tnat an experienced teaeher who had
moved up the ladder to a higher position and who was not currently
teacthing, did not inspire the same degree of confidence .among the
teachers. They were rated second to the experienced and currently
practicing'teacher. These findings shed considerable 1ight on the
predicted success of the school based teacher educator. The part time
SBTE who concurrently has classroom responsibilities may be §1ighﬁ1yh
more effective than the full time SBTE in their work with inservice
teachers. The findings also indicate that the school based teacher
educator must be an experienced teacher to have credibility among
teachers. ) .

An experimenta] study by Coody (1967) tested various approaches
to highly deve]oped demonstrations to determine whether certa1n
techn1ques have more impact than others in effect1ng changes in
teaching. Briefly the approaches were: (a) simple observat1on,

(b) briefiag prior to the demonstration and followed by discussion,

(c) briefings before the demonstration and individual consul tations )
after the demonstration. Although there were significant changes in
all apProaches,‘;he latter clinical approach produced the greatest
change in teacher attitudes toward teachjng ‘practices. The treatment

" received by this group represents the tasks of combining theory,
demonstration and practice. Clearly such clinical practices_ are

seen as a pa}t of the school based teacher educator's rqle but the ~
time required to conduct the demonstration Timits the feasibility of
these prde%ices with present school or school district persdnhe1.
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A related study bj~Boyd, Devault, and Houston (1962) involved
a mathematics inservice program that resulted in greater mathematics
achievement in some classes and significantly greater positive change

w*Tn'pup11 interest in mathematics. In this study, as in the previous
one, the effectiveness appears to have been due to follow-up class-
room visitations by the researchers. During such visits the teachers
were assisted in the processes of reiating the new ideas, presented
.during an inservice progfam, to the actual- classroom 1nstruct1on
procedures. This study further SUpports the teacher s need for

. clinical assistance as well as supporting the fact that such pract1ces

lead to improved student attitudes and performance.

A study by Bjork (1970) found that frequent visits by a consult-
ant enables a teacher 'to better understand the 1mp1ementat1on of new
ideas, and that pupil achievement was increased by the resu]ting change
in teacher perfbrmance Further evidence (Cebu]a, 1970) suggests that:

_ creéative use of consultants by school d1str1cts, eff1c1ent,pre-
planning by consultants and appropriate consultive fo]]ow-up activities
- . can effect teacher change Baron (1972) indirectly reveals competenc1es
requ1red by consultants if they are to be effective change agentsa
He concludes that a consultant must be able to (a) convince teachers
of his s1ncer1ty,and ab111ty fo heﬁp, (b) make himself readily ava1]ab1e
and acce551b1e, (c) start where teachers are, i namely at the level of
practice rather than philosophy; (d) be assertive and know when to
push, prod, and.persuade; (e) be non-aggressive and know when to, stay
in the background to listen thoughtfully and patiently; and (f) be
understanding of human limitations, particularly the Timitations
by of time and will. ‘ .

The previously discussed research findings indicate that if
teachers' classroom behavior is to be changed several conditions are S
necessary. The change agent, the inservice school based educator, ~ N
must have credibility with the teachers and this can best be attained - e
by the experienced, practicing classroom teacher. It is also noted
that to be effective, those providing the training must provide
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briefing sessions prior to treinfng and follow-up activities after
the training that consist of clinical assistance to the teacher in
the classroom. The last condition required by one attemptingﬂ}o
change teaching performance is that of frequent classroom visitation
in order that the teacher can form a positive attitude towards those
providing the assistance. A study at Columbia {Cohen, 1972)
indicated that the teacher's attitude toward the supervisor and
conferencing is the critical variable in.changing teacher behaviar.
Bush's (1971) prescription to assure that this critical variable has
a positive effect is simply to-- “treat the teacher-as a professionally
competent person." (p.37) 1t is our belief that a person specially
trained to teach teachers in the school setting, the school based
teacher .educator, could possess the competenoe and provide the needed
personnel hours to bring about effective changes in teacher c1assroom
- behavior. A question concerning competencies for the inservice ro1e
is, "How will the inservice school based teacher educator maintain
his competence?" The~present dilemma concerning teacher education
ar1ses from the need for change and for coritinued change in teaching
processes. The school based teacher educator must be aware of
current research in teacher effectiveness in order to facilitate '
this continual change. ‘ .

Some educators suggest that university-based, teacher. educators
ang'schoo1 based teacher educators should change places periodically
for the betterment of each others' careers. Corrigan (1974) sees
associates in teacher education as having dual appo}ntmepts in schools
and neighboring cdlleges. He descr1bes these as new kinds of
specialists rather than supervisors who come down from central office
to evaluate teachers a couple of days a year. The new personne1 that
he perceives must work with teachers. Davies (1975) specifies that
educational renewal” must be school based, school specific or on the
renewal site. Hough (1975) states that while the colleges are better
eqUipped to do research’;he schools are the qdapters or adopters of
innovation. A11'of these educators are indicating that the school
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W1th an institution of higher learning or that school districts must
) prOV1de for ‘continuous professional growth of the school based teacher

educator.

In the 1970's, E. Brooks Smith (1974) revisited his Partnership
in Education written 1n the 1960's. In his revision he sees the teacher
center or the deve]opment center as the emerg1ng mechanism for-a
new consortium partnership. The new consortium ¢dn be a strong
favorable alliance,’ 2 .

. provided that university faculty are willing to work with
teachers side by .side in the field on their education problems
and que§t1ons, basing their research and study on real situations
(p. 353 .

He notes that cooperative experimentation with teaching centers and
the clinical experience programs have led the way to such poss1b111t1es.

-8
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Conclusion

The primary purpose of this positioq baper has been to provide
a conceptual base for the notion of the school based teacher educator.
In delineating this conceptual base we have given great attention to
the role of the supervising teacher, But we have also suggested that
if the supervising teacher is to perfdrm his or her role in an
exemplary fashion, skills and abilities must be gained that could
have~far—rééching implications for the improvement of inservice teacher
education as well. . ' s

School based teacher educators, then, we see as specialists in
instructional improvement: teachers of teachers, or in a more

Rogerian sense, facilitators of teacher learning, whose primary base

of operation is the e]ementarx;o} secondary school, not the college or ]

university classroom. Further, we see a variety of sub-ro]es“within

that classification--some of which are now iq‘existenée, at least in -
title; sore of which do not presently exist in American education, but
for which there seéms to be a strong need. Individuals filling the -
school based teacher educator role will have to be educational clinicians
who can maintain positive attitudes midst the rigors of assisting
teachers to modify and change their classroom behaviors. The school
based teacher educator is ably described by Abrell (1974) as:

. a'‘person with a hlmamstic attitude consjstently
striving for a definite preference for asking rather
than telling, sharing rather than controlling and
trusting rather than mistrusting. A person who engages
in a cooperative effort and whose humanistic attitude
necessitates that those engaged in the partnership
move beyond the trivial concerns of rigid procedures

. and paper pollution to the genuine concerns of persons
and their growth (p. 214). .
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