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C * Institute for Research on-Teaching

The :'H}Stiiute for Research on Teaching was founded at Michigan State
University -in 1976 by the National Institute of Education. . Following a
nationwide competition in 1981, the NIE awarded a second contract to the IRT,

- extending work through 1984, F.nding is also received from othep agencies and

foundations for individual research projects.

The IRT conducts major research projects aimed at improving classcoom

teaching, including studies of classroom management strategies, student social-.

ization, the diagnosis and remediation of reading difficulties, and teacher

education. IRT researchers are also examining thé teaching of specific school .-
subjects such as reading, writing, general mathematics, and sciepce, and are .

seeking to understand how factors outside the classroom affect teacher decision
making. . . : '

Researchers from such diverse disciplines as educational psychélogy,
anthropology, sociology, and philosophy cooperate in conducting '‘RT research.
They join fctces with public school teachers, who work at-the IRT as half-time

v

collaborators in research, helping to’ design and plar studies, collect data, -.

analyze and interpret resuits, and di$seminate findings. - : -
‘ A . 3 . v .

[

S . ' ‘ ' K
/. The IRT publishes research reportsy occasional papers, conference pro-

'./ceedings, a newsletter for practitioners, and lists and catalogs of IRT publica-"

tions. For more infofmation, to receive a list or catalog, and/or to be placed on
the IRT mailing |jst to receive the newsletter, please write to the IRT Editor,
Institute for Research on Teaching, 252 Erickson Hall, Michigan State Univer-
sity, East Lansing, Michigan 48824-1034.

Co-Directors: Jere E. Brophy and Andrew C. Porte>

Associ'ate Directors: Judith E. Laniey and Richard S. Prawat

Editorial Staif
Editor: Janet Eaton
Assistant Editor: ‘Patricia Nischan
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- i T . . .Abstract

) . ] ’ . : - t

“In the first psper, the ‘author notes that people heye.ldentifted 8 number .

of problems wlth,teecher.edUcatiopiend scme possible solutions, While the |
1R .

prohlens raleed are vaiid, the prOpoaed solutions lack the coherence and come .
petabllity needed to, formulete an effectlve plan of reform. The author sug-
gests that the U.&Qinepqtigent of Education create a Natlonal Commleelon on ;'
JExcellence in Teecher Educetion to take'a broad and objective view of the u

array cf’ probleme end potentlel aolutlone that are now throws ebout like

plecee of-a jlgeew puzzle. In the second paper, she examines the evolvlug -
parad!%me of effectlti teaching: (1) ‘the teacheroae effective person, (2) the

<.

teacher as ekllled performer, and then (3) ‘the teacher as professional deci-
*' .
elon naker, Teacher educetore have, over tlme, tended to focue prlmerlly on :

1
»

one parddlgm at a time and generally not to'attend to connéctions among them.

Whlle‘epme teaching requirements will aludys contain aspecps of performance

A

that ate labor-llfe, craft-like, and artistic in neture,~the3researth and

~teecher“breparatlon programs,of  the future.u%%1 increasingly focus - the

e . .

knowledge and 1n£ormetlon-proceselng ekllle that are requlelte to informed

professlonel decleldn mak' e The author argues. that today s schools have

a

come to need pnoféSStonal teachers and .that today s teachere deeperately rieed .

the capecltiea of .professionals 1if they acze to cope effectlvely with demands

for school improvement. . Wall-educated teachers, not outside "experts,”

are {n
the best position to eesese needs and design educational strategies best

" . -“ . v Q-
fitted to the specific characteristics of individual classrooms, The author

°
- -

concludes with the requirements for professional teachers: They must be

. highly knowledgeeble, autonomous, and committed.

VAR e T
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_ THE FUTURE OF TEACHER® EDUGATION: TWO PAPERS . ¢
. _ - Judith E..Lanierl _ 3 . i
. ly’:“‘. o v ' . . . .. - ‘ o N .};
Yy ) ) ‘ ] . . 1
e . ' - WHAT MUST BE DONE TO IHPROVE TEACHER EDUCATION2 v i
" ) ‘The preperetlo : of teachers- u”'the_ United States. hubeen forever freught S _e.e_._.

with controversy and crltlcism. Such attention suggests that, peopLe care

about the matter and are aware o£ the problems. The litany of problem- typi- !

cally cited and the solutione people neually .suggest include the forlowing°

o --There are those who say .the problem is one of insufffcient time, - . A

- Beginners are unable to acquire the complex array of knowledge e n
' . and skills they need, 8o an extended period of time, such.as a ° e
f1fth year. is auggeeted. . B

--Othera thlnk lnadequute -attention is given ‘to academic eubjeeta.

 and often they suggest fewer courses in pedagogy and more
courses {n the major field of study,’ .

-=Others think there is 1nsufficient opportunity for learring in
school settings. They urge more fleld experience throughout the
teacher education program.

4

-«Thed there are those who.think that higher educatlon cannot or
will not provide adequate ptaetical training, and so they sugsest _
that the public ‘schools do the job instead.

a

. ,," ”‘ L
.o . ==Those who see the problepn as discontinuity btetween theory and )
: ) : practice suggest closer felationships between elementary' and

secondary\fchools and higher educationm.

--Those who think that prospective teachers' casteiy of basic -
. skills {s not edequately moni tored suggest competency testing, :

B --Still aothers suggest that pedagogy courses are not scientific
. enough, They support more research-based knowledge in the cur-
riculum, .

* ~

?

1 yudt th E. Lanier is associate director of the IRT, dean of MSU's College
of Education. and acting dean of MSU's Lifelong Education Programs,
-~ . .
2This first paper consists of remarks dellvered at the National Forum on
Excellence in Education at Indianapolis, Indiana, on December 7, 1983,
) ‘ ¢
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" problems.

solutions for slgnléleent lmprovement.'

. - . ’
-=Many" see the ptoblem in the student group--not enodgh talent in

the. pool. They typically suggest scholarships or forgivable
loans for. the recruitment of more academlcelly talented students

to teachlng. , . , . ,

N ’

--Stiil others note the relatively small financial base; teacher
preparation programs are among the cheapest programs in higher:
education., Naturally whey believe that . more money would cor-
rect the problem.

°
]

-=Others crlttcize the questionabde knowledge base for teacher
-education and recommend more research and eurriculum develop-

qgnt.
Q

--And others lament the fact that too many mediccre institutions
of higher educetlon are in the busineas of prepering teachers,
Reasoning that' those who Aon't receive a good education them-
selves will be quite unable to define one for their atudente,
these reformers plead for qualitative reductions in the number
(now over 1300) of colleges and universities ellowed to pre-

. - ~ Se [y

paxe teachera. I . . -

' -
1 1
LY., et ST ¢

LI S

»

“

One muet acknowledge that there is valldlty ‘to theae frequently cited

)

1 am not eogfldent, however, about the po;entlel of the suggested

Individually, the suggested solutions

fail td address a number of critical problems in teacher educetloﬁ; collec-

tively, they lack the coherence and compatibility needed to formulate an

effective plan of refornm.

Further, some of the major problems of teacher

education continue to be overlooked, and I will address one of these ‘standard

oversights by way of example, '

sibility and accountability. :

pleces of the enterprise,

One, {if not the major problem that makes change and'lmprovemeng\exceéd-

N,

.ingly dlfflcﬁlt in teacher education is the diffuse nature of progran reepon-
Too many warring factions control various small

Corisequently, each of the participating parties is

weak and no single éroup is powerful enough to exercise ;esponslble_leadershlb

that

might significantly change the status quo. (oalitions rarely are pos-

.

sible, since the various actors share little mutual interest and trust.

-~

view,

In oy

the situation is analogous to the current scene in war-torn Lebanon, \

' ’ . ,/

’

o
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where numerous factions with multiple, Mentradictory, narrow, and seif- -

{nterested concerns continue to fight and furthét a growing anarchy.-\zpe

loser, of course, 1s the country as a whole., .

.Splintered groups within colleges and universities do battle with one

" another as they protect their own special curriculum interests, .Whether it is

the general liberal component of. a teacher's education, the in-depth work in
1) - . .
the disciplinary subject field, or the smallest plece .of ;all, the.theoretical

and practical studies dn education, {solation an’ orotecfionism reign,’

. e

Onvside of acadenia, school administrators and teacher .unions protect v
their interests when they exergise significant influence im the placément of
student teachers. Similarly, classroom teachers exercise power and influence
when tbex supervise practice teaching,_ which constftute& half of a sdcondary

candidate's course work from the school of education,  State boards of educa-

tion and legislatures across the land respond to various political pressuré;

"and interests when they exercise control over certification requirements ‘and

program approvals, But few {f any of these intevrested parties work to coor-

»

‘dinate efforts and avoid.worklng at cross purposes,

There are other complications, to be sure., It can be said, in summary,

however, that everyone's {interests get partial accommodation, with the excep~

-tion of those of prospective teachers, Those who intend to teach are forced

to proceed through a fragmented, spl:ntéred, and disassociated set of courses

. and experiences that do.not add up to a coherent program of égacher prepara-

-‘ ‘e

tion. . . s .

To begin addressing this and other major prcblems of teacher education, I

w0

.would suggest that the U.S. Department of Education create a National

‘Commission on Excellence in Tegcher Education in the United States, comparable

to that which recently examined elementary and sécondary achooling. Such a

¢
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body could take a btoad'and objective view of'ﬁhe array of prowlcms end -

‘potential. solutlona that are now thrown abcut ltke pieces of a jigaaw puzzle. -

The” piecea will not come togethet by themselves to. produce eclther systemattc ‘.
clarification of the problems or rational solut&ons.Q‘A thoughtful and
prestigious coomiasion could be helpful in thie regard,

1 would also suggest the éf&ation (or re-creatloﬁ).of a feue;a} 1nit¥s~ \\
tive that would support model programs scross the country. Tﬁia'has nevér |
been done in a sustained manner and i{s needed for 1natitntlng multiple reforms °
in single iocations--a neceaaary effort if tﬁformq are to be studled_and )
examined critically, Furthgr,“it is generally recoéuizeq that whlle'thé .
Flexner study and other factors ;Qre vital to the serious reform bf medical
education, the model progranm at Johna Hopklng University piayed a.ceutrql_;ud.._.

critical role in the improvement pracess..
2

Critical analyses, combined with collaborative efforts that promise to

[

.result {n real-life exemplars of excellence, are needed now. - While ‘sope
institutions and some collectiona of fnatltutions are working to these ends,

they will need additlonal support. The task of lmproving the educat!on of
ﬁ -
those who intend to teach is a truly complicated matter and T would utge ydur LN

.
L 4

~ skepticiam cf vlews that would lead you to believe otherwisec, .
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* NERDED a!’&u CH_AND  PRACTICE FOR THE -

PREPARATION OF TEACHING PROFES?IONALS

Discburga_ln the’ book.\hiq paper qppeqts in £otuces~¢n the future of
“'_ teachetheducitlon. u?th pattiéulaf attention to nceded reeearch’anq pra¢tlée,' .

1t is {ndeed important to look to the future, but 1& so doing one must look to T
the'baat and present as-well, so that vlslona_bf the future are informed by .
e s - )

experience and lesrning that has already occ%grqd. Reflections and analysis

v

nf past and present research iﬁq Brabtice {n teacher education can also help - Z

.
-
o

frame mors realistlc views of future needs and ,possible vesponses. The i ' 4

.
¢ 4 =

‘agsumption that guldes thia Dellef is that educatlongl change, like most
social change, evolves out of‘exlatlng conditions; that is, it tends to be
~ more evolutfthary thap revolutfonary and will thus be determined in large-part

'%y pait ard contemporary tesegrch and pvractige. ) .
.. ' -‘ . . ~ . . L4
Within the general context of considering future needs for:.research and

. prsctice in tescher educatlon, hdwever, the more particvlar focus requested
s o . . Co® . e
v for this paper was atteyﬁlon to "research op teaching and profiles of. the
. " R . J PR

effective teachet.” Hajor attention is tﬁérefore given to various paradigms
of the effective teacher th.t have sppeared “to frame past and present research
and practice. As the changlng'ulewa a;e‘descrlbed the essence of the. gradual
shift in research "and practlce for teachar education is cast as a growing
recognition that teaching requires preparation for a truly ;rofenalonal role.
The increased need for professional teacher ﬁgepatation and research on

professional judgment {s emphasized as three conceptions of the effective

teacgir.afe considered., Two conceptions have been obvious and prominent fn

4
L} . - 3 .

}1his paper was origlnally publlshed in D.C. Corrigan, D.C. Palmer, &
P.A. Alexander (Eds.). (1982) ,'The future of teacher education: Needed
regearch and practice, College Station, TX: Texas A & M University, College
of Educatior, .

g - .
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the thinking and literature prior to the passt decade aud a third, éradually

emerging, conception is represented in more contemporsry tﬁluktng and litera-

»
- . . » e

ture on the subj&cy of teaching. The three cohceptions that appear to shape . i

and fors the profiles of effective teaching are as follows:’

. T ls - The teuch:i as an uffeetivs g;rson.C'Thé sost important pedagogical
skills are imbeddea in unique personal qualities and human character-

istics. _ "

: 2. The teacher a8 & skilled pecrformet, The moat important pedagogical
. skills are {obedded in the behavioral performance of amoothly )
orchestrated routines and actions. g . -
3., The teacher asz a profesalonal decisiom makér, The“aoai important
pedagogical skills are imbedded in the exercise of informed human

. judgment that {s grounded in a substantive body of formal and prac-
tical knowledge concernifig the human endeavors of teaching, learning.
and schooling, -~ : ?

- 14

These three general con;eptions are r@preac;ted'ln ¢h§ fiterature and
have parallai&d thqsdgmgnant feuearch plt;dléﬂs oo effective. teachers and
teacﬁing. Whether tﬂ; research ac;lvlty reflected or crested the concéptlona

- i3 most likely unimportant and uuaniwetublc, l1ike the cla;slc-trgument over

uhlch.came first, the chicken or the egg. Howbvpr. the evolutfion of thg.con-

hd

'ceptlonu appears to follow the development of an incressingly core complex, °
sophisticated, and respected knowledge base on the field of teaching itself.'

A point of clarificstion isrneedeq to avoi{d a potentially serious misin-
. K _
terpretation and should be emphasized before describing the research on teach-

\

fng and practice in teacher educstion that refleact these conceptions, The

point 1ia ﬁbat each éonceptlén ig not dlstinguiéheg by Ta totalfneglect'of the
others, Rather, each conception {s distinguished by the sallence of iEa point
of {nterest (l,ef, by the amount 6?_atte;tlon and emphastis given tq the par-
ticular aspect that was judged &o.be'most promising and 1qpor§§nt at the

time). Thus each concpption is considered unique because of the primsary

questions and {ssues that were placed in the foreground, as opposed to the

e

PV S




backgrouad, Viewed {n this light, the concaptions are not totslly sepsrate or

mutually exclusive. Educators have and still do see aspects of each concep-

-
tion a&s worthy and {mportant; but at various points in time, the fleld has

gencrally attended more to one t?&n another and hss not generally atl:.ended to

°

. \

{nteractions among the three. . T . -

The Personal Characteristics of
Teachers: Research and Practice

i +
3

Research is always guided by views about where the tost pronising results
. $ - .

might be foynd, and studies of effective teachirg have been no different, The

P

predominant focus gfgthe carly tesscarch on teaching vas on the personal char-

I

acte?istics of teachers themselves, This line of work, fn fact, sight b§~
described more correctly as re;enrcﬁ oé':eﬂth€rs. than research #n tégchtng.
Nevertheless, the personsl quaiities of teachers wore assunsd to he of aajor
faportance to e{?ictive ceaéhlng; and {f these characteristics could be iden-
tified, measured, and shown to he aclentitically val£d preglcxors of.eft;ctive
teaching, then they could be used appropriately for scresning, selection, snd
retention purposes. ¢ . ' \
The mote or less standard approach to lhquify {n these early years was
for ptosgective or practicing teachers to be testqd. surveyed, and/or “inter-
vieved for purposes of descriding their\b;ckgounda. per;.onaliues. attitudes,
values, understandings,,snd heliefs. Supetvisorn',]udgag:éc (typlcally

university faculty or achool adnlﬁ(strctors) vere used to fdentify the more

and l2s8s efiective teachers and then the.teacheras’' personal characteristics
ot .

-
»

were e¢ramined for comparison and contrast, The search was for unique personsl

qualities or characteristics that would consisiently distinguish teachers -

Judged to be more effective fros those judged less effective by sets of

externa! evaluators (Cetzels & Jackson 1963: 8tddle & Fllena, 1964).

1

. | A\
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Althougg this line of inquiry vas generally unproduqtive for a relatively
loug pertod of'rieg, fts logical appesi.caused resesrchers :$ attribute thelr
failures to tlaus.}n instrumentsation or resecarch design., They cont {nucd to'.
pursue thefir bealcally unfrultful search for the personal attributes of "the
gnod teacher” until Rypns's clasaic; exceptionally well<designed s:gdy of
teaphef chatrscteristics was comnleted and‘:eported in 1950. His work was so-
vell done and yet se ganerally unpéoduetive of useful flndlngs-that the field
begat to move asway from thla.pnrticular patadipgz,

4 number of standacd practices (n te#chef sducation at this same time
also supported the viev that personsl qualities were important, stable, and ~—
copable of "heing vellably cessured for purposes of judping eﬁfectivenesp in
teaching, Student tesaching evaluations often {ncluded tatings on such perscne
al quslities as dress, groosting, punctuality, humor, tact, pa@se._commitment.
friendiiness, vitality, health, and ascceptance of criticliam. Moral character
and respectadble conforusity to predominaty soclal values were sfﬁilar!y en-
phnstzed (MeNet! & Popham, 1371),

ta the ahsence of buosledge, or in the abrence of general agteenent on
xhal <58 known aboul effective engagement {n teaching practice, the potsonal
quaiities of the :nd!vldua!’quttc naturally toow on speclal taportance, This
petepective shauld not be viewed as unique from that_in other flelds when
truatwoTthy knowledge'is not avatlable, Yu the fleld of medicine, for
erarzple, vhen little was known about zany allments and cven leas was known
ahout effective tveatment, badside manner and related human quasities played a
=uch sore {nportant role than théy do today.. As the knowledge base relating

to wedlcsl practice qualitatively advanced, people hecame leas concerned with

- :
the personal chavacteriatics of thelr physlclans and more concerned with thelr

.
.
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professional knowledge and abiliity,to properly disgnose and treat physiéal

[ Y

probleins, ’ . ’
- . * N

‘The Rehavioral Performance of
Teachers: Research and Practice v

,The decade of the 1960s brought a majer change in the dominant research

paradigm employed for studying efféctlve teactiing, The emphasis shifted from

. &4 major interest {n personal characteristics to primary concern for teacher

.-

ey

behavior and actual performance in school c}aaarooﬁa. This is not to imply
that teacher behavior waes totally ignored in earlier yeara. A modest amount
of ettentton had been glvem to {t, but much of the work i{nvolved abstract

analysis and psychological classificatfor and categorization. Neither did

[ . ¢
this ehift to a concern {or teacher behavior suggest that all concern for

personhl teacher variables was ‘sbandoned, 1t was stmply one of primary
emphasis; fewer studies continued to examine teacher characteristics ocutside

-

the classroom and more atudl;; came to examine teachar behavior inside the

-

classroos {HclNei{l & Popham, 1973). Referring to the dominant approach to
research on teaching pricr to the 1960s, Medley Qnd Mitael,(1963) reported in

the first Handbook of regearch on teaching: '
Certainly there {3 no more obvious approach to research on teaching
than direct observation of the behavior of teachers while they
teach and pup’ls while they learn. Yet {t is a rare study indeed
that includes any formal observation at all. 1In a typical! example
cf research on teaching, the research worker limita himself to the
manipulation or study of antecedents and consequents of whatever
happens {n the classroom while the teaching itself is going on, byt
never once looks fnto the classroom to see how the teacher agtually
teaches or how the pupils actually learn. (p. 247) ’

In the late 1950s, however, Marie Hughes and a number of her colleagues
. <. ’ .o
at the Unfversity of ltah received support from the¢ !linited State Office of

Education (USOE) to undertake research that wouls help defi{ne and describe

good teaching and the process by vhich it could be reliably determined.

11
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Hughes (195@) “eld the view that teaching was an intéractive process, and the

o

teacher-student rvelationship tn the classroom had a reciprocal chatacter, Her

L]

work thus led to a deslription and analysis of teaching behavior that was

o .
. o

based f{n patterns of interpction between teachers and pupils {n attual class-

"3
‘.
roon settings, -

Y

Shortly after this work was underway, other researchers, such as Ned

* .« e

Flanders, Bunnie Smith, and Arno Bellack, also began to e@ter clsssrooms with
\ X L °

»
®

a facus on the dynamics of classroom interaction. Though patrtial attention
k] . . \‘ hd .

was given to student~behav£or, the primary variables of taterest_Quribg this

early work were thoge associatéd with teaqher‘behivior. Aaong the vagloue

~

teacher behaviors to be studied, @ajor'attentlon was given to teacher talk
. (Flanders, 1970). Various analyses were applied to teacher discourse, and -
although the general approach was primarily descrlptive,wthe value orienta- ®
. _ :

tions that finevitably became a part of the work were too easily translated

into prescriptive statenmants,

e

But was more or less teacher talk a mark of effective teaching? The
’ ¢« ‘A . °

evicence was simply dot there, because the {ssue of what constituted effective

- 4

teaching was generally not taken very seriously, Nevertheless, without know-
ing how or In what way the awareness and use of Flander's analyses of teacher

talk and studeént talk might lead to effective teaching, a number of teachfr

)

educators came to {nclude this work {n their preparation programs._.The i
‘\

studles of teaching and the practice in teacher education in the 1960s can be

generally characterired as increasing their focus on teacher behavior in‘

classrooms but generally neglecting the serious critertgn problem vf relating
N

descriptions of teacher behavior to a clear conception of effective teaching.

t

The research of the 19708 brought a change {n the tendency to slight the
A}

effectiveness criteria, and {t also gave tise to the third and most recent

v

. R 1 i
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‘be attributed in part to two ciasaic studies of the 19603, two studies that

paradigm for studying effectiveness in teaching. The shift in approach..could

<

receiéed enough attention to trply shake fhe vesearch on teaching community;
lntqtestingly'enough. neither of the researchers doing these studies entered
clas&rooms or -acquired any data whatsoever about teacher behavior, These
rszparchers Jere Coleman and Rose;thal. -

-ﬂﬂ’ Coleman!s sociological study examined school characteristics and thelir
relationship to student success aa'indlcated'by a variety of ﬁefautes,-lnclud-
ing students' test perfékmance.(Coleman, Campbell, Hoba@n, ﬂcPartIand, Mood,
Welnfelg, & York, 1966). Because ltoshoweduthag the bulk of the variance re-
.lating tolstudent saccess could bg accounted for by facgors other than cl@is- .
room variables; Coleman's work came'to be interpreted as showing that teachers
made little {f any difference, Needless to say, this findlng was jolting,

»

but, more importantly, {t challenged the research on teaching community. Jere

: ..B}ophy, Tom Good, and Bruce'Biddle, for example, found this interpretation of

Céleman'a findings counterintul tive-<Tt simply did not make sense to think
that teachers dldq't make a difference to student learning. So they devised a
means of estimating average mean gain sco;ea fof students in elementary class-
rooms (using standardized achievement test results) and then identified teach-
ers who cénslstently produced student gains that were substantially above that
uhich~would be predicted. They studied these teachers and found that they
behaved in some consistent ways that distinguished them érom ghelr more
average colleagues (Good, Biddle, & Brophf, 1975).

At this same time, ses archers with }he Beg}nning Teacher Evaluation
Study (BTES) conducted in California also began té identgfy various teaching
performances that related to student learning, as did G#?e,'gtallinga, Clark,

Peterson, Anderson, Evertson, and others who were aearchiﬁﬁ for teacher

16
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studies, in the main, seemed to produce generally obvious results that .

s

tegchet educators already knew: élme on task was important to learning, -

teachers who involved youngsters in meaningful activities could;keep them
engaged for longer periods of time, tgacher-providgd instruction was more

{mportant to learning than instruction provided ﬁhrougb seatwork or by other

>

students in the classroom, and so on (Fisher, Berliner, Filby, Marliave,

Cahen, Dishaw, & Moore, 1978).;'Though.a11 of the f}ndihgs were not obvious,

,'ﬁthey.ﬁere not sufficiently powerful to generate great excitemeént in the field

of teacher education. Nevertheless, \the research did call Coleman's  interpre=

tations and findings into question, and\direct evidence was obtained that

teachers not'only differed, but made a difference to young children's learning

\ _ : A
of the basic skills in reading and math as measured by standardized paper and

pencil exams,

. .

The other major study of the late 1960s that stimulated change in the .

' teacher effectiveness research of the 1970s was the Rosenthal study of teacher

expectations, Without entering the classroom, Rosenthal examined pupil learn-
ing. gains that were apparently achieved after he and his colleague told teach-
ers that, on the basis of‘an examination, particular youngsters were likely to
nake rapid strides academically when in fact those children were selected at
random. The Oak gchool Experimept that Rosenthal conducted in 1964 .(Rosenthal

& Jacobs&n, 1968) received popular acclai% but was also heavily criticized on
methodologi;al grounds, Nevertheless, the work raised thgyissue of teacher .
expectations and the extent to which teacher judgment and teacher thinking

(about particular youngsters, in this case) might also affect pupil learning.

This possibility soon came to receive more attention.
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Psychologists in addttion to Roseﬁthalrexplored expectation effects not

=

only in achoolé but in animal laboratories as well. Graduate students re-

~

quired to train rats as a part of their program of psychological studies were

frequently told that their class would be divided and half of them would-be g;
. : o : o . ) . -

asked to train slow rats and the other half would be asked to train the fast,

apparently smarter rats. The rats did not really differ in abilitxr of
coﬁrée, and;the psychologists were simply lnquifing further into the expecta-.
tion qﬁestiona raiied_by Réaenthal, .Although;the leartiing tasks and traiping
procedures were typically the same-for'both'sets of trainers and rats, -the
general results werenaurprisgngly.diffetent. The”group'of rats considered to
be "smart" learned significantéy faster than the rats coﬂsideted_tb be “slow."
Unfortunately, like Rosenthal, researchers in the first studies did not ob-.
serve or look for potential teachiﬁg differ;£ces thaE high§ have occurred
Auring instruction, ”

'

In response to these rather powerful and unexpected results, some re-

&

searchers did have the presence of mind to ask the "teachers" to describe
- .

-their instructional approaches and techniques--what fhey did and why, Tﬁe
responses obtained from the logs and post hoc iﬁterviewi were enlightening and
provocative, Trainers of the "smart" rats said things like, "When the poor
little fellow didn't learn, I knew that I had to be doing something wrong;
after all, he.was supposed to be a smart rat. I knew that I had to try ;
modiried approach to teaching, encourage him to take just a few more trials,
or modify the reward brbvided when he came closer to ddlné {t right." In com-
trast, the trainers of the "sloﬁh ;ats said things like, "Uhep‘the‘poor little
fellow didn't learn, I felt sorry for him; after all, he was.sloQ, ane I knew
that I just had to be patieni. Pushing him too mych would be uqfafr&and might

v
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have_ﬁeg!tive effects, so I him rest occasionally., Yuu could tel; when he
was -getting tired" (Rosenthal & Jacobson, 1968).

Although educators ‘are well known for commenting on the lack of transfer

from animag research, the;implicationa of these and related studies wers

clear, What teachers thougﬁt, as well as thi teaching behaviors related to

& L4

v this'tﬁought, needed’xo beqfurthnr examined, expecigily as both related to

effects on student learning. The work of the late 19708 and early 1980s has

- reaffirmed this posijdon, Thé predominant paradigm now focuses on teacher

‘. R . . -

judgment and decisfon m;kiﬁg; teaching performance alone ig'vgewed as iusuf-

3 .

o

{s ) .
ficient fél characterizing effective teaching.

" There are a number of other important reasons for the shift from tsacher

‘ behaviqr to teacher thinkirig and judgment, however, and it 7may ba helpful. to .

use several of the earlier stddies of teacher behavio; to {llustrate them,
Congider the lmplicationa of two separate lines of research on effective
teaching behavior: ‘the work of Mary Budd Row and the work ofujacob.Kouhin.
Mary Budd Rowe's s;udiea (1974) indicated that wh;n'teichers ask‘youngsters
thought-provoking questions during sqience lesaons, they frequently do noh\\~
give those youngsters sufficient time to think about the question and frame an
apptopfiate response, Further, Budd Roge's work showed that teachers could be
trained to adjust their "walt-time" behavier and could, in turn, obtain quali-

<

tatively better reéponaes from pupils. 1t was somewhat disappointing and per-

" plexing to Budd Rowe, however, to find that the teachers trained to increase

their wait-time behavio; ~nly maintained this performance skill for a rela-
tively sh;rt period. When the.rgée;;chers returned after time away from the
clagsroom, they'fbund thaézthe trained teachers had reverted back to their old
behavior; in general, they were again asking questions too quickly and not |
giving students sufficient time for qqaiitatlvely be;tet thinking and respond-

-»

ingc.
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‘generel level, one could interpret the Budd Roqs;reﬁée:eh on ‘pacing to be

o

-«

[}

" At about this eeme time, though in a different locetion, Jacob Kounin was

o

studying teacher behavior that agpeared related to student off- teek behavior,
- \ ¢
He;found,theg when teachers f-.iled to move Eheir instruction elong at a rela-

£

tively brisk pecg{ youngsters. in the ¢lass were apt to become bored end'euﬁee-

quently engage in off-task behavior (Kounin & Doyle, 1?75). Thus at a very

©

. -

.prescriptive of ilowing_dowh performekpe. while the'Rouﬁin reseach on -pacing

was prescriptive of speeding up performance, - @

«

Although feeeerchure obviously have no clear evidence of which approach .

is .apt to be more correct -than the other, il is likely that both sets of iiﬁ&;
ings have implications for effective teechiné. Teachers need, to know and use
knowlsdge related to the potential effecte of their peeing uecisions: Hoving
tos quickly when asking tﬁought-provpking questions can have the}Pegetivé con-_

sequence of reducing quality thinking and responeeHJOn'ihe .part. of Etudents_

._..,;a

[/

being called upon;rmoving too slowly, on the othitﬁpznd. can heve the negative
consequence of incrieasing boredom and eff-taek behavier on the part of otheg
students in the classroom. Knowing these two potentiilly negative possibili-
tiea, the teacher must obviously make judgments about what is too fast and
what 1s too slow for the particular set of students s/ﬁe is working with at -
the moment. The next line of reeeeich-euestione thus needs to focus on issues
of information processing. What factors should the teeche;‘coneider in order
to make .an informed_judgmeﬁt releted.to appropriate pacing decisions in the .
classroom? How might such judzment differ when the teacher is introducing
newi)rether‘than femiiier, concepts? wﬁet variations in judgment and deci-
sions are appropriate across different subjects and with different groups of

-

students?
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(e.g., achievement }n arithmetic) and one qpupil, it might be possible to

16

The point of this illuetration is that rasearch and practice in tu&thing
have come to acknowledge the complexities of the teaching role as it is now
practicednin school classrooms. Effective research and practice in teaching

require the recognition that the role demands placed on the occuﬁatioﬁ of

teaching are multiple and frequehtly competing. By.ihe very nature of their

yhargg, teachers must respond to a set’ of multiple demands and seek to maxi- .

L]

A

mize alternaiive deaired outcoﬁea.
Unlike researchers, teachers cannot select a single goal, ignore theJ
others, and attend only to factore‘that might-optimize the attainment qf the

single goal. If the demands of teaching were such that a teacher had one goal

[

profit froq regearch on behavioral performance alone, although there is reason

"to be doubtful here as well. But the point is that bec-use tegchers have, in

fact, multible goals and multiple students, they are prohibited from optimiz-
1;g outcomes. 1Instead, théy are required to continuodhly exercise judgment
regarding the most effective and ethical meaﬁs of maximizipg galns across mul-
tiple goalé and acro;s multiple students., Time repains'constant and attention
to one student reduces the available time and opportunity for attention to
oth;: students; similarly, investment in attainment of one go;i reaucés the
available time and opportunity for attaipment of others. Teaching, therefore,
{s sidply too complex for linear prescriptions about effective teaching be-
havior. The exercise of professional judgment is necessitated by the heed to
decide what, when, how, how long, and with whom are particular subjects and
actions appropriate when seeking to gchieve, simultaneously, gultipli goals
for many diff;rent studeqte.

The résearch on teaching community was not alone iu coninsjto realize

that the behavioral paradigm was limited in terms of {ts prescriptive power,

. : <1
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however, for the teacher e&ﬁsitton conmuqity was also coming to :ealize_the

.

R .
limitations of 1its behavioral emphasis, The competency/performance-based

movement that swept the country acro:s the late 19605 and early 1970q baral-

leled the behavioral enﬁhasis in research on teaching (Gage & Winne, 1975)."

L4

. -
Everything worth knowing was broken down 'Into discrete behavioral objectives
. . .

that could be clearly'apecified, counted, and related to beh@;loral perfor-h

k o

mance outcomes in teaching.

The specification of performance-based behavioral objectives want on with

’

great enthusiasm across the_laqe 1960; and tﬁroughout the 19708 until the
lists. became guwieldy and appeared to have no end, Teachers could indeed be
trained to do mosf_anything. bﬁt the endless lists of behavioral performances
lacked coherence in terms of their overall relationship to the preparation of"
more effective teacheréi Thus teacher educators as well as résearche?s began
to raise questions about more appropriate knowledge and skills that should b?

made available to teachers.

4

Ihe Professional Decistion Haking of
Teachera: Research and Practice

It is important to note ghat research on teaching ané practice in teacher

education that emphasizes the cognicive aspects of teacher judgment and deci-

‘sion making has emerged quite recently, The National Institute of Education

created the Inatitute for Research on Teaching (IRT) 4n 1976 and charged it

-

with tﬁe advancement of research on the thinking and information processing -

aspects of teaching. Involving an interdisciplinary cadre of researchers and

-teacher collaborafbrs,“ the TRT designed and continues to conduct research

.

47eacher collaborators are teachers who typically spend their mornings
teaching and their afternoons working as full-fledged members of a research
team,

Y]
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areas of study: ° .

L]

thet‘seeke t;\enhanee know}egge and understanding of teacher judgement and.the

numerous factors that {nfluence decisions and actions in teaching,” The IRT {is .

-

ars:&iesponegble for training additional researchers who een become qualified

. ° . . o« . ~

to conduct this relatively new line of inquiry. Researchers at the Institute

Lot Loi s
ENIRR S S 7 SN

Siia e by

fo: Research on Teeehthg are now pursuing questiqgi\related to  the following

LY

1. the information teachers use and interpret as they diaghose and
.prescribe remedial interventiona for youngsters with apparent reading

problenms;
‘ 2. the knowledge and 1nfermetion teachers use 'in eelecting the content )
they wcome to cover during mathematics lessons; - , : .

RN S Lat,lends e S Ve tuE .
EATRRICR PO LAY EAPX I

3. the different instructional decisions and actions that are taken when - 5
teaching lower-level courses in mathematics versua more advahced* v K

courses; - : ,
- ' : X \
4, the knowledge and information teachers draw upon and epply in plan- . d
ning and conducting lessons intended to improve youngsters writing "
abilities; .

S. the insights, perceptions, beliefs, and actions of teachers who .
appear to work most effectively with problam youngsters; ' §

6. the knowledge, informatfon processing, and actions teachers empley ;
when teaching important concepts in science, reading, and language i
arts;

7. the insights, beliefs, and information teachers use when emphasizing
student learning of appropriate classroom conduct and deportment;

&
8. the perceptions and interpretations teachers from various sub- '
cultures employ when interacting with ‘youngsters of diverse ethnic
and social backgrounds; and
9. the knowledge and perceptions prospective teachers bring to and
acquire from their own formal preparation as teachers.
The thrust of all these lines of inquiry is (1) to better understand the com- e

plex information processing that occurs in teaching and (2) to trace its ante-

cedents and potential consequences for teacher and student learning and

action.

Work underway at the Institute for Research on Teaching and in other

{nstitutions across the nation and world appears to hold promise for

23



teaching.

-and {mprovement of teaching practice (Brophy, 1981,

- Duffy, 1981).

slgnificantly greatet understanding of the complex demands and requ rements o{

Recent findings have been reported and re lewed ar’d have rneceived -

wideapreah attention for their apparent coutridbutions

A

hetter underéganding '
fla:k & Yinger, 19

But the existing knowlodge base 1: understandably small at this

- -~

. time, since He new line of research is both recent and umlted by modest in-

vestments of human and financlal resources. The situation will, I hope, |
thange in coming years as the'1mportadbe'ahd_aOphlstidatlon of research on
thought and action in teaching becomes: better understood.

Although udﬁhpcqs fin the practice of teacher education should be strongly

N B . -
influenced by the accumulation of the empirical knowledge gradually being

acquired on the cogritive aspects o{ teaching, teacher educators need not
4 : .

depend totally on available research Sv(dence. Like vesearchers, thoughtful

and analytical person; concerned with teacher education have become aware of

the limitations of bverlyiﬁlmplistic, technical, and behavioral orientations

toward teaching.

An Introduction

-

The émerging Profile of Effective Teaching:

The otservations that follow are meant to stimulate thought and dlscus:
sion relative ﬁ? increased ,effectiveness of schooling, teaching, a;d teacher
education in the United States. The argument is made that today's schools
have come to need profassional teachegs if theytare to better serve the public
that supports them; S{milarly, today's teachers desperately need ‘the capaci-

ties of profegsionals {f they are to realize sufficlent rewarda from téochlug

and cope effectively with demands for school improvement. In order to reme&y
the acknowledged problems of public .education, the techinician role that has

been assigned to and assumed by teachers and the technician traiping that has

24
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be;n provided by‘schoola aﬁd-collegea of education need to be chinged

Although contemporary dlacoutae.auong teachet ed~;ators includes references to
prepartng profeoatouala," the content and proceas requitements of most prep-
aratlon programs suggest that the concept of "professional” {s efther not well
understood or 1is sisply uced as rthetorte to achiéva an i1liusive sense of

status and 1aﬂortance. This section beglna. therefo:e. with a descrtption of

-
L]

the requirementa of ptofenaional work.:
The remaining portions of the pgper.addreoa the reasons Ghy professional -
'geachers-AFe”qeeded; The arguvent is made that the American‘puflfe has come
to hold multiple expectations for sch;ols. These expectations have not been '
satisfactorily net_ia'tﬁb eyes of the public, and a general disf{llusionment
with the education eatabliahéenb has resulted, ?nrther, nost attempts under-
taken to.&emedy-the apparent problems of schools have been basically flawed;
_ they have slighted the centrality, {mportance, and lntegflty of teacheés and
teaching. -An unanticipated conaequence of the top-down, management-dominated
bchool'lmprovement effort for today's career teachers has been a decrease (qn
thelr sense of responsibility for the outcomes of schooling and a Ioaa«"
satisfaction in thelr work Facing an already difficult and {ncreasingly
complex assfignment and then dealed the intrlna!c revards that come fron self-
inlttatlon, problen solvtng. and the exercise of professional judgment,

'3
teachers look more and more to extrinsic revards and aslternative employment.

The final section of/ghe papér addresses the needed changes that myst
occur in teaching aund teacher education {f teachers and teacher educators are
to {mprove the functioning of schools and concomitantly ettra- ptepare, and
retain qualified professionals to work in them. The case {s made that school

improvement 1s dependent upon the professionalization of the teacher's role,

and such professionalization camfiot be realized until teacher education

I ="f£%‘sg;;

.)6'{
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propranms change thelvr predadinauting’cuhlclanntraintng spproach to that of

profecassional preparation.

*

The Requirements of Professional Work

Technical teacher trtinlq&fvergsc professionaf\teachet educstion.,” The

v

claim that p;st'and precent gracgicq in teacher p:eparatian {s primarily

, directed towird tecpnicnl training and that futuraoptaét!ce,ahculd ceme to he
directed tovard professional education must be e%abo?ﬁf@d f the reader s to
crlt!ca}ly examine the undmrpinaings of zhe assertion. At the base ®wf the
argument s the distinction between téchnlcaltand profesaional wvork, ;

" Technicians, by def!nltidq, sre specialists in the practical details of
an occupation, They acquire Ehelr practical &aou-ﬁaw from 6ﬁ;theujob-t;aintng
that {s relati rely brief and typically faciiltated through apprenticeship ar- ‘
7 rangemenis. Technlclaq& are prépared.to follow the ﬁreacr;pt!ve directlons.gf
enpineecs of managers who provide ovérslght EOS the techunlcal §er£or£ance they
provide. Thﬁa prospective teachars éecelve technical trainting for geaching
when the prcdominant portion of théir pédcgogicul studlen {8 composed of on~
site fleld experiences, how-to-do-it methods coursee, and practice teachling.

One or two discrete courses {n foundatlons {be they psychologlcal, soclo-

loglcal, or philosopﬁi;al) do not counterbalance the heavy emphasis glven to: \
4

4 2

the technical training that presently-encompassea the bulk of the study {n
education required by typlcal teacher-training programs,

Experience suggests that contemporary teacher trafining eophasizes the
need :é leatn and demonstrate ssoothly orchestvated behaviotral routines in -
rather predictable classroom environments: for example, how to write accept-
able objectives, usually {mplying form, not substance; how ta design a unit or

.

leasson plan without deep, prior knowledge of a student group; how to be

<b . ~
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gfflcient tn the use of time and keep distractions and transition tlme\from

ene'tench. . activity to another at a minimum; how to prepare bulletin boards
snd oprrate various projectors; how to organize the classrcom and arrange s
student working sroups; how to call on students and keep order; how to cor-

roct, grade, record, and display students® werk; how to adjust to school roue ==

tines; and, how 0 get alonpg with one's poers, especially the supervisor or

princioal. The enphazis tends to be on practical know-how,

This hesvy enphasis on practical technique conveys to ;he prospective
teachor (perhaps unintentionslly) that knowledge and decisfions about highly
important msrisvs will be left to someone “higher up" in the system, Contenm- A
porsry teacher training ugpeara to give wmeager ;ttentlon te the ne¢d to learn . '5
aud epply ch!aua thought and enalysis for making difficult judgments under
candltions of uticertainty: for exa=mple, declding on {mportant and specific
content thaz =ust be putposefully selected from a wide array of content pos-
sidilttien; dectding hov much fnstructional time each content ares might
deperve ynder varylang conditions; avepnging content finte s logleal and/ot.psy-
chologically totriguing sequence for dfverse groups of learners; and aglecttng
from and dectding upon varicus means of =onltering student progress sc that
effective feedback and subseguent decisions regarding new or revised learning
tasvs can he appropriately related., Surface sttentfon to the {n-depth knowls
vdge te gited {or exercialug sound judgments on such nhtters.implies that the -
teal decivlon rakers are the speclalists, publishers, and administrators who
detetnine achedules, creste curtlculue g;idcs, prepare and select texthooks
ard teate, and devise =ansgesent systems for teachers. The exevrcise of

foatiee dudgeosent, within the broad peolicy framework of standard curricula and

tngtrycti~nal practices, tecelves insufficient attention, Thus teachers conme
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to enact thé’role of technician, a role that requires them to follow the
prescriptive directions of managers, ' .

1o eddition, as with most techmical training, the training period in
pedagogy is relattvely brief--three or four cour;;:%}or proapectlve secondary
teachers {n addition to their practice teaching, Though admittedly more for
elementary than secondary teacher candidates, the investment and time-required
for a college atudeng to plck up the additional course work needed for.obtaln-
ing a teaching certificate (beyond the standard major and minor requirements
expected of all college studeats) is clearly small, té is not uncommon, 1n'
fsct, for education programs to advertise their modest academic requirements -
and the eaae.of program access and completion. Hady even point out and take
pride (n the fact that their preparation is obvldualy u;eful for many gthet
occupations, thus {mplying that thelr knowledge dase is not.one of in-depth
apacl@llzation for.tcachlng {n schodls,

Professionals, in contraat to technicians on the other hand, possess a
broad body of specialized knowledge and skills that are acquired during a pro-
longed period of education and training. Drawing from their broad specialized
knowledge base, and guided by genera{)principles. propositions, and ethical
conmitments, professionals exercise judgment and make decisions that apply -to
the unique and particular “s{tuatfons they encounter in practice. Professfon-
als therefore accept vesponsibility for making decisions that are {(n the best
tnterest of the members of socliety they serve. ?rofeaslonals.realize that
they have autonony of judgment ;agar&ing thelr performance within the gener;1
context of regulations and polfcles set by the inscitutions society crestes
for the facilitation of thefr work (Schein, 1972), A professiénal education,

therefore, is characterized by three important qualities: (1) it provides

students with a broad, in-depth, and specialized knowledge base that must be

25
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sacquired through long and intensive academic preparation; (2) it structures a

set of requirements and a social milieu that communicate an exceptionally
.setloua coémltment to the members of society to be served and to the staﬁdards
and codes of corduct that must sccompany the professional work itself; and (3)
it focuses on the u‘yo and extent to which professionals have authority and
résponslbilit} to make and act upaon thelr own decisions, within the~conte§t of
the social institutions created by their work, .
| A profesgional educailon for teachers, theréfo}e. would neceasarily%{ni
clude serious attention to the breadth and depth of the‘knouledgé bgs; zelated
: o .
to teaching, learning, and schooling. 1t would also fnclude general knowiedge
fegatding the purpose anq operation ofﬁvarlous educatiqn-relateq systeﬁs
(1.e., néf just classrooms and achopls, bu: other'soc}al gntltiea like com-
munities, families, and peer groups), It would 1nélud; major attention to

prinélples, theories, and propositions that the professionals should draw from

and apply to thq-ar£abl§, particular situations they uill encounter in prac-

tice, o ‘ :
. ~

The standard "but there is not enough time" response that is typically
used ¢s a sc;pegoat for why this is not the case in teachgr‘cdu#ation simply
does not hold. Regardless of how little time happeus to be av;ilable for
inftial preb»ratlon, it could be used t§ bégin profe,alonal education, which
could be continued following initial certification, rather tham substituting

it with technical tt;ining. Certainly, 1t {s possible, But the questlon_

still remains: 1s professional education really needed?

Why teaching professionals are needed, Professional teachers who have

<

in-depth knowledge about education and\pedagogy, a serious commitment to their
work, and a clear understanding of their authority and responsibility to.make

and act on {mportant decisions are needed because teachers cannot effectively
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cope with the public's mu;iiple expectations and the unique needs of diverse

L4

yopngaters-by continuing to assume a technician's role, Although the argument )

is somevwhat detailed, 1t must be considered in ligh; of past and present ex- .
pectatiqn;. problgms,:solutions, and failures in the functloning of America's

schools,’

The Functions of Schools ) ' : S

**  Over the course of the past two centuries, United States citizens have

come to expect public schools to aetve.four primary functions: facil}tation

of (1) academic léa:ntng, (2) social intégration, (3) custodial child care,

.

and (4) personal and social learning. While these functions have emerged over - f%

time, there have been persistent expectations for teachers as the primary

w

agents for achieving them. So sure are Americans of the appropriateness of ;

t

these functions that when there is public dissatisfaction with schools,fit ia .~-§
attributed to their failure ‘to achieve one or more of these functions at an
acceptable level. There has never been a realistic reconsideratlon'or;re- .
definition of this compleax set of functions and_the numerous tasks that
accompany them (Sizer, 1973), though people regularlyiaecry the fact that ... _.
schools arve attemptiug-to do too much, . '

When formal schools were organized during the Colonlal Period, the
expectatlon; for teachers were relatively clear. The clieutele were primarvily
white males from families of the wealthy, learning to read for purposes of

. studying the Bible and learning “to figure" for purposes of computing thelr

C.

SThis argument was developed by Judith Lanier, Susan Melnick, and Robert
Floden as part of their planning for major revisions in the professional
studies component of MSU's teacher education programs. ’
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plantation end business profits; There was little or no controversy over

limiting publlc ochooi teachiug to theee’“baelco.

But folloalng the Ameftoan Revolutlon eud the Conatitutiona! Perioo, a ‘"*i‘ég .
e .:ahb.n_. . R

aecond 1e31t1mote purpoee of Amerioen sehoolgng emerged. Sslmulated by -
' . M

Jeffereoa s viewo, educatlon wvas expected to serve the noble pﬁrpoee of_remov-‘

ing artificial barriers detetmined by birth and social baokground and to
_enable one to serve the public good.. Through appropriate eehooling, ‘those
persons whom nature hath endowed with genlue and vlrtue“ (Tyock, 1982) coold
achieve the social status that matched their talents. This mergtocratlc view

- \ B . i '
of the American school as an instrument for achiéving equality of opportunity

v
o,
i
s
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E

e
o
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gained momentum and strength over time, 'Horace Mann held this vlew‘so strong-

ly that he described formal education as "a great equalizer of the conditions

-

of men, the balance wheel of our eociel mechinerys" He'believed that aoequate

M Saevt o U0
e deee NI T e, L NaS
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pudblic sehooling “does better than disarm the poor. of their hoetllitx towa:g

S

the tich: 1It prevents belng poor“ (Huaeﬂ, 1979) R . - 3
The advent -of the’ child 1abqr,laws of the mid-lBOOe orought more and more . ;

4 : g

of America s poor chlldreh out - of the~foctor1ep and into the schools., The . L. )

':.\,\\ i 7 s
parents of the poor: were eager “to heve their children ncquire 1earning that *

could get them out of the bondage of poverty; Qut they also had a very prace-
tical reasorm for q’pporting their children's school attendance., Since both
parenta'of most ooor children usually worked long hours for 10; wegea and they
had.now lost the income from the labor of their children, the public schodl
was needed. to provide free child care. The school could serve both educative
and custooial functions; the ouatoolal function meetlog parents' immediate
.needs and the educative function their long-range aspirations for ‘their

children. By the early part of this century, then, the schools were seén as

serving at least three major functions: providing 1oatruction in basic
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were complicated beings and their development deserved unique etudy and

literacy, providiug an educetion that would encourage upward social mobility.

'

and providing eefe end healthful child care fot working perents. . 1,

‘e -

‘ But 1n the ea:ly 19003, etiil more came to be expected of the adhoolse

: Recoguition grew thqt chlldreu were more then etmply short edults.fﬁdhildren

e,
(YRR

t

special coneideration. The progressive education view brought a shift 1in the

eubjectaceptered notion of achooling to that of a child-centered notion,

Schools and the educators in tbem were to proiide knowledge and ekilie that |

‘would meet the child's "real" needs. The "life adjustment” of each- youngster

was to be carefully considered as echoole‘eoqght to match ioetruction to- the
appropriate levei of each child's development, - 3 lf

However, added pressure for response to‘the-uniqueﬁess of youth was not
the only torce raised at this time. Dissatisfaction with America's eoperent

inability to live up to her stated democratic ideals led to increased pressure

on schools to help -the country realize the promised benefits of democratic
‘life. Gearge Counts (1932) and other social reconstructioniete pushed for the

-schools to'create “a new eociai-order rether than to adjuet to .an existing

imperfectﬁone.. Two decadee leter, Robett Hutchins (1953) and other anti-

pragmatists brought wideepteed attention to another sat of expectatione thet
was formerly implicit in McGuffey's Reader._ %he teeching of values came to be
consciously accepted as an appropriate function of the schools, whether {t was.
the character, work, thrift, family, and netionei pride values exemplified in
McGuffey's book or the "hebits. ideas, end technique that they need to con-
tinue'to educeté’themaelves urgedhby Hutchina. Proponents of this view pres-

sured schools to go beyond the expectatidns related té basic skills, child

care, and escape {rom poverty. In ehort,'Q&eee collective pressures brooght
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en eddltional expectation thet the schools.could dud should foeter

s ;Jx ' conetructlve petednal development and eociel teeponsibilty.,'

. . :‘!_g-;‘-‘_ . . ’ . ;

T Thus by  the midd]e of this eentury. th; Amerlcan ppblie held a set of el W

R : 5 oL e

PRI dive;;i““d‘high °*P°°t‘t1°“‘ f9§¢f€3 echools. oxhgse public 1net£turiona were SR
Vo < N . e

| to eeeume teaponefq111ty for eaguring thet ell oigAmerlee s young people (1)

.:‘ -

were helped fo becone tunctionelly 11terate° (2) ‘were helped to become suf-- =

-

- ey

v

. fictgntly knowledgeeble end ekillful that - they mlght avold poverty and perti-
.z(j_‘

cipete fully as équal members of the social order- (3) were taken care of in

their perente absence in a eefe. healthful, and conistructive manner; end>(6) -

were helped to acquire habits of personal development and aeeiaﬁfreeponsihil-
ity that would result in a continued and dediceted eflort to improve them-

selves and exlstlng social condltiona. Since this massive cherge was accom-

panied by public sentiment that the United States could realize whatever goals _:%

it set, there was little doubt that the schools could rapidly and successfully

R ecnieve these noble ends, ' . ' . ;g

The Problems and Dteeppointment- Recent ’riticlems of. Schoolinﬁ

. But the pe&t-aa: blbj boom,h;d ob#lous "and maaslve coneequencee for - -

Americen achools and the educetion community. The shortage f qualified pro-

ﬂq{ . | feeslonale, scn72} bu;ldinga. and edeqaete ressutces: drove the education
establishment into a frenzied set of responses to accommodate the demand. The
knonledge explosion brougnt more things to be taught to greatly increased

numbers of students._ The population ahift to the cities, combin;d with rapid
changes in traditional Iinstitutions and human values, left the schools, like

the society that created them, in a state of confusion., - And in the.nidet oé-

unprecedented growth and social change, the schools were not able to mobilize

effective responses to their multiple charges.,
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lz'thelr respectobllgvy~eﬂd credlbllity deteriotote._

o

With, llttle opportunity to reflect on the causes or inherent nature of

-

Lt}

their probleme epd uo orgenlzed wey of reeponding to the public s frustration
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with Ehel: lncreeetngly gpperent felluree, profeeeional educetors watchad

a"

A".'

-

Ctlrlce luoh oe Beecdr (1953) end Rlckovee*(1959) decried the deteriora-

tion of beoio,ekille end 1ntellectuel rigor on the pett of both students and

teechere. The spectre of Sputnik I.convinced the public that the critics were ;'5§

probably right, Children were not learning acedemic subject matter up to the

standards of the changlng society, and thus the schools were not perfotmlng

»

this centtel function. Ocher criticisms of school failures also came to pub-

lic ettention, _5
With a growing recognition that schools operate within a soclocultural | é

.' context, 1t_beceoe clear that the school was not succeediog as the great Ta
social equalizer of oppoctupity. As a status-providing, liberating instru- 'é

ment, the school was felling to keep its promise of potentiel success to un-
limited numbers of young people. Some cricice clained that the,pchools were
purposely working against.the American dream of equal.Opportunlty._ Instead,
they were reproducing the existing social and economic order--operating to
sort and sift'youop people in ways that would dlstribute status and economic
benefits and maintaln coctal and economic inequities.

The school's ebility'co deliver healthy and safe custodial care also be-
came problematic. As socfal rebellion, drugs, vandalism, and violence became
more prevalent fin eoclety, they became more common in echools. Educators were
unable to prevent or stop the increasing number of diecoptione and probleme.
The Callup polls conelgtently showed that the pubtlic's major concern with !

schools and teachers was their inability to adequately provide for students'

personal safety and welfare.



compe tence
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The schoals' inability to assure the development of Pereodal
and sodialpfeaponsibilgtiee also became ;lear. Unablé’to-provide mastery of
basic literacy akills;fihey <ould hardly prepare yéung people t; become
independent, cfitical; and responsible citizens, ready and able to exercise

'. .

‘~§ﬁ!1r rights and dukies as mgmbgrs of a complex, democratic, aqd pluralgsgic
society. * /// _

The changing nature of familiea, religious institutibns, cq?munity 11fe,
and the rnass media coﬁp;ted with the puhltc'a increased Aependence on the
schools for better social understandihg, values developmedt, ané career Aduca-
tion, But the failure of the sch;ols to seek a balance with competing factors
and to achieve their noble-épals was”pe:vaaive,:ﬁnd the eubsequeﬁt disillu-
sionment wa? feit and generaliy recognized,

| In the 1970s and.on inﬁo the 1980@, the public seemed to be abandoning
the piblic qchoo;s. Accompanied by growing problems in the‘economf and a -

‘ major dqcllgf in population growth, the schools' supporters began to cut back
on the base of tax ;upport. Conmunity bond and millage requests were rejected

in increasing numbers, and enrollments in private schools grew as enrollments

i{n public schools declined.

<

Attempts to Solve the Problems: The Expert Response

Through this period of criticism of the public schools, attempts to
‘mprove the schools were made on local, state, and national levels. But the
sdvlic responses to the problems of schools typically had two important char-

teristics. First, although various groups of experts were asked for pro-

posed golutions to the problems of schooling, these groups did not incldde

classro teachers, And, second, the solutions proposed involved teachers

only as technicians to carry out tt;/psTntiona devised by the experts.
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Consider those who typically spearheaded the public responses to problems
of schooling: private foundationa. the federal go;ernmqnt, or puﬁiishipg
companies. They uguld bring together a panel to éevise plans. for school and
eduﬁational reform, a panel on whi;h teachers Qere seldom members. - While the
means of getting teacﬁers to carry out the plan varied, the passive role.
assigned to teachers did not. Government demanded teacher conpiiance through
legal nandate..and regulations., Publishing houses devised "teacher-proof"
curriculum materials to ensure that teachers would faithfully follow the model
for reform. The strategy of expert solution and teaclier implementation can be
seen in iesponses to failures of schools in each of the four major functionms,

Criticiam# of schools' performance in teaching.;cadgnic aubject matter
were widely publicized, and the responses to these criticisms often had conm-
parable visibility. Many of the curriculum development projects sponsored by
the newiy formed National Science Foundation boasted Nobel laureates on their
steering committees. If the committees also included-public school teachers,
their presence was scarcely noticed. In acience;education, top scientists
were assembled to redesign the teaqh}ngwof“eigment;ry and secondary school
science, | |

In mathematics, the‘inflgentgal Cambridge conference specifically ex-
cluded Eeachers from deliberations about the best way to redesign mathematics -
teaching. The assumption was madg thqt whatever curriculum the university
mathematicians devised could be taught with minimal additional teacher train-
ing. But the coﬁference-plannera' hope to eventually deal with the practical
problems of teacher education was, unfortunately, not realized. Instead, the
conference .recommendations were incorporated int; curriculum projects, and the

resulting books were then adopted by school districts with only limited pro-

vision for problems a teacher might have teaching the new curricula.
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Likewise, concerns related to equal eduzational oéportunity were often
attacked through the developmeni and attempted implementation of plans de~-
signed by e§pefta. In eatl} civil iighta lgtigation related to education ~
(beginning with Brown v. Board of Education), judges heard expert testiﬁony
before deciding on the appropriate way to remove sources of racial and ethnic
discrimination from the school sys;em. Teachers played. 1ittle part in de-
veloping theae’solutions, but were expected to carry thfough the spirit of
legal mandates in their newly 1nte§tated classrooms.

More receatly, civil. rights w@re explicitly extended to the handicapped,
The major education lawaextending these rijhts to the area of education, PL.
'94-142, was developed through consultations with various expert groups, with
teachers ha?lng little say. 1In fact, teachers have no rights specified in_thf
law, in contrast to parents, students, and school district adﬁinistratora: |
Yet teachers are expected to implement_each of the specific provisions of the
law,

An&ther aspect of the public response to schoql failures to promote
equity were the numerous government and foundation-supported efforts to im-
prove the educ@tion of the poor (e.g., Title I of the ESEA of 1965). Federal-
ly funded and foundation-supported curriculum dévelopmeng projects were L
designed to‘give teachers something to teach to the so-called-"diéadvantaged";

again, experts were called in and given support for research aimed at finding

out how teachers should teach those materials., But, again, no systematic

effort of relating the findings to inservice or preservice teacher education

was provided,
The problem of lack of proper care for students was also attacked at the
national level by devising expert solutions and telling teachers to implement

them. The "safe-school® studies attempted to determine what approach should
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be taken to reductﬁg school violencs, The f,detal govorﬁqent also required
teachers to implement tﬁgit Apbroﬂches to lﬁpgoving the health of students
through government-designed health*fﬂd nutrition programs such as.thosq that
were part of Projects Head Start and Follow Through. |
Attempts to {mprove the way in which school; develop personal and social
'reapoioibility often fall into the area o{ social studies educition and health
e@uc;t;on. .The federally apénsored development of the curriculum, "Man: -A
Course of Study," embodied an attempt to give ;eachera spgqif!c ways for
teaching a particular set of values. !n this case, Congress disavowed th
governnent's intention to promote this set of values in all ciaeérooms. Large
sums of“money were poured lnto‘;;;;IOpmene of drug-gdﬁcation curricula to give
students a stronger dispositloq to take responsibility for their own acti?na.
Here, as for tﬁe other functions of schooling, teachers were expected to be
technical implementers of someone else's ideas for impioilng the schools,
Though these examples have focused on the national tésponse to prodlems
of schooling, the same phenomena h@ve been observable at state and locn§
levels, 1In each case, teathers are presumed to lack good ideas for schoof
improvement bdt.to.have the willinguess and ability to carry out reforms
devised by others.
These attempts to improve schools have had disappointing consequences at

best. Rather than list the failures in each area, a representative descrip-

tion of the failure {n the area of academic learning will {llustrate the

broadet pattera, Talking about the currlculum réform movements In sclence,
Welch (1979), concluded:

In spite of the expenditure of millions of dollars and the
involvement of some of the most brilliant sclientific minds, the
science classroom of today is little different from one of 20 years
ago. While there may be new books on the shelves and clever gadgets
in the storage cabinets, the day-to~-day operation of the class
rematins largely unchanged. (p. 303)
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In other areas, as well, the rveform movements are scen as failures,

While the cause of the failure is variously attributed, it {s clear that the

simple model of teacher implementation of g:petts' solutions is inadequate and

inapproprldte to solve the apparent problens BE ﬁchooling._

The Problem with. the Improvement Strategy: The Inverted .Pyramid

The public's responses to the problems of schools have generally followed

‘a model 4in which decisions are made by some central authority, then paased

——————today-lo--scheeols—to—effectively—aceconplish—theli—noble ends——Such—aposelbii-

along the chain ﬁf commlnq until they are carried ocut by teachér:. Like foot
soldiers in the army (gud especially in theztrenchea), teachers' have been
;xpected to follow orders, not to make daciaiqné. In this model, questions of
school {mprovement center gyound questions of (1) what teachers should be told
to do and (2) how they should be made to do what they are goid. The ?veﬁts of
tecent history have shown that this model operates poorly.

A more effactive model of school 1mptovemént might center around: ques-
tions of (1) what knowledge, commitments, and support systems teachers need to
make schools better able to fulfill iheir functions and (2) h#w they could
share ;uthority and responsibility for the {mproved fuqctloning of schools,

The tell-teachers-what-to-do-and-see-that-they-do-1it model supports a techoni-

‘clan tole for teachers, rather than a professional decision-making role, This

top-down approach to school i{mprovement seems to contain an inherent set of

disfunctions that consiatently and predictably contributes to the fnability of

ity must be seriously considered.
The teacher-as-technician model assumes that a hierarchical system of
authority can be made to operate effectively in schoole. This sssumption may

be in error since a number of the conditions necessary for an effective.
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hiersrchical system of authorlty'afc ulaply-ﬁot present in schools., 1In o
succeasful hierawchical system, persons in positions of autaority have (1)
sufficient knowledge of the n!tuatton.ib forzulate reaéoned and constructive

directives, (2) sufficlent power to enforce the dive-*ives, and (3) suff{cient

resources and opportunity to provide oversight and {nstruction to those who

must earcy out the directives. Furthermore, thpse persons who are expetled t¢
carry-out the directives must (1) ba able to undeéstan@ the ditepgtvba. (2) be
sble to.do what the directives vequire, and (3) see the directives as being in
their own self interests as weli as in the best intete;ta of t%e organization,
These necessafyvcondltiona are lacking and thus prohibit successful operation
of the top-down authority struet;yc in schools., The hierarchicsl authority
system that predominates in today's schools {s referved to in the litefatu;é
as "bottom-hea;y“ and$"loégeiy co;pledlf The notion of "bottom-heavy” aespsj'
there are many»%ore persons at th; botton of the ofgnn!zatiou than {(n the
middle and  at the top. Aitheuéh this notion i3 reasonadtly well understood,
the magnttud§ oﬁ this. bottom-heavy characteriastic {s oft;n uadcreattmaf;d.
When people imagine or i{llustrate the top~-down, bottom-heavy systen of
authority that exfsts in schools, they typfcally envisfon soéething Itke the
{lilustration on the left of Figure l.b The problem with such & view i{s that 1t
does not capture the magnitude of the bdottom-heavy reality. If the bhottono-
heavy reality wvere coﬁveyed by an {liustratfon ;hcwlng the actual propertion

of teachers to adminiatrators, {t would loock like the {liustration on the

e e ey e gy £ & PR Y -
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Figure 1. The bottom-heavy }ealtty. Right-hand portion is drawn to scale,
indicating proportion of teachers to sdministraters in 1970
{122,000 sadoinistrators snd supervisors to 2,131,000 teachers).

One can readily see that the small nunber of authoritiles (adninistrators
atd supervisors) conpnred-vith the large numdbers of teachers prohibics the
suthorities feom having suffictient knowledge of the nany teaching-leafﬁlng
s!t;&t(cns L& (ﬁrmulatp gpaclf!c, tesscned directives. The problem fia
azacerbated by the fact that rost teachers are isclated fn separate classrooams
with diverse proups of youngsters, Centrally made dire;timgs thus become dif-
fleult, tf not (mpossible, to enforce. If the public'were to be eveu_ps:tlal-
iy asasuved that directives verve being folloved i{n practice, the numder of.
supervisors or adoinistrators would have to be {ncreased cmany times. The mag-
nitide of the bhottaz-heavy systen makes the cost of adequate reguiation end
menftoring copplisnce obviously prohibitive,

"loosely coupled” means that the chuln of command has aany loose links,
Tt i dfflcult for principsls to closely monitor what teachers do.ln their
c<lassroonn, Heuce, teachers may act quite differently than their principals
think, wvhether through resistance or because the requests nade of them are

unclear.  In s system in which revards are linked to senfority rather than
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performance, the principal has few ways to enforce requests, even If knowledg
: ¢

about each classroom were incressed. Similarly, the strength of ccntrol of .
superintendents over principals or state education agencies over school dis-

tricts, 1is muéh_less than the mlllt@ry metaphor suggests. Decisions made
cegtrélly may OF mAay not be carried out by classroom teachers. )

Second, even If teachers were eager to do no more than carry out explicit
administrative dlrectivéa, that option is not usually open to them. The
directives teachers recelve are often too vague to glve specific guidance for
clap;room practice. Since the directives cover a wide variety of different
areas and are designed to-achleve multiple goals, they also often conflict

with one another {(e.g., as when teachers are told to spend more time on direct

{nstruction at the same time they are told to increase the amount of testing.

and record keeping), When vagueness, multiplicity, and contradiction are.

coupled with the limited time availabie to carry out the multiple directives,
{t simply becomes impossilble vo follow orders. Teachers must choose for them-
selves which of the directives to carry out, and they must interpret the

{mplications of the chosen directives in actual élasproom practice. 1t is

1:1$:onlc that the use of a model based on teachers' following orders has led to

a situation in which teachers cannot possibly just follow eorders. The mul-
_tlrle, conflicting, vague demands cannot be blindly folloaéd. Teachers must,
and do, decide what policies to foliow and how to'lntetpret those policies.
(For more thorough discussion, aee Schwille, Porter, Belli, Floden, Freeman,
Knappen, Kuhs, & Schmidt, 1982).
Finally, even {f teachers could be centrally directed, it is unlikely

that any central directive would be appropriate for all classrooms. Class-
rooms vary enormously in the characteristics of the students, of the teacher,

and of the survounding community. A directive that produces excellent rgpults

11“;/
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with one group of students {s unlikely to produce similar reaulta-with
another, R.thet than implementing a standatd policy in all classrooms, a

reform must be modified to fit the particulars of each claasroom if the reform

r

is to be broadly auccelsful.

Thus I believe that there are serigus flaws in the model of - school im-

’,
3

prover:ent that is based on a hierarchical model bf_top-down authority.hirec- .

_tions. The school personnel system that ptedominates today can be described
Q

as bottom-heavy and illustrated with a pyramid drawing showing the teachzrs at

-

the botton and the chief central administration at the top. Decisions are ¢

made at the top and transmitted down the chain of command to be carried out by = E

the teachers. at the base of the pyramid The natural intetpretation of such a

diagram is that the persons at the top are the most important, and the goal is ‘7?%

to make the bottom parts of the pyramid best serve the wishes of the top.
R -

This perspective on the schools can be changed by inverting the pyramid,

placing classroom teachers at the top_and admipistratora at the base (see . ' S
.Figur; 2). 1In this view, teachers are regarded as the most important people,
a portrayal consistent with the fact that they are closest to the children and
must make decisions about what é;es on in their glaastooms. 1f well edu;ated;
teachers are also in the best position to assess needs and design educational }
strategies best fitted to the -specific characteristics of individuﬁl lass-
rooms,

With this changed perspective, administrators and supervisors would come
to view their reiponJibilities somewhat differentle They would define their
roles less as authority figures and more as capacity builders. They would
work to enhance the professional judgment and capabilities of teachers as they

carry out the {mportant functions of schools through direct interaction with

youngsters.
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ADMINISTRATORS oo o TEACHERS

(e.g., "How do we get

teachers to do what

they are supposed
to do?")

2

A "top-heaiy" system

> Administrators: -
(‘ogo’ ““w do wve
get teachers what
they need to effec-
tively accomplish

A "bottom=heavy" systam
: ‘their multiple tasks?")

e

A

Figure 5. Bottom-heavy“Qeraua top-heaﬁy systems,

.Teachers are making decisions about'ihe opef;tion of schools, and reneved

efforts to wrest those decisions from ‘the hands of teachers and have them made .

centraliy are bound to be fdiile and harmful. One of the clear problems of
past attemptﬁ-to improve -schooling lies with Ehg.top-dpwn model of change and
‘the technician ;ole aasigned to teachers. It is not simply a matter of in-
adequagg attempts to caf;y out-the model, and therefore a,new'perppective on

school improvement and teacher education must be taken,

The Requirements of Professional Teaching and Teacher Education

-~

. Three categories of important characteristics of tedchgra and schools are

. suggeated: teachers' knowledge, teachers' capacity to make and act on deci-
sions, and teachers'’ commi{ment to take their decision-making role seriously.
Each of these categories describes how teachers and their schools must be to

make the best use of the people who have thc greatest fmpact on learners.
‘ If teachers are to improve the functioning of the schools through better-
ing their classroom decisions, they need to have a firm understanding of

’

classroom processes, their impact on students, and their relationship to the

functions of schooling. Though-many things_contribute to good decision
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making, in-depth knowIédge of the f‘éﬂoro and processes relevant to the

altefnativea to be considered 1is érucial. A decision made in ignoramce or on

- the basis of meager or 1nacchtgtc information car hardly be expected to lead

r
-

to the solution of difficblt problems, To make bétter judgments about teach-
ing academic subject matter, teachers mugt know about the subject matter, its
ﬁg&agogy; and its relationship to the individual's role in society. Haylng

in-depth knowledge about subject matter requires going beyond simple knowing:

about information that has come to be accumula£e¢ (e.g., empirical facts and

various interpretations of them as ﬁhey relate to certgfﬁ topics like World

‘War I, bilological evolution, or Rennaisance art). Rather, knowing abo&t'sub.

ject matter requires rudimentaty understanding of how knowledge 1is acquired in
a particular field and how it ‘evolves and grows as hystematic inquiry and

rules of evidence are applied and evaluated for their apparent integrity and”

~value. It requires knowing that knowledge in a field is dynamic and knowing ‘

how continuing decisions must be made relati;e to priorities for learnings
that are ju&ggd moat\basig_and most needed by an ever changing soclety.
Similarly, to promote social 1ntggrifion and eéucntionai eqﬁity.’the,teacher
must understand.past and existing problems related_to-equiéy. understgnd what
would contribute to their solution, and what'roie_the.schools can reasonably
P -ay. And so on for the other functions. |

To make better decisiona,oteachers not only‘need in-depth knowledge, but
must also have the autonomy iequired_to_muke decisions and to act on those
decisions. It is argued that all teachers must make some decisions among the
various competing demands placed on them, The value of these decisions will
only be reuxli;d_if teachers are permitted and encouragad to make important

pedagogical decisions that go beyond what would be considered appfopriate for

Just any smart, kind person who was following managerial directives. Teachers
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need to be prepared for and expected to exerclse informed judgments and make

important decisions within the fraqeﬁotk of broad {nstitutional polity gtld;§
lines. Eh:ther, teachcts nged to know that their declslons°w111 not be res

*ﬁveraed or 1ntct£crred with, except on the basis of very aerioua grounds...

The autonony to carry through on deciatons 13 particularly 1mportant {n
education since the short-term effects of teaching are uncertain-and somewhatu
| unpredictable. Hen;e, the temptat!on 13 great to call for a new strategy too

.-soon just becsuse the effetts of the initial strategy. are not.tppargnt. Yet
tt 1s likely that the dedicated adheresice to a givtn plan will be more effec-

" tive in the loﬁg run than a'aeriea_of.differedt strategiet. If teachert are
to make such commitmentt to their decisions, they must ﬁnow'that they wili .
have the right to coﬁtinut with'ﬁodett'intetfereuce. To_mt;ntain this
autonomy, it is ﬁelpful‘to have a tommunitf of colleagues who understand the

-difficulties in teaching.and share the conviction that ont must resist the
temptation to change courses at the slightest ptovocation.

Finally, for teacheta to be profesa!onal they must be willing and able to
give proper welght to the 1mportant dtcisiops they must make, . It 1s difficult
and time-conauming to make good decisions. It requirep.reflection on the
particulars of the classroom situation and on the probable consequences of a
course of action, Given the other tonataﬁt demands of the job, a teacﬁ%r must

.take the time ané htte the energf to reflect on déciaona made and on decisions
to be made, Doiﬁg this is bound to require more time outside the -classroom
than teachers are sometimes able to provi@e. Teachtﬁk becomes more than a

" nine-to-four job.

Teachers must counstantly push to make the extra effort required to re-

flect on past.performance and on the consequences of future performance.

This commitment to care§p1 decision making must also be a coammitment to put
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the needs of l;ggners abo;:\geaghera' personal advancement. The improVement
souéh; is an;;ased'ig:terms of the functiona’of schooling, and these fﬁnctionsv_ﬂ
do not place the pers?nai welfare of'tqacheri in the foreground, Hence, {f }
te@cheta"decisiona ate to fmprove ghe way schodia achieQe their_functions,

'ﬁhey muat{alao pxace &hcse functions, and consequently the students and the -
communlty,_dhéad 6! gheit own personal interests. Coliectf§e teacher‘action,.

as well aa_indiv;du,}ttqachgg actioh, must gpm: to emphasizg these commitments

" ‘so that the public récogntzec this sincere concern for learning and schooling

i

LI

~and becomga'gdgcr tpjprovidc the support syptené neg¢éa_eo realize .a truly
professional role foé Eegchera. |

| ~This picture of what it would take to use teacher;' élaagtoqm decisions
and judgments to 1ﬁptpve the functioning of schooling has emphasized teachgrl'
" broad and in-depth ﬁnowledgé, autonomy,.;nd‘COmmitment; the concept that en-

compasses these characteristics is professionalism. To say that teachers

i should bé professionéi'imp1ies, under this..common dsfinitlon,f;hat teachers
should be.highly knowledgeable, autonomohs, and committeﬁ. | : _ g
Programs of teacher education that claim to prepare persons for profes- ' . ;é
sional roles, therefore,'muat Zdjﬁst their offerings accordingly. More gime
| than is pres;ntly available for te;cher education 6ust come to be systematic-
ally ‘arranged. But time alone is not the key, since a five- or'cix-year
training program could continue to afford preparation for a teaching role that
ifs primarily technical in nature; an‘evenguality that wi*l likely prepetnate
the problems in American schools and continue to drive talented teachers
into more intellectually challenging and responsible bgcupationa. Practice in o
te;cher education must come to afford opportuni;ies to acquire broad and.iné

depth knowledge and opportunities to develop understindings and attitudes

about teaching that foster a serious commitmegut to and responsibility for
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informed teacher judgment and decision making, Pedagoglical studies, such as
the new;ly developed programs at chhigou State University, will mc'r_eesingly

reflect thia professional orientation,’

. Summamy
The needed .reo_eorch and prectlce' :ﬁ.'e will moo‘t likely enhance teacher

eopcotlon in the .“.uture will .be grouod)ed in a profile-_of me'iffeoti_ve teacher
that acknowledges the 'profeos“lonol_.requiremento of the "-oohool 'teechlng" occu-
.potl.ou. ‘wl.\l.le some teaching requirements will always contain aspects of per-.
formance that are labor-like, craft-like, and artistic Tty nature, the research
‘and teacher preporatlon proére_ms of the future will lncr&elnglj focus on the
knowledge and 1nformatlon-pr_oceulng skills that are requlolte to informed
professl’onal de'clsloo mklnﬁ.‘ Such knowledge and skill will be related to the
complex inteuvplay ot teacher judgments that are required for effective re-

ponoe to the multiple and diverse youngsters that attend school, In addi-
tion, the knowledge and skills thet are deemed important to professlonal .
teaching will elao acknowledge and reflect the multiple end competing func-
tions that schools are expeoted to serve, By fromln_g‘ future practice in :
teacher‘ education and future research on teochlng on the requirements of pro-

fessionals, edocatoro apd' researchers should come to Improve the effectiveness

of schools and the public's conception of effective teaching,
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