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Moving Forward
in Teacher Education

Increasing respect for education leads to closer scrutiny of the 
agreements upon which preparation for teaching is hased.

THE PEOPLES of our world 
want education as never before. The 
drive for education in all countries  
from the most primitive to the most ad 
vanced may well prove more signifi 
cant than the twentieth-century explo 
sions in both knowledge and technology. 
This drive for education has led to wide 
spread examination of the institutions 
and processes through which education 
has been and is being conducted.

In the United States the focus of at 
tention immediately following World 
War II was on elementary and second 
ary education. The spotlight soon spread 
to include teacher education. And the 
beam of light most assuredly is to pene 
trate all of higher education.

The swinging spotlight usually illu 
minates only part of an issue or prob 
lem. Consequently significant educa 
tional issues frequently are distorted 
and oversimplified. The solutions posed 
suffer as a result.

Those of us who have lived for at 
least a decade or two with teacher edu 
cation know that its problems are not 
simple. Adequate solutions to these 
problems demand not only ideas but 
also the application of untold energy 
over prolonged periods of time. The

tasks of human engineering before us 
are, indeed, formidable.

It is unlikely that more than a very 
few of the current critics of teacher 
education will move with us into these 
demanding tasks. Their central interests 
and their primary satisfactions lie else 
where. We must accept the inevitable: 
when the tumult and the shouting die 
those who are now committed and who 
will commit themselves to teacher edu 
cation as a career will be the persons 
to provide the working ideas, the hu 
man energy and the engineering skills 
necessary to continuous improvement in 
teacher education programs.

One of the most frustrating aspects 
of the inevitable is that many critics 
who merely pointed a finger will take 
credit for the ideas that arc to motivate 
effort. Nonetheless, these critics often 
have performed a service. Had the spot 
light searched more broadly and deeply, 
it would have revealed long-standing 
professional concern with problems at 
tracting the critics. But many problems 
were lying dormant; some had been dis 
posed of inadequately; and others wen 1 
being subjected to unimaginative scru 
tiny. The critics from without often 
helped the self-critical from within to
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shake complacency, to lay hare inade 
quacies and to pose novel, often excit 
ing, new approaches. Partly as a conse 
quence, the teacher education plant is 
sprouting new foliage. There were times, 
though, when some of us feared that 
the plant could not survive such fre 
quent and prolonged tearing at its roots. 

Thanks to the efforts of dedicated pro 
fessionals many of whom were person 
ally subjected to scathing, vitriolic at 
tacks teacher education generally re 
sisted ill-conceived proposals. The no 
tion that high school teachers need 
know only the subjects they teach did 
not receive widespread acceptance. Sim 
ilarly, the idea of replacing professional 
studies with on-the-job internships did 
not catch hold. And assorted proposals 
for quick training of college graduates 
often disappeared before they were im 
plemented. Nonetheless teacher educa 
tion programs of the future are likely 
to be characterized by greater atten 
tion to what teachers are to teach, longer 
and more carefully planned internships, 
and more experimentation with a vari 
ety of patterns for getting the job done. 
In effect, teacher education is proving 
itself to be strong enough, sound enough 
and resilient enough to withstand un 
just criticism, to retain practices of 
proven worth, and to incorporate valid 
proposals for change.

Agreements as to Program 
Development

It is unlikely that educators would 
agree on the specific details of teacher 
education programs for the future. This 
is probably all to the good. But there 
are some broad agreements, such as the 
following, that are likely to guide pro 
gram development in the years ahead:

Effective teacher education demands 
the closest cooperation among persons

representing different kinds of talents. 
The resources needed are rarely found 
in any one person or, for that matter, 
in a single college department. Team 
work is required. The team consists of 
members of the department of educa 
tion, members of other departments, and 
representatives from campus or cooper 
ating public schools. The team remains 
the same at both pre-service and in- 
service levels but major responsibility 
shifts from college to school system as 
the beginner moves from student to 
teacher status.

Within the college, team membership 
is broadening. What the teacher is to 
teach is taught by specialists in the 
fields. But, in the future, these special 
ists more and more will organize their 
material for the purposes they seek 
to serve. What is good enough for the 
future specialist is not necessarily good 
enough for the teacher. Content, usu 
ally, is organized for its own preserva 
tion, not for instruction. It must be re 
organized for learning and, therefore, 
should be reorganized for teaching. We 
ask of the specialists not that they 
"water down" their subject matter for 
teachers but that they pay continuing 
attention to the modifications necessary 
to effective learning. In so doing, they 
will meet the needs of future teachers 
and, at the same time, no doubt will 
do a better job of educating future spe 
cialists.

Increasingly, departments of educa 
tion are. seeking for more effective 
means of synthesizing the so-called foun 
dations of education. The future teacher 
must integrate those bodies of lore fun 
damental to understanding the role of
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education in societies and to making in 
telligent professional decisions. Direct 
experience in a laboratory or public 
school is helpful in effecting such a syn 
thesis. But the professor of education is 
not necessarily the best person to teach 
"method." He may have been an excel 
lent teacher of the fifth or tenth grade 
ten years ago but in all probability his 
touch with children or adolescents is 
gone.

A third team member is needed. The 
person best equipped to teach method 
is the first-rate practising teacher. Early 
in the preparation program, the pro 
spective teacher should be assigned as 
an aide to a superior teacher in a cam 
pus or nearby cooperating school. Each 
of several such assignments should be 
of several weeks' duration. First partici 
pation should be to gain the experi 
mental background necessary to under 
standing the school as an institution. 
Later participation should be to develop 
the concepts, skills and attitudes basic 
to effective teaching. It is essential that 
the future teacher have some specific 
responsibility from the beginning, ulti 
mately assuming full-time conduct of a 
class.

It takes time to produce people ti^io 
are icell educated, professionally com 
petent and dedicated to teaching as both 
ti way of life and a means of improved 
living. We must identify future teachers 
early and provide them with the guid 
ance necessary to intelligent decision 
making. The future teacher should be 
ready to declare his intentions by the 
end of the sophomore year and such a 
declaration should not separate him 
from the main channels of the liberal 
arts curriculum. The student may decide 
to by-pass the college's program for 
teachers but he should be fully pre 
pared to accept the consequences. Some
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of our curtailed programs for liberal 
arts graduates seem to rest on the, as 
sumption that to delay the decision to 
become a teacher is to acquire automat 
ically the concepts, skills and attitudes 
necessary to teaching.

Certain traits—both appropriate and 
inappropriate to teaching—develop over 
the I/ears from infancy to adulthood and 
arc not modified significantly through 
teacher education programs. Conse 
quently, much energy lias been and will 
be devoted to the isolation of those 
traits that are modifiable through edu 
cation from those that are not. We can 
anticipate, then, both greater rigor in 
guidance processes and greater claritv 
in stating the goals and learning activi 
ties of teacher education curricula. 
Teacher preparing institutions are likely 
to exercise increased care in determining 
who will and will not enter the pro 
gram. Furthermore, those admitted may 
be expected to take varying periods of 
time for completing the program on the 
assumption that they will vary in their 
readiness to progress in it.

Increasingly, prc-service teacher edu 
cation programs are being recognized as 
only beginning preparation to teach. The 
ne'wlv graduated teacher is not vet a 
teacher and he, more than anyone else, 
knows it. He is still in need of guid 
ance, assistance and supervision. Here 
is where the preparing institution and 
the profession must join hands. Too of 
ten, the profession blames the college 
for inadequate preparation and the col 
lege blames the receiving school system 
for inadequate orientation of the neo 
phyte. Neither is wholly to blame for 
the situation that frequently prevails; 
both are at fault, however.

It simply is too easy for the- institu 
tion to say, "Well, this young man has 
rough edges but they'll soon wear
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smooth with seasoning." Perhaps, but 
often they don't. Institutional recom 
mendation should mean more than that 
the student has passed through the pro 
gram. It should mean that he possesses 
in high degree those competencies the 
program sought to develop. The recom 
mendations lor certification should be 
withheld until the institution satisfies it 
self in this regard. Similarly, it is too 
easy for the school system to assume 
that it has no responsibility for teacher 
training. And so, it fails to provide the 
setting in which even the best beginners 
can succeed.

Final responsibility for ad mission to 
teaching rests with the profession itself. 
The teacher preparing institution is re 
sponsible for determining whether or 
not the neophyte possesses adequate un 
derstanding of what he is to teach and 
an adequate svnthesis of the art and sci 
ence of teaching. Awarding the bach 
elor's degree should indicate only that 
the prognosis is good that the institu 
tion is reasonably sure that a successful 
teaching career is to follow. Then, major 
responsibility for supervision should 
shift to the profession itself.

The young graduate should enter 
teaching in a kind of resident status, 
half-way between student intern and 
full-fledged professional standing. His 
residency should be under the guidance 
of a professional career teacher possess 
ing unusual skills in assisting others. 
During a period of not more than three 
years, the beginner would have an op 
portunity to try several kinds of teach 
ing positions, searching always for tin- 
one most likely to be personally satis 
fying and rewarding. Meanwhile, stud 
ies under the guidance of the- preparing 
institution would continue.

It is conceivable that some young 
teachers would be guided out during

the residency period. Some having to 
leave for personal reasons would be 
given the opportunity to re-enter in Liter 
years. Three significant decisions would 
mark completion of the three-year pe 
riod. First, the young teacher would 
know with considerable certainty 
whether or not teaching offered him a 
lifetime challenge. Second, the institu 
tion would be able to determine the ade 
quacy of the young person's intellectual 
synthesis and, if satisfied, would award 
the master of arts in teaching degree. 
Third, the profession would be able to 
determine the adequacy of teaching 
skills and attitudes and, if satisfied, 
would admit the teacher as a full-fledged 
professional "with all the rights, privi 
leges, and responsibilities thereto apper 
taining."

Teaching increasingly is becoming a 
profession. Nobody becomes a profes 
sional by calling himself one or by join 
ing a professional organization. The 
fundamental criterion of a true profes 
sion is that it rests upon a body of facts, 
principles and theories that can be 
learned only through a prolonged period 
of preparation. A professional is one. 
who makes his decisions on the basis 
of a body of professional lore. There 
are still those among us who express 
contempt for theory, who consider it 
fashionable to profess ignorance. "I'm 
a practical schoolman," some say as if 
to suggest a wisdom that is acquired 
through osmosis.

There is an intimate relationship be 
tween the practical and the theoretical. 
All decision making demands recourse 
to theory. Decision making in educa 
tion is so complex that we frequently 
fall far short of our aspirations even 
with best possible recourse to theory. 
What hope is there, then, when the de- 

(Contintied on page 242)
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tion from the field of the behavioral 
sciences with which we must come to 
terms. Does it take the place of the ap 
proach I have described, or is it supple 
mental to it? Here is one of the problems 
we must consider as we face toward the 
future.

I hope that by posing these issues, I 
have made it clear that the double- 
barrelled cjuestion of what constitutes 
significant learning, and how it is to be 
achieved, poses deep and serious prob 
lems for all of us. It is not a time when 
timid answers will suffice. I have tried 
to give a definition of significant learn 
ing as it appears in psychotherapy, and 
a description of the conditions which 
facilitate such learning. I have tried to 
indicate some implications of these con 
ditions for education. I have, in other 
words, proposed one answer to these 
questions. Perhaps we can use what I 
have said, against the twin backdrops 
of current public opinion and current 
knowledge in the behavioral sciences, as 
a start for discovering some fresh an 
swers of our own.
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cision making process is accompanied 
by contempt for theory?

To be a successful teacher is to un 
derstand basic principles underlying 
knowledge, those who are to acquire 
knowledge, and the processes through 
which knowledge is acquired. To be a 
successful teacher is to exercise skill in 
organizing knowledge and in guiding 
the pursuit of wisdom. To be a success 
ful teacher is to value self and others. 
To be a successful teacher is to respect 
the knowledge, skills and values upon 
which one's special competence de 
pends. To know, to do, and to value in 
these ways is to be a professional. The 
preparation of professionals in sufficient 
quantities is the continuing goal of 
teacher education.
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