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This paper examines teacher education from varying perspectives educators have of
curriculum. Although there exists considerable discussion of teaching practices, it is
contended that greater historical and philosophical examination of the beliefs, inter-
ests, and intentions that guide practices can foster improvements in teacher education.
A traditionalist, conceptual-empiricist, and reconceptualist view of curriculum provides
a framework for examining teacher intentions, conceptions of theory, and models of
teaching that underlie teacher education programs. Implications of the criticism are
the need for greater dialogue concerning the beliefs and academic interests of teacher
education, examination of the notion of practice in teacher education, and rethinking
the role of teacher decision-making in preservice and inservice programs.

Cet article examine la formation des enseignants & partir des diverses perspectives
qu'ont les €éducateurs des programmes d’études. La question des méthodes d’enseigne-
ment est certes un sujet fortement débattu, néanmoins nous prétendons qu’un examen
historique et philosophique plus poussé des systémes de pensée, intéréts, et objectifs qui
sous-tendent ces méthodes pourrait mener & 'amélioration des programmes de forma-
tion. La perspective traditionaliste, conceptuo-empiriste et néo-conceptualiste des
programmes nous sert de cadre pour ’examen des objectifs poursuivis par les enseig-
nants, des conceptions théoriques et des modéles d’enseignement dont s’inspirent les
programmes de formation des maitres. I1 découle de cette critique la nécessité d’ouvrir
davantage le dialogue sur les systtmes de pensée et les intéréts professionnels des
enseignants, de réexaminer le concept de formation pratique et de repenser le réle des
enseignants dans la prise de décision concernant les stages et les sessions de formation.

During the past two decades there have been numerous efforts to improve
practices in teacher education. The commitment to improvement is evi-
dent in the time we spend, the experiences we share with others, and the
language we use, and reflects our beliefs regarding what should happen
in the preparation of teachers. Introducing new courses, extending the
classroom practicum or developing some alternative form of teacher
education have provided the basis for the improvement in teacher educa-
tion. Our concerns are often dealt with in practical or administrative
ways without questioning (beyond immediate application) the values of
the choices we make. Thus, it would seem that our efforts to bring
improvement are hindered by the lack of criticism regarding what we
do. By “criticism” is meant a probing examination of the underlying
premises of programs we offer students and the nature of the improve-

* This is a revised version of a paper presented at the Canadian Society for the Study
of Education Annual Meeting, London, Ontario, June 1978.
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ments we advocate. Examination enhances awareness of the fundamental
beliefs, interests, and intentions that determine our activities in teacher
education.

This paper provides a critical analysis of teacher education and out-
lines some implications for viewing our efforts problematically. Its pur-
pose is to foster an examination that encourages further inquiry of our
practices for educating teachers. Since our goal in teacher education is
the preparation of individuals to deal with matters of school curriculum,
it is argued that what we do is a manifestation of some particular per-
spective we have of curricular activities. Improvements, therefore, require
a sense of educational awareness of the beliefs, interests, and intentions
that guide practices in teacher education.

Much has been written on what constitutes the field of curriculum.
Emphasis on defining curriculum and establishing models for guiding
curriculum development has been succeeded by attempts to theorize the
social, political, epistemological, and methodological notions inherent in
curriculum thinking. Studies suggest that orientations of curriculum have
roots in historical developments (Kliebard, 1975), in social, political
concerns (Apple, 1974), and in anthropological philosophical views
(Habermas, 1971). Moreover, considerable discussion prevails as to
whether the orientations of curriculum can be viewed as competing para-
digms (in the Kuhnian sense) or as themes in curriculum studies. Pinar
(1975) suggests that most journal articles, which fall within the latter,
are intended to outline procedures for curriculum work. Although practi-
cal prescriptions based upon theories of learning or instruction, or systemic
models, are useful to education efforts concerned with the teaching and
administration of school curricula, discussion does not lead to new ways
of talking about curriculum. In other words, discussion tends to be con-
cerned with the elaboration of themes rather than the historical and
philosophical issues of what we do. If curricular practice is viewed as an
idealization of teacher education, then an examination of teacher educa-
tion programs in terms of purpose can contribute to a broader under-
standing of what we advocate for classroom teaching.

This examination of teacher education, therefore, is based upon the
thought of curriculum scholars described in Pinar’s groupings and my
personal experience with an alternative teacher education program. My
intention for suggesting a framework for criticism (see Figure 1) is
heuristic rather than categorization of the plans and efforts of those in
teacher education.

TRADITIONALIST VIEW

Much of what we emphasize in teacher education would appear to be
rooted in the traditionalist’s view of curriculum. The training, for most
of us, is a reflection of the traditionalist ideal that Pinar (1977) describes



57

FROM THE PERSPECTIVE OF CURRICULUM

wnnony) Jo smar g 224y, J wiorf uoyponpiy 12yava g, fo auymO

1 =ano1g

£191008 UTYIIM [OOYOS
ays Jo sanbnuo pue ‘sar

9JI] WIOOJSSB[D
Jo Suruesur [en

-yderSouyjs woossse[d £Jojouswouayd  -uarradxa ajowoad WSOQLD [B100s  dousLadxa [euony
JO 3oNpuU0d ‘SJUN0dIE puUE 90UlIdsS  SSIMIATIOESSE[O JO  pue Surpueisiapun ~eonpa Jo drmeu
rewno( jo uoner [enos jo Aydosojmyd uonerardisyur uodn  uewmy ur 3saxayur atp uodn 30921
~edaud ¢ wonoersyur Sur ‘samTuewIny paseq UOTIaPaI f9SUas OIOS[EIp Ul pUe pue)sIapun o)
~ziseydura soTjIAI}OR sSe[d a1 ut Apnys -J[@s ademoous donoerd pue L1091} s19yoea) MO[[e 03  Isienydaouooay
satouajadurod
juapmnIs Jo uon
~eoUnuapl pue suoljea sdays Suryew
~I35(/0 UIOOISSE[D { JUaUX -UOISIOap pue syse}
-dojaaap apmne pue Jayoesa) aqurosaxd
TS ‘98pajmouy juapms ¢ Bururesy
Uuo $N20J ey sordajens  SIIpNYS uonEdIuUNuI josades pue  Teonoead jo uonou sassaooxd
Buryoeo) paje[ar pue  -UI0D puUE ‘9OUIIDS sopdrouwrd uodn 11303 IO UOTY Suryewr-uorsop
59A103[qo [eIoIARYaq  [eIDO0S ‘[eIOIACYaq paseq oiaeyaq  -o1paxd ur 3sa1ajur [euoner 1oy srorndury
Burziseydws suerd 3run UI YOreasat ndnd uraSueys  foonoerd 03 Axooyy  s19Yyoea) aredaid oy -remadasuon)
$901n0sa1 Surydea) Jo QATIOd[AIUN
uoneredaid op-01-moy {o8pomouy Areur]  surdjqoid [eonoerd  sonssi reonoeid Sur
¢s90anosax Suryoeay uonyezijerdads  -drosip uodn paseq UIIM SISO -A[OSII pUE JUIJUOD
pue Juajuod Jurzs eare 303(qns pue wopsm Teuory  Surd[ay ur 3sazajur BurzrueSro ur
~eydurs suepd Suryoesl  3uryoes) wroosse[d ~UaAU0 Juasaxd {Teonaroaye SI910ea) 9pms3 03 IsT[eUOnIpeL],
wwifosd uoyponpsy siowanpyg Suwyova g 2913904 puv UOUDINDT 49YID3 ], wnnoriiny)
-49Yyo03 J Jo s24n1pa g -42YID3 J, fo mary dioay J fo marg fo usguy Jo sma1y
fo punoidyong
adpaymouyr




58 DONALD C. WILSON

as conventional wisdom of curriculum and teaching, characterized by
service to practitioners. Knowledge is not law-like or reflective in nature
but exists, rather, according to Kliebard (1976), “as the half-conscious
ideals and preferences we have inherited from our professional forebears”
(p. 248). Teacher education programs with this curricular orientation
appear to stress two conditions. One condition is that a student teacher
has strong subject area specialization. A preservice social studies teacher,
for example, is required to have a major or concentration in a grouping
of history and/or social science courses prior to or concurrent with a
practicum of classroom teaching. Concerns of a practical nature then
become identified and resolved in terms of those knowledge structures
considered important. Moreover, guidance to practitioners becomes pre-
mised on subject specialization and an unreflective view of classroom
practices. The interest lies in helping others with daily problems rather
than in creating theoretical developments in education. Language used
suggests that guidance for teachers-in-training adopts an orientation
grounded in personal experience supportive of a technological rationale
rather than in a philosophical stance and/or a scientific theory. Some
traditionalists in education, however, rely on the Tylerian approach
(Tyler, 1950) for a theoretical foundation, although its only apparent
theoretic quality would appear to be its abstract nature of how curricular
and instructional decisions should occur in the classroom.

With strong affinity to the cultural and intellectual ties of classroom
practitioners, a traditionalist ideal considers practice in classroom teach-
ing a second major condition for teacher education. The practicum be-
comes a classroom experience administratively organized in sequence with
course work in academic areas of study and in education. The practical
experience is not assumed to be part of a relationship between theory and
practice. Instead, the issues of a practicum take their cues from the
discipline of study or from classroom techniques found useful by educa-
tors to whom students are assigned.

Although the interest is directly concerned with providing practical
assistance, two major concerns of an apprenticeship approach emerge.
First, the decision of what knowledge is important becomes rooted in
individual academic training. That is, the decision of what is important
knowledge is steeped in beliefs and preferences of academic areas of
study. Student-teacher concern of the practicum then becomes “how to
make what is taught interesting?”’ rather than “what is worthy of teach-
ing?” With this emphasis, a practical experience can become instrumental
in providing short-term answers to practical problems.

A teacher education program indicative of a traditionalist view of
curricular thought emphasizes careful planning of how the knowledge is
to be taught. Lessons and unit plans outline the knowledge to be taught
and methods for teaching, and document the resources needed to teach
the content considered important. Thus, usefulness of such plans is judged
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in terms of its practicality for classroom teaching of conventional knowl-
edge.

CONCEPTUAL-EMPIRICIST VIEW

In recent years, the orientation towards social science has strongly influ-
enced educational developments. This emphasis in curriculum thinking,
Pinar (1977) suggests, is not simply a sense of educational elitism, but
rather “it is an indication of a historical-intellectual shift in the field
which parallels in some respects the rise of psychology and the social
sciences generally in the university” (p. 4). Conceptual-empiricists see
education not as a distinct discipline but as a field of endeavor to be
studied according to nomothetic statements of behavioral and social
sciences. Using theoretical models of teaching and learning, teacher
educators have created programs that stress development of teaching tasks
and decision-making processes for classroom teaching.

The conceptual-empiricist view of curriculum appears to be reflected
by two different efforts in teacher education. One group of educators
(grounded in the empirical methods of behavioral science) has estab-
lished programs that prepare teachers with the tasks or skills considered
important in teaching. Teaching styles and tasks, which often appear as
the independent variable of behavior change models, are identified
according to principles of learning or stages of human development.
Knowing how children learn, it is assumed, will assist teachers in making
decisions for establishing an efficient learning situation. Tasks that en-
hance pupil learning include such teacher skills as the writing and use of
clearly stated objectives, the development of teaching strategies related
to the goals set and the measurement of pupil achievement. Successful
teaching is determined by the completion of identified teacher competen-
cies or by pupil achievement in terms of predefined goals. Although
technical means for measuring outcomes is well established in education,
what determines success has fostered much debate among educators.

The group of conceptual-empiricists has created a language (discrep-
ancy, teaching tasks, minimal competency, accountability) that conveys
a strong guiding interest in educational matters. That is, in addition to
identifying classroom knowledge and teaching tasks, the inherent theoreti-
cal propositions also stress the testing of nomothetic statements that
require a sense of certainty for prediction of classroom phenomena.
Teacher education programs emphasize strong causal relationship be-
tween the methods courses and the practicum. Moreover, the emphasis
on a linear relationship stresses the importance of clearly defined objec-
tives. This is illustrated by the following competency-based teacher educa-
tion program designed to deal with disruptive youth:

1. Describe the system of courts and legal justice with which alienated
students and correctional clientele must deal.
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2. Demonstrate skills in using instrumentation and diagnostic techniques
common to special education testing.

3. Show competence in individualized instructional skills necessary to aid
atypical students to succeed in learning tasks.

4. Analyze personal and individual needs of clients incarcerated, adjudi-
cated, or otherwise categorized outside the mainstream of public educa-
tion.

(Kersting, 1978, p. 629)

Because of a desire for a strong linkage between theory and practice, the
offering of a practicum becomes guided by theoretical notions rather than
by sponsor teachers’ beliefs and interests, as tends to be the case with a
traditionalist view. In other words, theoretical principles of human be-
havior and not the half-conscious ideals of individuals become the basis
for what preservice teachers should do in classroom teaching.

Most successful efforts in creating a practicum closely linked to theo-
retic positions have been projects stressing problem-solving inquiry skills,
and hierarchical stages of human development, such as those advocated
by Jean Piaget and Lawrence Kohlberg. Efforts require situations in
which teachers understand and support the innovative teaching practice.
Yet a study by Elliott (1976) of the Ford Teaching Project in England
concluded that teachers who understood inquiry teaching were not aware
if the notion of inquiry actually guided their classroom practice.

A second group of educators who appear to adopt a conceptual-
empiricist view of curriculum are those who premise curricular decision-
making on Schwab’s (1972) notion of the practical. Schwab sees the
practical as a complex discipline concerned with choice and action that
leads to defensible decisions. Hence, the practical is not concerned with
practice rooted in the traditionalist view or the practice emerging from
scientific theory. Although research based on the practical has had only
limited involvement in teacher education, Connelly (19%2) has conducted
developmental work with science teachers on choices in curriculum plan-
ning. Research of this nature would appear significant to teacher educa-
tion for two reasons. First it calls into question the Tyler rationale for
curricular and instructional planning. A case study of curriculum develop-
ment in an art project by Walker (1975) indicates that developers did
not work from prescriptive models based on objectives. Instead Walker
suggests the concept of deliberation is a more appropriate notion for
understanding the actual decision-making process of curriculum develop-
ment. Situational studies in the British Columbia Assessment Program
indicate that objectives (stated either in provincial documents or teacher
prepared course outlines) were not considered important by teachers
when making decisions about what to teach (Aoki et al., 1978). Of
further significance is the possible function of such research as a bridge
between the thinking of teacher educators concerned with programs based
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upon scientific theory and educators with a reconceptualist view of
education.

While on the surface teacher education programs grounded in beha-
vioral change models, decision-making approaches, and communication
systems appear neutral or apolitical, a closer examination reveals a strong
ideological position. Emphasis on decision-making in teacher preparation
would appear more committed to a given form of cultural and political
order, rather than to asking questions of the existing social order (Apple,
1974). Focus on the social order, on the other hand, is a basic premise of
the reconceptualist thinking of curriculum.

RECONCEPTUALIST VIEW

As yet, the reconceptualist view of curriculum would seem to have little
direct influence on the thinking of teacher education. In his edited book
of writings, Pinar (1975) suggests the common intellectual interest of the
reconceptualist is understanding the nature of human experience (matters
of consciousness, intentionality, and politics). Characterized by an exami-
nation of what does exist, criticism either focuses on the old or existing
social structures, or points towards the creation of new forms. Curricular
examination, particularly for the latter, has meant the inclusion of think-
ing from philosophy of social science, phenomenology, and certain areas
of the humanities. In attempting to better understand the nature of what
is in classrooms, in schools, and in society, curriculum studies have relied
not on observation of phenomena but rather on the intentionality of
people, a form of knowing suggestive of a dialectic process between the
subjective self and its objectified reality. This theoretical relationship
between self and the social world presupposes a process of interactions in
which subjectivity becomes objectified as social meanings (Schutz, 1967).

For the reconceptualist, teacher preparation means becoming a teacher.
Such consciousness-raising is looked upon as a social act based upon a
theoretical stance that daily activities provide a context for subjective
meanings that are socially shared and constructed. Teacher education,
then, emphasizes knowledge self-reflective in nature, rather than knowl-
edge emphasizing the structure of disciplines or the knowledge dependent
on how children learn.

A reconceptualist view of curriculum calls for different modes of
teacher preparation. Rather than concentrate on establishing lesson plans
with skill-oriented learning outcomes and closely related teaching strate-
gies, programs emphasize planning of activities that enhance student-
teacher interactions from which subjective meaning occurs. Ethnographic
descriptions and journal accounts of classroom happenings can aid
teachers in better understanding the daily activities of a classroom. In
addition to gaining understanding of self and the situation in which one
teaches, teachers would also question why certain kinds of social and
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cultural knowledge are taught in classrooms. A number of educators
(Young, 1971; Apple, 1978) suggest that classroom knowledge may be a
reflection of ideological interests of social groups for preserving rather
than changing social structures. Teacher preparation is not only con-
cerned with making curricular decisions within the existing social system
of schools, but also with thought that questions the very existence of that
system in order to improve the quality of life in schools. Some educators
consider the language revolutionary; others consider it basic to the nature
of the relationship between school and society, a concern not of major
importance of teacher education premised on the traditionalist and
conceptual-empiricist view of school curriculum. In addition to being an
intellectual existence, a reconceptualist view is also a political act because
of its acknowledged value stance.

IMPLICATIONS

In the analysis, albeit brief, I have tried to reveal how various views of
curriculum appear to be reflected in teacher education programs. Focus-
ing on the purposive nature of what we do facilitates questioning of that
which we uphold as desirable. Inquiry of this nature generates a number
of implications for teacher education.

One implication is that criticism of the underlying premises is a notion
uncommon to teacher educators. A number of possible reasons exist. First,
teacher education has not been an established area of study in Canadian
education. The decision by the Canadian Society for the Study of Educa-
tion in 1978 (Maclver, 1978) to make teacher education their focus of
study would appear to be a positive step in fostering not only elaboration
of thematic studies, but also clarify the purposes of theory in teacher
education. Second, an examination of beliefs and/or academic interests
is often seen as a criticism of individuals rather than a questioning of
those views that guide their activities. One example is the belief that help-
ing others is a desirable goal of teacher education. As educators we spend
many hours helping students with planning and classroom management.
These concerns are immediate and real to preservice teachers. The solu-
tions we provide for practical issues are often based on a personalized
approach we as teachers have found desirable or on some prescriptive set
of procedures of what should be happening in a classroom. Helping
others with practical issues can become objectified as the major concern.
Such efforts require considerable support time. Moreover the concern,
although contributing to a repertoire of survival skills, would not appear
to assist students in acting with an understanding of procedures, or show-
ing a self-inspired sense of confidence in particular educational situations,
or, further, asking questions of the social order from which these daily
concerns arise. In other words, we need to realize that our commitment to
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help others has a utilitarian emphasis rather than one allowing thought
and action.

A second implication of the examination is that it questions our per-
spective of desirable classroom situation for preservice teachers. Often
our major concern is for the length of practice rather than for the quality
of the experience. A case in point is the desire to extend the practicum.
Although the notion of practice is considered desirable in teacher prepa-
ration, difficulties arise if we begin to ask what view of practical we have
in mind. Are we talking of rules of behaviors that will prescribe what to
do in particular teaching situations? Or, are we talking of practical in the
sense that it contributes to development of a pedagogic orientation? Or,
are we considering practical as an opportunity to solve immediate, short
term concerns? Such questions, which reflect the tripartite division of
curricular thought, begin to probe the desirability of an extended practi-
cum. In other words, revealing the nature of the teaching experience can
lead to a probing of the underlying premises of the preparation itself. This
questioning may focus simply on the usefulness of having a student spend-
ing more time in the classroom under an apprenticeship relationship with
a sponsor teacher, or may focus on a more complex issue, the control by
certain groups of the knowledge being taught during the extended time.

A third implication is that the examination of Schwab’s notion of
practical and the reconceptualist view of curriculum indicates there is
need to conduct more inquiry into the significance teachers give to
instructional planning. This calls for a case study approach for studying
actions of teachers in classrooms rather than model building for prescrib-
ing how teaching should be done. Using a variety of ethnographic
approaches would appear to be an appropriate means of gaining greater
understanding of what happens in classrooms (Van Manen, 1978). Such
forms of description can assist pre-and-in service teachers in better per-
ceiving the nature of classroom life.

A fourth implication is the need for educators to listen to what various
perspectives are saying so that thought and debate can contribute to new
conceptions in teacher preparation. For example, Connelly’s (1972) work
on teacher deliberation in curriculum planning and Elliott’s (1976)
experience with a teacher self-monitoring process are important studies
for teacher educators. Although differing somewhat in the view of cur-
riculum, such developmental work establishes notions of teacher decision-
making that could be beneficial in rethinking preservice and inservice
programs.

In conclusion, a careful consideration of the underlying beliefs is needed
to clarify what we do in evaluating teachers. Demographic changes in
school population, social-political factors, and budgetary restraints would
indicate that now is not the time to promote more alternative programs
without examining those beliefs of what is desirable in teacher prepara-
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tion. Thus, taking stock of our current efforts would be a timely experi-
ence conducive to an improvement in teacher education.
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