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FOREWORD

If one accepts the idea that K-12 schools need change
fundamentally, then attention must turn to the need for serious
reform of those institutions that educate prospective teachers.
Fortunately, leaders in the teacher education community have
come forth in recent years with a number of proposals that will
be central to the restructuring of programs that prepare teachers.

These prc posals have suggested stronger ties between
preparation programs and the schools and have called for a more
collegial relationship between teachers and professors. The
reason: both have much to learn from the other. It has been
difficult, however, to define how and what these learnings can
and should be.

Several issues have characterized the discussions tuKing us
toward new ways of working together. The setting in which
teachers would be prepared is one such issue; territorial concerns,
it would seem, have been with us for a long time. Should the
prospective teacher spend more or les.s time in the college
classroom or the school site? Should the site where "practice
teaching" occurs be an ideal one or a "real" one? What should be
the prerogatives held by the various actors as they move from
college campus to school campus and bac k again?

Such questions as these characterized debates about
teacher preparation in the past. They had to do with authority,
with role, and, most important, with the issue of where the
knowledge that would be the most relevant to the new teacher
resided.

Fortunately, the discussions have now moved beyond the
territorial realm. With clearer understandings about the kind of
school and staff required for the future has come a clearer and
sharper vision of what teacher education must become. Now,
teachers and professors are at the heart of the matterhelping
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teachers create learner-centered schools. Developing schools that
truly serve their clients (and not the needs of a system too often
unresponsive to those needs) requires a restructuringa recon-
ceptualizationof the ways future teachers are prepared.

This monograph deals with three issues that will shape
teacher education programs in the future. The first is the content
that should permeate the preparing institutions, with particular
attention to the kind of teachers and teaching required in the
schools of the future. The second is the context that must prevail
in the schools if exemplary practice is to occur. Here, the
emphasis is on the professionalization of teaching. Finally, the
material that follows provides a clear delineation of public policy
that will cause and support the changes proposed.

Three educators deeply involved in the worlds of
practice, theory, and policy are the authors of this monograph.
They have taken what appears to be a complex and intransigent
set of issues and problems and have imJe them understandable.
Better yet, they make us feel that all of this can happen!

Robert M. McClure
Editor, School Restructuring Series

Director, Mastery In Learning Consortium,
NEA National Center for Innovation
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Chapter 1

PERESTROIKA AND
PROFESSIONALISM: THE CASE FOR
RESTRUCTURING TEACHER
PREPARATION

by Linda Darling-Hammond

This monograph focuses on the changes that are being
wrought by school restructuring, or "educational perestroika" as

it might be called, and their implications for changes in the
teacher's role and consequently for teacher education.

This chapter discusses hcw school restructuringthat is,
the creation of learner-centei, schoolspresses for a new
conception of teaching and how that changing view of teaching
requires the reform of teacher education.

The argument in a nutshell is that if schools are to focus
on learning, rather than merely offering courses, then teachers
must be able to diagnose and address various learning needs,
rather than merely "delivering instruction." They must have the
knowledge and the capacity to connect with learners, rather than
simply covering the curriculum.

This idea has many implications for how schools are
structured and organized to facilitate learning: learning arrange-
ments need to be more personalized so that teachers can come to
know the minds of their students well; curricula and methods
must be more focused on learners' needs rather than on
standardized procedures; school life must be more coherent and
well-integrated and less fragmented and bureaucratized. Teachers
must be a: ked and expected to "do the right things," rather than
to "do things right."
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The creation of learner-centered schools also has many
implications for teacher education: teachers' preparation will
need to incorporate more deep and wide-ranging exposure to
knowledge about teaching, learning, and the social contexts of
education, along with more opportunities to learn to apply that
knowledge under supervision and guided practice. It will need to
prepare teachers to evaluate student understandings, concep-
tiols, learning styles and intelligences, strengths, and needs, and
then to construct learning opportunities that are responsive to
the learner while true to the subjects under study. It will need to
prepare teachers to evaluate different pedagogical approaches and
assessment options so that they can choose those that are
appropriate for various learning goals under varying conditions.
It will need to prepare teachers to understand the cultural and
social contexts within which qudents approach learning so that
they can build upon the students' cognitive foundations, rather
than undermining them. This is a radically different conception
of teaching and teachers' knowledge than has been implicit in
many policymakers' views of teacher education.

And, finally, the creation of learner-centered schools will
ultimately require more control by teacher educators and
teachers over the definition of knowledge as it is expressed in
certification standards and examinations, in standards for
teaching internships, in professional development schools, and in
standards for accrediting and approving schools of education.

Current efforts at school reform, I think, are trying to
move the American educational system from a highly bureau-
cratic systemone that has been governed by layers of rules and
regulations, by teacher-proof texts and curricula, and by
administrative directiveto one that is governed by teachers'
professional knowledge and judgment and focused much more
on the needs of children.

The seeds of the problem lie in the basic nature of
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bureaucratic organizations. As Max Weber put it many years ago
when he was developing the conception of bureaucracy:

Bureaucratization offers above all the optimum possibility for
carrying thro 10 the principle of specializing administrative
functions a,..,ording to purely objective considerations. . . .

The "objective" di:,,charge of business means a discharge of
business accor.2inc; to calculable rules and "without regard for
persons." [Bure.a. by] its specific nature develops the
more perfectly the more the bureaucracy is "dehumanized,"
the more completely it succeeds in eliminating . . . all elements
which escape calculation. (14)

Conducting business "without regard for persons" means
that all clients are treated alike. This works so long as all C.etits
are exactly alike. The iorker in a bureaucracy is not expected to
make this judgment. In fact, s/he is generally precluded from
doing so. In schools, as we have come to learn, bureaucratic
management, which aims to standardize and dehumanize
teaching and learning, fails to euucate many children well,

The new wave of school reform aims to develop better
answers to school problems by involving teachers along with
parents, students, and school administrators in school decision
making and management based on an understanding that simple
top-down answers to complex problems essentially don't work.

If you listen to the rhetoric of Perestroika in the Soviet
Union and those East European countries that are restructuring
their governments and institutions, you will hear precisely the
kinds of talk that you hear in the school restructuring movement
in this country. The argument is that decisions must be
decentralized to the level at which the problems themselves
actually occurthat decision making at levels remote from the
action i.; bound to stultify initiative arid to misdiagnose the
problem. As Mikhail Gorbachev puts it:
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Perestroika means overcoming the stagnation process,
breaking down the braking mechanism, creating a dependa-
ble and effective mechanism for the acceleration of social and
economic progress and giving it greater dynamism .

[Perestroika] means . . . tile comprehensive development of
democracy, self-government, encouragement of initiative and
creative endeavor . . the renunciation of management by
injunction and by administrative methods, and the overall
encouragement of innovation. . . . The aim of this rcform is to
ensure the transition from an excessively celtralized manage-
ment system relying on orders, to a demociatic one, based on
the combination o', democi atic centralism and self-manage-
rnent. (13, p.34)

At some very fundamental level this diagnosis of how ,o
bring about improvement is substantially different from the
diagnosis that has driven much of the policy that has formed the
organization of schools and school districts in this country. It is
also a very different theory from that which has informed teacher
preparation and the level of investment that has been made in
teachers' knowledge.

Since the adoption of a bureaucratic form of manage-
ment at the turn of the twentieth century, our school
organizations have essentially pursued what you might think of as
a trickle-down theory of knowledge. This theory assumes that
somehow most of the knowledge about what to do in schools and
classrooms resides at the top of a very large hierarchical system. It
is embodied in required textbooks, curriculum packages,
memoranda and directives, and systems that have been estab-
lished for the placement, grouping, labeling, promotion, and
treatment of students. The theory further assumes that knowl-
edge that has been embodied in those structures and rules trickles
down to the classroom teacher by way of the materials and
procedures that the teachers are expected to use.

This is not a view that assumes that knowledge needs to
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be in the hands and mind of the teacher, to be applied to
problems that require complex decision making. Since most of
the important decisions are made outside the classroom, the
teacher's role is seen as that of an implementer, not a
conceptualizer. It is not a view that assumes that the her
makes educational decisions that ought then to "trickL' up" to
the top of the system and change the ways in which the structure
itself operates.

Gorbachev talks about ensuring that control actually
devolves to the bottom of the system, in the same way that policy
analyst Dick Elmore talks about the "power of the bottom over
the top" (10). Elmore's point is one that policy studies have
rediscovered over and over again throughout the past decade
that those who i nplement policies ultimately decide what the
policies will mean in action, that they will makc decisions in any
case, so they should be supported, through both knowledge-
building efforts and the granting of flexibility, to make decisions
that will work well in their unique contexts (5).

There is a related point: that because students learn at
different rates and in different ways, there will never be "one best
system" of education, or a singular set of teaching prescriptions
that can meet all of their diverse needs. Standardized practice in
this context is malpractice. Consequently, learner-centered
policies must invest in teacher knowledge and support local
decision making to ensure that students' individual circum-
stances and needs are appropriately addressed (4).

We've had a push and pull for many, many years between
these two very different conceptions of how t,,aching and
learning occUi and how schools ought to be organized. However,
I bdieve we are at a point in our history where the reform
movement is not going to fade away after a few years in the way
that it has quite often in the past.

There's an old Haitian proverb: "Ignorance doesn't kill
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you, but it makes you sweat a lot." I think that we as a nation are
undergoing a massive and now rather long-standing school
reform movement because we are sweating a lot. We're sweating
because our economy and our society are changing at a breakneck
pace, but we have not yet reshaped our schools so that they can
keep alp.

Current school organizations, which were developed
around the turn of this century to meet very different needs,
cannot meet the needs of the future. At th it time, about half of
our jobs were low-skilled and semiskilled labor jobs; less than 10
percent were professional or technical jobs requiring specialized
knowledge r skill. Now, only 6 percent of our jobs are
low-skilled or unskilled labor jobs, and nearly half are profes-
sional, managerial, and technical jobs. Most or these require
skilled workers, and the level and type of skill required are
increasing.

Around 1900, American schools were organized, essen-
tially on a factory model, to process students through a
standardized set of educational experiences. Students were to
move through the grades, the prescribed programs, the courses
and be stamped with a curriculum, a set of lessons. For those for
whom the system worked, this seemed fine and good. And the
fact that the system didn't work for many was not really viewed
as a problem because there were lines at the mill and places on the
farm and in the factory for those who left school without much
education Because the economy did not demand many educated
workers, there was not great pressure to change this system, even
though there were large numbers of dropouts: nearly 80 percent
dropped out at the turn of the century, 50 percent dropped out
only 40 yem ago, and we still fail to graduate close to 25 percent
of students today.

Given this approach to education as a form of
there was not a great investment in teacher
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preparation. Teachers were not particularly expected to develop
a variety of ways to ensure student success; they were regarded by
the policy system as semiskilled workers who needed only to
follow the curriculum guide. We still see this conception present
in alternative certification proposals, which assume that four to
six weeks is enough time to get somebody ready to go into the
classroom to teach.

These conceptions of teaching were Lot as problematic
enr society then, at a time when our economy could deal with
people for whom school didn't succeed, as they are today. Today
these outmoded conceptions of teaching and learning are a major
problem. Individuals who do not succeed in school
survive in society. High school dropouts have only one Alce
out of three of getting any job at all. And if they do find
employment, they'll earn only half as much as they would have
a decade earlier (15). Over the next decade, those chances will
decline even further.

Because of the social pressures created by these changes,
I believe we will see a continuation of the kind of school reform
that is striving to find a way to structure schools and teaching so
that they can address the needs of the learner rather than merely
covering the curriculum and offering courses.

As a nation, we are now in a situation where we cannot
allow children to fail. An ! we cannot rectify our current failures
in schools without having an entire cadre of teachersnot just a
few, but two and a half million teacherswho can figure out
what it is that a child needs and find a way to meet that need. In
order to achieve this goal, we need to "professionalize" teaching.

What do we mean by professionalization? There are
essentially three conditions that exist in a profession (3). The
first requirement is that knowledgenot opinion, not
procedure, not the way it has always been done, but pro-
fessionwide knowledgeis the basis for permission to practice
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and for decision making.
The second requirement is that professionals pledge their

first concern to :he welfare of the client and to the use of
knowledge on behalf of the client. So if, in fact, a particular way
of approaching something does nor meet the need of the client,
if it is not successful, , professional commitment requires the
teacher to find another way, and another, and anotlier, and
another until a method is found to meet the need of the client.

Current conceptions of teaching and schooling, which
are based on the implementation of standardized procedures, do
not support teachers in making this commitment. As an
analogue, if you go to your doctor, s/he doesn't say, "This is the
treatment I have available, the one and only treatment I have
available; take it and I'll tell you later h ,v well you've done in
getting better." S/he works with you over time, often trying a
variety of treatments, to find one that will meet the circumstances
of your individual case.

Yet schools, especially secondary schools, are still

structured such that the teacher's role is to deliver the lesson, give
a test, and assign a grade, with very little opportunity to identify
and address whatever the problem was that may not have
produced success on the part of the student in the first place.
Thus, adopting a professional conception of teaching would
redefine the entire job of the teacher in many respects.

The third requirement of a profession is that members of
the occupation themselves take on the responsibility for defining,
transmitting, and enforcing standards of ethics and standards of
practice. These standards are intended to support a continual
search for knowledge to apply to student problems and to ensure
that the interests of the client are always put first. While we have
elements of this third condition in teaching today, they struggle
against a system that pushes in another direction.

Why does solving our schools' problems require a new
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conception of teaching? As we've noted, the factory model of
instruction, operated by top-down decision making, essentially
depends on the assumption that all students are alike. Jt assumes
that a given stimulus will provoke a particular predictable and
uniform response on the part of students, so that all one needs to
do is to find the one best treatment or stimulus to apply to all
students. If this assumption were met, you could prescribe the
treatment, ensure that it is followed, and be guaranteed results.

Obviously, the assumption turns out not to be true.
Teachers have known this all along, but researchers now know it
too: that students are essentially unstandatdized, they learn in
different ways, they learn from differew- experiences, and they
bring different conceptions to their learning. And all of these
factors combine to produce a different teaching problem for each
of them.

As a consequence of this reality, prescriptive systems
actually create cracks for kids to fall into, rather than closing the
cracks that kids might fall into. The more highly detailed and
uniform the set of treatments specified for students is, the less
likely it is that any given student will fit the set of assumptions
upon which these prescriptions for teaching and learning are
based. And these systems disempower teachers by giving them
false promises and faulty tools. This gets to the crux of the issue
of what type of knowledge teachers need.

In her presidential address to the History of Education
Society, Ellen Lageman argued that one cannot understand the
history of education in the United States during the twentieth
century unless one realizes that Edward Thorndike won and John
Dewey lost. In commenting on her statement, Walter Doyle (9)
points out that the focus of behavioral psychology was on
precisely measuring discrete behaviors and der.Aping laws that
could then define very specifically what teachers must do in order
to cause student learning. In its quest for teaching routines and
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redpes, it was a science dedicated to cleating control and
predictabilky in classrooms, rather than making sense of the
forms and processes of teaching and learning.

In contrast, John Dewey's treatise on The Sources of a
Science of Education described a very different conception of the
role of knowledge in the hands of the teacher (8). He believed
that knowledge should provide teachers with an ability to
respond to the complexities that students and classrooms bring,
to develop a variety of ways of stimulating student thinking and
of solving pedagogical problems. Such knowledge, Dewey said,
would reduce rather than increase the amount of routine activity
in classrooms. It would be used to empower rather than to
control the teacher.

But, as Lageman suggests, in many respects Dewey did
lose the initial ideological battles in this century. Much of what
has been thrust upon teacher education in vak_jus reform cycles
over this century has had to do with finding the "one best
system" or singular set of behaviors that teachers could be taught
to implement unquestioningly and unvaryingly.

As we face the next century with a greater understanding
of how students learn and how effective teachers support their
learning, there is a growing consensus that the old quest for such
singular solutions must be abandoned and other kinds of
solutions must be sought. What kind of knowledge are we talking
about, beyond the fact that it does not consist of formulaic
recipes based on inaccurate assumptions about learning? We can
talk in terms of bodies of knowledge or categories of learning, but
it's also clear that we must talk in terms of how that knowledge
is to be understood and used.

I think it is fair to say that there is a tremendous amount
of knowledgeboth old and new, although much of it has been
codified over the last 20 yearsthat teachers need to have as a
foundation for their planning and decision making in order to be
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able to facilitate learning on the part of students:
Knowledge about cognition and about how children
learn must undergird teachers' choices and uses of
curriculum materials and teaching strategies.
Knowledge about learning styles and teaching strate-
gies that address these different modes of learning is
needed to help ensure greater success with all children.
Knowledge about motivation and bebavior will help
support methods to promote more successful, humane,
and constructive classroom interactions.
Knowledge about how children and adolescents
develop physically, cognitively, and psychologically is
needed to design all aspects of classroom life, to
recognize progress and potential problems, and to
support appropriate decision making about teaching
content, methods, and organizational strategies.
Knowledge about the organization of instruction and
about classroom management will help teachers
structure students' encounters with subject matter and
classroom tasks so that they can be successful.
Knowledge about effective teacF.ing methods for
promoting understanding, critical thinking, and
developed performance abilities in reading, writing,
mathematics, and the sciences has grown rapidly and
must be available to support teachers' efforts to
engender meaningful learning in their classrooms. And
new eGits to further refine our knowledge of
subject-specific pedagogy will help teachers integrate
their understandings of subjects and learner in ever
more powerful ways.
Knowledge about special learning circumstances and
their treatment needs to be in the hands of all
classroom teachers, not just those who work in special

19
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education. These include common visual and percep-
tual difficulties as well as a wide range of conditions
caused by physical, neurological, and environmental
faaors that affect the ways in which children learn.
Many sources suggest that perhaps one-fourth or more
of children in most classrooms are going to exhibit
modes, styles, and/or difficulties in learning that most
regular classroom teachers are not prepared to inter-
pret, understand, or address.
Knowledge about how the many different kinds of
human intelligence are developed and nurtured (12)
will help teachers to see and educate the whole child
and all of his/her gifts along with his/her ways of
demonstrating those gifts.
Knowledge about culture and learning will help
teachers to understand the role of culture in percep-
tion, language acquisition, and learning so that they
can forge connections between classroom work and
students' lives. This knowledge will also provide
teachers with tools by which truly multicultural
curricula and culture-fair testing can be developed. (1)

I think a very key understanding that teachers must begin
to have available to them is one that Robert Gagne (11) brought
to our attention some years ago--that there are many different
types of learning, and these, in fact, call for different types of
teaching. One of the things that has hampered our search for
ways to use knowledge effectively in the classroom is the
misconception on the part of some researchers that one type of
teaching would do for all sorts of learning, or that the one type of
learning they studied represented the other types of learning that
they did not study.

We now have a fairly elaborated set of theories, grounded
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in research, that allow us to understand how teaching strategies
that are effective for promoting recall and recognition of basic
facts are different than some of the strategies needed to develop
certain kinds of problem-soHng skills, and so on (6). Gagne
deve! -ped eight categories of learning that call for different
modes of teaching. Other researchers have developed different
categories. The point is that an understanding of how to vary
teaching strategies in pursuit of different learning goals can
empower teachers to be much more effective with students.

In order for this kind of knowledge to find its way
systematically into the hands of teachets, it has to become widely
incorporated into licensure standards and thus into teacher
education programs, as well as clinical practice settings such as
student teaching experiences and internships. You know very
well the disjuncture that can occur between teacher education
and teaching, because the way the beginning teacher is socialized
to a set of practices in the first year on the job does not support
necessarily what s/he has learned in the school of education.

This is why many new proposals for internships,
particularly those that are seeking to establish professional
development schools, seek more cross-fertilization between the
school of education and the school site. They recognize that the
initial induction period, in which teachers learn to translate
knowledge into practice, provides an important kind of learning
that cannot take place solely in the school of education and may
take place suboptimally if the school does not support a carefully
guided and supervised introduction into the art of teaching. So
we need to learn how to restructure teacher education to
explicitly address the problem of translating knowledge into skill.

What does preparing teachers for learner-centered
schools mean in practice? For one thing, it means that the teacher
needs to be able to go beyond routines and b-,;c techniques to
evaluate which of the various kinds of knowledge s/he has
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encountered could be helpful in solving a given problem of
teaching practke. That is, the teacher in a learner-cmtered school
needs to be reflective and analytical, needs to have an inquiring
disposition, and needs a base of knowledge and resources to draw
upon in solving problems of practice.

Iet's imagine, for example, that a teacher encountered a
reading problem with a beginning reader who seemed not to be
progressing comfertably. In many of today's schools, the child
would be assigned to a slow reading group, and that would be the
beginning and the end of the diagnostic process. In a

learner-centered school, the teacher would first seek to under-
stand the nature and possible source of the problem. (Presuma-
bly, this would be occurring in the context of a language-rich
classroom environment that begins with a child-centered and
experience-based approach to instruction.) S/he would need the
kinds of knowledge, understandings, and skills that would allow
her/him to pose and answer many questions.

Is this a problem associated with c'ecoding or comprehen-
sion or contextual interpretation or other areas of reading? What
might be the source of the problem? Is it a developmental
problem? The teacher would know, for example, that -pproxi-
mately 50 percent of students at the age of five do rot have visual
skills sufficiently developed to allow them to focus on fine print.
And only about 70 percent of students have highly developed
visual skills by first grade, and perhaps 85 percent by second
grade. S/he would know that if a child's reading problems
stemmed from such a developmental factor, they would not be
solved by increased hours of practice on reading and might be
exacerbated, lowering the child's seLesteem (and later success in
learning).

S/he would need to know whether there is a perceptual
impairmentdyslexia or some other kind of difficulty. Or is it a
problem related to the materials being used? their difficulty level?

22
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their ability to relate to the child's own personal experiences and
interests? their quality? Are they badly written materials?
(Unfortunately chat's not an uncommon occurrence.) Is it a
problem related to the mode of instruction or to the classroom
organization or management? Is it that the presentation of
instruction or the methods chosen are not adapted to the child's
learning style? Has there been perhaps too much reliance on one
or another approach to the exclusion of others that might be
useful, whether that's phonics or whole word recognition or
context clues? Is it a problem of inadequate opportunity for
practice?

Is it a problem related to the classroom social structure?
Or perhaps the home does not provide a language-rich
environment that would support vocabulary development. The
child may be fatigued, or may have problems associated with
illness, physical ailments, or side effects of medication. Are there
psychological stresses in the home or at school that could impair
learning?

As part of this reflective process, the teacher must also
draw upon knowledge of potential solutions. This calls for a
broad repertoire of teaching strat( gies as well as a capacity to
evaluate how well particular strategies might be suited to
particular students and teaching goals. The same requirements, I
might add, will apply to secondary school teachers in the school
of the future. The days will soon be gone when the profession will
accept the old vision of a secondary school teacher as a
subject-matter expert who lectures, gives tests, and assigns grades
without really needing to ur-derstand very much about how
children learn and develop.

Secondary school teachers, like othersand I say this as
a former secondary school teacher who was seriously under-
prepared for her workalso need to be prepared to reach
students by understanding adolescent development, motivation,
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and behavior; learning approaches; and subject-specific peda-
gogy. Many secondary school teachers feel that they have been
underprepared to understand adolescent development, behavior,
and motivation. In many states, certification standards ignore
these matters entirely. And I have heard secondary school
teachers say over and over again that their complaint is not
having had too many methods courses, but having had too few.
They want to have more elaborated methods of teaching algebra,
geometry, trigonometry, and calculus, and so on, rather than a
more superficial understanding of general methods of teaching
mathematics (7).

How do we fit it all in? Obviously, the course counting
requirements embedded in current certification practices are
often too rigid and are not productive for the task of
restructuring. Reconfiguration of preparation programs is
needed to provide a better integrated course of studies relating
many areas of knowledge directly to teaching issues. This
reconfiguration, though, is certainly not the sort that's done in
alternative certification courses that pretend that in four or six
weeks in a summer you can take a day on child development and
one on classroom management and a third on methods and
thereby prepare a teacher who can be responsive and knowledge-
able and professionally responsible for the needs of learners. It
will require at least the amount of time currently devoted to
professional studies in undergraduate or master's degree pro-
grams of education.

The internship year is also a place for certain additional
structured learning. All of the structured learning we want to
impart does not necessarily have to happen prior to that year. It
can be embedded in a real curriculum for guided clinical
learning, as in the case of internships or residencies in medicine,
nursing, or architecture.

It is important to acknowledge that teacher education
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programs often have been constrained by certification require-
ments and state approval gu'delines from constructing programs
that could make know!edge more accessible and useful to
teachers. Teacher educators need to be active and vocal in
proposing changes to existing regulations, rather than merely
responding to regulations.

Certainly all of this cannot be accomplished without
additional resources. I think teacher educators also need to be
much more active and vocal in insisting on investments in
teacher education, which have not been made for many, many
years. David Berliner made the observation some years ago that
at the University of Arizona, like most colleges and universities,
the college invested $2,000 less on the education of a prospective
teacher than on any other liberal arts graduate (2). And there is
an even greater disparity in what we as a society spend on the
education of any other professionala lawyer, a doctor, a nurse,
an architect, an accountant, and so on.

It's not possible to bring about the changes in education
that reformers seek without investing substantially more in the
teacher education process and in the institutions that perform the
work of preparing teachers. The current bills before the Congress
proposed by Senators Kennedy and Pell both recognize that fact,
and they have proposed an approach modeled after the Health
Professions Education Act of 1963 that will invest not only in
teacher recruitment but in teacher education as well.

The movement to restructure schools so that they focus
more on learners gives us the impetus to develop meaningful
change with many more external supports and resources than
have been available in the past. We have the prospect before us of
creating a new system of education in which we can truly say that
"those who understand, teach," and also "those who can, teach;
those who can't, go into a less significant line oC work."
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Chapter 2

LEARNING FROM THE "NEW"
SCHOOLS: LESSONS FOR TEACHER
EDUCATION

by Gary A. Griffin

This discussion will deal directly with school-level issues
in restructuring, rethinking, and re-enacting teacher education.
Many of these comments and suggestions are related directly to
and are strongly supported by the classroom-level arguments
presented by Darling-Hammond in this book. In particular, the
program proposals made here rest upon the belief that there
needs to be a greater, deeper, and more serious knowledge source
from which teachers can draw to meet the needs of increasingly
diverse students. We must devise ways of thinking and acting in
schools that will both enhance the learning of students and
deepen the understanding, disposition, and skills of teachers as
they work with students.

I have become increasingly aware of how schools are
changing, of how teachers are reconceptualizing their instruc-
tional work with students and their work with colleagues. At the
same time, I've had the good fortune to be able to stand back and
reflect upon this awareness, something that isn't always possible
when one is always involved in practice. I think of myselfas being
"close to practice," close enough to recognize its tensions,
dilemmas, possibilities, and rewards but with enough distance
that I don't lose sight of how these phenomena interact, connect,
and impact upon one another.

One of my primary sources of information about what
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might be called "the new schools" is the NFA Mastery In
Learning project. This network of schools from many states in
the nation is facing directly the issue of how teachers can become
more directly involved in the formerly off-limits arenas of
governance, policy formulation, experimentation, invention, and
assessment of the effects of practice. Member schools, working
according to their own time lines and within the constraints of
their own social and political contexts, are creating new roles for
teachers and, as a consequence, are inventing new concepts and,
in some cases, a new language to support these roles.

In my university work, too, it has become obvious that
the needs and conditions of schools are forcing us to think more
comprehensively about what a "teacher" is. The Holmes Group
urges us to consider using labels such as "career professional
teacher", "professional teacher," and "instructor" to differenti-
ate among roles and levels of expertise and preparation. The
Carnegie Forum on Education and the Economy has recom-
mended that we think of some teachers as "lead teachers."

The language in the Mastery In Learning settings and in
the various reports' recommendations is interesting because it
seems to be more thoughtful about and sensitive to the functions
of teaching than has often been the case. The role of the teacher
is extended beyond the conventional boundaries of a typical
classroom, and, hence, the work of the teacher is conceptualized
differently. In addition to "instructional leader," implying
expertise in working with students, the new language includes
c`teacher

leader," connoting a leader of teachers who is also a

teacher. In addition to "teacher of students," I hear about the
specialist," the "teacher consultant," the "team leader."

Teachers are also called "mentoi teachers" and "peer coaches."
Teachers are part of decision-makinp teams, work in restructured
schools, are members of assessment cadres, and so on. We are
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developing a new set of understandings about what teachers do,

and our language is reflecting that understanding.
What seems to be happening is that the work of the

teacher is expanding considerably and that the influence of that

work is being felt well beyond the conventional walls of what we

used to call classrooms. In part, this extension of the concept of
the work of the teacher is the result of realizing that old patterns

of work simply don't fit new problems, that the schools of today

cannot be successful if they persist in the naive belief that schools

are simple, uncomplicated places. In part, the change is due to
the belief that teachers will be attracted to and stay in teaching if

the teacher's role carries more opportunities for taking on greater
responsibility and exerting informed influence. In part, we are
reconceptualizing what "teacher" means because we recoc.nize

the potential for school improvement in the redistribution of
intellectual and practical authority beyond the boundaries
established by such phrases as "the school principal as the

instructional leader."
Twenty-five years ago, the late Ole Sand in his speeches

used to talk about the "two by four by six teacher." This was his

way of referring to the teacher whose professional world was
bounded by the two covers of a book, the four walls of a
classroom, and the six periods of a school day. Many teachers'

worklives can still be characterized in this way. And a large

amount of teacher education can be inferred to be preparing
teachers to adopt such a characterization as their own.

This trivial way of thinking about teaching ignores the
possibilities inherent in thinking of a school's teachers as a
reinforcing, dynamic, problem-solving collective. Attending to
teachers as isolated individuals, each practicing his or her
instruction in separate instructional cubicles with little practical

or intellectual interaction, denies a school accas to important
resources that can be helpful in facing and solving its problems,
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energizing its community, and inventing its future. Preparing
teachers for this isolation and continuing their education-in-
practice according to its limitations comprise a disservice to the
teachers, to students, and to the communities served by our
schools.

We have learned a good deal in the past two decades
about schools. One of the lessons from research is that school
problems and the solutions to those problems tend more often
than not to be context-specific. Although the issues in the
abstract may cross school boundaries, the specific nature of the
issue is determined by the context ,-fhere it is found. For example,
home-school relationships are often cited as making up an
important schooling issue. But this issue is markedly different
across schools depending on the cultures in the students' homes,
the current expectations of the school, the similarities and
differences in language between the school and the home, the
socioeconomic factors in the community, and so on.

The point is that schools are different; the issues that
schools and teachers must face are defined by the school contexts.
Teaching and learning, then, are directly influenced by where
they occur. Dealing with the uniqueness of these influenes
requires that we invest our energies and our resources in ensuring
that the necessary ingredients for success are distributed within as
well as across schools. And the greatest resource is made up of
teachers, partly because of their number and partly as a

consequence of our recent growing understanding of how new
roles for teachers can impact school-level problems. Teachers,
after all, are closest to the problems, and it has become
increasingly obvious that the farther one is away from a
problem, the less likely one will be effective in treating it. A
restructured conception of teacher education would acknowl-
edge this and ensure that teachers are t..quipped to act
collegially upon the important issues of schooling as they are
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demonstrated in their particular schools.
It is axiomatic that part of teachers' intellectual equip-

ment, whether in a typical school or in one of the new settings
noted earlier, is knowledge. Typically, the knowledge dimensions
of teacher education are boundaried, like the 2 X 4 X 6 teacher,
by a conventional classroom situation, focused soley on the
teaching-learning interaction. As we rethink schools as collegial
workplaces where knowledge is distributed across the teaching
cadre to deal with schoolwide issues, we must also rethink what
knowledge is necessary to make that conception work.

One way to do this is to use what we already know about
good schools and to infer what knowledge contributes to our
notion of "goodness." Good schools have in place, or have access
to, knowledge about curriculum improvement, test construction
and use, home-school relationships, linguistic diversity, multicul-
turalism, i structional materials development, instructional
strategies, student grouping, and other student-focused knowl-
edge bases.

This incomplete list helps us to understand, given the
array of knowledge possibilities that could be helpful in our
schools, that it is no longer adequate to have one person
designated as the school-level authority. We can't depend on that
knowledge "trickling down" to teachers. The belief in the
principal as the instructional leader and teachers as workers who
use the principal's knowledge simply won't hold anymore (if it
ever really did).

It is no longer reasonable to think of our complex schools
as dependent upon the knowledge and skill of one leader. The
realities of schooling and teaching and leading in schools have
made that point dramatically and repeatedly.

Therefore, we must think of ways to distribute across the
people in schools the expertise and knowledge that are so
important to school' success. By preparing and continuing to
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work with teachers toward a vision of "teacher" that includes
opportunities for leadership, we may be able to attract into
teaching persons who will only be satisfied if they see teaching as

a career rather than a job. In a career, there are options and
choices and possibilities for increased responsibility and author-
ity. In a job, there are few such opportunities. Rather, a job may
be refined a bit year after year in modest ways, but its essence
remains the same. Indeed, some teachers may want to opt for the
job orientation for a variety of reasons. But we mustn't continue
to limit all teachers to that orientation.

By increasing the career possibilities for teachers, largely
by restructuring the role of the teacher from classroom authority
to school leader, we alter significantly the conditions of work of
teaching. This change, according to some experts and responding
to the reasons that many gifted people leave teaching, may have
the serendipitous results of both retaining teachers we very much
want in schools and increasing the possibility that schools can be
more successful than is usually the case.

If these new conceptions of schools as places where
teachers assume and exert intellectual leadership beyond the
typical student-teacher situation persist and replace old patterns,
and I believe they will, it is important to reconsider how we
prepare new teachers and how we work with experienced
teachers. Interactions with teachers in the NEA Mastery In
Learning schools, the dilemmas faced by a number of school
districts I've worked with closely, and less systematic observations
of practice suggest these changes in teacher education.

1. Teacher education should pay more attention to develop-
ing norms of collegiality among prospective and experienced teachers.
Large numbers of teachers appear to be uncomfortable with,
though attracted to, the idea of working together as a collegium
toward a commonly held goal. Teachei are accustomed to
working with children or youth; they are not as accustomed to
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work;ng with adults. This, of course, doesn't mean that teachers

cl3n't get along with faculty colleagues in socially desirable ways;

thcv do. At issue here, though, is professional collegiality, the

comirq; together for the express yurpose of increasing the

intellectual tuchority required by a school problem or dilemma.

This brand of collegiality requires knowledge about and skill in

such group processes as consensus building, conflict resolution,

having the courage ofone's convictions while respecting those of

others, confrontation vithout ccnflict, and so on. These
processes are not typically present in teacher groups.

Teacher education can provide opportunities for students

to understand what it means and what it feels like to be members

of a likeminded cohort, We can constitute these cohorts early in

our teacher education programs and maintain them over time.

We can focus students' attention on what is needed by the cohort

for group, rather than indiYidual, success. We can help them

understand the possibilities 'issociated with increasing human

resources. We can provide opportunities to accept the tensions

that arise when there is conflict among group members. We can

work with them as they move through the tensions. And so on.

In other words, teacher education programs can provide future

teachers with the experience of group membership as well as

require systematic and guided reflection upon that experience as

ways to prepare them for working productively with teacher

colleagues.
2. Teacher education should include more thoughtful

consideration of schools as organizations, as contexts that influence

teaching and learning. With some exceptions, the professional

component of teacher education has rwo emphases. The first is

on "foundations of education," usually presented as abstract

ideas in the forms of history, philosophy, and psychology.

Understandably, this content is broad in scope, tends toward

generalizations, and is seen by most students as unconnected to
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what they usually refer to as "the real world of schools." The
conventional second emphasis is upon methods of instruction.
These approaches to teaching, usually specific to certain subject
matter as in the case of reading or mathematics, point students'
attention to the "how to's" of teaching: how to introduce a
concept, how to close a lesson, how to form cooperative learning
groups, how to test student understanding of irregular verbs.

Seldom are students called upon to examine a school or
several schools in iserms of organizational features. It is even more
seldom that prospective teachers are asked to think about how a
school's organization affects students, teachers, or the commu-
nity and what the nature of those effects is.

Yet, we are sharply aware of how a school's accomplish-
ments and day-to-day life are bound to the way the school is
organized, how rewards are distributed, how resources are
allocated, how principals and teachers interact, what technical
assistance is available, and how problems are or aren't faced. (I
believe that much of what new teachers call "reality shock" is the
direct result of coming face to face with these organizational
properties without developing prior understanding of what they
are and how they influence the work of the school.)

Teacher education can help prospective teachers anP!yrze
these context variables, not in artif.cial ways but as an
accompaniment to their typical practicun and student teaching
experiences. Rather than focusing only on N ,hat one teacher does
in teaching reading, for example, students can interview and
otherwise interact with principals and other tcachers toward the
end of developing an understanding of why reading is taught this
way in this school by this teacher. When doing student teaching,
teacher candidates can be guided in developing an understanding
of the way the school's faculty interacs, what is most highly
regarded and rewarded in the school, how information is

communicated, and how authority (informal as well as formal) is
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distributed. 'What we need is for students to develop an
additional "layer" of understanding of the schools in which we
place them. And, of course, we as teacher educators need to be
more comprehensive in our own understanding of the schools in
which we place our students.

3. Teacher education programs must include greater atten-
tion to issues of professionalism. Although there are many
conceptions of professionalism, the one that seems to be present
in most teacher education programs is a kind of weak argument
for being a "good citizen." That is, professional behavior is
conceived of as being considerate of others, adhering to ruin of
confidentiality, being punctual, and demonstrating other such
conventions of commonly accepted civility. Little attention is
paid to the professional hallmark of autonomy of practice, for
example, and what that means in public institutions generally
and in schools particularly. Specialized knowledge for teaching,
another feature of professionalism, most often is assumed rather
than focused on in public and systematic ways. Norms of
professional development and investment in one's own growth as
a professional teacher are not required or reinforced to any
degree. And service for the good of the client is treated more
sentimentally than as an intellectual and ethical issue of central
importance to being a teacher.

Teacher education programs, ideally as an aspect of the
cohort arrangement noted earlier, can direct students' attention
and energy to becoming initiates into a profession. We can require
self-consciousness in terms of the ethics of what we and our
students do. We can publicly demonstrate together our
investment in our own learning. We can analyze our work from
the perspective of its knowledge requirements and come to
understand when we are on firm intellectual ground and where
we must discover or develop knowledge to improve our practices.

4. leacher education programs must involve students in
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thinking about school curriculum over time, rather than simply
about lessons to be taught. New teachers are often dismayed and
confused when they are called upon to think about planning a
curriculum for students over a considerable period of time, such
as a semester or an academic year. They have had considerable
experience planning lessons and modest experience thinking
about the curriculum of a unit of instruction, although even these
instances of curriculum work are typically done within the
already-established framework of their cooperating teachers
during student teaching.

Teacher education programs are woefully lax in helping
students understand the intellectual and practical tasks of
engaging students in learning over extended periods of tin.e. In
fact, serious investment in helping prospective teachers become
curriculum workers is rarely observed in preservice programs.
There are few opportunities to become engaged with the
enduring curriculum questions. What knowledge is of most
worth? What criteria might guide selection and sequencing of
learning opportunities? What should be the relationship between
instruction and assessment? What might guide decisions about
selection and use of instructional materials? Students of teaching
seldom encounter these questions; even less frequently do they
grapple with them in terms of instruction over extended periods
of time.

Teacher educators, in practica and methods courses,
should focus prospective teachers' attention on students' as well
as teachers' experiences with the curriculum. By doing this, the
novice teachers can begin to understand the cumulative power of
the curriculum for students, or, conversely, its repetitiveness and
redurviancy. If teacher education students, for example, were to
be charged with shadowing one or more students for a year or
two as part of their preparation, and were required to record the
students' curriculum experiences, they might develop a better
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picture of curriculum over time. Further, if they were required to
use that picture as a guide for thinking about the kinds of
curriculum questions noted earlier, they might come to
understand the complexity of curriculum work well beyond
planning a lesson or a unit of instruction.

5. Teacher education should give systematic and ongoing
attention to problem solving and other forms of inquig. If I have
learned anything from wcrking with the Mastery In Learning
schools, I have come to understand how important it is for
teachers in these restructured schools to be able to think through
problems, create solutions, and test the power of their creations.
The central components of these new settings, as Seymour
Sarason would call them, are problem identification, imagina-
tion, and inquiry. Too often, in most typical schools, problems
are vaguely acknowledged but not sharply defined. Unless
problems (and possibilities, by the way) are clearly stated, they
remain amorphous discontents, rather than reasons for action.
Without imagination, the problems persist as obstacles to best
practice. Without inquiry, the products of imagination remain as
hypotheses, rather than verified courses of action.

Teacher education, unfortunately, most often presents
solutions to unstated problems, ways of thinking and acting that
are advanced as prescrip-ions for practice. It is rare for students of
teaching to be called upon, either indivickally or collectively, to
strugOe with an instructional or school issue that is in need of
resolution, to develop one or several means to achieve that
resolution, and then o test out the consequences of engaging in
new patterns of action. There persists a notion of pedagogical
certainty of practice, a notion that is mythic in its proportions
and, in the end, unrelated to the uncertainty and complexity that
pervade teaching and schooling.

If teacher educators in universities and in elementary and
secondary schools are concerned about preparing teachers for



good schools, we will give our students early and sustained
experience with seeing teaching and schooling as necessarily
problematic situations. We will ergage them with understanding
the issues that block effective instruction and with creating
options that appear, at least conceptually, to be possible ways to
ameliorate the obstacles. We will work together, across university
and school organizational boundaries, to resructure schools as
living laboratories for inquiry into practice, where we can study
practice with our students. By doing this, we can create more
realistic and effective intellectual communities for ourselves and,
at the same time, provide prospective teachers with the tools of
inquiry that are so needed in today's schools.

6. Teacher education must be seen as ongoing and
developmental and must be conducted in intellectually sound and
organizationally productive ways. Thcre is a way of thinking about
teacher education that is completely antithetical to what the
newly conceptualized school settings require for success. Teacher
education, in this view, begins when someone enrolls in a
baccalaureate program of study and ends upon completion of the
program and receipt of a license to teach. This truncatcd view of
learning to teach defies professionalism as a norm because it does
not acknowledge continuous investment in getting smarter about
practice. It also fights against the need for continuous new
knowledge in the face of new teaching, learning, and school
context variables. It also flies in the face of research findings that
demonstrate that teachers in effective schools testify that they
never really learn to teach, that becoming a good teacher is a
continuous process of intellectual and practical evolution.

Although school districts and universities offer programs
of instruction for practicing teachers, the district programs tend
to be sporadic and fragmented, and the higher education
programs tend to focus on providing teachers with the credentials
to move out of teaching into school administration. There are
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few so-called in-service programs that teachers believe are
instrumental in improving their practice and few college-based
programs that take seriously the desirability of building teachers'
knowledge and skills toward true expertise.

Teacher education must be conceived of as a continuum
of opportunities for teachers to become ever more adept at best
practice. (We tend to focus on safe practice. Best practice is a

conception of teaching that expects teachers to know and be
skillful in the most reliable and tested ways of teaching.) If this
were the case and teachers, school systems, and higher education
invested in continuing to grow together in understanding how to
construct and implement programs of instruction for students,
many of the persistent teaching and schooling dilemmas,
including issues of morale and burnout, would be lessened.

Colleges and universities must devdop post-baccalaure-
ate programs of study aimed at improving the teaching practice
of experienced teachers. School systems must rethink conven-
tional in-service and staff-development opportunities. Teachers
must demand challenging learning opportunities from both of
these settings as well as require that their colleagues, new and
experienced, participate and invest in their own continued
learn ing.

CONCLUSION

This discussion is rooted in the belief that the new ways
of acting out the role of the teacher in some of our nation's
schools provide us with hints about teacher education. In
restructured or renewed or improved schools, choose whichever
label you like, teachers arc working alone and together in
different, often dramatically different, ways. They are challeng-
ing the status quo, in terms of both how instruction is provided
and how that instruction, and other school-level issues, is
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formulated and tested. Thty are facing head-on the tensions of
working in complex human organizations, places where general-
ized panaceas and nostrums simply do not work to their
satisfaction. They are coming to grips with the difficulties of
reconstituting the nature of their own work and the conflicts that
arise when that happens. And they are providing the rest of us
with important understandings about what is required to do all
this.

It is these understandings, this new knowledge, this
altered perspective about teaching and schooling, that I believe
must inform teacher education. As the schools change, teacher
education must change. As the roles of teachers are dramatically
reshaped, programs of preparation to assume those roles also
must be redesigned. Teacher educators have an opportunity to
participate in this redesign, this invention of the future. At issue
is whether we have the wit and the will to do so.



Chapter 3

THE CASE FOR RESTRUCTURING
TEACHER PREPARATION

by Arthur E. Wise

What policies would promote the vision described in the
previous two chapters? I will advance seven propositions that
might allow you to think that the conception of teaching
espoused by Darling-Hammond and Griffin could actually come
into being. It is one thing to hope that teaching could evolve in
this way; but it ir quite another matter to design and enforce
policies that would make this vision the more probable outcome
of events that lie ahead.

These seven propositions are in the nature of trends
incipient trends----and, in one or two cases, ethical imperatives, as
well.

The first proposition is that teacher education will
become m are inter sive. It will require more time and effort. As
an occupation undergoes professionalization, the individual
practitioner must possess the profession's knowledge base.

Otherwise that "professional" must remain under constant
supervision.

Teacher education consists of three components: a liberal
education (including subject-matter education), professional and
pedagogical education, and practical preparation.

Each of these three components is undergoing change,
stress, study, development, or redevelopment at the present time.
Some of the forces are progressive. Some of the forces are
regressive. Paradoxically, some of the regressive moves may
reinforce progress.
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Many policymakers are concerned, for a variety of
reasons, about the liberal 'clucation of teachers. There are
regressive moveslike those in Texasto cap teacher education
in order to oblige prospective teachers to major in a teaching
field. In more progressive states like California, Massachusetts,
New York, Oregon, and Washington, we see the emergence of
five-year programs. In these states, the idea is that more
preparation is better than lessthat more time creates the
opportunity for better preparation. Leaders of thoughtful
endeavors, like Project Thirty, are trying to figure out what the
nature of liberal education for teachers should be.

With regard to professional and pedagogical education,
there are such activities as the National Council for Accieditation
of Teacher Education (NCATE) Knowledge Base Standard, the
American Association of Colleges for Teacher Education
(AACTE) Knowledge Base Project, and others that are trying to
think through what a new teacher should know.

Some of the most striking developments are in the area of
the practical preparation of teachersthe emergence of intern-
ships, mentorships, and professional development schools. While
embryonic and, in many cases, more plan than fact, these efforts
are important statements of aspirations that can be used to
marshal political support to secure resources that will make them
real. Professional development schools, in particular, suggest
radical departures in how first-year teachers would operate.

The second proposition is that teacher licensing and
teacher certification will continue to become more rigorous.
Certainly, many of the states are giving new attention to the idea
of professional practices boas.ds for teachers, like t'nose that exist
in other professions. It is a political movement. The creation of
such bodies historically has required political energy on the part
of the profession that advanced them. Some progress has been
made in the creation of boards and in the strengthening of
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advisor oards that now exist.
le important point is this: teachers must articulate what

it takes to become a teacher. Professionals must articulate
standards and be in the position to enforce those standards. That
is one quality-control development that is well underway.

The development by those standards boards of new
assessment procedures for the issuance of a state license is a key
development. A distinguishing characteristic of every profession
is that it clearly signals to the public at large and to the members
of the profession themselves that the novice is ready to practice
independen tly.

Many of the problems in teaching todaymany of the
problems of the credibility of teachersresult from the fact that
teaching does not have a licensing process that anyone believes
in. Teacher educators do not believe in it. State officials do not
believe in it. Teachers do not believe in it. The public does not
believe in it.

We must design, create, and implement an assessment
system that does what the process is supposed to doindicate in
a convincing manner who is fit to practice independently.
Developments are underway in many states, but Minnesota,
California, an4 Connecticut are in the le. d.

Essential, as well, in quality control in any profession is
the accred! tation system that governs the professional schools
thatprepare candidates. More and more the field will be turning
its attention to NCATE as the mechanism by which accredita-
tion needs to operate.

Other quality-control developments include the redesign
by ETS of the National Teacher Examination and the
establishment of the National Board for Professional Teaching
Standards, which is articulating standards for advanced certifica-
tion for teachers.

Ail of this, then, is about standards zind about procedures
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that function to assure the public that those people who are calledc`teachers,"
in fact, deserve that title. Teacher licensing and

teacher education need to evolve simultaneously. In fact, in every
established profession, the jointness of the evolution is quite
clear. The articulation of standards by authoritative standards
boards has guided the reform of professional education.

As standards boards come into being and develop their
assessment procedures, they must collaborate with schools of
education. Standards boards and schools of education must work
in concert. Then, one day, teaching will enjoy what other
professions havea measure of respect for the title and for those
people who earn the title.

The third proposition, which has already been described
in the previous two chapters, is that teachers will increasingly
share in making the decisions that affect how they teach. They
will operate not only within their classrooms, as Darling-
Hammond has described, but also on a schoolwide basis, as
Griffin has described. And they will operate on a more n cro
basis on state bodies, on professional bodies, and in other forums.

Teacher involvement in decision making is critical in
order to hold teachers accountable. If they are not a party to
establishing the system by which they operate, they cannot be
held accountable for the results that they do oi do not achieve.
That is one reason why the teaching environment must be
redesigned in the form of school-based management, shared
decision making, and other mechanisms that give teachers a voice
in shaping the world in which they work.

Redesign of the teaching environment is also important
in order to make teachers responsive to their Jientele, and to
make them responsible to their clientele.

It is Accessary to redesign the job of the teacher so that it
becomes a more satisfring job. Many teachers are not satisfkd
today, in part, because they are put in a position where they
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cannot do what they believe must be done on behalf of their
clientele. If teaching is to attract its fair share of talented people,
then it must be a job that is attractive.

The fourth proposition is that teacher unions will better
balance their inherent responsibilities to protect their members
with their long-term responsibilities for advancing the profes-
sion. Teacher professionalism would not be where it is today
without the leadership of the National Education Association
and the American Federation of Teachers. Teacher professional-
ism would not be on the national agenda were it not for the fact
that these two national organizations have placed it there. Having
said that, we still have a long way to go, and both of the unions
have some distance to go in reconciling their somewhat
competing responsibilities.

It is relatively easy for the national leadership of both of
these organizations to articulate bold new visions of education. It
is quite another matter for state and local leadership of those
organizations to mediate the sometimes conflicting short-term
demands of protectionismwhich is why, in fact, they came into
beingwith the more long-term objectives that will ultimately
make them a more important contributor to the educational
process.

The fifth proposition is that teacher professionalism will
demand an accountability system that promotes good educa-
tional practices and sound educational results. Teacher proles-
r'onalism, in the fashion that has been described here, cannot
exist in an environment in which teachers are held accountable
solely on the basis of standardized assessments of their students'
performance. Accountability systems of that nature force teachers
to prepare students to perform well on standardized examina-
tions, rather than to allow, encourage, and, indeed, oblige
teachers to teach the way they should be teachingin ways that
the previous two chapttrs have so eloquently described.
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Many experts (mostly outside the field of education)
today hold out a vision, a hope, a prayer that test developers can
design authentic tests or performance tests. These tests would
move away from the multiple-choice format to one that more
closely mirrors the performance that schools are trying tk.

encourage. If schools want to encourage children to write, then
schools should require essay examinations. If schools want to
encourage scientific thinking, then their final examinations
should consist of scientific experiments.

It remains to be seen whether such tests can be developed
if schools must adhere to the peculiarly American tradition of
insisting upon high reliability and high validity in examinations.
Other nations make do, it seems, with much less adherence to the
canons of the measurement discipline.

Let me suggest an extraordinarily simple idea.
Imagine, in a school district, an accountability system

that is no more than this. All of the American history teachers
gather together and plan the curriculum in American history,
And all of the teachers design the final examination in American
history, Then at the end of the year, all the students are graded on
an anonymous basis. Now, just think about what that does. It
brings together the entire faculty to think about the goals of
instruction. It allows them to create any kind of examinaion that
teachers can grade. The approach obliges them to talk about
standards. And, over time, it reveals whether some members of
the faculty cannot teach. For if, over a number of years, some
teachers regularly are unable to prepare their students in the
fashion that most other teachers in the district are, then that
becomes an accountability measure that can signal the need for
intervention, (Needless to say, adjustments can be made if some
schools serve widely different populations.)

The sixth proposition is that teachers' salaries and
working conditions determine who will teach. Some gainLI in
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teacher salaries have occurred since 1980. Teachers' salaries are all
the way back now to where they were in the early 1970s, but that
is not good enough.

Businesses are very concerned with public education.
They need to know that this is one place where the market must
be allowed to operate. When businesses cannot find enough
engineers at $20,000 a year, they offer $25,000 a year. And, if'
that is not enough, they offer $30,000 a year. When schools
cannot find enough teachers at $20,000 a year, they just say,
"Anybody can teach, so let's find someone who's willing to
accept $20,000 a year."

That is very short-sighted. It creates a process that will
ely result in schools getting only second-rate people. The

market must be allowed to find its levelto create a balance
between teacher demand and teacher supply. However, the
market cannot operate yet because states do not have a credible
system for identifying the real number of qualified teachers.

And that brings me full circle to the importance of
establishing standards, standards boards, and assessment proce-
dures that reveai, in a highly public way, how many qualified
teachers there are. That will help to determine the market wage,
and will allow the stabilization of the system in a way that permits
the teacher labor market to operate optimally.

I will conclude with a seventh proposition. Teacher
professionalism will demand more attention to the less fortunate
of teachers' clientele.

There are many myths in American education, and
equality of educational opportunity is one. In truth, there is a
maldistribution of teaching talent in America that deprives the
neediest school population of the best teaching talent. Unless
immediate steps are taken, it is likely that a worsening of this
maldistribution will result. There is an interdistrict component
and an intradistrict component to this inequity.
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Let me mention the intradistrict component first.
Educators know where beginning teachers are assigned--the
poorest neighborhoods. Teachers with the least experience are
given students with the most severe learning problems. That is
very unfortunate for those beginning teachers. It is even more
unfortunate for the disadvantaged youngsters who are taught year
after year by people who still are learning how to teach.

We must solve that problem. One of the things that can
be done is to create some incentives for senior teachers, expert
teachers, to be located in schools where children need their help
the most.

One little trick might be to locate professional develop-
ment schools in the most disadvantaged neighborhoods. In that
way, school districts would provide those youngsters with the
same stability that students in more affluent school districts
enjoya core faculty of senior teachers IA ho are there both to
teach at-risk students and to help train the next generation of new
teachers.

The other component of maldistribution of teaching
talent, of course, results from interdistrict inequalities. And while
those have not been a major problem over the past decade or so,
they will become more pronounced in the next decade. Here is
how it works. As teachers gain experience in the cities, they have
the opportunity to work in the wealthier districts. As those now
experienced teachers take advantage of that opportunity, the
needy city schools are once again forced to hire inexperienced
teachers.

This is a pattern that was widely documented in the
sixties, a time of constant churning in the rrsonnel system. This
past decade has been a time of high personnel stability, but we are
entering a decade of more rapid job turnover. As a result, there
will be a lot of churning within cities and between the cities and
the suburbs.
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The solution is clear. State aid to urban districts must
increase. Now, the suburbs are in a doubly advantaged position.
Not only do they have the youngsters who are easier to teach, but
also they pay teachers more for the privilege of teaching in those
nice places. That is what school finance reform lawsuits are all
aboutequalizing the capacity of school districts to bid for the
services of talented personnel.

These seven propositions are in the nature of trends, at
least incipient trends. They are by no means assured. In some
instances, they are propositions that will be fulfilled only if those
with political power seek to fulfill them. In other cases, they are
moral imperatives.

These seven propositions are linked to one another. If we
can all embrace something like them, we can evolve this teaching
enterprise into a profession. The importance of professionaliza-
don is not to aggrandize teachers, but to create a teaching force
that will meet the needs of the student population, while also
preparing America to face the next millennium,
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