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Aﬁ AAQIE Annual Megtmg is a dynarnn: event far mux:h ’happens as

partlclpantsaand shaﬁng the mformatlan and msxghtsﬁrdfﬁ thati meetmg
\mth,calleagues who were.not able to attend. A

- “Careful thinking preceded plarming for the Annual Meetlng AACTE T
Presxdent Henry d..Hermanowicz set a worthwhile goal for the meeting, His
thaughts are mc:t:»r]:forated into this permanent record, to provide a
challenge for each m‘ us to c:arry on ths lmpgtus pr@wded, by the Annual

Meetmg e - e

i

“Tﬁé K nawleige Bgsg _fnr thePFeparatmn ﬂf
Edutntum Personnel” * . -

.+ -Qver a year ago Ipﬁ:pcseé to the AACTE Board of leEEtorS the

+. therre for this 30th Annual Meeting. Frankly, I feel that the entire futurel
Df education persc:nnel dguelaprnent depends on our efforts joi 1mproue
the knawledge base fr,}r breparifig such personnel. - . .

Dne concern that pmrnpted thls theme 15 what I percehfe as almost a

. we mad,ertently lose Slght af mﬂpraulng the substaﬂnue kncwledge
needed Improving that base mustsbe the principal contribution of
3¢ and unwersmes Wxthn\ut such a ceﬁtral concern, we will have

C)ur basn: u:lea behmd thxs year 5 ctjnference is to examine critically the
v s:gmfn:ant features of a growing knowledge base underlying education
personnel preparation. Such examination should reveal where education
research findings, knowledge, and associated theory are thin, thus
' suggestmg areas and need for sngmfu:aﬂt future.i mqunry Aisa the

av@;lable knowledgé in rethm{mg future programs at our 1nst1tutuons.
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The Association i is- pleased to publish these PJC’EEE’dIﬁgS inthe "
" - expectation that they will add to the literature of our field. This publication
. joins a longline of Yearbooks which collectively dapict the efforts of
dedicated teacher educators to ignnnuausly improve their knowledge and
‘their practice—for the benefit of the nation at large, ahd partlcularly
learners of all ages who benefit from the education personnel preparefl by
the member institytions of this Association.
' . . . . Edward C F‘Dmergy,
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- CHARLES W. HUNT
The Lectures and the Man

~~ Through the Charles W. Hunt Lecture, given at each of the Annual
Meetings of the American Association of Colleges for Teacher Education

. since 1960, AACTE proudl{ acknowledges its debt to this dedicated
educational statesman. . s

Though he spent most of his professional life as an administrator,
Charles Hunt rightly insisted on identifying himself as a teacher.
His infectious enthusiasm for life and his championing of the God-given-
right of every individual, young or old, to develop to maximum potential
are qualities which always marked his commitment to the preparation
of teachers. His vitality and determination to move ahead in reshaping
teacher education, and his skill in firing up others to do so are in the best
tradiﬂcm of the gddd teacher, :

As champion of the democratic ideal, he counseled grassroots
organization and solidarity to accomplish reform. As a true pioneer in
teat’;hér educatinn he was wise Er‘mugh to view the cammunity not only

cdmmumcamr and an agent fur change, he* shouk the ldeas and
structure” of teacher education.:

As AACTE Executive Director Edward C. Pomeroy said at the
memorial service for Dr. Hunt September 5, 1973: “Without a man of the
vision of Charles Hunt and the encouragement he provided, certainly the
* history of these past 50 years in American education would have beén
significantly different.” Indeed, much of importance in organiied
teacher education happened in his lifetime.

Edrn in Charlestnwn New Hampshire in 1380, Charles Wesley Hunt
was educated at Brown University (B.A. 1904) and Columbia University
(M.A. 1910, Ph.D. 1922), all the while teaching English in New England
and New York until he began a supervisory caréer in 1910. In his 18

. , ’ i
yoy , ,
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years asa college président, from 1933 to 1951, he helped to transform
an old normal schgol at Oneonta into the State University of New York -
at Oneonta, a multipurpose institution within a state system of colleges. .

Our Association owes much ta Charles Hunt. Serving voluntarily for
' 25 years as secretary-treasurer (1928-53), he was instrumental in
transforming the American Association of Teachers Colleges into the
Ameriean Association of Colleges for Teacher Education. Untilhis
death, he continued to serve as consultant to the Association’s Board of
Disectors. His inspiration still guides AACTE and its professional men

and women who represenfitheir institutions.

: “The Lecture Series is conceived as a continuing professional tributeto -
the years of leadership and service which Dr. Hunt gave to education.

the democratic tradition and process.” Such dedicated commitmentis
still needed today to lift the quality of education in American society. '
Charles Hunt has built a model that will sérve future professionals well.




LAWRENCE A. CREMIN .

"Frederick A.P. Barnard
Professor of Education

. and President _ .
‘Teachers College - :
‘Columbia University -

¥

Cremin ]omed the Teacherg College fac:ulty in 1949 and the .
Columbia University History Egpartment in 1961. From 1958-1974, he
served as chairman of the Teachers College Department of Ph:lascphy

» and ‘the Socia] Sciences. He also directed the college’s Institute of
“ Philosophy and Politics of Education for a nine- year period,
11965-1974. He has been president of Teachers College since 1974.

{

A prolific author, ‘his history of the United States progressive
education movement, The Transformation of the School, was awarded
the Bancroft Prize in American History for 1962: Currently, he is i
working on a comprehensive history of American educatior; the first
volume, American Education: The Colonial Experience, was pubhshed
in 1970. The American Historical Assoq;atmn U.S. Office of

Education, and the Carnegie Corpuratmn of New York are

cosponsoring the research.

His other books include Traditions of American Education, 1977,
Public Education, 1976: The Republic and the School: Horace Mann
on the Education of Free Men, 1957; and The American Common
School: An Historic Conception, 1951. In 1965, both The Wunderﬁtl
World of Ellwood Patterson Cubberley and The Genius of American
Educatmn by Cremm appeared in prmt HE has foauthored five books

+Cremin was associate g]it@r of Teachers CDHEQE Record from
1952-1959, and has served on editorial advisory boards of History of
Education Journal, Sociology of Education, History of Education, School
Review, International Review afEdm:atmn World Bc;mk Year Book, and
Year Book of Education.
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‘Many honors have been bestowed on Cremin including Columbia’s
.1972 Butler Medal in Silver for his contributions to Américan
educational theory. An alumnus of the College of the City pf New York,
he earned Master of Arts and Doctor of Philosophy degrees at Columbia, - .
and was awarded an honorary doctorate there. Ohio State University,
the Uriiversity of Bridgeport and Ralamazao Collegehave also presented
hlm with hnnarary ﬂggrees A . .

v A native New Yorker, he is on the Educational Advisofy‘izard of
*  the John Simon Guggenhteim Memorial Foundatjon. In 1957-58, he
won a Gugdenhejm Fellowship for research in the history of American
. education. He has been both.a fellow and a visiting scholar at the
. Center for Advanced Stytly in the Behavioral Sciences. New York
. University and the American Educational Research Assm‘:iaﬂnn have
= . presented Him research awards,

Federal government activities have_ also demanded his time. He was
vice chairman of-the White House Conference on Education in 1965,
and chairman of the Regional‘Laboratories Panel of the U.S. Office of
Education (USOE) in 1965 and 1966. Prior to that, he chaired i
USOEFE’s Curriculum Improvement Panel. From 1966-1970, he chaired
the Ca:negie Commission on the Education of Educators, Current 7
board memberships include Children’s Television Workshop and the
Spencer Foundation. Jerusalem’s Hebrew University and: the University
of Chicago include him on their school of Education visiting
comrhittees. - , i .

Visiting pfofessm"shiﬁs conferred on Cremin include the Sir John
- Adams Memorial Lectureship, University of Lon‘don 1966, and Cecil H.
Green Visiting Professorship, University.of Brifish Columbia, 1972. He
has taught at the-Seminar in American Studies, Salzburg, Austria, and
" atanumber of U.S. colleges and universities.
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THE EDUCATION OF THE . . ~°
EDUCATING PROFESSIONS '

LAWRENCE A. CREMIN

| 'THE 19th CHARLES W. HUNT LECTORE

LE 17

-

Presented gt the 30th Annual Meeting
of the
American ASSDElEtan of Colleges for Teé‘cher Education

| )c:hicaga, Hllinois, February 21, 1978

[

Itis a very special honor that has been accorded me, to deliver the
Charles W. Hunt Lecture this evening, and | am grateful to Henry
Hermanowicz and his colleagues for the invitation that has mafle the
opportuhity possible. y

I had the pleasure of knnwing Charles W. Hunt during the last two
decades of his life. He was a great figure in the affairs of Teachers College
as well as of AACTE; and no one could serve long on Morningside
Heights during the 1950s and 1960s without becoming familiar with this
genial alumnus, who gave so unselfishly of his time and energy to raise
fellowship money for TC students who needed it. But there was another
service Charjie Hunt insisted upon performing that proved of inestimable

] ua]ue to my generation of young, post-World War 11’ professors: he was .
always ready to take you in hand, march you up to the great men and
women of the profession, and see that you became acquainted. Charlie
served as an invaluable link between young and old after a time of severe
discontinuity in the life of our profession: and I for one shall always be
grateful for the prized friendships | was privileged to enjoy as a result of
his gentle, prodding mediation.

U 5



© . 1should liketotake the opportunity this evening “li}:ﬁnsiﬂér three
natters with you. First, I should like to review the origins of the / iy
present-day paradigm of professional training in education, and jn :
particular of the problemafics of educatiorras a ficld of study. S¢cond, 1 2
#hould like to sketch the recent history of the doctorate in education,

. once again, with emphasis on the developing problematics of the field. -
And third, I should like to advance a series of recommendations,about
the present-day doctorate in educatjon, base fon an analysis of what
seem to mg to be the central requirements-of the educating pmfessjaﬁs
in our time. \ - B ,

. -

e

-First,, to the review of ofigins, which t}ikes s back to that
fascinatind period between 1870 and 1930, when at Igast threg decisive , -,
*models of professional tréining emerged in the United States—training -
for law, as developed by Christopher Columbus Langdell and his " ~
colleagues at the Harvard Law School; training for medicine, a5 ¥
iflevelt.:ped by William Henry Welch and his odlleagues at the Johns
Hopkins Medical School; and training for education, as developed by
‘James Earl Russell and his colleagues at Teachers Collegg,véﬁlum‘biée
University. All three models emerged at nascent universities: Johns =~ -
HopKins had been founded in 1876 entirely as a center for gtaduate .
study, and late 19th-century Harvard and Columbia were in the process
of transforming themselves into universities. All three models were
created in response to widespread dissatisfaction with contemporary
professional training. And all three models imposed drastically raised
standards upon their respective fields. But they couldn’t have been mgre
* different in the solutions to the problems of professional education they
embodied. ’ o :

=

‘Legal education at the time of Langdell's appointment as dean of the
Harvard Law School in 1870 was a combination of apprenticeshipin a
law office, study of textbooks on the law by commentators such as St. “
George Tucker, James Kent, and Joseph Story, and formal lectures.
Most aspirants to the law entered the professionvia apprenticeship and¥y
self-study, assisted from time to time by lectures purchaséd ona

= course-by-course basis. The pl"\mary claim of the law schools was not
~ that they could substitute for law office training but rather that their.
_lectures represented a more efficient way of teaching the general
principles of law than the haphazard instruction of busy practising
attorneys. Sy
> |

The heart of Langdell’s law curriculum was the case method af
instruction, the doctrinal analysis of appellate court opinions. Rather
than studying the commentaries of Tucker, Kent, or Story, students were

6
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presented witj;i the cases themselves and asked thrive their own
commentaries lnithg form of general principles. And, rather'th,an
listening to lectures on the general principles of law, students were
confronted with a Socratic dl;lggue in which the professor sought at the
same time to elicit “tgue” rules “and to lntultate proper modes of legal
reasc:nmg (As thre%éeneratmns uf law professurs l‘iave put it, the gaal
rested (mTthE assumptmﬁs—that lg::wye s arefbgtter tramed ln*lElW
schools thaﬂ in law offices, that law schpols a\‘e better established \mthm
umvegmes ‘than mdependént of them,\and thél\ for law to be worthy of
. a place in the universitiesyit must become a science, the substance of *
’ w,]‘m:h cap be.presented in prmted books"(As President Charles W.
; f once observed the'boak became for Langj:lell s law school what -
:;the 3boratory was for the physms départment ) Once students had |
sucoesshully grasped the science of law, evergthing else of sngnlﬁcaﬁce

to the practice-of law would fnllnw(I) . T -

Now, Langdell insfituted other reforms-as well: He raised admissions
requirements; he léngthened and systemﬁtized the course of studyi he
lobbied for educational requirements for admission to the bar; and he
formed powerful alliances with Harvard Law School alumni on the
bench, in legislatures, on committees of the bar, and on the faculties
of other law schools. But it is the problematics of his curriculum thaf
interests me here. Preparation for law became the study, via the'c case
method; of a baker’s dozen of core subjétts—pmper@, common law
pleading, contracts, torts, and criminal law durmg the flrst ueari and

and constltutmnal law latEr on. It was an unleerégﬁatgd coirse ,ij
study required of all aspiring practitioners, national rid cusmﬁpolitan
in outlook (one-could learn sumt::thmg of Massachusétts and New York
law at Harvard but not Nebraska or Illinois law), essentially self- ’
contained within the professional school, and wholly lacking in any
systemaﬁt study Df practice itself, '

ME‘dlEEl E-duqatmn at the tl[ﬂE‘ nf Weh:h s appmntmpnt as p rofessor

mu_ih like lEgal Edycatmn, a combmatmn Df app;entlceshlp, the study
of textbooks such as Caspar Wistar's anatomy; Robléy Dunglison’s
physiology, and George Wood's medicine, and formal lectures. If there
was a difference, it lay in the fact that most aspiring physicians
entered the profession via one or another of the proprietary medical
schools that had sprang up by the score during the 19th century.
Generally organized and staffed by local practitioners and often closely
allied with local B‘lﬁ'diiia! societies, these schools offered what were

, - " 7
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e;s\&;tially didactic lectures in the principal medical subjects, that is,
anatomy, physiology, chemistry, surgery, medicine, therapeutics,
pharmacology, and obstetrics. The total course ordinarily ran from
one to three years in length, and the degree generally carried with it
the legal right to practice.

s

The heart of Welch's' megdical curriculum lay inthree major reforms.
First, the preclinical subjects of anatomy, physiology, pharmacology,
and pathclcgy were moteﬁ ﬁTT‘Euramry mquu‘y Fnllnwmg thE ’
sthe study Qf phg51 lagy and medlcme PIEITE' Lmus and later LDUIS
Pasteur at Paris, éarl Ludwig at Leipzig, and Robert Kpch at .- =~
Breslau—Welch dlsplayed an inveterate préference for facts over
theories and for inquiry over didactics. Second, the clinical subjects of
medicine, surgery, and obstetrics were rooted in the ongoing lifefof a _ .
teaching hospital with its own l‘bnral;nnes 50 that students leayned
via a combination of inquiry and practice conducted under exp Eit:.
‘supervision. Following here the tradjtion of British hospital mstructmn ,
Wéh:h s goal was to join the clinical to the scientific in the thought
and practice of the nascent physician. As his colleaguie Franklin P,

Mall once put it: “There has always been a great deal of dlscussmn of
the question ‘whethef a physician’'s ;gaining,Shmuld be scientific or
practical. 1t appears to me that it should be both; for if he is educated
only in the sciences underlying medicine, hg i#not a physician, while if
he is educated in the practical branches alone, he is likely to become
a shoemaker-physician who will drift into ruts and never get out of
them.” Third, the teaching hr;xv;pital was linked to the médiﬁal sshool

also served as heads Df thenr respEttwe departménts in the hospltal
The arrangeméﬁt not only made them responsible for the deliwery cf{“
medual services and the argamgatmn of rﬂ(»‘dli_al mstructmn lt dlSﬂ
the hnspltal in such a way that thev cnuld serve wnth maximum
Eﬁettmgness while thr:-\,z lEdand wnh maximum EHlClE‘ﬁCy Finally, the
for the essence gf deleE was cnncpwed to be the dlagnmsls fmd cure
Gf disease(2).

§ .

Like Langdell, Welch instituted other reforms as well. He raised
admissions requirements, lengthened and systemized the course of
study, and formed powerful alliances within the worlds of medicine and
philanthropy. But once again, it is the problematics of Welch's
curriculum that interests me. Preparation for medicine became a
combination of sciéntific inquiry in the laboratory, via the preclinical

8
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, subjects of anatomy, pharmaculngy phy&mlugy, and pdtht)lagy and
supervised practice leavened by scientific inquiry in the teaching
hospital, via the clinical studieq of surgery, medicine, and gynecology.
As in law, it was an undlfferennatpd course of study required of all
aspiring practitioners, not only national but international in outlook.
As CDﬂffEﬂStEd with law, h()wetfer it was not whnll\,/ self- rnntaf"ned

admlssmn And umtrar& to law, it placed great emphasls on the
systematic stidy of practice within a carefully designed instructional’
énvironment, namely, the teaching hospital.

Hapklns rij()dEl in nﬁieratinn that permitted Abraham Flexner's 1910
report, the well-known Bulletin Number Four of the Carnegie
Foundation for theAdvancement of Teachnlé texert such a profound
influence on medical education. To be sure, the mijllions (if dollars that
the General Edufation Board invested in medical education in the
wake of Flexner's report made an enoamous diffesence. But Flexner did
not invent a model of @édual education following the study of existing
practice. Instead, he used an extant model as his criterion of
excellence, and found contemporary practice wanting. His report was
ism and dissemination but not in

in the end an exercise in crit
creation, ’

3

Teacher education at the time’ussell‘s appnintm‘em as dean of
Teachers College in 1898 was, if anything, even more diverse and
haphazard than legal pr-medical education. Many prtmary-school
teachers had had no preparation for their work whatever beyond
primary schooling itself. Most of those teachers who had obtained
preparation beyond primary schooling had attended an academy or a
high'school for a time, and some of those had then gone on for a

- year or two of normal-school study, which consisted of further work in
‘the school subjects a course m two in pedagngy and thé hismw of
education,
public scho
had been train d in the CO”EL{ES and universities, pnmﬂnly in the
substance of what they taught. A few colleges and universities—not,
more than two dozen in 1898 —offered formal programs (jf EdULatn:m
t:jnéiiztmq mainly of lectur?s and recitations on such textbooks as
Gabriel Compayre’s history of education and Joseph Payne’s science

and art of teaching.

5

s

Russ&lli' reformed curriculum combined four ¢
CDﬂs]dEﬁE‘d essential to success in teachmgs general culture, special

15
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scholarship, pmfessmnal knowledge, and technical skill. He himself
explicated thHis quadrivium in one of his early reports:

'—1\

T'he general culture must be liberal enough to: inspire
pet_\ﬁ:r knowledge, broad. ennugh to beget a love for the

uth.uThE special schularsh!p must be sufficient for the

work to be done: it should give that absolute command of §

the subjects of instruction whth frees the teacher fmm

w-vf

pmfessmnal knawledge shauld Enable the teather to view
the subjects he teaches and the entire cqurse of instructidn
in its relations to the child and to the sdcifty of which the
child is a part. The true educator must know the nature of
mind; he must understand the process of learning, the
formation of ideals, the development of will, and the growth
of character. The artlst in Every \mcatmn must haue
be gkilled in the lechmque cif hls art, he _must have the
ability te impart his knowledge in a way that shall broaden
his pupils’ horizons, extend their interests; strengthen their
] characters, and inspire them to right living. And~as every
Saadl art is most efficient when intelligently directed, the art of
teaching should be founded on the science of teaching,
which takes account of the ends and means of education
and the nature of the material to be taught(3).

So far, so good:; only the querulous would disagree. But as Russell
explicated further, the radicalism of his proposals became clear. By
general culture, he meant not only what was commonly-accepted as
good College education circa 1900 but also the kind of preparation

"that would enable the student to see the relationships among the -
various fields of knowledge, particularly between his otn field of
éxpertise and all the others. Ey special schrﬂarshiﬁ, hE meant not only
equip an -;l,sp!,rmg téacher to SElect d!ff&,rent sequences of matenal and &
adapt them to the needs of different students. These aspirations alone
would have wrought a revolution in contemporary teacher education,
particularly since Russell believed that the requirements were relevant
to all teachers. Beyond them, 'there were the requirements of
professional knowledge and technical skill. By professional knowledge,
he implied not the mastery of didactically conveyed lecture material
but rather systematic inquiry into the theory and practice of education
in the United States and abroad, during past eras as well as.the
preserit, pursued via the same controlled observation and rigc:mu;;

10
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theorizing that pertamed in the natural sciences and medicine. And, by
techmca! ‘skill, he implied not'the rote knowledge gleaned by the
observant apprenticé but rather expert ability in determining what to
teach and by what methods, when and to whom. Technical skill would
be acquired in an experimental or model school, serving as a
laboragory for pedagogical inquiry and a demonstration center for
excellent practice. The héads of the various departments of the tpllege
would also be the heads of the corresponding departmems of the
_school, and the teachers in the school'would be criticteachers,

capable of exemplifying first-class reflective pedagogy at the same™time.

that they oversaw the training of novices(4).

Now, like Langdell and Welch, Russell instituted other reforms as
well. He r.:nied admission standards, lengthened the course of,study,
and: formed endurmg alliances with state departmgnts of education,
professional associations, and faculty members in other university
edut:atmn departments. But, again, it is the pmblemaﬁca of Russell's
i:urriculum that interests me. Preparation for teaching combined a
broad general Educatlgn a solid command of one or more tea;hmg
fields, an inquirer's knowledge of educational ‘theory and pmctn:e

¢ gained largely via the history and psychology of education, and

scientifically based technical skill, developed through practice ui{der
expert supervision, The partial similarity to the Langdell and Welch
models is patent, and surely not fortuitous. It was an era in which
academic leaders enjoyed a considerable acquaintance across
disciplinary and professional lines, for the relentless specialization of
the 20th century had not yet worked its fragmenting effect. The
Teai:hers College trustees had been in close touch with Charles W - \
Eliot of Harvard and Damel Coit Gilman of Johns Hopkins for several
years prior to Russell’ ey pumtmgm as dean: indeed, both Eliot and
Gilman had aémally ticipated in the formal exercises marking the
relocatign of Teachers College from University Place to Morningside
Heights in 1894, Mnreoué!\‘ like Welch, Russell had étudied in

* Germany and drunk the haady wine of Wissenschaft, and Russell had
been in correspondence wnﬂ‘l a number of Welch's colleagues in
connection wifh the establishment of the riursing education program at_
Teachers College. It should not be surprising, then, that, like the-
Langdell and Welch models, the Russell curriculum made its
obeisance to science and to cosmopolitanism—it was as difficult to
learn about Nebraska's education system at Teachers College as it was
to learn about Nebraska’s laws at Harvard. And, like the Welch
model, Russell's curriculum placed great emphasis on the systematic
study of practice within a carefully designed instructional environment,
in this case, the model school.
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Yet, granted the similarities, there were profound differences as well.-

Whatever Russell's belief and aspiration concerning the relevance of
* his curriculum to all teachers, it was admittedly designed for those
preparing for positions of professional leadership; those who would
supervise and administer the burgeoning school systems of the nation
and those who would staff the normal schools, teachers colleges, and
university depagtments of educatian. Nor was the curriculum nearly as
self-contained within the professional school as Langdell's or Welch’s. .~
General culture, though essential, was obviously to be obtained during
the undergraduate years. Special scholarship would be obtained, not
only in Teachers College courses in the so-called professionalized
treatment of subject matter, but in the graduate departments of the
university as well. Only professional knowledge and skill fell entirely
within the orbitf the education faculty. Finally, and the point is
crucial, at the very time Russell was developing his model for the
preparation of teachers at Teachers College, the graduate faculties of-
‘Columbia University, which were equally professional, I might say,
despite the fact that they referred to themselves as the “non- _
professional graduate schools,” were developing alternative models
based on a different problematics, one exclusively concerned with
séh@]arjiy inquiry into the substance of the subjects to be taught. The
leaders of the graduate faculties—John W. Burgess, Nicholas Murray
Butler, and Hénry Fairfield Osborn—preferred to use the rhetoric of
public service and the advancement of learning; but the latent function
of their faculties was to prepare teachers for the high schools and
colleges on a model that was not only different from Russell’s but that
competed with it for students, for positions for its graduates, and for
political and financial support.

Now, as | have already remarked, the similarities among the
Langdell, Welch, and Russell models were more than fortuitous. All
aspiration and academic expansionism; all three reflected the
ific scholarship and the promise of its
application to the improvement of human affairs; and all three profited
from an expanding economy that provided jobs for trained graduates.
That said, however, the differences are at least as important. For one
thing, they reveal the extent to which the prevailing paradigms of

professional training and the prevailing problematics of professional

history. There is no reason beyond the persuasiveness and influence of
Langdell’s model why legal education could not have included
supervised practice in the courts; and there is no reason beyond the
persuasiveness and influence of Welch’s model why medical education

12 : :
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could not have concerned itself as much with the maintenance of

.-health as with the diagnosis and cure of di§ease Mo;enver the

in the charactef of the several pmfe,, ons. Nﬂt euerythmg, tu be sure,
f@r-the sm:ial sources of aspifants) ‘th markEE' for graduate; thé

which the ongmal rnc»dels were dissemmated were memtably reievant!
But patterns of professional trainipg do have their effects and are
worthy of exploration in their own right as the sources of particular
historical developments. :

Permit me, if 1 may, to move on to my second topic, namely, the
recent history of the doctorate in education. | might remark at the
outset that in focusing on the doctorate | am departing from what has
been fairly common practice in reviewing the educationof the
educating professions. Most, discyssions haue concentrated, not on the
highest level of professional pfepatatmn but rather on the minimum
preparation required for entry into these professions; as a result the

_ history of the education offthe educating professions has been

essentially the story of a slowly increasing minimum, from normal-
school training, to baccalaureate-level training, to the masters-level
training fhat has become common in our own times. My interest,
however, is in the problematics of professional education, in the
intellectual substance and systematlt experience deemed essential to
first-class practice; and I believe this is better gleaned from a scrutiny
of doctoral programd than from consideration of preservice preparation
in general. That there is such a gap between the doctorate and the
minimum level of preparation required for entry into professional
service is a datum of great significance.

Therelare three bench marks that I should like to note before
turning o the more recent history.-The year 1893 was the one in
which Teachers College, then newly allied with Columbia, announced
this country's first formal Doctor of Philosophy program in the field of
education. The year 1920 was the one in which the newly established
Harvard Graduate School of Education announced the first formal
Doctor of Education program. And the year 1934 was the one in
which Teachers Collgge annDunrzed » Doctor of Education program
alongside its Doctor of Philosophy program. The dafés and programs

significant because they allow us to glimpse the pmblematlcs of
prc*—fssmnal training in education at important turning pmnts in the
history of two influential institutions, g

-~

Let us consider the requirements for the Teachers College Ph.D. in

education during the early years of Russell's administration. They
rat
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included formal work in educational psychology, his sto ory of education,
and philosophy of education; two practica, at least one of which had
to be in a specialized field of education (“practicu m' seems to have
been used to refer fo any advanced course in which the students were
expected to produce original work); graduate study in some
department of Columbia other than education: and a dissertation
“showing power of mdependem thought and capacity to advance
knowledge in the candidate’s dhosen field.” Now, at least two
obseérvations are in order as ofg sets these requ:rementg against ,
al paradigm of professional education. First, as one
able practica, they seem much more closely related to
al.knowledge” than to * ‘technical skill.” The desc#iption of
7dward L Thnrndlke 5 pfas:tn:uﬂ in Educatmndl piy’fhniogy

E o]

ﬂf sch 'ls wnth the tELhnn:al knuwledge Gf stathtus whlch will Enable
them to use cawemently and profitably the data available in any

school system.” Fair enough, one might say; that is precisely what.

Fri!fé Thorndlke should have been teaching aspiring prmr:le,als and

superintendents. But consider the descriptions of-Professor Milo s

Hiﬂ"qass practicum on elementary education and Professor Julius \ .

Sa tltrs s pgaftuum on secondary education. The description of \'\,.
. Hillegas's read as follows: “A preliminary study of the principles

underlying the course of study will be followed by a detailed
investigation of current practice,in the leading Ameritan cities. A
céomparison of conditions in this country with the practn:e in England,
Germany, and France will form part of the course.” And the
description of Sachs's read: “Students are expected to prepare durmg )
the course, in addition to,assigned book reviews, papers bearing either
on (1) general tendencies in American and foreign sec ondary school
systems; or (2) the relation between the secondary school and the
elementary school, as well as the college; or (3) sp ecific problems in
secondary education, with special reference to the public high school.”
tions produced, it is clear

Second, as one looks over the lists of dissest;
that there was an initial concentration on stidies in the history and
philosophy of education and then a shiff to studies in the psychology
of education and in the statistical analygis/of f-;ueruey data relating to
educatipnal institutions and programs. [f/there was a problematics of
the. Techers College curriculum circa 1910, then, it was that of a
historical and statistical approach to the institutions and processes of
education(5). -

Let us turn now to the requirements for the Harvard Ed.D. during
the earlly years of the Graduate School of Education in the 1920s.
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tudents seeking candidacy for the degree were required to show
ce and a working knowledge of
5. Once admitted, their

)

evidence of successful teaching experier
biology, psychoelogy, and the social s¢ iences
pﬁinqrams revolved around formal work in at least five frelds of
education, with studies of the socialitheory of educ ation, the hig ry of
education, and EdUCdllUndl psychology required of all: As for the®
thesis, its stated purpose was to enable the student “to conduct an
independent investigation, in which he handles effectiv E]\,I the

knowledge already available upon his 5uh|¢ ct and produces a

constructive result of importance and value.”

B
¥

Once again, two observations are in order. First, a
the actual curriculum at Harvard, one is struck by the paucity of
course offerings in compar yn with those of Teachers College. The
Harvard program of study had greater focus, to be sure, but doctoral
candidates werg more likely to pursue this program on an independent
basis, duubtlvss with occasional assistance from the faculty. Second,
the programmatic requirements for the Ed.[2. were really quite similar
tn thDSE- for the Ph D. at T;:in hers Cu”?gP u;i[h lhi“ p'fincipal*

‘,
R

one examings

thF‘h s lelLS Whu\ one runsnd(-rs the topics m,lually Lhuseni hnwever,
it is clear that they were far more like contemporary dissertation
topics at Teachers College than they were different. Ultimately, the
difference between the Harvard Ed.D. program and the Teachers
College Ph.D. program“during the 1920's derived much more from the
differing size and character of the rwo institutions than from any

fundamental d!f,fzfrtjnw in the problematics they emboc

Finally, given the preeminence of Teachers College in doctoral
training in education before World War II—=Columbia granted 1,600
doctorates in the field between 1898 and 1941 —it is instructive to
examine the requirements for the Doctor of Education degree at
Teachers College when it was.first authorized in 1934. These included
three years of formal course work, at least a sixth of which would
consist of courses “covering issues common to workers in the
educational field”: a series of written and oral examinations intended

ssional leadership in the

to appraise prppnmlmn and fitness for profe
field of specialization”™; and & project report on
activity or service, designed to demonstrate professiofjal cor
its widest possible personal and professional application. Initially,

courses “covering issues common to workers in the educational field”

me educational
petence in

were conceived to be courses in the so-called foundations of
education—the history, philosophy, sociology, and psycholoqy of
education—but later the conception was broadened to include courses

17,
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in educational administration, guidance, and curriculum and
instruction. As for the topics of project reports, they very quickly went
beyond the subjects of contemporary Ph.D. dissertations to include,
among other things, syllabi for new courses, suggestions for
curriculum development in particular states or localities, and plans for
administrative and institutional reform. By 1941, the number of Ed.D.s
granted at Columbia each year was nearly equal to the number of
Ph.D.s the university was awarding in the field of education.

Now, my purpose in sketching the development of these early
doctoral programs at Columbia and Harvard has been primarily to
convey some sense of what actually happened to Russell’'s modél: of
professional education at his own institution in the years prior to
World War II. And it seems to me that the principal generalization one
must draw from the data is the inescapable fact of devolution. For all
Russell's high aspirations go create a profession of education
comparable to the professions of law and medicine, the drift in
practice was steadily away from that goal. ('l}he requirement of general
culture may have been assumed, but it was not.carefully insisted upon,
beyond the bachelor’s degree needed for admission. The requirement

of special scholarship was enforced in the early years of the Ph.D. via *"

insistence on graduate study in the university outside the field of
education; but it was not included in the requireménts for the Ed.D.,
and, as a matter of fact, it was abandoned as a requirement for the
Ph.D. before too long. The requirement of professional knowledge was
more resolutely honored than any other, but only a minimal core of

common work in the history, philosophy, and psychology of edugation

havoc with the integrity and coherence of the Russell model. Student
teaching became the principal practicum of the preservice phase of

“training; and the so-called practica of the inservice phase were in truth

seminars, at best, opportunities for scientific and scholarly inquiry into
professional problems, at worst, didactic lectures. Even more
important, the students who came for advanced training had already
learned their professional roles in the field and were returning to the

eventual credentialing. The result was a fragmentation of the
professional curriculum and a loss of coherence among its parts. What
emerged was, to borrow*a familiar phrasing from the Teachers College
catalogu& on the eve of World War I, a program of advanced
graduate study “developed in the light of the candidate’s previous

- R
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education and exgerngm:e and emphasizing “preparation for
competent professional perfmma?%(S)

by two studles of the ducmrate in édutatmn undertakén in 1958 ahd
1969 by the Améncaﬂ Association of Colleges for Teacher Education
(in the latter mstancefm collaboration with Phi Delta Kappa). The
first gathered data from 3,428 doctoral graduates of 92 institutions,
who had earned their degrees between 1956 and 1958:; the second,
which replicated the first, gathered data from 15,140 doctoral
graduates of 124 institutions, who had earned their degrees between
1965 and 1969. The two surveys covered a variety of topics, including
the characteristics of the institutions, the cﬁar‘aéteristiis of the
students when admitted, the characteristics of the instructiomal
programs, and the characteristic personal and professional pmbléms%
associated with earning the degree. Nothing emerged more clearly
from these surveys than that neither the Ph.D. nor the Ed.D. program
in education had much in common from one institution to another,
beyond the elemental fact that they provided advanced training. As
between’the Ph.D. and the Ed.D., the studies concluded that the sole
distinguishing difference inhered-in the foreign language requirement
traditionally associated with the Ph.D. As regards any common core
of subject matter generally associated with the doctorate in education,
the only requirements common to as many as half the,programs
across the country were educational measurement and statistics,
educational psychology, and philosophy of education. Beyond that,
gaverything else connected with the doctorate, dxcept the financial and
personal difficulties attendant on earning it, could be subsumed under
the rubric *diversity.” For all intents and purposes, three-quarters of a
century after its brave formulation in 1900, the Russell paradigm and
the probjematics it represented were in shambles(9).

Permit me, then, to move on to my third topic: What ought the
education of educators to look like in our own time? In this
connection, I should like to make a number of preliminary
observations about the world of present-day education and then
propose a set of recommendations based on those observations.

I have argued in my recent writings that we have been living
“through a revolution in education that may be as profound as the
original invention of the school. It is a revolution compounded ’
several elements—the rapid expansion of higher educatmn&gjpnmt
where one out of every two high school graduates has been going on
A 17
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to college; the massive shifts in population, from east to west, from
south to north, from country to city, and from city to suburb, which
have created new and extraordinary clienteles to educate: the
movement of women into paid employment outside the home in
unprecedented numbers, with prodigious consequences for the family:
the changing character of work associated with the emergence of a
postindustrial sac;et‘nd in particular the growth of the so ca!led
knowledge industries; the various civil rights and liberation movements
of the 196() and 1970s, which Have so radically chan?:l the
management and palmcs of Educat ion(10). .

And beneath all of these, and inexorably” affectmg them, has been
‘the educational transformation wmught by mass television. In 1950,

fewer than 10 percent of Americaﬁ homes had televisi
that f'gure has leueled ff at arnund 97 percent Muremv

' hnusehald is wdtthl q tElevismn more than six hc:urs Dut Df every 24
with the greatest amount uf viewing bemq done by the very young, the

very old, and the very poor. Once one recognizes that television -
tEﬂEhE’SEnﬂI unly via cha’hnels specifica]ly labeléd educatianal but

the fat;t Df telewsnan in 97 percem nf Amencan humeg bemg \’lEWEd six
hours a day itself constitutes revolution. That revolution has drastically
altered familial Eduxzatinn It has radically altered the education of the
public at large. And it has fundamentally modified the context in
which all schooling proceeds.

Mast important fcxr our purposes, this t;:)mpléx of revolutions has
transformed the traditional perASSID]‘l of education at the same txme
that it has created uarlety Df new Educatmg pmfes,s.mns

trammg fo!cers in busmgss and mdustry, and Qemnmlaglgts in senim‘
citizens’ centers. All these people carry on educational work of
profound significance that can surely be enhaneed via sound '

professional preparation. Mt: reover, to be 'rnusg effective, each must
pursue his or her special activities with full knowledge of what the
others are doing. Their wnrl{ as educators is inextricably intertwined:
in fact, they are in many ways members of a single’!‘jmfessian.

®  What should the education of these educators look like during the
years immediately ahead? In my opinien, we can do no better than to
ta!{e James Earl Russell’'s four components and reformulate them in
present:day terms. First, general culture. Obviously, educators

18 )
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working with clients of any age in any field and in any institution ought
to be broadly cultivated individuals. And this means that they ought to
receive their undergraduate edutation at institutions where faculty
members and students think seriously together about the substance
and meaning of a liberal education, and particularly, to repeat
Russell’'s concern, about the relationships among the several fields of
knowledge. This is not to suggest that every undergraduate institution
‘. -ought to reach the sjme conclusions about these métters; it would be
"y revolution enough in my opinion if the colleges simply began to reflect
on them, L
{
Second, special scholarship. Educators working with clients of any
age ought to have at least one teaching field in which they are expert
+or havg been expert in the past. No’matter how general an educator's
respondibilities, no ‘matter how far removed from the diurnal business
knowledge or art sufficiently well to have been able to reflect
systematically on the various ways in which it might be taught to
clients at différent stages of development and in different teaching
situations. | myself have taught history in schools and colleges, in
public libraries and over commercial television, via brightly illustrated
pamphlets written for factory employees and heavy tomes written for
other specialists in the field. | have taught histdry to second-graders,
using facsimiles of the New-England Primer; to twelfth-graders, using
their own pmg‘rams of study as the point of departure; to school-board -
members, using their most pressing problems as grist for my mill: to
other professors of history, using recent monographs in the field as the
basis for my discussion. The approach, the sequence, the level, and
the material for immediate consideration differed from oné instance to
another: in all of them, however, | was teaching the same American
history. S : \

~

- ! &

Third, professional knowledge. Here, Russell, reflecting the period in
which he wrote, tended to concentrate on the history, philosophy, ‘
and psycholegy of schooling, though he was patently aware of the
need for trained educators in “trade schools, industrial schools,
Sunday schools, reform schools, houses of refuge, and other -
philanthropic institutions.” Given the\breadth of today's educational
enterprise and the explosion of scholarly knowledge in the relevant
humanistic, social, and behavioral disciplines; I would propose a:
reformulation that would ini:luje three elements: policy studies,
developmental studies, and pedagogical studies. By policy studies: |
refer to those studies of the humanities and social sciences that
contribute to an understanding of the aims of education, of the
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situations-and institutions in which education proceeds in different
societies, and of the inextricable ties between educational institutions
and the societies thatgustain them and that dre in turn affected by
them. By developmental studie§ I refer to those studies of the
humanities and behévﬂ’al sciences (including biclogy) that contribute
to ai understandlng of human develﬂpment over the entire life c:yu:lE
and of the various ways in which dlfferem forms of education affect
that development— ofieritical importance here would be studies of
socialization, Eﬂculturétian. and learning that clarify the nature and
outcome of the educational process. By pedagogical studies I refer to
those dystematic studies of the practice of teaching and learning in a
variety of situations, that unite policy and developmental studies with
studies ,gf the substantive characteristics of various fields of the
currléulum and with studies of the structural characteristics of various
learning environments. In Herbert Simon’s terms, pedagogical studies
are. ﬂfﬁung the “sciences of the artificial,” marked by a quest for
systematic knowledgé-about how to design *particular kinds of human
environments. As such, they must be pursued in the world of

_practice—in schools, colleges, day-care centers, libraries, museums,

work places, and community agencies, all regarded as centers for
creative inquiry as well as for the demonstratmn of excellent
perfermance..l believe every. facuhy of education worthy of the name

"ought to have networks of such institutions associated with it in agy

research and teaching capacity, in the fashion of the teaching
hospitals t’raditiipﬁally associated with medical schools(11).

Now, policy studies and developmental studies might well call to
mind the so-called. preclmmal studies of the medn:al curriculum, with,
pedagogy, like pathology, parily preclmlgal and | partly clinical. But the
distinction between the preclinical and the clinical has bmken down in
medical education|in recent years and I do not believe it ‘would be a
useful one to maintain in the education of educators. Proféssional -
tricula in general require a continuing mutual relationship between
preclifiical and clinical instruction that renders the distinction less
useful than Welgh's generation thought it might be. I would also
remark-that a spirit of inquiry must characterize the entire range of
professional studies if they are not to deteriorate rapidly into mere
didacticism. During the 1950s and 1960s the common solution to the
problem of reviving a spirit of inquiry in education courses was to
bring them into closer relationship with cognate offerings of faculties
of ajts and sciences: but too often the price of the heighiened spirit of
inquiry was the disappearance of any relevance to the pmblems of
education. 1 happtn to believe that the offerings of e Embts:m facultnes
can embody both a spirit of inquiry and the required relevance to

] - -
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educational problems; but to insure that they do so will talte a
ltsnd[mt commitment to both on the part of thnée faculties that has
not always Jeen in evidence in recent years. In adc‘ﬂﬂn education
. faculties will have o be a 'good deal more imaginative than they haye ~
. in the past with respect to grouping and synthesizing the substance - -
and methods of policy studies, developmental studies, and pedagogical
' :tudles There ls not encmgh time l'ur the éspiring edueatnr to study

discrgte unlts and
sglect one or annther . Sty

h-_

'psychulagy and biﬁlggy nf gdutatinn seriatim®
" the current practice of permitting students to
these studiea while lgnming the rest i5 simply/ot defensible(12).
Obviously, the dlscusﬁon‘uf pedagogical studies moves us eésily to *
Russell’s fourth component, technical skill. This is the realm in which
" the professional preparation of educators has been weakest over the
years, desplté)the attentlcm that has reg ently been paid td, so- -called
laboratory experience in the preseivice phase and to so:calted
, cnmpetemﬂ! based. ipstruction thmughﬂut the prograin. At thel best J
: pedagogical studies joifi prafgfsiﬂnal knowledge and technical skill in a
way that bridges the gap that has historically eﬂisted betwaen the two,
Pedagogy is not merely a scignce of design; it is also, in Joseph’
chwab’s terms, . one,of the eclectic arts, matked by aq quest for
practice based on a continually changiﬁg calculus of knowledge drawn
from many relevant sciences. I beliéve every candidate for the
doctorate in education ought to study pedagogy partly via a rotating
internship through a variety of Educaaanal situations, where direct ;ﬁg
paﬁicipatmn in the daily busines; af teaching and. Ieaming can be

£

~ in our time aught i't! be his or her pmfound awareness of the
! relaﬂnnslﬂp’hehveen what goes on in any particular educational
" situation and what goes onvin all the other edutational situations in
whi&;h the client participates. It is this as much as anything else that
dictates both a diversified internship; involving not only schools but
libraries, museums,: community centers, and the like, and a" common
professional preparation for the educating professions(13).

A word about the thesis requireme&;which has long been a touchy
and cantrbversial aspect of doctoral stirdy My own mchnatmn wuuld ]

Fh D prﬂgram in the traditiunal acaderplc areas (where the thesis has
in any case cnme under increasing fire as irrelevant to subsequent
respaﬁgihility and,performande). Instead, I would provide ample
ﬂppﬁhunit’y in a&anced seminars and practica for individual and !
' 21
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icﬂ_ﬁabmative schnlarship and performance that can be subjected to -~

. syi‘tmﬂc review and appraisal by faculty and student ct:lleagues, I

wduld prefer to see one or two s«:hd reseatth papers, a terse scholarly

%thesisﬂength to say_ the thesns cmght to remain an DptlDﬂ but I do not

believe we should continue to require it c(leverg doctoral candidate.

. Permit me a final thought. James-Earl Russell stated his belief in
1900 that general culture, special scholarship, professional knowledge,
and technical skill were essential to all educators, not merely the
leaders of the profession. | would restate that belief as my own. And 1
would maintain further that the time has come to require the :
doctorate for all who would seek entry into the educating professions.
Many states already require five years of preparamﬁl for a permanem
sr_hool czmﬁtate—the requnremem is most often sansf‘ed By fcnur years:
preparatmn I would argue for rEdesngnEd pmgrams rmt unlxke the six-
year B.S.-M.D. programs at Northwestern University and Boston
University, in which the B.A. and the Ed.D. could be obtained at the
end of six years. Through careful planning, the $tudies leading to '
general culture would also provide a base for the policy and
develnpmental studies, some aspects of which are surely as liberal as
they are professional. Through careful planning, too, the policy and
developmental studies could be made to relate to the pedagogical
stydies faf more than has hitherto been the case; ard the latter could
be started early enough—perhaps in the third or fourth year—that -

- they could enrich the work in the other professional realms. | do not
think the decision to pursue a career in education would necessarily
have-to be made during the senior year of high school, as is th .- case
with the six-year B.S.-M.D, programs; it could probably be made as

late as the sophomore year in the right kind of undergraduate

_ program. And, for able individuals who might decide at a later stage
to enter one of the educating professions, )here would remain the
option af the three-year doctoral program following the award of the
bachelor’s degree. Fmally,_l am assuming that there would be

. postdoctoral programs in education, as there are in all the other major
professional fields, through which practitioners would be able to,
extend, deepen, and update their special scholarship, pmfessmnal
knowledge, and téchnieal sklll as well as to gain expertise in such
fields as management, supervnsmn or administration.

-+
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- AsG. K. Chesterton once remarked of Christianity, it is not, after
all, that James Earl Rugsell's ideal was ever tried any found wanting,
RS | isiather that Russell’s ideal was never reallg tried at all. Given the
.7 .anticipated steady state of American education in the early 1980s, it is '
" unlikely that we shall have a better time to make the attempt.

- . P

NOTES . o e
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and Jack K. Sistler, The Dﬂftﬂfﬂie in Education: An Inquiry info )
Conditions Affecting Pursuit. ‘of the Doctoral Degree in the Field
of Education—The Institution "_(Bluﬂmingtun Ind.: Phi Delta
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Sociological Study (Chicago: University of Chicago Press, 1975).
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*Education (New York: Basic Books, 1976), and Traditions of
American Education (New York: Basic Books, 1977).

The Russell-quotation is from his Annual Report for 1900, p. 20.
For Simon’s formulation, see Herbert A: Simon, Th@:iences af
the Artificial (Cambridge: The M.L.T. Press, 1969). For a recent
Eiscussmn of the changes that would be required for schools )
(and, by implication, other educative agencies) to become centers
for creative inquiry into the nature and processes of education,
see Robert J. Schaefer, The School as a Center of Inquiry (New
York: Harper & Row,;1967). For the classic formulation, see
John Dewey, “The Relation of Theory to Practice in Education,”
Third Yearbﬂok o_f the Natiﬂnal Saciety for the Scienﬂﬁc Study ﬂf

nf Chicagﬁ, 1904)

12 On the tendency of faculties of educatlnn to vacillate bEtWEEﬁ an

overconcern for relevance to practice and an overconcern for
academic respectability, see Nathan Glazer, “The Schools of the
Mirtor Professions,” Minerva, XII (1974), $46-364.

. 13 For Schwab’s formulation, see Joseph J. Schwab, “The Practical:
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A Language for Curriculum,” School Remew LXXVII (1969-70)
1-20, and “The Practical: Arts of Eclectic,” ibid., LXXIX
(1970-71), 493-542. See aISD N. L. Gage, The Stientiﬁ:: asis of
the Art of Teachmg (New.York: Teachers College Press, 1978).
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THEFUTURE OF QACTE—
ITS ROLE ON THE NATIONAL
SCENE =~ .,

" &7& AACIE Presn'

HENRYJ HEEMANQwicz | -

of ycsur Drgamzatncm durmg this past year, and then to speculate abcut a
few major future activities of AACTE on the né’flgnal scehe, First, however,
I beg your mdulgence while'l engage in personal feﬂechan about this office.

.Sérving as the elected president of AACTE has been a tremendous

. “honor that I shall never forget. It has also been a series of fascinating

-~ learning experiences which have contributed immensely to my oin
education. As my predecessors can testify and my successors already ,
recognize, the office is not merely one of performing pleasant ceremonial -
duties. Indeed, the responsibilities have become so diversified and
demanding that the honored positior on occasion has'become somewhat of
an eneégy and énc;}ifam:é test Far Examplé the président Chairs the Ecxard

halsorx represematwe ta the execuhue q:c)mfmttee Df the Advisory Counc:l
Df State Represematmes (ACSR) Euery seccnd year the prESldE‘nt chalrs

. ;Educangn (NCATE) and my term of folCE h;t that partu:ular year’. The
president represents AACTE on the Forum of Education QOrganization
Leaders, a coalition of organizations. This year, | also served on the search -
committee responsible.for finding a new director of NCATE, In addition,
there were some negotiating sessions that had to be conducted with other
Qrganlzatmns Such experiences have been interesting and rewarding. But

. if have passed the energy and endurance tes}, it has been largely because
of the assistance, hard work, and support of a remarkably talented Board of

AACTE Presxdent Henry J. Hermanowicz is Dean, College D[ Educatmﬂ The
Pennsyluania State University, University Park. He deliveréd this ';r)eech Feb.

23, 1978, as outqoing president. \v
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staff and executwe dleEtDr .

Stﬂ‘ne Recent Attnmpllshmgnts o

\ <« Part of the increased femF AACTE and its pre?rdent have Exéenemzecf
'is obviously a result of the eritical times we are in. The pfﬁenmmenal growth
and the heydays of the 1960s are behind us. The eight rather depressing
predictions of Dave Clark during last year's Hunt le¢ture! certainly could be
applicable not only to schdols of education but to the totality of higher
education whir:fl has been characterized as a no-growth industry in
American society. However, new more than ever is a time for positive
leadership. All of us have Eeen facing fiscal problems at our home

’ lﬁStltUthnS foﬁ:mg retrenchment decisians as well as possible erosion of the

. quahty };f program and research efforts. On the other hand, such '

) circumstances clearly suggest the increasing critical heed for an
organization like AACTE. We, the board and officers of AACTE with your

" ‘Help, have taken a number of positive leadership steps and they bear §

repeating. . :

' (1 Qver the past year we have improved our relations with the Natncnal
. Educatlon Association (NEA), American Federation of Teachers
(AFT) and a number of other educatlon Drgamzatlons ser\zmg in

'p(:tlu:y ar legislatlgﬁ. There is no quEEtan that we haue estabhshed a
much more prominent AACTE presence in Washington, D.C., asa
" result of the work of our staff, the members of our @gﬁvemmental
Relations Commission, and collaboration with the education policy
committee of the land grant deans association. Furthermore, we are
incréasing our tie-in activities with other organizations including ~
AASCUED, AERA, AVA * and the Higher Educgation CDnSD(tlum in.
Spe«:lal Education.
(2) In addition, we have reworked the constitution of what is now called the
Forum of Education Organization Leaders which serves as a coalition
. _of nine major education organizations with regular advisory input to ¢!
.S, Commissioner of Education. AAQTE and the American
Assnilahgn of School Administrators, Amgﬂcan Federation of
Teaghers Council 6f Chief State School Offi ers, Education .
® Commission of the States, National Associatidh of State Boards of
Education, National Congress of Parents and Teachers, National
Education Association, and National Schaol Board ASSUClatIDn are part

*American Assncnanan of State Collegesand University Education Deans, American
Educational Research Association, and the American-Vocational Association.

AASCUED is now the Teacher Education Council of State Colleges aﬁd

Universities (TECSCU)
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of this important coalition. In our past two meetings with the
Eommissioner, the assistant secretary of Education, and the DirEEQ&(
fof the National Institute of Education (NIE), we have been impregsed
with efforts to regain some of the ground that education has lost in our
national priorities. Indeed, we are pleased that President Carter has
called for a 24 percent increase ini federal aid to education as part of his
1979 budget. Although it is still somewhat anclear and controversial, |
am also generally pleased that Prégidént Carter will press to establish a
. new cabinet level Departmenit of Education. It would be presumptuous
to lay claim for all thése results, but such developments have not come
about without the active support and participation of AACTE.
We have carefully monitored and contributed AACTE input into the

- operations of NCATE including the recent revision of NCATE"

Standards. That revision as well as further accreditation project -
activities also witnessed the excellent leadership of our Commission on
Mu!ticultura‘é%dugation. Through the responsiblg work of Fred Giles
and other ANCTE representatives on the NCATE Coordinating Board
along with excellent cooperation of NEA, we have broken a political log
jam and increased the number of constifuent m embers as wellasa.
public representative to the council without jeopardizing an appropriate
balance of power. We haye participated substantially in the selection
and appointment of a n:jj Executive Director of NCATE and we are
extremely pleased to hg@e Dean Lyn Gubser assuming this important
position on July 1. We have pushed to make a comprehensive study
and reformation of NCATE the number one priority of the NCATE

- Council, )

We have recently received app‘mval and continued funding for co-
sponsorship of the ERIC Clearinghouse on Teacher Education for one
year with options on four additional years. In essence, it means that
AACTE will serve as a principal sponsor of the ERIC Clearinghouse on
Teacher Education for the next five consecutive years. Such efforts will
continue to strengthen our organizational role as a national
communication and data center for teacher education. Furthermore,
we are working to make the Journal of Teacher Education armore--,
prominent and widely circulated publication for all major audiences
concerned with preservice and inservice preparation of education
‘personnel. In addition\we are establishing a Commission on Programs
and Projects to seek new developmental thrusts that will enhance our
services to member institutions and our national leadership role. We
are also creating a new standing Committee on Issues and Resolutions
as a mechanjsm to formulate official AACTE positions on crucial issues,
Such positions will be based upon your participation and action during
Annual Meetings and will provide us with an opportunity to speak more
forcefully as a national organization while establishing positions and
directions for our future in preparing education personnel.
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(5) With this past Board of Directors election we have revamped our \
~ governance structure so that the Board will soon have a balance Gfgi:x

regional and six at-large representatives. In addition, we have built and
strengthened our network of state units as an integral part of our
governance system, involving the Advisory Couricil of State -
Representatives with the chairman of that hody serving as a member of
the Board of Directors. Thé Board receives and welcomes regular input

- from ACSR. ’

L

(6) ‘We.have tightened the fiscal operations of the Association, utilizing

program budgets.that correspond to our organizational priorities. We
are reviewing the management and results of such programs and

_ services to our comtituent mernbers on'an annual basis'tqr planning
necessary changes in the Association’s priorities and subséguent
operating budgets. We continue to operate an organization s th staffing
and services supported more by soft phoney than by our dues or other
income. | think that we have stretchéd our resources to provide our
mernber institutions with a strong, effective national organization.

- &

(7) And finally, one of my principal concerns has been reasserting the
’ distinctive role and responsibilities of higher education as the #saining,
research, and knowledge-producing arm o? the education professions.
The theme of this Annual Meeting was an attempt to repffirm the fact
that colleges and universities have the principal responsibility for
improving the knowledge base of the eddcation professions. Now more
than ever we have to assert the centrality of this role through our
publications, commission agtivities, legislative influence, and Annual
Meétingg. In my opinion, therethas been almost a national
preoccupation with power and coritrol as the bases for fashioning the
destiny of teacher education. While the politics and governance of
preparing educators are vitally important to the ehtire enterprise, we
cannot lose sight of our key role in improving the knowledge base. Such
efforts should remain our principal concern, and our responsibility in
improving the substance and quality of education personnel
development, both preservice and inservice, should remain a main
thrust of AACTE. + ™

In this year's Annual Meeting, I have been impressed beyond all
expectations with the thematic conference organization and extraordinary
recruitment of talent accomplished by my colleague:Harold Mit zel and his
Planning Committee. As [ wrote to the members of the Committee, it is the
most substantive Annual Meeting format we ever have been able to put ’
together for AACTE. Let me turn now to what | see as three major
developments, all of which are related to our conference theme and the
future of AACTE on the pfistional scene. : - '
28
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" knowledge, and pedagogical gtudies. My principal surprise came at

| Need_for Models’ of Eygegllence

in Teacher Educatlim

Iwas i‘ntr!igued with Larry Cremin’s Hunt lectureformulation or, more
precisely, reformulatiorf of Russell's four components for preparing
educators. You willrecall that he talked about program components in
gerieral culture as well as special schalarship beforefocusing upon
professional knowledge. This third component of professiohal knowledge,
according to Cremin, would include policy studies, developmental studies,
and pedagogical studies. In my mind, [ simply converted those categories .
into the conventional groupings of educational foundations, learning and
humaﬂ developmént aﬁd thé‘ study of feachmg The fourth EDmpDnEﬂt,

mte]le;:tua! mterplay and mquury between act ; ,al pracnce, professnonal P

2

Cremin’s belief that this subgtantive format for a doctorate in education
Shﬂuld be requiréd for all Défméﬁéﬁt teaching certification.?

ccmpat!ble thh the prc:)pt;:sals found in the AACTE Blcentenmal
Commission’s chapter on “Designing the Career Lony Preparation of
Teachers” in Educating a Profession.? The authors of thls report proposed
that the preparation of teachers be recast in a 5) bstantlally reconceived and
combined bachelor and master’s degree sequence with’an additional year of
supervised employment as an internship. They also described a third level-
of professional certification which would verify a mastery of knowledge and
skill that Cremin probably would associate with his similar notion of
requirements f(jl;a teacher-scholar.

ln the 1969 AACTE publication Téachérs for the Reai Wc)rld E 0. Smith
teachérs Wthh were analogous to the Cremm Russell pmgram quadnwum
Smith described a theoretical comporrent which included-interpretive
knowledge and situation-oriented content to deuelap problem solving; a
teaching component which would emphasize study in depth of the teaching
field including metaknowledge; and a training compdnent involving the
cultivation of technical skills in field-based complexes.? ’ '

Our national need for models of excellence and the similarity of such
propositiens for renovating teacher education suggest that we have
reached a point where we must move ahead. Smith, Cremin, Howsam, et
al, have done us a great professional service, but we cannot merely present
or discuss such general proposals about the substantive rerovation of
teacher education and rest our case. There are some who will argue that
five- or si'x year pmgrams fé!‘ preparing téaihérs are unrea]istic and not

pmducts Df 5uch prugrams at hlghgr cagt be;auge so&:zéty 5 mher&nt but
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undeclared cnmmitment isto mEdIOEI’E inexpensive edutatxon Idon’ t
agree b ;! E

. ‘Some CﬂtlES wlll add that the bl:re:pnnt for organizing the professnonal
content is unclearor that such &ofitent 15$§ufﬁc12ntly related to the
enterprise of * SEhDDlmg at the preséritgime. Herg, | have cunsnderable
= difficulty in accepting Cremin’s proposition advmcatmg a doctorate ﬁ)r all
permanently certified teag:hers We can tail tﬁm the historical x:ntlclsm of
past programs becpming: enlarged and extended but not necessanly more
functional. ‘

However, | think that the tirfe has come when we must judiciousl
transform such general ideas for improving teacher education into ¢ refﬁlly
conceived program specifications that will result in a few rigorously.
designed exemplary teacher education models..I would put.my moneyon -
tlghtly re;:om:Eptuathd five- yEar programs fgr 1mplementafmn and
(EJSC)E)al)d put into operatlan in thE fDrm of C]lmcally -Ops
strategles similar to those described by Fred McDonal
“Research-and Development Strategies for lrﬁprovmg “eacher
_Education.” am not talking about resurrecting the former model
élementa'ry teather éducatlcm pmgr‘am shuw but actually fundmg

afew c:ulleges‘ or uﬂwer;ltles, and very dgllberate cgllabarangn w1th selezt
lm:t education agencies and-comfhunities. o
i
Eliéve that AACTE could serve-as a ﬂatiunal clearinghouﬁe or

|

’ \) national grgamgatlaﬂs in eduzatnal The ulnmate alm. Qf course, rnu,st be to
. .improve the fundamental quality of schooling in our society. Such an overall
strategy could also provide us witiraclearer picture for building the
necessary relationships between presetvice and inservice teacher .
‘education. It1s absurd and wasteful to treat them as separate entifies or to
regard either as independent from improving the quality of education in our
schools.

Inservice Education

.Although there have been some excellent efforts in inservice education,
in génu‘al | believe that inservice education of teachers in the United States.
" has been a national disaster area. We have had disparate efforts ranging,
fmm vanous con\lentlons to CDunty institutes to preschnml orientation

equwalency programs and evern selhﬂg tﬂégr‘ée: by mall—all innducted in
the name of inservice education. Such random efforts have been pursued
with little prior assessment of their actual need, meager conception of

" design, no coordination of their operations, virtually no state or national
policies to guide their direction, and minimal effort to assess the efficacy of .
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_stich diversified efforts for producing certain alleged results. Indeed, we - »
" even talk 3t cross purposes about thé meaning of inservice educ3tion. |
_suspect most of us generally assume that inservice education would be any
" formal or inforrnal strategy to upgrade a practitioner’s knowledge,
competence, of job performance after: hé/éhé has completed the initial
program of preparation-certification and has become employed. The
. AACTE Bicentennial Commission report atiempted to clagify'some of this
confusign by describing preservice educationras emphasizihg the generic
N knowledge, behaviors, and skills needed for initial performance. In contrast,
" inservice education was described as meeting the needs of the particular
schéol system. Ccmtmumg professional education was depicted as N
acquiring advanced competence and leadership.ability as a teacher- scholar
largely through advanced graduate preparatign and acknowledged by )
special certification.®* However, ambiguities rélated to operational
definitions still rémain. Furthermore, one gets the impression that the
various interest,groups, including higher education, have been more
concerned with the’poht al, terrﬁonal or control issues than in needs-
assessment or LDnCEpTu&llElﬂg delivery systems for most effective results

Thus we have an abundange Df pf;f‘;uﬂgl\!f:’ hterature and propaganda,

*

Nevertheless. the ﬂegds nd thE‘.ntldl fmr inservige educatlan Df teachers
“and other education personnel are enormous. Yarger and Joyce paint out
that we have more than two million teachers in the field (And I believe that
is a conservative estimate), over 100,000 principals and assistant principals,
60,000 or more curriculum consultants, and over 40,000 education
professors. This represents a fantastic aggregate of talent, and | suspect,
need for dealing with problems of improving the quality of scheoling as well
as the education professions in the United States. Yarger and Joyce argue
that new structures and mechanisms are needed for linking institutions arid
such rich talents together to attack the problems and needs of inservice

education. They insist that "> . . governance, research and development,
substantive improvement uf s hunlmg, and staf fdguelupment need to be
conceived as a totality.™ .

[ believe that AACTE should exercise leadership in focusing upon the
entire area of inservice education. Your incoming president, J. T. Sandefur,
15 gven one jump ahead of me. He has already committed the organization
to devate its attention to this critically important area as-the theme of our
1979'Annual Meeting. [ commend J. T. for his excellent sense of foresight.

This brings me to my third area of necessary leadershlp aqgtivity for

AACTE. - : * N
AACTE - ! |
Public Law 94-142
Another impending revolution moving quickly from the wings to center
{
y b ! T
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stage is Public Law 94-142. The Act has been charactenzéd as “landmark
block buster, and revolutionary.” It j is all three. As most of you kna\b 54.142
often is called a *bill of rights for thg’ hand:capijed "It requires prﬂvrdmg a
first-rate education for handicapped youngsters including placing such™  _
yourgsters in regularclas-:rmms wheneuer it is in their best interest. i
Providing free public education to all handicapped children gtarting at age -
three is anuther major stlpulatmn of the Act P. L 94- 142 also requlres that

that i) mmtly dgveloped by the chnld s teacher and parerlts and the chlld if
possible. Such a program must include an assessment of a child’s present
_achievement level, specification of goals, description of strategies planned
‘to meet the goals, and the means for checking the educational progress
toward the goals. Supportive programs for preparing education personnel
including inservic‘:e Edl.mation are io be undeﬁaken by the’ uarious statés 8

of the handlcapped

My good friend and colleague, Dean Corrigan of the Umuersny of-

Maryland ha's been trying to get us to realize that the provisions of 94-142

“ will alter much of our conventional wisdom and efforts about schooling,
teacher education, inservice education, and the preparation of teacher
educators. He is right. We asked Dean to spearhead a special committee of
AACTE to help formulate some major directions for the organizationin %,
becoming a positive national force in facilitating' provisions of94.142asa
means of upgrading the education professions and the quality of American
public education. The committee has reported to the ard, and we are

. moving ahead with such leadership efforts as a major thrust of AACTE.

AACTE’s Future . ‘

1 have tried to describe some recent accomplishments as well as a few
future national efforts of AACTE. l am convinced that AACTE has been a
stmng aﬂd usefu] mrganizatiun that réally has h&lpéd all of us in the field Qf
all Qrgamzatlgns, cglleges and Llﬂl\h‘;!’S!tlES not wnthgtandmg, 1t has room fm‘
improvement. With your continued support, constructive criticisms, and
participati@r\ it will 'b(;itjmé’ an even gtm'ﬂger more réspcﬂsive :

undaubtedly w1ll Lhaﬁqe in thE futurr; and shmuld as a result crf Careful
examination of our changing needs and goals in this LDmplex enterprise f
education. . . "
Even now, for example, the title AACTE is somewhat obsolete although
it has great symbolic significance. Our organizational missions and those of
our member institutions, while having a Lemral focus on teacher education,

also involve considerable attention upon preservice and.inservice
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- pf§paratmn ofa w;de variety of education personnel Some of the perscmnel,

we prepare are for positions outside of conventional systems of
"’ChODlmg For example we prepare audlologlsts who mlght work in

employed by chufch Qrgamzanonsi busmessi or" the mxhtaryi mstructngnéﬁ
systems personnel for industry; and the like. Such individuals are prepared
to bein edutation or educaﬁcm related ﬁelds ancl they are tEéithS m‘lly in

The dwe,_rsnty of member institutions in our Qrgamzatlgn aﬁd their
programs would suggest that a more accurate nomenclature for the
organization would be the association,of colleges and universities in
education."Although we have a variety of subgroup organizations and types
of institutions within AACTE, I think that we still need an umbrella
organization such as ours. However, we will constantly need toredefine our

" . common bonds and mutual interests as the orgamzation evolves. At some

point, we may want to consider the creation of more formal assemblies for
our subsystemﬁ of institutions. We even may want to mcmporafé the

- recognition of such subsystems in our governancegnore deliberately than

by C\ur présent slatemakmg and cammlttee appmntment pr(xess PIEESE

AACTE at IhE preaent tl]TlE nora deemphasn in thg Lemrahty Qf conce_rn
for teacher education. I simply want to recognize that changes in the
organization are inevitable and desirable, but they should be based upon
thoughtful lc:mg range plannmg dgslgned to aLLDmdeate changes in our
nahonal Suppart to improve programs fDr [hg preparah@n Df Educatlan
persannel. Now more than ever we are faced with the critical need for the
services and strong advacacy functions of an organization like AACTE. -

‘My experiences. with AACTE and the issues we have faced have
taught me to appréuate more fully the Lmuhy wuth wth I have

albi HL. where I :a[ar[ed in th!s
profess;on alm@st 30 years ac .1 am proud of having been a teacher’
and honored at having plaved a small part™in the activities of AACTE
to improve programs for the preparation of education personnel, But
most of all, | feel privileged for having had the“opportunity of working *
with so many talented individuals on the Board, on the AACTE staff,
and in our member institutions throughout the nation. Despite lively

- differences of opinion and occasional sharp disagreements, which are

héalthy in any nrganizatian I haue be en Cf;muim:gd that our héarts

advance EduLatlan n Amencan 5ntlety It ha% bse a pleasure 5Qrklng
wﬂh all of vou for such a significant cause.
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. AACTE AND THE REALITIES
"OF TEACHER,?EDUCATION ' -,;

J. T. SANDEFUR \
: |
Thé acceptance of the gavel symbolizing the presidency of the American
iation of Colleges for Teacher Education is a highlight of my

pme-A, nal life that I shall never forget. My feelings at this moment are
remarkahly similar to fhi‘)SEl had when | made an acceptance spgech upon
assuming another presidency- - the presidency of my'seventh gr de class.
To understand:my feelings on that never-to-be-forgotten d
understand that ] am not making a trite ¢ mpan%nﬂ you shuuld knnw that [
completed six years in a small rural one-room school in Kentucky and had
just-entered a six-grade high school with an uverwhglmmg en mljmgnt of

. over 200 students. | was elected president of a class of 3: quall\,l awed ,
seventh graders. On the following Friday, an all school a SSEmQIy was held
during which each newly elected class president was presented to the
student body and asked to make a Short speech. I shall never forget my
mixed feelings of pride and fear - pride in the honor that I had received from
my peers, and fear that [would not be ¢ d[)db‘&’ of handling such an

2 ¢ .

important job.

Mustering all the eourage I could summon, [ stepped out before the
student body and declared that despite lnadf‘qunuv% [ felt, and o WH\ILh
they, perhaps, had certain knowledge, it was my intent to devote my fullest
effort toward “leading our class in such a manner that we would become a
credit to Calhoun High School and its teachers.”

Please beassured [ make a similar commitment to you today— that [ will
devote my fullest effart toward the continued success of our association as
it represents us in matters of concern to teacher educatien. In addition, |
am confident that our capable professional staff, your elected board of
directors, and the appointed committee and commissions will continue
their unrelenting efforts to assure that our association isa credit to our

member institutions and to our profession., .
We begin our new association year facing a number of realities in te:[,u‘ her

J. T Sandefur s AACTE prosiclent for 1978, and Dean, Collene of Education,
Western Kentucky University, Bow g Green He delivered this spee h Feb. 21,

Y _ a5
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education, some of which will be harsh and difficult to resolve. Most
AACTE actions wxll be influenced in a proactive or reacting way by the
realities as seen by your leadership team of professional staff and elective
officers. The courses of action and directions we take may not alwayél

please everyone beca

e the first reality we must face is that we are an®

—’dm .mnn nnri our dedu‘ntmn to th? 1mpmu€mg—'nt (‘1f our pmf(sfqmn TD
chieve our purposes, we need your patience, your Lmdw%tanqu, nd
*

ally yvour contimued suppaort.

AACTE Faces the Realities

What are the realities in teacher education? How will they affect our
association? [ do not profess to know all of th ers, but [ have iHentified
Lwill identify briefly some areas that | believe

=ore of the vealites we fac

Bt (lc'ke*rumq of our assoviational attention.
Animportant reality 1s the not so-recent discovery that we are truly a
plural society; the "melting pot™ theory h:;a?. not worked, and,’in the wﬁr’ds of

A uu«’]i known AACTE pl;hln';nu 11, the~’r‘c 15 "o one moc c*l American.”" We

Activities in thh lmpmtmn AT nnfi lnu nmcie significant con tnbutmn%, But

it would seermn appropriate that the com n direct some attention

cilnmq Ihv Lear trmm‘d t'w ldw‘n‘i'ic‘utinn and déﬁ("r'i[mﬁn nf thé effgctiue

pmggrrmmmtu mndgh hn nndux, ing 5u,z_h tL;'m_ hiffb. ¢

2. Asecond realiy is the more recent discovery that sex roles have
changed. Women have demanded and received admission into
occupational, vocational, and.professional roles to which they had only
titutions have not

responded fully nor effectivehs to the new and evolving demands for equal

hrmited aceess, or no access, in the past. Educanonal ing

right= .

3. A third Clr‘ﬁlﬁ("ﬂﬂt reality of which we are all aware is organized
e |
teachers. With effective orgarizanon, teachers have a political, as wel as

profes—ional vorce, They have won t}w right to neaotiate for

conchittons, and roles m governance. Tully sunport AACTE ¢ ffnrt% to PffE’

amore harmonons relat wnshup between the training arm and the
prachemng profession, Pre HI{!G—H[ Hermanowic z was, in my opinion, highly
effective as AACTE s spoke=ian tor hgher education in dialogues with
organized teacher associations on issies of governance, | hope to continue
and

his example of collabaration and 1o exhibit the same kind of opennes
willingness to explore new and better ways of joinimy our efforts ta improve

tesw Bors and tenching.
£
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‘inadequate financing. It is paradoxical that our

.
4. A major reality we facein our institutians a ’d in our associ atmn is

for reform and revision of our teacher ed. ion pmgt ams, expansion and

scho 'IS at a tlmé whéﬂ mﬂatmn dﬂd declining support have caused us
fmancxal crises. It is my opinion that the formula for funding schools and
colleges of education that is based on credit hour production is antiquated
and in need of revision. If, as we must believe, teacher education must
partlglpate in new and different forms of inservice education activities,
supply nontraditional types of adult education, become more field-based,
and service practitioners more effectively, then our furrm\las for funding
must be chanqed to take into account our noncredit ggneﬂrannq activities, It
s my hope that AACTE can provide leadership in studying our funding
needs, and be influential in the resolution of our problems.

‘There are other realities. In the interest of time, however, let me move to

iSSuES as our AACTE members have seen thern. Charles Bruning,

sor of ?duLan(m University of Minnesota, and former chairman,
Adwsm Council of State Representatives (AC%R) recently completed a
survey designed to place in priority order 38 issue statements. Those 38
statements thE'ﬂ were grouped into nine basic issue areas; accreditation and
quality control; adr: ission, selection, and screening; finance
qmuemancekallabarahan involvement of teacher c:ducatmn in schoals;
preservice/inservice; research, staffing problems, and supply-demand.

m

o

Bruning collected data from all AACTE member institutions and other
selected educational groups. Respondents ranked preservice/inservice the
highest, and gavernance/ collaboration second. The main issues in these
areas were, in the ]aﬂjuag? of Bruning's survey ingtrument:

1. The need to retain and/or reestablish viable relationships with teacher
issociations of school administrators and

Crgamsatlans as well ¢
- schoolboard members.
2. The need toraddr

departments of educa tmn md their impact upon tea

q power umfaut}mrltu of state
r education.

-3. The need to exert additional effort to attain a more appropriate rale for

instifutions of highér education in teacher centers programs, -
4, The need for institutions j)f higher education to obtain greater

representation on the professional practices boards.
5. ance and’or establish credibility among teachers and
other school personnel regarding higher education’s role in inservite:

continuing «?(lucatmn

es for new teachers

6. The needtoresp 'nd te fP(iPml government manz
or retraining teachers arising from legislation: ¢.q. P.L.. 94-142
areer education, the educationally disadvantaged,

{mainstreami
etc.).

D
In)
m
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7. A need to reassert that teachers should be trained as professionals on a
university campus rather than as members of an occupation trained
thréugh the apprentice process.

These, plus many more, are realities that AACTE must face; that we as
mztltutlang of hlthT edudﬁtmn must fage}‘, Moreuver théy are rea lmes that
abuut the fu,ture:f of teanhgr edugatlon L Eft:llﬂly, we haue been sumawhat
shaken by a deluge of criticism in recent years. But times are changing, and
new responses are needed. AACTE and teacher ed ucators are responding.
WE rggugm?e the need fnr aclult learnmg WP rec ize t sllege
ig inservice EdULatlDﬂ fur SLhDDl DraLtltl(_]n{;ffa Wg recognize that we must
develop new alignments and share governance in new ways. We recognize
these réalities and we are rgspnndmg to them

[ see evidence that we are responding, at lea%t in some of our institutions,
by 1. providing effective, relevant, staff development activities to our
professors to help them see the changing face of teacher education and
their new roles if they are ta be effective. 2. | see evidence that tgacher

educators are rethinking teacher education curricula; that we are working

to eliminate nonproductive programs and courses and replacing them with
réléu’am pmqrarﬁ natic.efforts to help teachers to be more effective in their
:asing evidence that we are preparing instructional

parsonnel for ,nuntraditic;\nal settings. 4. [ see av ldgntt czf mu‘eas&d interest

teacher education be fun through credit hour pmduulun mnly, but that
we must be funded for service activity as well. |

AACTE will continue to provide leadership. [ can report to you that, to

my knowledge, your board of directors will continue to support the ongoing

thrusts of the association. For example, the Governmental Relatlmﬁa
Compmission, in cooperation with committees of the Associati
and Schools of Education and State Universities and Land Grant Cullég s
and Affiliated Private Universities and, more recently, of the Teacher

EdULatan Counc 1] of Statg Calltg s and Umugrsiti@f;‘. is rigme:;ly ]beyiﬂg

is aLt!UE and pmduc tive, The puhlnfatlung thrusat is bt::th vnslble and vmble.

" A new thrust has been added—a new commission called the Program
and Projects Commission has been funded in a limited way, and will begin
to function during the year on the cutting edge of pmgrammatlt and
developmental activity in teacher education.

education actjvity, the theme of the 1979 annual meeting will be inservice
education. The program committee has been appointed and has met during

38 - 0 44
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Moreover, I can report that in recognition of the importance of inservice



the past three days. They will be active during the yéar and will, T am
certain, be pleased to hear your ideas and suggestions.

| believe that the most significant reality of all is your evident support of
your association. Support you evidenced by your endorsement of a dues
increase to enable your association to better serve its members, support
that was shown by your attendance at this 30th Annual Meeting of AACTE;
support that was shown by your enthusiastic attendance at the excellent
programs provided at this meeting, and support that you continue to show
through your willingress to serve your association whenever called upon to
do so. .

Despite the realities, and because of them, 1 look forward to this year that
[ will serve as your president and chairman of the board of directors. Please
let me know your interests and your concerns. The board of directors and
the staff will make every effort to respond to them in an effective way.

"Thank you for the high flonor vou have given me. | look forward with

anticipation to the opportunity of working with Ed Pomeroy, his competent
professional staff, the board of directors, and with you. C
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EDUCATIONAL RESEARCH

IN AMERICA: FANTASY

AND FULFILLMENT
. .
PATRICIA ALBJERG GRAHAM

S LS

B

This opportunity to Spe‘ak to the AACTE is an occasion for me toreturn
home profedsionally. For more than half my professional lifetime [ have

 been directly involved in édu’cating teachers. For most of the balance of my

professional life [ have been a teacher myself. Once in a while | have even
done a little.research or some administration. During much of this time |

have been critical of the effectiveness of our (ull}455 and umvugmes in
\Zuarkinq with tgacher’s and with thp e y

Genemlly it hg‘; ELIﬂE4 to me, that the pnurlt!tg uf our m;tl[U,hC)HS have
excluded teauhé‘r%’ from our research and practicum efforts. We have
looked to other queatlmn!alm education that seemed more important, or if
not more important at leagt more manageable. Nowhere is that clearer than
in the efforts throughout the nation in this century to change the names of
institutions from “{eachers colleges™ to state colleges andto state
universities. This change in name signifies to me an important symbolic

-shift, one that reflected our own uncertainty over the centrality of the role

bf teachers in the educational pmcéss. In the remarks [ give today,  want to,
return to the centrality of the role of the teacher in education and how, |
believe, we must recognize that centrality. The key position that teachers
hold s, of course, subject to many other pressures. An excellent teacher,
for example, may have a very difficult ime if the schoalin which he or she
works is poorly admiﬂ“lstéféd Conversely, many teachers can be
Bubstaﬁtiallg helped hy an ah le :md sensitive admmié‘.tratm Thp

hut th& t&n;her.: reﬁmm-ﬁthe ones whu [;u:tu‘j]ly ag:lst the 5tudtnt5 in
learning. That is what good teaching is.
[ believe that too often our research in education hag not attended
enough to these simple truths about the centrality of teaching in education.
In the time available to mettoday, [ would like to divide my remarks into two
parts, First, | will discuss several general problems in educational research.

D.C .‘:;HE dtln,; red-this spec z'h'ﬂ b 29, _1.9:’8.
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development in America during much of the past 50y

contributed to the low esteem in which educational re

Each has reinforced the notion that educational research has been

inadequate, misguid Y

practitioners and consumers. By recogniz

we can be in a position to correct them, to benefit from our predecessors
I

ed, and irrelevant to the problems of educational
g these problems of the past,

be
experience, and to address through research the important educationa
problems of the present and the future with greater clarity and effectiven
than we have up to now.

185

Consequences of Problems
The first problem is that we have demanded too much from our
American society has tended to view our school

educational system
system as a cure for all our proplems. Boosters of education have always
helieved that they could best 'p%mmg the extension of sihoaéing by
promising that if more people were educated valuable consequences would

tion and expectations

D]

result for our society. The specific promises for educ
from it have varied with the times. Qur 17th century Puritan ancestors
believed that education would produce spiritual salvation. Thomas
Jefferson in the 18th century assured us that the education of the citizenry
was a necessary step for a democratic society. In the 19th century, Horace
Mann convinced citizens of Massachusetts that the moral tone of the state
would be enhanced by a publicly funded educational system. More recently,
we have called upon education to provide greater social ande
mobility for its recipients. Jacques Barzun in 1945 summed up this problem
of elevated and contradictory expectations well: ’

Saciologists and the general public continue to expect the public schools
10 generate a classless society, do away with racial prejudice, improve
table manners. make happy marriages, reverse the national habit of

smoking, prepare trained workers for the professions, and produce
patriotic and religious citizens who are at the same time critical and
independent thinkers. :

Perhaps it is fortunate that Horace Mann and the Puritans made their
arquments for schooling prior to the existence of an educational

ign to determine either eternal
sility.
onomic equality

country. The
ity is elusive indeed. But if i3 eas

enferprise in th
salvation or mo
When the more recent promise Hf promoting social and ec
through education was assessed and challenged by researchers, the public
~assumed that education had failed. Few practiioners or researchers
challenged the question itself, nameld “Should education by itself be

5

expected to produce changes i1 the social and economic order”

k” 2

r to measure mo

[
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on questions dictated bi,r unrealistic societal expectations for education.
First the résults which résearchers répﬂﬁ arg ge*ngr’ally ﬁégativé whic’h

hers i5, in a sense, tled to the

beg@ndi since the rEputatmn of rese:
perceived success of its subject prof esearch also
suffers 'But, most impartant by dé@r)tm atténtmn to thé social impact of
Pdufatlun “nut«fnﬂes rgsearchar% are neglecting study of the internal

Wé must rec r:g i7e that education is i rnpnrtant ﬂnaugh that we mu%t

e that the primary reason we edumte pemple; is not for
saluatlmn m()ra]lty or mobility, but for llté"ac’u There may be other, useful
side efferts of educ icy must be our first.goal. In the past.we
hav. o ireluctant to argue that mere lite in its broadest se
adeq. :1ejustification for the educational systern. Until we are 19
accept that the principal business of the educational enterprise is to make
pers‘cmslitemté : 1]@ to rf;*ad wr’ite manipulaté "umbals and dEUé]D'p

ation, but liter

cmntmue m harga the PdULdIlDﬂdl system wnh und r‘takmqa in whlch lt 15
doomed to failure More important, we will misunderstand the LEﬂtI’d]
purpose of education itself. Education is not simply a means to an end: it is’a
legitimate end in itself. Achievingliteracy {or our total pmpulation is a

. difficult challenge. We are unlikely to m"hievg genuine progress towards

universal hteracy unless we place it as ‘the preeminent goal for the
educational system,

I should add to that I am not simply in favor of a narrow “back to basics”
movement in teaching methods for materials. The basics are a part of the
“literacy” toward which we shotld be aiming. By “literacy™ I mean the ability
to read, write, manipulate symbaols, and develop independent means of
making judgments and determining actions. | am arguing for the broad goal
of preparing students with the many skills they will need to function
effectively. Such skills provide access both to varied employment

ties for personal fulfillment. Both

possibilities and to greater OpporiL
re vital.

consequences

In arguing thakit is unreasonable to expect educatio <
income and eliminate sacial class, [ am nu?takmq the pc 5' on ’that
education should enforce the status quo. To the contrary, one of the major

qoals of the NIE 15 1o nﬂpmve equality of educational opportunity,

50 the first point | have made is that we must have enough confidence in
the importance of education to value research which focuses on the
ac

educational process itself rather than mainly on the societal implications of
education. i
_ , )
The second problem which has characterized educational v rch has
a2 _ 40
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been the problem df disciplinary rigor. In my view, the last 70 years have
been one long turgid debaie aboui wheiner theres a disaphne of
education. Colleggs and departments of education within universities have -
in ther battle for academic status

had to overcorme a number ¢ nandicaps
and acceptability. Education is a relative newcomer to the university
community. As an applied or clinical énterprise which trains practitioners,
education has had to share the accusation of academic impurity also leveled
ness schools. But education has carried the

re not rich nor who

at medical, law, and busi

additional burden of producing practitioners who we
possessed high occupational status in the eyes of the larger society.

Given these problems, it is not surprising that educational research ha
responded-—or perhaps, | might argue, has overreacted- with a stress on
methodological purity. In part’bdcause the highest academic status ha‘
ly been enjoyed by the quantitative methods of the hard s

[
i

traditions
educational researchers have “gone empiri ‘al” with a vengeance

The scientific method, as it has percolated down through the social

cj:‘c—'dlnql Jmpulm in educanonal research. Few
ly designed

sciences, has become ex
e h L1rt|t les are free of elab Qrd[él

diﬁié‘.’ftdt](,}[’]h nn(i few rese.

cation

e of pr()t‘gléms to ones suited to IhéSE_’ .
. Thus the study of education has
15 which are not

re Senr‘ch %trmpgw% Emd met hr’»r]nln
taken on unspoken parameters, excluding those probler

‘amenable to investigation by these means. L2y

i
bind

- A, . . B N . 3 . F

The third issue is the selection of suitable topics for research. Education nal
sarch often views the practice of education from a scientific perspective.
assumptions about how to study and

This perspective contains irmiportant

hnw to improve Pdurahmn (”!CIEHTI"[‘S ssume knuwkdqp arises frC)'m the

iswlatmg Ore leL rete ele ment or var: fz} lg —nd c untmllmg every nther factor’
This knowledae is analyzed or agaregated in the laboratory or thE scholar’s
study and is applltd to the world of practice through a varie
interventions. These reforms share the characteristic of trwnq to makt tht

practice of education more ™

For example, most efforts to improve teaching in the last 20 years h
“used on Improving the scientific quality of what teachers knew, or in how
they Cur’n,r'ﬂuni(;ated their knowledge to students. Thus we devoted

res es and energy 1o basicrese
develope d curricula which were lauded as being “teacher-proof,” or

d tworks to provide teachers with up-to-the-minute

ch in cognitive dF’\!F’](}Pmé‘Iﬂ

asigr md dissemination ne

knowledge on how to teach, what to use, or how to use it.

Howev s William James t :ld us nearly 100 years ago, education is an

4) ¢ 43
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art as well as a science, an admonition that NIE's authmnsmg statute
re;Dgnled in 1972. To the extent that teaching is an art, we may need to
reexamine many of th assumptions between our research and
development strategies

Artists and craftsmen rely onintuition, accumulated experience, and
informed judgment rather than rational analysis and EE”-LUHSCiDUS
methodologies. “From this perspective the improvement of teaching might
‘emphasize strategies which support the refinement and criticism of
practice, including expanding opportunities for interchange.between
teachers, increasing the quality of supervision and apprenticeship
programs, or creating oppartunities to experiment with new techniques in

e ¢

=i
clinical settings. But the fact remains that many of the topics we chose are

naot the crucial topics i in educational practice. s

o
‘m

The combined effect of the phenomena | have described in the
development of res qjqes

.erh suggests that we must for the future begin to build
anew set of expectations and research postures if we are to be more
syccessful in addressing’the major probléms of educational practmane rs. |
do not mean that we should look for a single research igm to serve as
a panacea; nor do | mean that we should abandon the methodological
expertise and the substantive work done as aresult of the pressures [ have

scited, We are not dealing with a simple "theory versus practice” problem.

‘We are déalmg wnh an énarmaley complex prablém Df thE"Dr’y’ aﬂd

The r‘eally ‘»‘hard" questions inunlued in educatin gf 'hh;mu; bec
they do not lend themselves gagnly to the “hard” disciplines, challenge our
out the dlfflLLl“lE‘&a Df
ificant questions.

ability to provide answers. But I am less concern

In terms of research, an (jverérnphi%\% on the scientific rngthud has led us
to prefer the “do-able” to the significant topic. Emrnenmég we hava
gschewed topics that are complicated, human issues . preferring to
undertake less emotionally freighted ones. The problems of education are
human problems, not laboratory ones; and if we are to improve education
through research, then our research must be on subjects that deal with the
essence of these complicated dilemmas. Such rese will require greater
intellectual nisk-taking by the olars and practitioners undertakingit. But
when it is successful, the increased understanding will be substantal and
important. [n recent years research methods have been developed which

.do address more directly the questions of how to improve educational

practice. Research in classroom settings and case studies both deviate from
more formal approaches and make great demands onintuition, on
and on continuing interaction with educational

“elegance” of analysis,
practitioners.

115 themselves makes use of fundamental research

L
-9
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practlcal concern to EdULgtDr’s Such cmllgburatmn bgtwpen rasaanhers
and teachers permits the distinctive insights of hcth to blend into aresearch
design that encampass?s both views.

Major NIE Goals

As we have developed our goals and our future budget requests at NIE,
rged from our deliberations. These come

ite and the policies of the National Council

orrEducational Research as well as from our frequent consultation with
educators and lay people throug huut the United SYates. In broad outline,
these goals are to increase educational opportunity by addressing issues of
educational equity to plan all of our activities so that they will be realistic in
helping to improve local educational practice. We intend that these goals
not simply be an agenda for a research program, but that they permeate
how we are organized, what procedures we establish for-decision mgkmg,
and how we communicate the results of our activities. Let me comment
briefly on each of these major goals.

two major objectives have eme
from our Congressional mand

1 »Eu ‘

By ed cati ﬂal equity I mean éffnrt% to réduce the 'prediitiue valug le

ncst be dcma qungkly, but the 3Qa15 must be purz:.Led. ThlS mission is
fundamental in our mandate from Congdress

This year we are beginning several efforts to build on our previous work

" in the area of equity. We are establishing an annual Educational Equity

Res&arch Grants’ F’r’ogram which will fDCu';; on fiue r’rﬁjcr 155ue:j (f)

Exempldry meth ds nf Edugatmg EtUdgnts in de;egr ate d settmgs (b)
studies muDlumg multicultural and bilingual education; (c) research on
women's education, including the problems of sex ml stereotyping; (d)

work on behavior problems in schools; and (e) special studies of legal issues

" in the equity area. I might add that we believe the format of a grant

egmpetition, rather than Requests for Proposals for contracts, may attract
a broader gmup of researchers who waould prefer to formulate their own

The sec rmd mission of NIE is a commitment to the improvement of
Ed ucational practice. Asin the case of equal educational opportunity, we
end that this goal should be reflected in every aspect of our organization
End program. We will strive to insure that all our work is directly related to
improvement of local educational practice. This mission has quided our
seléction fresearth topics, the choice of deswgn strategies and funding
mechanisms, and plans for utilizing the results of our research. The
administrative reorganization plan that we submitted to the U.5.
Department of Health, Education, and Welfare illustrates our efforts to
address these central issues of equity and local educational practice. We

a5
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now intend three major program units: {a) Teaching and Learning, (b)
-Educational Policy and Organization, and (¢) Dissemination and
lmpmuempm of Practice. While no organizational scheme ever guarante

Ité‘. we are deE%tlu hor t,ful tlmt ours w111 not impe d h t wull
e equity in educ ation and

WI” improve IDcal Edu(_atlunal pmc_tlte.

Specifically within the next year we will focus our research efforts on new
initiatives in four areas: (a) increasing student achievement, (b) improving
teaching, (c) revitalizing urban education, and (d) relating secondary
schools ¢ nd yaurh pallcy To give you a flavm nf thg pe s of prD jects we

tea Lhmg

One group of programs will be organized to identify and describe
effective teaching practice. These projects will Utilize a variety of
fundamental research techniques to study the complex relation ship
between teacher characteristics and student achievement. This research
will include special attention to teachers who work with 5tudents from
varied backgrounds. We know that the greatest challenges for today's
teachers arise from the diverse needs of children from different social,
ethnic, racial, and language backgrounds as well as the soci jl and learning
problems of the physically and mentally handicapped. We do not expect
that our research will uncover panaceas, but we hope it will s strengthen and
st successful teachers in sharing their skills and strategies with their

colleagues

A second cluster of studies will deal with the professional development of
teachers. In this area we will explore methods of sustained, individualized/
technical assistance to teachers, studies of approaches to school
decision making that facilitate true teacher involvement in ¢ curriculum and
s, and development of models of improving the career

INstructional 1ssuce

opportunities of te:
Third, we will continue «n existing effort which is examining the spevial
nning teacher and the develapment of first-year intermship
wve been mandated m several states. Finally, we plan to
cundut ta vqnptu of policy studies related 1o s?ﬁt)e_ and lo ertification
systems, and projections ony the supply of and demand for teachers.

A New Era of Humility and Pride

Let me conclude by obse Jing that | hupe we are entering an era of
combined humility and pride in education. The humilty stems from our
recognition that education falnm" cannol change the social and economic

order. Both our research and our humaon expenence attest to that, Humlty

needs of the beq

s from our awareness of the tremendous difficulty uﬁjfmy m
of literacy our entire population. We have not

also spring
bringing to satisfactory levels
done that yet, and we must.
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Our pride results from the knowledge that we are cnaged mavital
enterprise. Too many of us have friends who beheve thew joabsare s
meanngless, unimportant, remote fronm issues critical to the socete. Wean
educanon. particularly those of us who teach, van STy o sU I osense of
isolation. Let us recognize that our work thousgh chiffic alt, = mmporiant. As
educators, we provide our students with theskills 1o transcenc the

boundaries of Brerr personal experience. We provide the entree Toawo led

hevond thenselves. Being able to reads townite, Tornanipulate svimbuols to

develop mdependent means of making judgments and determmmyg action

i short. to be iterate 15 to be able
one's talents permit. We as educators help people to do Ihﬁa\’\hf ary

1o partake of the world as broadly as

j o chagnned by our fadures, Bul we must take pode i our successes ancm

the sigmific

noe of our enterprise,

&
e
/
0
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WHAT HAPPENED IN THE

STRANDS?* .

Eight strands to provide depth and breadth oncurrent research about .
the career cycle of teacher education were built into the 1978 Annual
Meeting program design. Not only should participants have left the Annual
Meeting with a grasp of the state of the art in a research speciality, but also
with a renewed sense of the importance of the'sqarch for new knowledge to-
meet pressing needs of change in educatiana};stéfﬁng, The following is
taken from the Friday morning panel summdry and synthesis of the two
days of strand sessions. | o
STRANDI: Selection and Retention of Stadents in
Preservice Teacher Educaiion
STRAND II:'Specifving Teacher Education in

‘Measurable Terms

Detecting that medical school selection research is gleaned from
education, Jeanne Wardian, Gonzaga University, Spokane, said, “We
perhaps haven't operationalized as well as they have,” and suggested that
teacher educators “think along that line.” In her synthesis of strand [, she'.
found that selection of students, “a-critical part of retention,” is often
neglected in formal research. Available research is treated more as
predictors of strengths and weaknesses used to individualize programs for
effective retention. About strand I, Wardian remarked on the “degree of
sophistication of data arid evaluation” related to competency-based teacher
education (CBTE). She referred to programs at Oregon College of
Education, Monmouth,.and The University of Toledo, Ohio. Elements of
the original CBTE model, she said, are no longer viewed as a strategy for’
teacher tfaining and curricula development, but have been refined and.

adapted, and “whether it is called that or not, it is there."

STRAND IlI: Maximizing Student Teaching and

Other Field Experience Outcomes

Instrand Il synthesizer Kevin Ryan, The Ohio State University,
Columbus, found the same problem —progress in using field experience as

(,!
*Strands” small groups set up to pravide intensive followup of major pragram
segments  were hoeld tnee an bath Wedne dav and Thursday of the Annual
Meeting. Sunthesizers reported meor conclusions, and abstracts of their reports

e are included in this sechion.

. »
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a training device is hampered by “limited theory, little fundamental
‘research, and Iitt’le use ﬁf concepts frum related disciplines Adequate i
as a profession can defme a gacad teacher educatmn laboratory in publlc
-schools, we will obviously never get the resources required.” Student
.,'_teachlng pular and has abvmus opportunities. However, group norms _
and scl organizational culture tend to make student teachers more
discipline oriented, more custodial in role sets, and less democratic.
Recommendations wefe made to conceptualizelaboratory experiences as

..part of selection rather than training. State of the art papers on

microteaching and simulation showed that although these training methods
are widely used, it is unclear that they are effective. Three years of research
on protocols, supplements to learning concepts infield and classroom, have
. shown among other things that knowledge reteamn has been as high as 90

" percent of onginal learning, and ovér 5,000 protocol prodiicts are in use:

*ﬁalhng for “serious reflection on teaching models,” Ryan said, “we may

. actually be doing teachers a disservice by equipping them with teaching

‘models that requnre substantial amounts of experience before they can be
uséd successfully.” Ryan noted that thoughtful recommendations were put
forth in two papers onft:hmtal experience in ;nsultncultural education and
mainstreaming.

- STRAND 1V: i[’ ng Tedchers to Integrate -
Children with Sﬂ ,al leed into Regular ’
Classrooms A :

STRAND V: Preparation of Education Personnel for
lnnovatlve Prescrlptwe Teaching Programs

“Realistically, the kncxwledge base does not exist with respect to spcial

. Teeds in regular classrooms,” repdrted strands IV and V synthesizer

G. Wesley Sowards, Florida International Unfgersity, Miami. He termed
research on mainstreaming more *'belief based’” than knowledge based.
Teachers and educators are enthusiastic about federal legislation (P.L. 94
142), but Sowards expressed conterimthat mainstreaming ““may have as
many deleterious effects as-peneficial ohds on students in the classrooms,”
and that proponents may be seriously underestimating costs, thus creating
more problems. Areas needing research, Sowards pointed out, are: closer
parent-teacher partnerships, lndl\!lduahEE’d instruction; criterion-referenced
evaluation systems; classroom organization and operation models and
teaching models; clarity of definitions; faculty understanding of inevitable
curricularevisions; and more communication between special education

. ‘and elementary education faculties. .

In discussing strand V, Sowards said that while not new to teacher
education, diagnostic-prescriptive teathing, a technical term for
individualized instructionand learning, remains 4 powerful and deﬁﬁandi’ng

&
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practice. He acknowledged the many state-of-the-art advances over the

" past }0 vears, primarily through the work of research and development -

centers and regional laborgdpries. They have developed curricula and
instructional systems that, fie said, if accepted by teachers, are ready for
use to help realize goals for individualized learning. Sowards expressed
concern about establishing effective communication between the
laboratories, teachers, and teacher educators to make these systemns
known and get them into practice. :
STRAND VI: Follow-up Studies in Evaluation of
Teacher Preparation Programs

Commenting on strand VI, Kevin Ryan said that many follow-up studies
are often done under great duress, generated by external forces. Thereisa
lack of motivation to finance evaluation of graduates, he said. He called for.
standardizing traditional evaluation questionnaires. Follow-up studies
on clear planning or theoretical framework. Reporting that 42 percent of
NCATE-accredited institutions are doing no follow-up evaluation, Ryan said
that institutions can anticipate greater emphasis next year on NCATE

Accreditation of Teacher Education, National Coun#l for Accreditation of
Teacher Education, 1977. Standards become effective Jan. 1, 1979.)

STEAND VH: Relationships between Teacher

Behavior and Student Léarning
STRAND VIII: The Evaluation of Teaching and

Findings reported in strands VI and VIII are “richly suggestive,” but are
not prescriptive, said synthesizer James Raths, University of lllinois,
Urbana. While there is much data available, he remarked that gerieric
teaching skills seem not to exist, and that some learned skills may be helpful
to some students and “actually hurtful for others.” Viewing teaching as a
holistic system, hetadvised caution in interpreting and extrapalating resudts
and awareness that side effects do occur in behavior studies. Data suggest
that direct instruction is important in teaching basics, that teacher
education students need to learn analytic skills for assessing pupil signals,
that students need more practice in making ethical judgments, and that
means of “consuming research ought ta be in our programs,” Raths
continued. As a possibility for teacher education he related Ned Flanders’
{of Oakland, Calif.) proposal for two distinct teacher education programs in
all colleges that would be tested and evaluated against each other. Another
alternative would link placement with teaching of methods. Raths warned
that the data seem to be looking only at teaching basics,"and should not be
used "to make harsh judaments about teaching.” :
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Assisting with the strand syntheses and summaries were Rabert Bran::h
Gonzaga University; Edell Hearn, Tennessee Technological Umversnty
Cookeuvillé; Lou Kleinman, University of Miami, Fla.; and TFheodore
Manﬂlakes University of Illinois, Urbana.
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AWARDS

'DISTINGUISHED ACH

— P - PANEL OF JUDGES
1978 DAA AWARDS Richard C. Kunkel (Chair)
FOR DISTINGUISHED Chairman, Department of Education
- ACHIEVEMENT Saint Louis University, Missouri
" Oral Ballam
Educational f'rafgssmnals for Indian Dean, Gollege of Education
Children o ‘Utah State University, Logan
Northeastern Oklahoma State — ST T
University, Tahlequah Dale F. Nitzschke
77777 . Dean, College of Education -
CERTIFICATES OF Umverslty of Northern [owa, Cedar Falls
RECOGNITION Janice Weaver
! Dean meesslr;mal Studles

“Center for Child Development and

Educaton”. | lassoor
University of Arkansas at Little Rock VE‘I‘QIEI 5. WEt‘b
" ' Professor of Education
Program for Alternative Careersin Morgan State University, Baltimore,
Education” Maryland ’
HerbertH. Lehman College of the City T .
University of New York, Bronx Richard Wisniewski
Dean, College of Education
“School Based Teacher Educator University of Oklahoma, Norman
Program” :
University of Houston, Texas DAA RECIPIENTS
AWARD FOR OUTSTANDING 1977
WRITING o

Western [llinois University, Macomb

Classraam Teaa:hmg ,an,d Learnmg 1976
David C. Berliner, University of Arizona,
Tueson, and
Charles W. Fisher, Far West Laboratory

The University of Vermont, Burlington

1975

for Educational Research and ) B
Development, San Francisco. Memphis State University, Tennessee
California
RECOGNITION ROLL FOR 1974
SOUND PRACTICE Oregon College of Education,
“Multi-Occupational Modules™ Monmouth
Bowie State College, Maryland 1973

“Human Relations Program”

College of Saint Catherine, St. Paul, State University of New York College

Minnesota at Cortland
“Educator-in-Residence" 1972
The University of Kansas, Lawrence Sohs o o
e University of Kansas enc Tem'pl R ersity, Philadélphiai
— _ _ Pennflvania
_ Ef L)
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1971
Weber State College, Ogden, Utah .

1970
, "Marshall University, Huntington,

West Virginia

1969

The University of Connecticut, Storrs
1968

University of Maryland, College Park
1967

University of Georgia, Athens

1966
Central Missouri State University, - -
) Warrensburg -
1965 :
Central Michigan University,
Mount Pleasant

For Distinguished Achiev ement

Northeastern Oklahoma State
University, Tahlequah

Elwin Fite, Acting President and Chief
Institutional Representative

M. L. McClure, Dean, College of
Behavioral Science

R. Fount Holland, Associate Professor
and Project Codirector

William R. Thorne, Project (‘Dd:récmr

Education Professionals for
Indian Children (EPIC)

EPIC is designed to increase the number
of Indian educators capable of effective
teaching in }n Indian culture. It is a
cooperative vgtiture with the Cherckee
Nation, and fries to maintain traditional
Indian philosophy that educating the
Indian child belongs to many groups and
individuals, maxply teachers, counselors,
admimsﬁ-atms pargnts thf—f Indian

5

"Three separate pnjgamé are avallable:
PRE: INTERH ‘T EACHﬂG PRGGEAM

- exploring Indian edutah@n as a career.

INDIAN INTERN TEACHER TRAINING
. ‘PROGRAM,; fot senior students
definitely planning tE! enter Indian
eduéation.
SCHOOL GU!DANCE, AND
ADMINISTRATION, for graduate
cstudents in education.
three provide -academic, seminar, and
field training experiences in schools
attended by significant numbers of Indian ™
children. NEOSU students learn to relate
the efforts of teacher-counselor-
administrator to provide total education for
Indian children. The graduate program
offers flexlbﬂlty in career chmce because Qf

number of Indxan women ehgnble for

administrative positions in education.
EPIC was started in 1973 with f\a’ndmg
under the Education Professions
Development Act, Indian Set;Aside
Program. 1976-77 fundirg changed from
EPDA to Indian Education Act, Title IV,
Part B. EPIC's budget totals $15%.29.

Since its béglnnmg, 138 students havé

graduated frc:m the prggram ‘94 percent
have received initial employment, with 78
percent working in sorne aspect of Indian
education in public or Bureau of Indian
Affairs schools, or with tribes and Indian
organizations.

Oklahoma has the nation’s largest Indian
population, but a 1976 survey identified
only 15 Indian counselors, 21
administrators, and 288 teachers.
Certificate of Recognition
Univerpity of Arkan: - Little
Rock
G. Robert Ross, Chancellor
Jerry Robbins, Dean, College of

i Education. and Chief Institutional
- Representative %
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" Rose A,’Bﬂﬁl C.‘hairpgfsan Départment

nf El;-memary Education

Center for Child Development and,
Education *

Popularly called the Kramer Project, the
Center for-Child Developnient and -
Education blends three traditionally
separate forms of education —early
childhood education, public elementary

. education, and educational day care—to

help insure continuity from preschool to
elementary seha::nl w;th minimum
ccﬁsgtenzy,

The Rfamef F'mjeﬂ mntﬁbutes to

caﬁtmuny in t:t:ﬂt:épt aﬁd in plgnmng an
educational program. It provides faculty
with a site to try new curricula on students
of a wide age span.

Several major efforts at Kramer provide
inservice training opportunities for
teachers: Project AWARE, Project LEAD.
Parent Involvement. Aide Enrichment. - ;
Faculty Meetings. C"‘iﬁmunny Awareness!
and Outreach.

Project AWARE, in its seventh year, is a
social development program for
kindergarten-elementary school childrén to
help them understand themselves and
their peers, and to facilitate their respect
and concern for themselves and others.
Project AWARE has spawned an inservice
graduate course and weekly workshops for
staff dev&lapmem It is now a vnal

in all schools in th!le Rock. and is bemg
explored for use in aother parts of the state.
nation, and world via outreach programs.
Unigue to the center is its joi
sponsorship by a number of agencies and
institutions. Thé University EDntflbu!Eﬁ

Dlstnct funds the Elememary pfogram and
gives $50.000 for preschool and
elementary day care. Arkansas Social
Sefvices, through Title XX monies. covers
the educational day care components,
including full day care for 69 children

54 60
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betwaen six rnanths and fl\lE years, and
é‘narﬁ!me care for 42 school chxldren

Por

Herbert H. Lehmani égllege, City
University of New York, Bronx

Leonard Lief, President
Eh:hard L. Larson, Acting Dean
: Division of Educggion. and Chief
lnstltutmnal Representative -V
Bernard Flicker, Associate Professor,

i Secondary and L.antmumg Edua:atn:n
Program Director + .

F‘mgram for Alternative Careers in

:Education (P.A.C.E.)

{ P.A.C.E., a nontraditional program
: combining teacher and human service

career education, prepares undergraduate
hberal arts ‘majors to fuﬂctmn as gducatnrs

service lnstltunéﬁs

The program's core combines a student-
designed learning contract, developed with
faculty advice and an on-going, agency-
supervised internship. ’

Humanistic education is considered a
fundamental principle, and is essential for
self d&veiépme’m Studems aﬁd faculty

leafnlng resources Lnﬁ%lstmg Df seminars,
waorkshops, tutorials. independent study.
and off-campus activities that tie in with
achieving competencies.

The competencies are broken down into
generic categories: organization of
leafning assessment of studem fum‘_tianing

and dynamn:; of mterpersanal I
adiitinn studéms must dermjnsm te

me:thads of tga,ihmg EpEElflE subjects at
elementary and secondary levels.

Internships emphasize the agency
supervisor as the frainer of the student,
rather than the college faculty. Field
agencies include public and private



) institutions engaged in some form of “that P.A.C.E. graduatl are choosing
education or training—museums, prisons,  alternative education careers.
community drug programs, hospital P.A.C.E. staff caution that schools
programs, centers-for emotionally * ., planming similar programs should spend at

disturbed children and for the aging.and - gast one vear in planning. College faculty

.many more. Funding comes from Lehman  should be volunteers.and agency staff
College and the CUNY Chancellor's Grant should be brought in early. Junior and

for Curn_‘!culia; Dl\{éfsl}y- The present senior students should be screened. -

budget is SSQ 490. - -Support from liberal arts depaﬂmems
.40 responses to an internal survey show should be enlisted.

Certificate of Recognition of training materials was publisﬁéd

4. A multimedia training
Umug:slt{uf Houston, Texas designed, tested, and is being used
Barry L, Mumitz, Chancellor extensively. . L
Robert B. Howsam, Dean, College of 5. Astgdy of SBTE credentialing practice in
Education, and Chleflnshtuhﬂnal the United States was completed.
6. A survey of Texas-educator perceptions

Representative : 3 S
W. Robert Houston, Associate Dean of selected credentialing issues was
. and Program Director conducted.
St N k for Pre . 7. Abillto finance SBTEs and teacher
Sc?ltg ) Et“’ﬁ; T or h“—? ring centers was introduced and almost passed
ool Dased leac in the Texas legislature, ~
Educators 3 8. These researched programs, and the
School based teacher educators SBTE name itself, were found to be widely
e mrefa, ] edie used.

(SBTE) are professional educators
responsible for staff development through
preservice, inservice, or continuing teacher
education in elementary and secondary

schools. The University of Houston various local and state sources. Itis
organized a network of 40 teacher centers, allocated as follows: 38 percent for
governed by an advisory board of 14 Texas developing new, inngvative training

educamrs to pmmdg pmfe,ssmnal programs; 50 percent for delivering
i inservice programs; 7 percent for

Durmg t,hcz past two vears, the SBTE administration; and 5 percent for
network has accomplished the following: ~ €ontingencies.
1. Critical knowledge and skills of the SBTE ~ Texas' SBTE proaramis commendable
were defined through a literature search, I its developmental/implementation
research study of current practice, processes, and in its achi#vement in
conceptual paradigm based on clinical bringing together diverse constifuencies
practice, analysis by a national panel, and  throughout the state to work for the
survey of 33 Texas educators. improvement of elementary and secondary
2. Assessment instruments were designed.  school instruction.
3. A 364-page annotated resource catalog F -

)

The total budget for the SBTE training
program in the Houston Area Teacher
Center, $16,200 per year, comes from

w7
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. research on teaching is placed on

For Chltitana“ q Wnlmg .

Charles W. FlIhEl',%ﬂf West
Laboratory for Educational Research &
Development, San Francisco

David C. Berliner, Professor and Head,
Department of Educational- Fsy;:halagy,
Uriversity nf Arizona, Tucson

Theoreticgl Paper: * Qnan-(:imp‘_al
Inquiry in Researchon *
Cllnrnnm Teaching and.
Learning”

-

Caoncerned that too much emphasis in

conventional experimenfation, the authors

; propose greater use of quasi-clinicalinquiry

as valid classtoom research.

Their definition of quasi-chnical dénotes
“considerable reliance on clinical
approaches, but without any desire to
abanden measurement, quantification,
hypothesis testing, and other aspects of
empirical social science. ... [It]implies a
broad view of the ,lassmcm teaching/
learning phenomenon . . . including
teacher-student interactions, grouping .
patterns, playground fights, teacher .

"y Ty

F 3 i

isolation and support mechanisms, .
{and]} must not be restricted to the
presentation of cognitive material.”
Classrooms, they assert, are-.unique
social institutions. F’henamena that .
individual classrooms offer for study are ..
complex, dynamic, and extensive.
Conventional experimentation is
inherently weak because of uncontrollable
variables—even weather can affecy results. .
.Thus, the methadology must be broad,
and irwcglue rgpeatéd me;asures over
unusual) aﬁd on single entities (mdlvldual .
classrooms). Db}echue measures combine

. with first-hand experience to make up the

data base for 5pec1ﬁc ernplm:al siucfg

tharactznsncs Df the mhabltants of the
school culture. "By actively engaging the
teacher in setting up a project, instead of
passively observing, the clinician fulfills dual
goals of generating knowledge and of
helping school personnel.

The authors warn that quasi-clinical
inquiry in one school may not be applicable
to schools in general. Nor do they intend to
displace conventional research.
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Recogrition Roll for Sound Practices o :

Bowle State College, Bowie, Maryland

Samuel L. Meyers, President - :

O. E. Jack, Chairperson, Department of Education
Multi-Occupational Options in Teache® Education

Teacher ::iaﬁ'diﬂates at Bowie State. in addition to majoring in'an academic
teacher education disdipline. can learn job skills other than classrcom -
teaching. The Multi-Occupational ‘Options program offers job skills “
concentration —business-clerical, business-accounting. motor development. -
human services, and intercultural learning—to give students diversity in =
career choices once they reach-the job market. .,
JThe College of Saint Catherine, Saint Paul, Minnesota’

Sr. Alberta Huber, -President - ) : -

Kenneth E. Vos, Chairperson. Department of Education

Human Relations Program

To comply with a Minnesota Board of Education regulation requiring human

" relations training for certification. St. Catherine’s began a four-year noncredit
human relations program. as opposed 1o a single semester course. With a

h faculty advisor. students plan their own minority group experiences, and
schedule courses. workshops. and lectures with human relations
components. A written paper and discussion with the advisor fulfill the
v requirement. .
\~| The'University of Kansas, Lawrence -
Archie R. Dykes, President
Dale P. Scannell, Dean. School of Education !
Educator-in-Residence
Kansas' Educator-ih-Residence program. initiated in 1972-73. has:
successfully achieved its goals to: expose students in campus-based teacher
-education programs to views. ideas. and perceptions of practicing Kansas
educators: expand working relationships of the School and state professional
organizations: allow stdfe’ education leaders to become better acquainted
with University students, Taculty. and administratars: and to demonsirate the
Schoal's commitment to collaboration in teacher education with state
practitioners. s
— e i _ ] —
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AACTE—YOUR ACTIVE VOICE
IN PURSUIT OF QUALITY

EDUCATION o

" In a field of constant, often rapid change and emerging options, the
American Association of Colleges for Teacher Education remains the. -

national voice and action onsortium of teacher education:. <

e

Actingin behalf of its almost 800 member colleges and universities,
AACTE helps the education profession continue its search for ways to
improve quality and diversify services of teachersalready in, and entering,
the profession.

AACTE is the only national voluntary association for higher education
institutions devoted to teacher education. Collectively, these institutions
prepare almost 90-percent of education personnel eligible for initial
certification. Many of these institutions offer practicing teachers and school
officials opportunity for continued education through inservice training
programs. '

With AACTE's active programs in multicultural education, staff and
program development, accreditation, governmental relations, and
communications, members can discover new ideas and gain insights into
the problems shared by all teacher education institutions. Thmugh the
Association théy have a common voice in dealing with other professional
organizations and state. and federal agencies.

In fulfilling its mission, the Association collaborates with many others.
Instrumental in organizing the National CDunanDr Accredltatmr\ nf
Teacher Education, AACTE is a constituent
cnspmnsor aﬂd flscal agem fc:r thé ER]L CI :

rihghc}use on Tea(: her

Aasauanc}j Dpératas thr; secretanat5 fDr thr; lﬂtematu)nal Cguninl on

" Education for Teaching and the Associated Organizations for Teacher

Education, {

Reaqular Aséﬁt‘gnan publications inc Iude the bimonthly Journal of
Teacher Education, the AACTE Bulletin, Legislative Briefs, AACTE
STATEments, monographs, and books. Other membership services
involve active participation in workshops. leadership training institutes, task
forces, and the Annual Meeting, held each year traditionally in Chicago. All
these publications and services are aimed at expanding the field's
knowledge base and ability to prepare not only competent but quality pre-
and in-service education personnel.

| 6
58



AACTE's policies are déveloped by an elected Board of Directors. Its
prime, but not exclusive, constituency are the three to seven institutional

representatives appqmted by the collegiate members in all 50 states and
three territories.

National AACTE dffices are hcxusedi‘n the National Center fcr Higher
Education, One Dupcmt Circle, NW, Suite 610, Washington, DC 20036,

[
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1978 ANNUAL BUSINESS

MEET!NG *
PRESIL?ENT HERMANQWICZ: The Annual Business Meetmg is called

to order.
“This section of your Annual Meeting Program is entitled “Critical \

‘Decisions for AACTE: The Annual Business Meeting.” The title is an apt

one, for the AACTE organizationally in common with its member
institutions faces some (:ntn:alch}alces about goals, specific directions, and
means of attainingthem. This Business Meeting is divided inte feur basic
parts: (a) Reports of organizational maintenance committees, e.g. tellers
and auditors; (b) a vote on a proposed Bylaws change endorsed by your
Board of Directors: (c) 8 vote on a proposed dues increase endorsed by
your Board of Directors; and (d) other items which might go t’\me before the
house. ’ \

Auditors Committee

this time we will turn to the report of the Auditors Committee. The
Ch' jﬁerson is Ted DeVries, president Valley City State College, North

“'ﬁ'\é Auditing Committee has examined thereport of the accounting
firm of Paul Browner, Chartered, Certified Public Accountants of Silver
Spring, Magyland, for the 1977 fiscal year. We are satisfied that the audit is
consistent with recognized auditing procedures.

“The total assets of the Association for the year ending December 31,
1977 were $547,836, an increase of $133,100 over the preceding year. The
excess in;ome over EKEEF\SEE was $144 454 This fompares favorably with

£ with an excess of

income over Expeng.e oj $18,598,0D_

“The Executive Director and his staff are to be commended most highly ,

" for their prudent management of the fiscal affairs of the Association during

the year covered by this report.”
—THE REPORT WAS ADOPTED.

*The 1978 AAC TE Annual Business Meeting was held Feb. 22, in Chicago, Il
Excerpts of the meeting transcript follow. Except as spéuﬂsd LDmmEm‘ary is by
Henry J. Hermanowicz, AACTE president, and dean, College of Education, The
Pennsylvania State University. \

. -
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Te lers Qummlttee Report *

" Nowit is time for the Tellers Committee, presented by Barbara Hill,
Director, Division of Teacher Educatnon University of the District of
Calumbia.

“We verified the official election ballots and the printout sheets at the
AACTE headquarters on January 16, 1978; and we do certify that the
. election countis accurate. Fhe results are as follows: ’

' “AACTE President-Elect—Bert L. Sharp, Dean College of Educatmn,
University of Florida. _

“At-Large (Position A)—Amelia S. Roberts, Dean, School of Edu‘catlon,

South Carolina State College, Orangeburg, South Cal‘ghna

“At-Large-(Position B)—Robert H. Anderson, Dean, College of
Educatmn Texas Tech Umversﬁy, Lubbgck Texas :
Rh@dé 'isliahd (:ollregtei F‘rovnde;m:e;, Ehocle Island

“ZONE VI—Arnold Gallegos, Dean, School of Education, Western
Washington State College, Bellingham, Washington.”

—THE REPORT WAS ACCEPTED.

Vote on Bylaws Change

. The next item of business is a vote on a proposed Bylaws change. All 4
institutional representatives have received notification on the prqposal.
Sister Marie Michell Schiffgens, chairperson, Department of Education at

Marycrest College (lowa), will report on it briefly and then move its
adoption. Discussion from the floor will precede the vote.

SISTER SCHIFFGENS: “The Board of Directors has endorsed a change
in the representation of Associated Organizations for Teacher Education of
the AACTE Board of Directors. Article lll, Section I, Subsection 4 now .
reads:

“Two individuals holding the offices of Chairperson and
Chairperson-Elect of the Associated Organizations for Teacher Education
who shall serve as directors during the periods of time that they hold each
of the said offices . . .”

*The change we recommend is as follows:

“One individual holding the office of Chairperson of the Associated
Oraanizations for Teacher Education who shall serve as a director for the
period of time in which he/she may hold said office .. ."

“Mr. Chairman, | move the following resolution:

RESDLVED that the Bulmus of the Ar’ﬂgri;an ASSéiiatiDﬁ Df CDlleges

Fe by
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January 25, 1978, Eevngusly distributed to the Chief Instltutional
Representaﬂves . . ,
"—THE MDTIDN WAS PASSED

o

Veote on Dues Increase . -
. It is time now to turn to a vote which is extremely critical for the future
of AACTE and, we believe, &Eher education. | refer to the vote on a dues
increase proposed by yoii ard of Directors, an inerease -which would
bezame effectwe January ;l 1979 and would make 1t possnble for the

yearsi .
Curtis E. Nash, dean Df Educ:atlon Central Michigan Unlversny, will
make the motion.
NASH: “Mr. Chairman, Imtwe the adoption of the following resolution:
“RESOLVED that the Dues Schedule of the American Association of
Colleges for Teacher Educatjon be amended as set forth in the
memorandum dated January 25, 1978, previously distributed to the Chief
. Institutional Representatives of AACTE member i{ﬁstituti@ﬁs.“

—AFTER A MC)TIDN TC) AMEND THE MC)TIDN C}HTHE DU S

MC)TICJN BY NASH WAS AF’F’RDVED

Vute on New Members .

We now turn to a report of proposed new members. Information about
the institutions has been reviewed by the Board of Directors who éndorse
the “yes” vote on a motian to accept the following new members:’

For full membership in AACTE: .

The Colorado Caollege, Colorado Sprmgs Colorado: Emory and Henry

College, Emory, Virginia; Indiana University—Purdue University, Fort

Wayne; Indiana University at South Bend.

Converting from associate to full membership: “?s

Oakland City CDllgge Qakland City, Indiana. "~ .

—THE MOTION TO ACCEPT THESE NEW MEM BERS WAS PASSED. =~

We wel::amé these instituticns inm membership and look fijrward to

ft,ﬂly fum;t;onmg members
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| Al'tlﬂes

of Incorporation #
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{

. I

Articles of Incorporation

Fitst: The name ofsthe corporation is
the American Association of Colleges
for Teacher Education.

Second: The period of duration is
perpetual.

Third: The purpose of this Association
is to provide, through professional or-
ganization and cooperation, for cof-

linuous search for and promaotion of

ideas and practices which are most ef-
fective in the education, of teachers.
Consonant with this purpose, the major
objectives of the Association are:

Section 1. To provide member institu-
tions with the means for continuous ex-
change ofinformation, experiences, and
judgments concerning all aspects of
teacher education.

Section 2. To stimulate and facilitate
research, experimentation, and evalua-
tion in teacher education and in related
problems of learning and teaching: to
sbrve as a clearinghouse of information
and reports on these matters; and to
publicize the findings of studies that
have significance for the improvement
of teacher education.

Amcles of Incorporation 3nd Bylaws ap-
proved at February 1370 Annual Meeting:
Bylaws revised and approved at the 1971,

1973, 1975, 1976, and 1978 Annual Meetnng.

»

periences, and ideas with ed atars of
teachers in other countries as a means
of improving teacher education and of
strengthening international understand-
ing and cooperation.

Section 4. To encourage and assist
the administrators of teacher edutation
institutions to develop greater compe-
tence, especially in their leadership of
college faculties in developing improved
programs for the education of teachers.

Section 5. To cooperate with other
professional education organizations
and agencies in activities designed to
establish desirable directions, goals,
and standards for teacher education.
_-Section 6. To make available to col-
leges and universities, upon request,
prafe:smnal cc’msulta‘it servir:es aﬁd

Section 3. To exchange ,p ex-
uc

grams:
Section 7. To represent the education
of teachers before all segments of the
public as a great professional enterprise
carrying special responsibilities for the
development of competent citizens.
Fourth: This Corporation will have
members. .
Fifth: The Corporation is to have a,
single class of members, comprised of
colleges and univ %rsmes eligible for

6 | 63
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membership in this Association, which
are those four-year, degree-granting in-
stitutions which officially and publicly
announce that the education of teachers
is one of their important institutional
purposes and which present satisfactory
evidence that they quality for member-
ship:; or such other individual class of
members as may be designated by the
Directors of the Association and set
forth in the Association's Bylaws. The
members shall have voting rights as es-
tablished by the Directors of the Asso-
ciation and set forth in the Association’s
Bylaws.

Sixth: The Directors-are to be ap-
pointed by the members in a manner 1o
be provided in the Bylaws.

Seventh: The internal affairs of the
Corporation shall be regulated in ac-
cordance with procedures set forth in
the Bylaws. In the event of dissolution
of the Association, the Directors shall,
after payment of debts and obligations,
divide the net assets equally among the
nonprofit colleges and universities com-
prising the membership at the time of
dissolution. provided such institutions
are then exempt from federal income
faxes as charitable and:ar educational
organizations.

Y

Bylaws

ARTICLE | — Membership
Section 1 - Regular Membership

A. Regular membership in the Asso-
ciation will be hmited to four-year de-
gree-granting colleges and universfties,

upper division colleges. and graduate -

schools, which are accredited by a re-
gional accrediting association and which
officially and publicly announce that the
education of teachers 15 one of thexr im-
portant institutional purposes /

B. An applicant for regulay’ member-
ship which meets the above gualifica-

" tions shall file a formal application for

64
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regular membership, which shall in-

clude: (1) a statement from the catalogue

or other official document indicating
that teacher education is one of the pur-
poses of the institution, (2) a statement
from the chief administrative officerthat
the institution proposestotake an active
part in the work of the Association, and
(S)Eﬁammitmemt@ EDVEHhE first year's
be f(:lrwardgd t@ the Executwe Dnremar
of the Association at the national office

- in Washington, D.C.

oy

C. The application will be considered
by the Board of Directors of the Associa-
tion at the next regular or spacial meet-
ing of the Board of Directors. The Board
of Directors will submit to the meamber-
ship, at the next Annual Meeting, those
applications it recommends for final ac-
ceptance by the membership.

D. Applicants which are accepted as
regular members shall continue there-
after to be regular members of the As-
sociation, contingent upon the payment
of ahnual dues in a timely manger. An
institGtion desiring to withdraw from
regular inembership in the Association
may do so at any time, provided that itis
not then 1n default with regard to the pay-
ment of any annual dues which would
otherwise be due the Association. The
reqular mermbership of any institution
may be terminated for cause at any time,
provided, however. that the Board of
Directors of the Association shall, in the
event of any anticipated termination for
cause. consider and adopt a resolution
recommending the termination and sub-
mit such resolution to the membership
for final action at any regular or special

meeting of the membership.

U"(

caction 2 — Associate Membership

A Nonaccredjted four-year or upper
division undergraduate-graduate insti-
tutions wnh significant commitment to
the preparation of educational per-
sonnel may apply for assaciate member-
ship. Institutions seeking associate
membership must meet criteria ap-
proved by the Board of Directors attest-
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and appln:atlans for assamate member-
ship may be obtained by farmal request
fram the Executive Director.

B. An applicant for associate mem-
bership shall file a formal application for
associate membership. which shall in-
clude: (1) required information germane
to the criteria approved by the Board of
Directors, (2) a statement from the chief
administrative officer that the institution
proposes to take an active part in_ the
work of the Association, and (3) a com-
mitment to cover applicable member-
zhip fees T’he apphcati@ﬁ shall be far~
ASSDEIEHCJH at the ﬁatlgnal fon:e in
Washington, D.C:

C. The application will be considered
by the Board of Directors of the Associa-
tion at the next regular or special meet-
ing of the Board of Directors. The Board
of Directors will submit to the member-

"ship, at the next Annual Meeting, those

applications it recommends for final
acceptance by the membership.

D. Institutions which are accepted a
associate members may continue to be
associate members of the Association
for a period of five years from the date
of original acceptance, contingent upan
the payment of annual dues in a timely
manner; provided. however, that at such
time as the institution actually qualifies
for regional accreditation, the institution
shall apply for regular membership in
the Association in accordance with the
procedures set forth in Section 1. if. at
the end of the five-year period, any insti-
tution hag no ;quallheﬁ for régmﬁal ac-

‘U"A

i rEngﬂal ac::reﬁltatlmn
2 wembership of any
institution r‘ﬁay be terrnmated for cause
at any4ime, provided, however, that the
Board of Directors of the Association
shall, in the event of any anticipated ter-
mination for cause, consider and adopt

=y

i1

aresolution recommending the termina-
tion and submit such resolution to the

. membership for final action at any regu-

lar or special meeting of the member-
ship. '

ARTICLE Il — Representation and
Voting of Member Institutions
SF—'CNt’jr‘l 1 - F{Eprés’énratmﬂ

éx;jfEE:S themselves offlzlally in the af—
fairs of the Association through the
medium of institutional representatives.
The representatives of any regular mem-
ber institution should include, to the
rﬁaximum gxtent p:’sséible a cross-sec-
mim C!f teachers. mcludmg thD;e in aca-
demic disciplines, and all major units of
the . .fessional teacher education fac-
ulty. ~ 2 number of representatives of
each ~z2gular member institution shall be -
calcu:ated in accordance with the fol-
lowing formula:

1. Three representatives for each
institution which graduates from
one to not more than 150 teacher
education students per year,
Four reprafemativ\ég fDr éach in-

[l

I:55 than 151 and not more thaﬁ
300 teacher education students
per year

3. Five representatives for each in-
stitution which graduates not
less than 30 T aﬁd not more than
450 teacher education students
per year, B
Six remesentahves for each in-

stitution which graduates not
less than 451:and not more than
600 teacher education students
peryearia.

Seven répréf«,emative':‘ fm ear:h

(%3]

thgm E;DD teacher educatnéﬂ stu—
~dents per year,

B. Each regular member institution
shall advise the Executive Director of
the Association. by means of a required
Annual Report form provided by the As-
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sociation, of the names of the institu-
tional representatives selected by the
institution. One of these representatives
shall be designated as the Chief Institu-
tional Representative. Each member
institution will have the right to select
substituta. institytional representatives
at any time during the calendar year, and
any individual substitution shall be ef-
fective as of the date on which the Exe-
cutive Direcior is advised of the change
Should any designated institutional rep-
resentative be unable to attend any
regular or special meeting of the mem-
bership. the institution may electto send
a substitute institutional representative
for any given meeting. provided the sub-
stitute presents to the Executive Director
of the Association a properly executed
Proxy Form provided by the Association.
C. Each associate member institution
may.select one individual to serve as its
institutional representative. and qud
“representative (oraduly authorized sub-
stitute) rﬂay attemd all mémbership meet-

under CDﬁSIﬂEFd!IDﬂ, prDVldE}d{ however,
that the institutional representative from
an associate member institution shall
have no right to vote on any issue under
consideration
Section 2 - Membearship Meetings
duorum

A: The Association shall hold one An-
nual Meeting and such other meetings

titled to cast one vote on every issue (ex-
cept foramendments as set forth in Sec-
ticjr'\ 4) 5 ered by the membershlp
wded, howgygy that ;my gmgls |ﬁd|\1|d=
ual represenfitive attending any meeting
may cast votes for the other designated
institutional representatives of his insti-
tution in their absence. uponthe presen-
tation of a Proxy Form provided by the
Asspciation, indicating his authorization
in this regard.
Sect Amendments to Bylaws or
Association Dues Schedules
Proposed amendments to the Asso-
ciation Bylaws or Association Dues
Schedules shall be forwarded to all
member institutions not more than 50
but not less than 10 days prior io a regu-
Iar ar :,pemally ;Chedul?d rneetir’\g (jf thé

Section 4 -

.gh:j,” thE:ﬁ be ‘ubmnt!ed tD a vote at the
membership meeting and shall be con-
sidered adopted and in effect when ap-
proved by a majority vote of those mem-
ber institutions with an institutional rep-

resentative reqgistered and in attendance
at the meeting. Notwithstanding any-
thing set forth in Sectign 3, above, on
all i%%uyﬁnvmlvmg such amendments

each regular member institution

an such days and at such places as may Section 5 - Rules of Progedure
. . ) £ <o Filless of - S e maatineme
be determined by the Board of Directors. The rules of procedure at the meetings
B. One or more inshitutional repre- of members shall be according to Rob-
ert's Rules of C)rc:ler 50 far as suc:h rulés

sentatives from one-third of the reqular
member institutions, or ona or more in-
stitutional representatives from one-half
of those regular member In tltutmn&]
which have a represeniative regls!p !
amj in attendance at any meeting "h;i
1 quorum for the transaction
Df DU:,IFIE 55 at any maeting

procedure may b Su;pended by a lTIdeF—
ity vote of the institutional representa-
tives present and voting at such mesting.
provided, however, that any institutional

representative bearning a duly executed
Section 3 - Voting Proxy Form, provided by the Association,
Each institutional representative (or a may cast v@te; for nonpresent represen-

duly authorized substitute) shall be en-

-l
-

"

=7y
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tatives of his institution.
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ARTICLE Il — Board of Directors and
Officers of the Association

Section 1 - Board of Directors s
A. Except azotherwise required by law
or provided by these Bylaws, the control
of the Association and its affairs and
property shall be vested in a Board of
Directors of not less than 18 and not more
than 19 members comprised as follows:
1. six individuals to be designated
natignal representatives who shall
be elected for three-year terms
staggered to provide continuity.
2. six individualsto be designated
regional representatives who-
shall be elected for three-year
terms staggered to provide con-
tinuity. Should a regional repre-
sentative cease to be a desig-
nated ins:;tit)utioﬂai representative
of a member institution within the
regional zene he/she is repre-
senting, his/her term shall there-
upon terminate and be refilled at
the next regular election.
. three individuals holding the of-
" fices of President, President-

L

“ dent of the Association who shall
serve as directors during the per-
iods of time in which they hold

, each of the said offices.

4. one individual holding the of-
fice of Chairperson of the Asso-
ciated Organizations for
Teacher Education who shall
serve as a director for the
period of time in which he/she
shall hold said office.

5. one individual holding the office
of Chairperson of the Advisory
Council of State Representatives
who shall serve as a director for
the period of time in which he/
she may hold said office.

6. one additional Board member
may be elected by the Board it-
self, at its option. Candidates for
this position shall be limited to

_designated individual represen-
tatives of a member institution

,.-E]‘Eﬂt and immediate Past Presi>"

experience, expertise, or posi-
tion in specific areas of teacher
education, may enable the Board
to serve more adequately the di-
versified interests of teacher
“edudation. The term of this addi-
tional member will be deter-
mined by the Board of Directors,
but in nd event will exceed a
three-year term.
tives from other educational as-
sociations and organizations who
may be appointed by the Board
of Directors, at the Board's dis-
cretion, to serve with the Board
of Directors. Such liaison repre-
sentatives shall not be required
to assume the liabilities inherent
in the position of director and
shall not have a right to vote.
B. The Board of Directors may, by
resolution, create an Executive Commit-

Board.
&

/

Section 2 - Officers

The Officers of the Association shall
be a President, a President-Elect, an
immediate Past President, an Executive
Director/Treasurer (a single individual),
and a Secretary. The President-Elect
shall be elected by the regular member
institutions in accordance with the pro-
cedure set forth below. The term of the
President-Elect shali'be one year begin-
ning on March 1; the President-Elect
shall automatically become the Presi-
dent on March 1 of the following year
‘and shall occupy the office of Prasident
for a term of one year.

The President shall automatically be-
March 1 of the following year and occupy
such office for aterm of one year. Should
the President ever become disabled or
unable, for any reason, to execute the
responsibilities of his office, the Presi-
dent-Elect wi? become the President
and serve for the unexpired part of the

o 67
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disabled President's term in addition to
his own regular term as President. The
Executive Director/Treasurer and the
Secretary of the Association shall be ap-
poirted by the Board of Directors for
terms of office to be determined by the
Board of Directors: provided, however,
that a minimum of 60 days notice shall
be given to the Executive Director priar
to the termination of his service by action
of the Board of Diractors and provided
further that the Execuiive Director will
give the Board of Directors a minimum
of 60 days notice should he desire to re-
sign the responsibilities of Executive
Director. The Board of Direciors shali
appoint also an Associate Executive Di-
rector and such other Associate Direc-
tors as may be required to assist the
Executive Director. The terms of the As-
sociate Executive Director and the Asso-
ciate Directors shall be determined by
the Board of Directors. The duties of the
Officers of the Association shall be such
as are usually associated with their re-
spective offices, or as may be more spe-
cifically designated in thase Bylaws or
by the Board of Directors.

Section 3 - Election of Officers and
Directors e

A. The Board of Directors shall, gach
year prior to the Annual Meeting. divide
the membership into six regional zones
by a grouping of the fifty states (and the
District of Columbia, Guam, Puerto Rico
and the Virgin Islands). In making this
division. the Board shall endeavor to
achieve substantial balance and equality
in the number of institutional represen-
tatives within each regional zone: due
allowance shall be made for shifts in
number of designated institutional rep-
resentatives which may have occurred
during the previous year. The formal
Resolution of the Board, establishing
the regionai Zones, shall be made known
to the membership at the time of the An-
nual Meeting.

B. At the time of '=ach Annual Meet-
ing. the Board of Directors shall appoint

68

a Nominating Committee of seven, com-
posed of one member from each re-
gional zone and the Immediate Past
President of the Association, who shall
act as Chairperson, but who shall have
no vote except in the event of a tie. An
alternate for each member shall be ap-
pointed from his/her zone to serve in Ris/
her absence.

C. At the time of each Annual Meet-
ing. the Board of Directors shall appoint
a Tellers Committee. An alternate for
each member shall be appointed. The
Executive Director of the Association
shall act as Chairperson.

D. Only institutional representatives,
designated in accordance with the pro-.
cedures set forth in Article Il—Section
1-8. shall be eligible for nom*nation as
an officer or member of the Board of
Directors,

E. Institutional representatives and
representatives of state and regional as-
sociations of colleges for teacHler edu-
cation may recommend institutional
representatives to be nominated for the
position of President-Elect and the posi-
tions to be filled on the Board of Direc-
tors. Onar before July 1, the Nominating
Committee shall name two candidates
for the position of President-Elect and a
slate consisting of two candidates for
eachvacancy to be filled on the Board of
Directors. In selecting the nominees for

ational representatives on the Board of
glrect@rs. the Committee shall consider
designated institutional representatives
from throughout the United States. In
selecting the nominees for regional rep-
resentatives on the Board of Directors,
the Committee shall consider only those
designated institutional representatives
within the particular regional zone in
which avacancy fora regional represen-
tative exists on the Board. In selecting
the entire slate of representatives, the
Committee shall attempt to achieve
overall balance considering such fac-
tors as geographic location of individual
representatives, their professional posi-
tions, institutional types and sizes, and

| N
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their ethmic and cultural backgrounds.
The siate shall be transmitted by the
Chairperson of the Committee to the
Executive Director of the Association.
F. On or before November 15th, the

_ Election Ballot. showing the candidates

for the positions to be filled. shall be
distributed to all designated institutional
representatives as they appear on the
current set of Annual Report Forms (see
Articie Il, Section 1-B). The Election Bal-
lot shall indicate that all designated
institutional representatives shall cast
votes for national representatives on the
Board of Directors. but only thaose desig-
ﬁated institutional representatives with-

a particliar regional zone shall vote
mr aregional represemétive for that par-
ticutar regional zone. The designated
institutional representatives shall be in-
structed to return the completed Elac-
tion Ballot to the Executive Director of
the Association. as Chairperson of the
Tellers Cgmmittee, not later than De-
cember 31st following the distribution
of the Ballot

G. AllElection Ballots received by the
Tellers Committee in proper form by De-
cember 31st shall be counted, and the
results shall be transmitted to the Presi-
dent of the Association for announce-

ment at the next Annual Meeting of the

T
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FEDTF‘JF‘nt unequal terr 5.
lor\gEr terms will be awarded to candi-
dates with the higher number of v

Section 4 - Responsibilities of the
Board
The Board of Directors shall concern

itself primarily with the farmulatign of”

policies to guide the Association and to
determine the major thrusts of the Asso-
ciation's programs. The Board shall
maintain a continuous evaluation of the
progress of such programs and foster
long-range planning or programs which

may better improve teache du ationin
the United States and abroad. Th EBoarti
shall encourage the eftabl L;h ment and
maintenance of cooperative relation-
ships with individuals and groups ac-
tively participating in teacher education
programs_ It shall be the general policy
of the Board to appoint task forces, com-
mittees, and commissions, such groups
to be comprised of individuals from
AACTE member institulgons to the maxi-
mum extent possible. to accomplish
specific tasks and to assistin the execu-
tion of major Association prggrarﬂs.
Section 5 - Board Meetings

A. The Board of Directors shall meet
at least twice peryear. It shall be the joint
responsibility of the Pres deh, and the
Executive Director to prepare gér\das
for each’meeting. It shall be the respo
sibility of the Executive Director to a

tend Board meetings and ta bring to the
attention of the Board all matters requir-
ing Board action, including matters set
forth 1n the advance agenda and such
other matters as he may be directed by
the President to prepare for considera-

tion
B. Therulesof procedure at meetings
of the Board shall be accor d ing to Rob-
ert's Rules of Order as far as such rules
are applicable and are not inconsistent
with these Bylaws or the Non-Profit
Code of the District of Columbia. The
rules of procedure may be suspended by
a majority vote of those present and vot-
ing at such meeting, One-third of the
total number of voting Directors of the
ssociatldn shall constitute a quorum
he transaction of business at .:smy
2cial meeting of the Board
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he membership to indemnily any

ctor or Officer or former Director




as a Director. Officer. Agent, Associate
Member, etc., of any other association,
whether for profit or not for profit,
against expenses actually and neces-
sarily incurred by him in connection with
the defense of any action, suit, or pro-
ceeding in which he is made a party by
reason of being or having been such
Director, Officer, Agent, etc.. except in
relation to matters as to which he shatl
be adjudged in such action, suit, or pro-
ceeding to be liable forgross negligence
or misconduct in the performance of a
duty. it being understoad that this Bylaw
15 being adopted in lieu of the Corpora-
‘ti&m’E Camrsmmq for ‘fuf‘ﬁ if‘ldél‘ﬂﬁlly
ance carrier and mcurrmg the expen,, =]
required thereby

ARTICLE IV — Financial Operations

Section 1 - Revenues

The primary source of operating rav-
ntributed by
ratlﬁq ex-
to th e MaxImurm

enues Wwill be the dues cor
member institut
penses shall be redu d
extent possible by retm

fj
u 3
\Lﬂ
o
he)
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publn‘atlon% hj mempears ;
bers and through the Association 5 con-
sultative activities

- Annual Dues
The annual dues of the Aszzociation

shall be levied 1n am‘:mdaﬂu—' with a
schedule of duesto rmulatedbythe Board
of Directors and approved by the mem-
bership; amendments to existing Dues
Schedules will be made in accordance
with the procedure set forth 1n Article
Il SectwsrT 4

8 ox penmture\ Df As%.@:matl@ﬂ funds
shall be controlled by an annual budget
It shall be the responsibtlity of the Exe-
tive Director to consult with the Presi-
t in the preparation of a proposed
udget and to submit the same to the

,ird of Directors for approval and
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a Section 5

adoption. The approval by the Board of
Directors of the apnual budget shall be
considered to constitute an appropria-
tion of funds for the purposes desig-
nated therein and authorization to the
Executive Director to cause such funds
to be expended. The Executive Director
shall arrange for a surety bond to ensure
the faithful expenditure and safekeeping
of alt Associfition funds. the costs of said
bond to be #n Association operating ex-
pense.

Section 4 - Association Records

The Executive Director shall cause ap-
propriate records of all financial opera-
tions to be maintained at the national
offices 1n Washington, D.C.. which said
records shall be available upon reason-
able notice for inspection by the Board:

of Directors

— Audit

The President shall appoint an Audit-
ing Committee of three institutional rep-
resentatives, who shall review a Certified
Public Accountant's audit of the ac-
counts of the Association during each
iscal year, and the Auditing Commit-
tee’'s report shall be presented to the
institutional” representatives during the
Annual Meeting.

—m

SIdén( Qgéperatnjnal

The Board of Directors may allocate a
r;aza"bleam@untnmﬁ@ iation funds
sident of the Association in
der to DEFrﬂII him to fully execute the
responsibilities of the office of President
during his term.

o
p

ARTICLE V — Appointment of AACTE
Members to the National Council for
Accreditation of Teacher Education
(NCATE)

The Board of Directors shall appoint
AACTE representatives to the National
Council for terms consistent with the

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

provisions of the NCATE Copstitution
who shall serve at the pleasurg of the
Board of Directors of AACTE. Appoint-
ments to the positions to be filled shall
be made on or before July 1 of each year.
For the purpose of selecting AACTE
members, the Board of Directors shall

use a formal process whereby institu-
tional representatives may recommend
persons for appointment to the Council.
Members of the faculties of institutions
holding membership in AACTE shall be
eligible for appointment as AACTE mem-
bers of the Council.
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_The Hunt Lectures

1960
‘vffm Qf‘?!‘ﬁfeslnﬂal
Leadership

. Laurence DeFee Haskew v
1961 .
Revolution in Instruction

Lindley P. Stiles
1962

‘Imperatives for Excellence in
Teacher Education

J.W. Maucker
1963

Africa, Teacher Education, and
the United States
Karl W. Bigelow

1964

The Certification of Teachers:

The Restricted State Approved
@ Approach R
2 B. Conant

pectlve on Action in
acher Education
ence B. Stratemeyer

1%5
’ L*rshlp for Intellectual

_Freedom in Higher Education
'wmarﬂ B. Spalding

1967 ¥
Tradition and Innovation in
Teacher Education

Rev. Charles F. Donovan, 5.J.
1968

Teachers The Need and the

Felix C. Robb

1969

A Consumer’ s Hopes and
Dreams for Teacher Education
Elizabeth D. Koontz ~

1970

Realignments for Teacher

Education

Fred. T. Wilhelms

1971 .

The Impossible Imperatives:
Power, Authority, and Decision
Making in Teacher Education
Evan R. Collins

1972

Beyond the Upheaval
Edward C. Pomeroy
1973

Time for Decision in
Teacher Education

Lord James of Rusholme
1974

Ferment and Momentum
in Teacher Education
Margaret Lindsey

1975

Drumbeats and Dissonance:
Variations on a Theme for Teachers
Calvin Gross

1976

Now you shallbe

REAL TO EVERYONE

Robert Egﬁawsam

1977 .

The Real World of the Teacher
Educator: A Look to the Near Future
David L. Clark

1978
The Education of the .

Educating Professions
Lawrence A. Cremin



