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ABSTRACT

The purpose of this study was to explore teacher preparation program content throughout
American history in order to determine trends in programs of study, specifically including
coursework in education foundations, teaching methods involving the behavioral sciences, and
subject area content. These categories were selected because their content is responsible for
teachers’ working knowledge of their subject area, as well as student learning, behavior
management and motivation. The study also examined documented teacher knowledge voids:
student behavior management, time management, organization, dealing with parents, motivating
students, and meeting individual students’ needs to determine which aspects of teacher education
could improve teachers’ skills in these areas.

Programs of study from traditional and alternative teacher preparation programs were
gathered from Massachusetts, Indiana, Tennessee, California and Florida in an effort to research
across the United States. Traditional programs were defined as four or five-year teacher
education programs in colleges or universities which began as teacher normal schools and in
those that did not. Program components from 1839 through 2007 were analyzed using Thinking
Maps® for organizing and interpreting the information while focusing on education foundations,
teaching methods, or subject area content gaps which would correlate to teacher knowledge
voids. Patterns were traced within teacher education programs focusing on the art or science of
teaching. Trends in course offerings were investigated and linked to concurrent events which

may have influenced them.
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The following results were obtained from this research. American teacher preparation
programs began in 1839 with elements of teaching methods, subject area content and education
foundations, which remained the common elements in 2007. The ratio of each element in
teacher preparation programs fluctuated throughout history. The dissent over teaching as an art
or a science was evident in the early years of teacher normal schools, and the argument
continued in 2007, largely affected by the absence of a clear definition of either approach. Early
teacher normal schools admitted that teacher education programs were “imperfect preparation”
for the classroom, and teacher knowledge voids remained an issue in 2007. From the inception
of common schools in America, there was a shortage of teachers to fill them, and the teacher
shortage continued in 2007, which may have contributed to the vast difference in teacher
education program composition. An avenue taken to alleviate the teacher shortage issue was
alternative teacher certification. Alternative certification programs were enacted in the 1800s,

and alternative certification programs were widely used in 2007.
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CHAPTER 1: INTRODUCTION

Teacher education programs in America faced an uphill battle in their quest for
legitimacy, support, and public acceptance (Lucas, 1997). From the earliest forms of public
teacher preparation in the 1800s to the present, critics and commissioned reports regularly
declared that teacher preparation was lacking. One widespread controversy concerned the
balance between liberal arts and pedagogy coursework. Another debate ensued regarding
teaching as an art or a science. Yet another highly publicized and politicized difference of
opinion focused on the merits of traditional teacher education versus alternative certification
programs. Consensus in favor of one or the other in any of these cases has not yet emerged.

Federal and state governments spent millions of dollars, devised new laws and imposed
strict regulations to improve a new generation of American teachers (Fraser, 2007). However,
“it [was] one thing to analyze a job in a factory, perhaps an assembly skill or possibly a keyboard
operation; it [was] another thing to analyze the job of a teacher” (Stones & Morris, 1972), and
therefore it was equally difficult to pinpoint the elements of a perfect teacher education program.
Studies were inconclusive regarding which components of teacher preparation programs
correlated to success in the classroom (Allen, 2003).

The components of quality teacher preparation were widely debated, but prior to the
nineteenth century there was no formal teacher education. According to Labaree (2004), “the
rule was simply: take the class, teach the class” (p. 3). The establishment of free, tax-supported
elementary common schools in the early 1800s led to the demand for more teachers with greater

qualifications (Labaree, 2004). This began the classic struggle between quality and quantity in



preparing America’s teachers, and resulted in sharp differences in the nature and extent of

preparation they received (Darling-Hammond, Chung, & Frelow, 2002).

A Brief History of Teacher Preparation

Formal teacher education in America began in the first public normal school in
Lexington, Massachusetts in 1839 (Coble, Edelfelt, & Kettlewell, 2004). The concept of a
public institution dedicated to the preparation of elementary teachers was based upon the
European influence of Johann Heinrich Pestalozzi, who believed that teachers should not impose
learning on a child, but rather employ children’s senses to guide their learning (Coble et al.,
2004). In order for teachers to acquire the essential techniques to guide learning, Pestalozzi
created teacher training institutions which the French termed “escole normale.” “Escole” means
school and “normale” is Latin for “norma,” figuratively meaning a principle or model.
Americans translated the term to “normal school,” meaning a place where the rules and
principles of educating students were taught; hence formal public teacher education began
(Coble et al., 2004).

The normal school was a place where prospective elementary school teachers studied the
subjects they would teach (such as the Bible and orthography), learned teaching methodology,
and practiced teaching in model schools for up to one year prior to accepting responsibility for a
class of students (Coble et. al., 2004). The normal school focused on the art or craft of teaching,
a practice in which pre-service teachers were taught to use intuition and their personal
understanding of a situation to guide instruction (Doyle, 1990). This type of practitioner

knowledge was tentative, situational, and “embedded in the particulars of practice” (p. 13). It



relied on personal reflection and life history to construct meaning; therefore, it was subjective
and complex.

The development of teacher preparation in colleges and universities trailed the normal
school movement, and it was not until 1873 that the first permanent university chairman in
education was established (Coble et. al., 2004). During this era, behavioral sciences such as
psychology, cognitive organization theory and social neuroscience became intertwined with
education through the contributions of scholars such as William James, John Dewey and Edward
Thorndike (Berliner, 2007).

Until the second decade of the 20 century, the university department of education’s
undergraduate level focus was on preparing high school teachers (Urban, 1990). As of 2006,
approximately 1,206 schools, colleges and departments of education were dedicated to preparing
teachers in 78% of four-year colleges and universities in the country (Levine, 2006). Teacher
preparation programs existed in all types of universities from open admission and baccalaureate-
granting colleges to selective and doctoral-awarding universities, and such programs awarded
one out of every 12 bachelor’s degrees, 25% of all master’s degrees and 15% of all doctorates.
This was more than any other branch of higher education (Levine, 2006).

Teacher education evolved greatly since 1839, and education and training requirements
for teachers increased concurrently with advances in neuroscience and rising standards for
student accountability (Angus, 1999). Images of science and technology penetrated
contemporary teacher education (Eisner, 1983). Diagnosis and prescription entered the teaching

vocabulary along with progress monitoring and intervention. Levine (2006) wrote, “In today’s



informational economy, education has become the engine driving the future of the country and of
our children” (p. 11).

The number and styles of teacher training programs grew immensely, and the United
States acquired a teaching force with the highest levels of education in the world: 40% of public
school teachers held a master’s degree (Angus, 1999). However, the level of American student
performance did not correlate with the high percentage of advanced teacher degrees, which led to
public doubt and scrutiny about the investment of time and resources in teacher education
(Angus, 1999). The results of the Third International Mathematics and Science Study (TIMSS)
of 1999, which tested eighth grade students, ranked the United States nineteenth of thirty-eight
countries assessed in math and eighteenth of thirty-eight countries assessed in science (National
Center for Education Statistics, 2000). Some, like Eisner (1983), wondered, “Why is it that one
so seldom hears of workshops or conferences devoted to the art and craft of teaching?” (p. 6).
The art of teaching seemed to be replaced by the science of teaching, but with little or no obvious
benefit.

The doubt expressed by policymakers and educators regarding the quality of newly-
licensed teachers was cause for alarm (Allen, 2003). As stated in A Highly Qualified Teacher in
Every Classroom: The Secretary’s Fifth Annual Report on Teacher Quality, “The quality of
teacher preparation programs nationally is integral to ensuring that our nation’s schools are
staffed with skilled professionals capable of raising student achievement” (United States
Department of Education [US DOE], 2006, p. 1). Many teacher education programs underwent
reform efforts following the national government’s warning in A Nation at Risk. This report

warned that American students were falling behind those of other nations (National Commission



on Excellence in Education, 1983). However, 14 years later the National Commission on
Teaching and America’s Future (1997) reported a growing number of new teachers had no pre-
service preparation.

The United States could not afford to send unprepared teachers into classrooms. Hurwitz
and Hurwitz (2005) reported projections as large as 2.5 million teaching vacancies by 2010. The
most alarming factor contributing to the teacher shortage was that many felt ill-prepared upon
entry into the classroom and quit within a few years. Studies indicated that approximately 33%
of teachers left the classroom within three years, and 46% left within five years (Rubalcava,
2005; Fulton, Burns, & Goldenberg, 2005). Research has shown that the quality of a teacher’s
first year in the classroom is strongly related to teacher attrition (Sears, Marshall, & Otis-
Wilborn, 1994). With limited experiential and practical knowledge from which to draw, a great
number of beginning teachers felt overwhelmed and uncertain about themselves and their chosen
career path (Feiman-Nemser, Carver, Schwille, & Yusko, 1999). New teachers, or those within
their first three years of teaching, who were prepared to handle the pressures associated with the
job, most likely became successful educators. Those who could not handle the pressure likely
left the profession.

The often-cited concern about teacher quantity was the impetus for alternative means to
teacher certification (Legler, 2002). Alternative certification is “a general term for non-
traditional avenues that lead to teacher licensure” (Mikulecky, Shkodriani, & Wilner, 2004, p. 1).
The United States Department of Education (2006) reported that several common characteristics
emerged for alternative certification programs (ACPs) since 2000. These included: “focus on

recruitment, preparation and licensing of individuals who have already earned at least a



bachelor’s degree; field-based experience; course work or equivalent experiences while teaching;
candidate monitoring during the first years of teaching; a rigorous screening process; and high
performance standards that all candidates must meet” (p. 10). In 2006, the United States
Department of Education reported that about 19% of individuals who completed teacher
preparation programs were prepared in alternative certification programs; however, the
proportion was higher in fast-growing states such as New York where 42% were alternatively

prepared.

The Future of Teacher Preparation

Studies strongly suggested that teacher quality made the single greatest impact on student
achievement, and United States policymakers recognized the critical role of the teacher in
student learning (Viadero, 2005). Thus, the No Child Left Behind Act of 2001 (NCLB) called for
a “highly qualified” teacher in every classroom in America. A highly qualified teacher, as
defined by the NCLB Act, met any combination of “a list of minimum requirements related to
content knowledge and teaching skills” (United States Department of Education [US DOE],
2003, p. 1) determined by the state in which they taught. These requirements may have included
obtaining full state certification, having a minimum of a bachelor’s degree, and demonstrating
subject matter competency in each subject taught. Even with these parameters, Torff (2005)
explained that many educators agreed more initiatives were needed to upgrade the quality and
quantity of the nation’s workforce of teachers, but consensus broke down when determining how
to accomplish such a task.

In the United States Department of Education’s Strategic Plan, 2002-2007 (2002),

Objective 2.4 stated that the Department of Education “will work with the states, institutions of
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higher education, alternative route programs, and accreditation agencies to dramatically improve
the quality of teacher preparation” (p. 40). Furthermore, in a report titled Meeting the Highly
Qualified Teachers Challenge: The Secretary’s Third Annual Report on Teacher Quality (United
States Department of Education [US DOE], 2004), United States Secretary of Education
Margaret Spellings proclaimed that “improving the quality of teacher preparation is as important
as any education challenge that has faced the nation” (p. 13). She also noted that “all will need
to fully embrace and rally around this critically important goal if we are to succeed” because it
would “require nothing less than a national commitment” (US DOE, 2004, p. 13).

Strategies that were attempted in effort to improve teacher preparation programs involved
state and/or external accreditation based on criteria or standards. However, this approach did not
guarantee superior teachers (Education Commission of the States, 2000). Furthermore, there was
no definitive correlation between program components and quality teachers (Education
Commission of the States, 2000). Linda Darling-Hammond (1992) stated, “Reconfiguration of
teacher preparation programs is necessary in order to provide a better integrated course of studies
relating many areas of knowledge directly to classroom teaching issues” (p. 24). The best
quality learning environments for pre-service teachers were those that shaped opportunities for
exploration, examination, application and reflection of the teaching and learning activity
(Darling-Hammond, 1997). However, Norton (1997) explained that teacher education programs
could not address every situation a teacher may possibly encounter.

Teachers in the 21* century needed the knowledge and ability to do much more than their
predecessors. Teachers in the United States were expected to “increase student achievement to

the highest levels in history in a new standards-based, accountability-driven system of



education” (Levine, 2006, p. 5). This was a fundamentally different responsibility than that of
past generations of teachers. Ideally, teachers' academic preparation matched the increasingly
rigorous demands of the classroom.

Strong teacher preparation programs were essential to building a teacher work force
qualified to meet high standards for all students (Arntsen, Compton, Gottlieb, & Roth-Mizgala,
1998). Teacher education programs needed to include various experiences throughout their
entirety to help aspiring teachers integrate theory with practice and become highly qualified
educators. There was a need to examine these programs in order to redesign teacher education in
the future. The best aspects of each teacher training program must be combined, because if
teachers in America do not receive the highest-quality preparation, the lack of highly qualified

instructors will continue to exist (Dean, Lauer, & Urquhart, 2005).

Statement of Problem

In the 21% century, when medicine, law, and other occupations with which teaching was
often compared developed extensive and elaborate systems of professional education, teacher
education continually faced challenges to its very existence (Urban, 1990). Teachers were often
critical of their education programs for not preparing them for success in the classroom. One
could argue that this indicated issues and concerns with the effectiveness of teacher preparation
programs.

Teacher education programs had many similarities and differences, and traditionally
shared a common goal to prepare effective practitioners (Norton, 1997). According to the
National Center for Education Statistics (1999), many teachers were not adequately prepared

during their pre-service education for the complex and changing demands they faced in their
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classrooms. Teachers must be able to educate every child in their class to achieve the same
learning outcomes at a time in which the student body has changed economically, racially,
geographically, linguistically and academically (Levine, 2006). David C. Berliner, former Dean
of the College of Education at Arizona State University, stated, “A college degree in education
only takes you so far. It prepares you to be a beginner in a complex world” (Scherer, 2001, p. 7).
As of 2005, unprepared teachers exited the classroom at an alarming rate of 46% within the first
five years (Rubalcava, 2005; Fulton et al., 2005).

While federal and state governments, as well as private foundations, spent millions of
dollars attempting to improve teacher preparation and “reports filled with critiques and
recommendations continue[d] to be issued with predictable regularity” (Fraser, 2007, p. 1) the
history of teacher education was somewhat neglected. Fraser pointed out that the call for reform
in teacher education was nothing new, and the debate between preparing teachers for the art or
science of teaching continued. In fact, it was present in every generation in the history of
preparing America’s teachers. Borrowman (1965) recounted that in the classical tradition of
teacher education before the 19" century, the liberal arts degree was equivalent to teacher
preparation. The liberal arts degree included literature and mental, moral, and natural
philosophy, which supported the view of teaching as an art. The 19" century development of
pedagogy as a specialized field of study radically altered teacher education. Horace Mann and
his normal school contemporaries argued that colleges were too committed to non-technical
teacher training, and claimed education was a science based on a specialized body of knowledge;
however, craftsmanship, or the art of teaching, was of equal importance. By the early 20"

century, some normal school and college educators deemed “purists” by Borrowman (1965) felt



that all pre-service teacher instruction should be rigorously tested for its contribution to
competence in classroom teaching, thus favoring the view of education as a science. Others
argued that colleges should remain focused on liberal arts instruction, while universities should
provide the professional, technical education. Still others, including John Dewey, supported
Mann’s assertion that education was both an art and a science.

This study explored teacher preparation program content throughout its history in order to
determine trends in programs of study, specifically including coursework in education
foundations, teaching methods involving the behavioral sciences, and subject area content.
These categories were selected because their content is responsible for teachers’ working
knowledge of their subject area, as well as student learning, behavior management and
motivation. Knowledge voids in these critical areas were cited as most problematic for
beginning teacher success in the classroom (Veenman, 1984; Gratch, 1998). It was unclear
which components of teacher preparation programs, those based on the art or science of teaching,

contributed to success in the classroom.

Research Questions
In 2001, the United States Department of Education commissioned a report by the Center
for the Study of Teaching and Policy in which it was noted that research on teacher education
was a relatively new field. Wilson, Floden, and Ferrini-Mundy (2001) explained, “The
development of a sustained line of scholarship that examines the content, character, and impact

of teacher education programs only began in the 1960s and gained momentum in the 1980s” (p.

1).
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This study added to the research base on teacher preparation programs by examining

program components from normal schools through those in contemporary alternative

certification programs. The study was guided by the following research questions:

1.

How has American teacher education evolved since the inception of formal public
teacher preparation programs?

How has American teacher education, as well as the metaphorical view of teaching as
an art or a science, been affected by historical events, politics, and other outside
influences?

What program requirements specific to education foundations such as the history and
philosophies of education, behavioral sciences and teaching methods such as
instructional design and student behavior management, and subject area content were
included in traditional and alternative elementary and secondary teacher preparation
programs from 1839 to 20077

How did American teacher education program requirements throughout history align
with commonly cited teacher knowledge voids such as student behavior management,
time management, organization, dealing with parents, motivating students, and

meeting individual students’ needs?

Definition of Terms

The following definitions are provided to ensure uniform understanding of terms used

throughout the study.
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Alternative Certification Program (ACP): A program of study that allows individuals
who typically possess an undergraduate degree in a field other than education to take part in on-
the-job or shortened training leading to certification (Legler, 2002).

Common School: A free, universal, tax-supported school which was founded in New
England in the nineteenth century (Urban, 1990).

Education Foundations Coursework: For the purpose of this study, courses in the teacher
education program which deal with purposes and theories of the content to be taught, differing
philosophies of education, the history of education, conceptions of how teaching events influence
learning, and illustrative cases” (Doyle, 1990).

General or Liberal Arts Education: General knowledge that educated individuals should
have in common (Morey et al., 1997).

New Teacher: For the purpose of this study, a teacher with fewer than three years of
classroom teaching experience.

Normal School: An educational institution that was established in the United States in the
early nineteenth century for the specific purpose of training teachers.

Pedagogy: For the purpose of this study, the scientific methods and skills of teaching.

Teacher Education or Preparation Program: ‘“Pre-service preparation that equips a
teacher with the special knowledge and skills he or she needs to teach” (Coble et al., 2004).

Teaching Methods Coursework: For the purpose of this study, courses in the teacher
education program which draw from behavioral sciences and educational psychology and deal

with the methods of teaching a particular subject, student behavior management, instructional
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design, and organizational learning. For the purpose of this study, teaching methods and
pedagogy are interchangeable terms.
Traditional Teacher Education Program: For the purpose of this study, teacher

preparation which takes place in a four-year college or university program.

Methodology

The history of teacher education which began in the normal school era and proceeded
through contemporary alternative certification programs was examined through qualitative
research. Relying on historical analysis for the study of teacher preparation sharpens perspective
when encountering similar current events. Leedy, Newby, and Ertmer (1997) explained that
historical research “looks intently at the currents and countercurrents of present and past events
and at human thoughts and actions...with the hope of discerning dynamics that add rationality
and meaning to the whole” (p. 173). Without historical perspective “we are in danger of falling
into the mistaken and perhaps arrogant notion that the problems we face and the solutions we
propose are unprecedented and bear no relationship to human problems of the past” (Furay &
Salevouris, 1988, p. 1).

Programs of study from traditional and alternative teacher preparation programs were
gathered from Massachusetts, Indiana, Tennessee, California and Florida in an effort to research
across the United States. Archive librarians at the institutions housing these programs were
contacted and asked for copies of undergraduate catalogs or other publications concerning
educational foundations or teaching methods coursework in elementary and secondary teacher
education programs. In addition, information pertaining to subject area coursework in English

education was solicited. Librarians or program directors were asked to copy this information
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beginning with their oldest archived documents. Documents from 1844 to 2007 were obtained
for this research. Program components were analyzed for education foundations, teaching
methods, or subject area content gaps which would correlate to teacher knowledge voids.
Patterns were traced within teacher education programs focusing on the art or science of
teaching. Trends in course offerings were investigated and linked to concurrent events which
may have influenced them. The analysis reported in Chapters 4 and 5 presents the data both

chronologically and thematically.

Significance of Study

This research contributed useful information to the small and conflicting body of
knowledge on teacher preparation programs and their impact on beginning teacher success. In
Preparing America’s Teachers: A History, James Fraser (2007) insisted that teacher education
was one of the most overlooked topics in the history of American education. According to
Donato and Lazerson, “Educational historians can engage in efforts to...bridge the boundaries
between history as a discipline and history as a way of rethinking the present” (2000, p. 8).
Furthermore, Donato and Lazerson maintained that educational policy was often based on
assumptions about events in educational history without care taken to obtain facts. Many
contemporary educational issues, such as teacher preparation, evolved from historical roots
which contributed to current policy and practice.

In the “Directions for Research” section of Themes in Teacher Education Research,
Doyle (1990) suggested, “It might be useful to revisit many of the issues in discussions of
method, in part to avoid the pitfalls of previous eras and also to frame research in ways that are

intellectually productive and useful” (p. 20). He cautioned that many aspects of teaching have
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been viewed as treatment variables and this preoccupation with causality has prevented
researchers from understanding events and actions within contexts of purpose and meaning.
Instead, they have treated these aspects of teaching as autonomous entities apart from the system
of relations in which they are embedded. The results of this research provided a historical
account of the evolution of teacher preparation program content and deepened understanding of

the complexity of teacher education in order to better inform program construction in the future.

Limitations

Mauch and Birch (1998) defined a limitation as a factor that may affect a study but is out
of the control of the researcher. Certain factors in this study limited its external and internal
validity. First, the definitions of education foundations and teaching methods or pedagogy
differed within the literature. While some educators and researchers included psychology and
the behavioral sciences in education foundations coursework, others included the sciences in
teaching methods. For the purpose of this research, behavioral science coursework was included
in the teaching methods category.

The research was limited to a sample from selected geographical regions of the United
States. The examination of the history of teacher preparation components was limited to those
institutions and programs that responded to the researcher’s request for transcripts, programs of
study, and syllabi. The quantity and quality of materials contributed by these institutions, which
often depended upon the availability of archives at the institution, further limited the study.
Finally, the decisions of the researcher regarding the organization and reporting of the

information also limited the study.
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Conceptual Framework

According to Yarger and Smith (1990), there was no unified theory of teacher education;
because this did not exist, research in this area was viewed as exploratory. Paradigms for teacher
research focused on antecedents and outcomes rather than the process of educating teachers.
Yarger and Smith argued that “this mentality must change if teacher educators expect to
demonstrate that some generalizable principles of the education of teaching professionals exist”
(p- 36). Therefore, a conceptual framework focused on the mechanisms used to educate
prospective teachers guided this study.

Feiman-Nemser (1990) defined a conceptual orientation as “a set of ideas about the goals
for teacher preparation and the means for achieving them” (p. 220). Doyle (1990) identified five
major paradigms or themes underlying research in teacher education which served as the
conceptual orientation for this study.

The good employee: According to this paradigm, pre-service education prepared teachers
in the norms of the classroom. Graduates were able to enforce rules, manage classrooms and
carry out standard forms of supervision and instruction with minimum supervision.

The junior professor: According to this paradigm, education instilled knowledge of core
disciplines of the university curriculum, or the liberal arts, in pre-service teachers. Proponents of
this paradigm argued that pedagogical coursework in colleges of education was not rigorous
enough to produce effective teachers. They further supported that an internship under the
direction of a skilled teacher was sufficient for learning how to teach.

The fully functioning person: According to this paradigm, teachers learned best through

personal development, clarifying one’s values, and discovering one’s own meaning and style of
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teaching. At the center of this paradigm were knowledge of human development and ability to
create learning environments that promote growth.

The innovator: According to this paradigm, teacher education was utilized as a source of
renewal for schools. Rather than educating teachers for norms of present schools, this paradigm
focused on the current research which supported a technical and prescriptive focus. Rather than
promote the best learning environment as an internship, clinical training occurred in a laboratory
setting in which candidates were exposed to various models of innovative practices.

The reflective professional: According to this paradigm, pre-service teachers developed
reflective capabilities through observation, analysis, interpretation, and decision making.
Learning specific teaching skills was important when embedded in different contexts which
enabled aspiring teachers to choose appropriate methods and then reflect on them.

These paradigms were utilized to frame the analysis of programs of study and other
documentation received from traditional and alternative teacher preparation programs. Although
teacher education programs varied widely across America, they all prepared their teachers based
on one or more of these paradigms. However, in their variance, some excluded teaching factors

that were crucial to the success and retention of new classroom teachers.

Organization of the Study
Chapter 1 presented the introduction to the study, statement of the problem, research
questions, definition of terms, design of the study, significance of the study, limitations, and
conceptual framework of the study.  Chapter 2 included a review of literature and research
related to the problem. Chapter 3 detailed the methodology and procedures for obtaining data for

this study. An explanation of the data obtained was presented in Chapter 4. Chapter 5 contained
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a summary of the findings along with themes that emerged from the analysis of the data and

suggestions for further research.
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CHAPTER 2: REVIEW OF LITERATURE

This chapter provided a review of literature related to the history of teacher preparation in
America. Elements of teacher education including coursework in education foundations,
teaching methods, and subject area content were highlighted along with the ever-present debate
over the view of teaching as an art or a science. An overview of the common school movement
led to a description of teacher normal schools, the first public schools for teacher education. The
review followed normal schools through their transition to teachers colleges and eventually the
assimilation of teacher education programs by state colleges and universities. The review of
teacher education programs continued with an explanation of alternative certification programs
(ACPs) and their rapid expansion during the latter part of the 20" century. Literature regarding
program support and criticism, as well as critical events in American educational history was

included.

Free Public Education

Common Schools

Horace Mann, a lawyer elected to the newly created Massachusetts Board of Education in
1837, was often referred to as The Father of the Common School (Borrowman, 1965). Despite
strong opposition from those who argued that schools should remain private initiatives, Mann
and other political leaders wanted children of all groups together in a common school. They
opposed the development of separate schools for different economic classes, churches, or ethnic
groups, and they argued that a common system would reduce class, religious, and racial tensions

(Lucas, 1997).
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The Commonwealth of Massachusetts was the first to make elementary instruction free to
all children in 1827. Using his position as Secretary of Education to enact major educational
reform, Mann accelerated the common school movement offering a system of free, universal,
and tax-supported grammar schools dedicated to moral and civic education (Lucas, 1997;
Naylor, 2005; Urban, 1990). The English language was the chosen means for imparting a sense
of national consciousness and culture, and Noah Webster’s spellers were the primers used
(Herbst, 1989). In addition to promoting English as a common language, Mann wished to create
a united people by instilling in them the Protestant work ethic and standard of behavior (Herbst,
1989). According to Lucas (1997), Mann claimed that “the sheer power of popular learning
would hold dissension and anarchy at bay” (p. 11). Raising a literate, obedient society would
promote respect for private property, decency and gentility. The common school movement
gained momentum and by the 1850s close to 81,000 public elementary schools were available,
approximately one school for every 370 people. These free public schools enrolled over 75% of
school-aged children at that time (Lucas, 1997).

During the early days of public schooling, a small fraction of those involved in public
school-keeping were females (Lucas, 1997). Typically, men would teach in the winter months
when they were not farming. Women took over during the time between planting and
harvesting. However, a natural consequence of the multiplying common schools was the need
for more teachers. Furthermore, the onset of industrialism and ‘“the allure of adventure and
economic opportunities beckoning from the western frontier” (Lucas, 1997, p. 12) left fewer and
fewer males as teachers. Villages and towns turned to their recently graduated common school

students to staff classrooms. Out of necessity, schools initiated a custom of choosing a young
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female who performed well in the common school to supervise the class she had recently
completed (Lucas, 1997). According to Lucas (1997), “the rationale offered for encouraging
more women to become teachers stressed both economic and pedagogical advantages” (p. 13).
Primarily, it helped to alleviate the teacher shortage. Some also claimed that the female’s innate
abilities associated with nurturing and raising young children were the most important reasons
for hiring more women. Eventually, it was also noticed that females worked for much less pay
than was demanded by males, which also contributed to the increased hiring of women (Lucas,

1997).

High Schools

Although more females were teaching in common schools, high schools, which
originated around the same time, were almost completely staffed by males. American high
school teachers had reputations as learned scholars, which they traced to colonial times when, for
example, the schoolmaster of the Latin grammar school had been a college-educated Latinist.
These male teachers in those times enjoyed reputations comparable to lawyers and physicians
(Herbst, 1989). Thus high school teachers were, from the beginning, not disposed to accept the
normal schools as proper institutions for their own and their colleagues’ education. They
outwardly opposed the views of Horace Mann and felt that normal school graduates could never
compare with themselves, who had attended college or university.

One of the key components of some high schools was a separate course of study for those
who wished to become normal school teachers. Although this specialized normal school
curriculum was available in the high schools, a general high school diploma was often sufficient

for employment as a teacher. There were roughly 21 high schools with normal departments in
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the United States around 1885. In most cases, this was the only secondary program open to
females; however, it was usually open to males in addition to their other opportunities (Fraser,
2007). One hardship for women hoping to expand their education was that high schools were
often located in cities and only 14 of them accepted female students (Herbst, 1989). Academies,
on the other hand, numbered around 75, but they required paying expenses for room, board, and
tuition (Herbst, 1989). With financial and geographical hardships, this left females little other
opportunity besides textile mills for lucrative employment between common schooling and
marriage (Borrowman, 1965). According to Fraser, the normal course became a “girl’s ghetto”
within the high school (p. 87). An 1873 survey of St. Louis High School alumni showed that
over 90 percent of the school’s graduates who became teachers were women. A similar survey
in Detroit showed that 95 percent of graduates who taught were women (Fraser, 2007).

Due to declining numbers of men becoming teachers and the educational hurdles women
had to overcome, Horace Mann lacked hope that the existing secondary schools and colleges
could train enough teachers to staff the new common schools. He and his contemporaries felt
that students who attended these teacher preparation institutions either entered teaching for only
a short time or did not enter at all, usually because of other opportunities afforded to them
through social class backgrounds (Borrowman, 1965). School reformers wanted an increase in
better-prepared teachers as a step toward the increasing professionalism of teaching (Ogren,
2005). Normal schools, proposed as schools specifically for teacher preparation, would open
doors for students who did not have those opportunities for educational advancement elsewhere.
These teacher training schools fulfilled the pressing social need of filling teaching vacancies with

teachers who were prepared for practical matters in the common school classroom.
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The Normal School

Although the idea of establishing an “institution specifically dedicated by the state to the
preparation of teachers who would learn both what to teach and how to teach in the service of an
expanding country” had existed for some time, Horace Mann was typically given credit for
making it a reality (Fraser, 2007, p. 49). Until these teacher normal schools arose, many felt that
teachers, who earned less than mechanics, would not be able to pay for full time schooling
(Herbst, 1989). However, the Massachusetts Board of Education pledged to waive tuition in
exchange for a student’s commitment to teach in the common schools after graduation. Students
were responsible for providing their own books, room and board, and incidentals (Herbst, 1989).

Normal schools hoped to attract graduates of more elite academies and secondary
schools; however, the majority of students aspiring to become teachers had only an elementary
education background themselves (Levine, 2006). Due to the fact that normal school students
had limited knowledge to draw upon, early normal school leaders had little expectation that
graduates would pursue educational leadership. This was a class of students who had limited
opportunity for advanced education in the existing colleges and academies or for achievement in
professions other than teaching (Borrowman, 1965). Citizens who fought to have normal
schools in their communities did so with the goal of a post-elementary education for their
children similar to that provided in high schools and academies (Urban, 1990).

A chronically high absentee rate was typical in normal schools, and many students
accepted teaching jobs without finishing the program (Levine, 2006). A student’s attendance did
not necessarily indicate that he or she wished to become a teacher; some students merely wanted

to strengthen their skills, which they might have used for a variety of other purposes (Urban,
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1990). Herbst (1989) pointed out that an unintended effect of normal schools was that they
helped many students escape from their rural lifestyle into a world of other opportunities.

In July 1839, the first American normal school was established at Lexington,
Massachusetts principally to contribute to staffing the American common school (Borrowman,
1965; Urban, 1990). It offered a year of study for aspiring elementary teachers including the
subjects they would teach, how to teach them, and practice teaching in a model school (Coble et
al., 2004). Cyrus Peirce, a teacher and principal from Nantucket and graduate of Harvard
College and the Harvard Divinity School, was appointed principal of the first normal school,
which eventually moved to a permanent home in Framingham, Massachusetts (Fraser, 2007;
Herbst, 1989). This normal school accepted only females, and to enter, applicants had to pass an
examination in the common school subjects, prove their intellectual capability and high moral
character, and be in good health (Herbst, 1989). The average student age during the first decade
of the Lexington normal school’s existence was 18.5, with the youngest allowed at age 16 and
the oldest student in her late twenties (Herbst, 1989).

The second normal school opened later in 1839 at Barre in Massachusetts with the same
entrance requirements; however, it accepted both females and males (Herbst, 1989). The
inaugural class included 12 women and eight men. The opening oration was given by Governor
Edward Everett, who listed four core elements to the program of instruction at Barre. First was a
review of the branches of knowledge to be taught in the common schools because “the teacher
should know well what he or she is teaching to others” (Fraser, 2007, p. 52). The second
element was an equal emphasis on “the art of teaching” (p. 53) because there were specific

methods teachers had to learn for teaching each branch of knowledge. Third, future teachers
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were expected to become experts in “government of the school” (p. 53) which included
maintaining order in the classroom and becoming a moral influence on the community. Finally,
Governor Everett saw the model school as an essential piece of the normal school education in
order to allow future teachers to observe and practice teaching before assuming full
responsibility for a classroom.

According to Fraser (2007), normal schools carried on following Everett’s mandate.
They offered instruction in the liberal arts beyond the common school curriculum to students
who had no other opportunities to study in high school, academy, or college. They provided
practical advice about instruction and classroom management based on the craft knowledge of
acknowledged experts, often referred to as the art of teaching. Finally, they offered the
opportunity to teach under observation with feedback intended to improve the teaching ability of

the novice teachers who studied there.

Pedagogy in the Normal School

In his article titled “The Sins of 1839,” W.C. Ruediger noted that the “pride of craft, the
indispensable spirit of the teaching profession, has been the unique contribution of normal
schools and teachers colleges™ (cited in Borrowman, 1965, p. 25). Indeed, the goal of Horace
Mann in establishing normal schools was, by isolation from other institutions and emphasis on
elementary education, to instill a sense of calling in future teachers. Principal Cyrus Peirce
lectured on such topics as ‘“the motives, qualifications and responsibilities of a teacher” as
referenced in Lexington Normal School student Mary Swift’s journal (Borrowman, 1965, p. 58).

In a letter to Henry Barnard dated 1851, Cyrus Peirce provided insight on expanding the

normal school mission. Peirce explained that he hoped to create better teachers for the common
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schools so that children could learn information that would be useful to them outside of school.
He continued writing that he felt, “education had claims to be regarded as a science, being based
on immutable principles, of which the practical teacher, though he may modify them to meet the
change of ever-varying circumstances, can never lose sight” (Borrowman, 1965, p. 68). Thus, at
their first annual American Normal School Association convention in 1859, the principals passed
a resolution proclaiming that “teaching is a profession based on the science of education”
(Borrowman, 1965, p. 25). Therefore, by the mid-1800s, common philosophy deemed teaching
both an art and a science.

Normal school professors were charged with conveying to their students “some
appreciation of child development and the principles and methods of elementary school teaching
and classroom management” (Herbst, 1989, p. 63). Borrowman (1965) termed the methodology
by means of which knowledge could be transmitted a “bag of tricks,” but acknowledged that the
more sophisticated title was “the art of teaching” (p. 23). Adams (1965) described the art of
teaching in four parts: the history of education, the philosophy of education, methods in the
school room, and the teachers’ seminary. The history of education included an explanation of
foundations and methods from ancient, medieval and modern times. The philosophy of
education involved analysis and discussion of theories about the human mind. Adams noted that
the successful study and teaching of pedagogy, as a science, depended upon psychology, and the
best teachers concentrated on this area. Methods in the school room were concerned with
classroom management, methods of instruction, the art of grading, and ‘“general school-room
practice” (p. 91). Finally, the teachers’ seminary included discussion of the problems specific to

teaching and comparative study of various systems of education. Adams also explained that
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there may be methods coursework based on specific subjects included in the teacher education
program.

According to Adams, the study of pedagogy was crucial to teacher success, but its overall
knowledge base was limited during the early years of teacher preparation. This least developed
aspect of normal school curriculum commonly relied on personal anecdotes from the school
principal, who most likely was a successful teacher (Fraser, 2007). Some claimed “the art of
teaching” coursework was not necessary because students had the opportunity to observe this
very thing during their own common school experiences. Furthermore, whether any such
principles and norms existed or needed to be explicitly taught was often disputed, as well as the
question of normal schools’ sufficiency for doing so (Lucas, 1997).

However, others felt that observation was an unsafe guide for learning how to impart
instruction, or what to teach and what to leave untaught. Most normal school educators
maintained that even though an individual acquired a certain amount of knowledge through
liberal arts coursework, there was no guarantee that teaching methods and a love of learning
would be effectively inculcated in children. Therefore, coursework in pedagogy was required
(Sarason, Davidson, & Blatt, 1986). Cyrus Peirce believed that although novice teachers could
learn the necessary skills for teaching by trial and error, it would be at the expense of their
students (Lucas, 1997). He therefore touted the normal school for imparting the basic rules for
teaching and its underlying principles through direct instruction. According to Peirce, “the art of
teaching must be made the great, the paramount, the only concern” (Borrowman, 1965, p. 31).
In his letter to Barnard, Peirce described, “...the educator [should] teach that knowledge first,

which the child can most easily comprehend...begin with what is simple and known, and go on
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by easy steps to what is complex and unknown; that for true progress and lasting results, it were
better for the attention to be concentrated on a few studies, and for a considerable time, than to
be divided among many...that in training children we must concede a special recognition to the
principle of curiosity, a love of knowledge...” (Borrowman, 1965, p. 68). Thus, Peirce seemed
to include teaching methods as the largest factor in the art of teaching.

In Science and the Act of Education, published in 1886 (cited in Sarason, et. al., 1986),
Payne also wrote about the importance of learning with the purpose of becoming a teacher as
opposed to learning as a common school student. He explained, “There can be no doubt that the
teacher should have an accurate knowledge of the subject he professes to teach.... But, then, it is
very possible that although his experience has been real and personal, it may not have been
conscious—that is, that he may have been too much absorbed in the process itself to take account
of the natural laws of its operation” (p. 36). Payne described that this was the science behind
learning, which teachers must understand in order to impart knowledge. He concluded,
“...knowing a subject is a very different thing than knowing how to teach it” (p. 36).

Exemplifying that he not only believed teaching was an art, but that he concurred with
Payne on the importance of teaching as a science, Peirce wrote “The old method of teaching
Arithmetic, for instance, by taking up some printed treatise and solving abstract questions
consisting of large numbers...would now be regarded as less philosophical, less in conformity to
mental development, than the more modern way of beginning with mental Arithmetic, using
practical questions, which involve small numbers, and explaining the reason of every step as you
go along” (Borrowman, 1965, p. 69). Furthermore, regarding the methods of teaching reading,

Peirce wrote to Barnard, “And the teacher who should attempt to teach reading by requiring a
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child to repeat from day to day, and from month to month, the whole alphabet, until he is
familiar with all the letters, as was the fashion in former days, would deserve to lose his place
and be sent himself to school” (Borrowman, 1965, p. 70). Cyrus Peirce realized that both the art
and science of teaching were integral to teacher education.

In 1891, Harvard philosopher Josiah Royce wrote an essay entitled Is There a Science of
Education? denying the possibility of a true science of education. He explained, “Scientific
pedagogy...will be limited to pointing out what does, on the whole, tend toward good order and
toward the organization of impulses into character. This is the whole province of pedagogy as a
general science. Its application to the conditions of a particular time, nation, family, and child,
will be a matter of art, not of science. And therefore, no concrete educational questions can be
solved in terms of an universally valid science” (Royce, as cited in Borrowman, 1965, p. 107).
Royce continued to write, “If...you are an educator, and have to influence for a moral and social
purpose the growth of a child...your knowledge, say of psychology, ought to aid you in your
work; and in so far there will be a scientific element in education....You will degrade science,--
not help your children,--if you persist in seeing only the ‘scientific’ aspects of your pedagogy.
True pedagogy is an art” (p. 109). This essay from the early era of teacher preparation programs

was typical of the debate between teaching as an art or a science throughout history.

Content Area Coursework in the Normal School
The Massachusetts normal schools included a review of spelling, reading, writing,
grammar, geography, and arithmetic. The Bible was the daily text for students, and additional

subjects to be taught if time allowed were logic, geometry, bookkeeping, navigation, surveying,
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history, physiology, mental and natural philosophy, and “the principles of piety and morality
common to all sects of Christians” (Herbst, 1989, p. 62).

Cyrus Peirce often lamented that content area study dominated normal school curriculum
because students were less prepared than initially expected. Much time was spent reviewing
common school subjects (Fraser, 2007). William F. Phelps, principal of the Trenton, New Jersey
Normal School, agreed. He argued that the normal school curriculum should include advanced
liberal coursework, but he was constantly reminded that his students did not have a solid
elementary background to build upon. Supporting Phelps’ position, S.S. Parr, president of the
National Education Association’s Normal School Department in 1888, insisted that higher
standards of entry be expected for prospective normal school students so that more advanced
professional training could be accomplished (Borrowman, 1965). However, Horace Mann
favored the restriction of the normal school curriculum because he wished for normal schools to
become distinct institutions where the students would realize a sense of mission and dedication
to service through teaching (Borrowman, 1965). He did not want students to become sidetracked
by academic offerings outside of the direct focus of common school teaching.

Although Mann wished for a narrow curriculum, the trend in the 1870s and 1880s was to
expand the course of study in the normal schools. The addition of subjects resembling those
taught in academies and high schools left critics sensing that normal schools wished to compete
with them. Normal school leaders defended their curriculum expansion by arguing that as
professional standards were raised, it was expected that elementary teachers should increase their
educational background as well. They also explained that the subject matter coursework was

different from offerings of academies and high schools because instructors emphasized how the
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content could best be taught to children (Lucas, 1997). This idea was promoted at Indiana State
Normal School, for example, where courses in subject matter modeled principles taught in
professional courses on the psychology of learning. The courses then engaged students in
reflection on their experience as learners so they could understand some of the issues their future

students might face (Feiman-Nemser, 1990).

Model Schools

Several types of practice were provided to pre-service teachers in the normal schools.
These included exercises in conducting the regular classes of the normal school, classes of peers
acting as children so the practicing teacher could have a near-authentic experience, and teaching
in a separate common school where they were entrusted with the class (Edwards 1865, as cited in
Borrowman, 1965). Edwards continued by explaining, “The school for practice is
unquestionably essential to the complete idea of a normal school” (p. 81). This was the portion
of the normal school student’s learning where he or she encountered real world situations.

Sarason et. al. (1986) explained that the training of teachers in the techniques of teaching
fell short of the goal of blending educational theory and practice. The model school setting was
a place where aspiring teachers could apply theories they had studied to a real world setting,
receive immediate feedback from a supervisor, and practice reteaching a concept. This was a
“new and important breakthrough in the structuring of professional education” (Fraser, 2007, p.
54). Cyrus Peirce and his colleagues believed that the model school, or “direct school practice
under careful supervision,” was the most important part of the normal school venture (Fraser,
2007, p. 54). Fraser further explained that “when the links between the normal schools and their

practice school were in place, the opportunities for practice teaching were the pride and joy of
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the normal faculty” (p. 54). Clifford and Guthrie (1988) claimed that practice schools fostered
close ties between theory and practice, and this was a relationship that would be cited as lacking

in the future.

Normal Schools in Flux

Massachusetts Governor Edward Everett, who was supportive of the teacher education
movement, was defeated by Marcus Morton in the 1840 election, and the first two normal
schools were almost closed (Fraser, 2007). Morton felt that it was impossible and undesirable to
continue to support the normal school establishment for teacher education. The academies and
high schools cost the Commonwealth nothing, and their competitive spirit, Morton claimed,
would increase the quality of the graduates they were to produce. The Committee on Education
of the Massachusetts House of Representatives recommended abolishing the state board of
education, the office of secretary, and the two normal schools that were opened. The Committee
argued that the cause of poor quality teaching was not poor training on the part of the high
schools and academies, but poor compensation for the teachers. However, when the bill came to
a vote in the House of Representatives, the Committee report was rejected and all remained in
place (Fraser, 2007).

Other states soon followed Massachusetts’ lead and opened normal schools for the
purposes of preparing new teachers. New York, Connecticut, Michigan, Minnesota, and Illinois
were among the early followers, yet by 1865 there were still only 15 state institutions for teacher
education. By 1885, normal schools existed in states from Maine to California. However, their

expansion took over half a century.
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Although schools specifically dedicated to teacher education were spared in 1840, they
continued to face scrutiny. Institutions that traditionally supplied teachers such as high schools,
academies, and Latin grammar schools continued to operate, and many felt that their educational
offering was far superior to that of normal schools (Lucas, 1997). Lucas explained, “what
normal school students received...amounted to little more than a brief review of the subjects they
were expected to teach when they returned to primary classrooms, plus some didactic instruction
in pedagogy and a smattering of advice on school discipline and classroom management” (1997,
p- 30).

Near the end of the 19" century, the number of public normal schools reached 127;
however, all public and private normal schools together that year graduated no more than one
quarter of the new teachers hired (Tyack, 1967). Many common school teachers without formal
training were hired by locally oriented boards of education without strict standards of
qualification. They hired some individuals who attended common schools to simply return to
those schools as teachers (Urban, 1990). A survey of teachers in rural Pennsylvania in the early
1900s confirmed the limited impact of normal schools, showing that 76 percent of the 10,000
respondents had no normal school education of any kind. Only 18 percent were normal school
graduates. Many attended high school, but 39 percent reported they had no secondary education
(Fraser, 2007).

The public and the universities were apathetic toward normal schools because it was
generally assumed that teaching was an occupation that required no professional knowledge.
Sarason et. al. (1986) claimed the fact that normal schools developed outside of universities was

largely responsible for educational debates throughout history into the present regarding the

33



worth and placement of teacher preparation programs. The number of normal schools reached
approximately 326 in 1920; however, the onset of accreditation, professional organizations like
the National Education Association, and the rapid growth of high schools prompted teacher
normal schools to become competitive with colleges.

In 1919, the National Council of State Normal School Presidents and Principals
appointed a Committee on Standards and Surveys to review the purpose, standards and
curriculum of normal schools. It was this council that stated the normal school admissions
standard would be satisfactory completion of four years of work in a secondary school approved
by a recognized accrediting agency or the equivalent (Fraser, 2007). Because of the rapid
increase in high school availability, the elementary and high school teacher shortage, and the
demand for all high school teachers to earn a bachelor’s degree, the committee was confident
that their recommendation must be supported. Additionally, normal schools were determined not
to allow universities to completely take control of the development of high school teachers.
Therefore, the normal school would offer only college level work from this point forward. The
committee and others involved in normal schools felt that their degree would only be meaningful
if it was equivalent to the collegiate baccalaureate degree (Fraser, 2007). Though they knew
they were still preparing only a fraction of America’s teachers, they felt it better to maintain
standards for what a teacher should know and be able to do.

When students began entering normal schools with a high school education, they were
able to begin studying the curriculum at an intellectually higher level. This included
progressively more complex analyses of teaching (Urban, 1990). Partly in response to

competition from liberal arts colleges, normal schools hired faculty from these institutions and
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began including more liberal arts in their programs of study (Morey et al., 1997). They opened
their doors to aspiring secondary teachers and extended the length of programs to two years for
elementary and four years for secondary certification, and by 1930 most normal schools became

collegiate institutions often referred to as teachers colleges (Levine, 2006; Morey et al., 1997).

Teachers Colleges
The addition of liberal arts professors to teacher education changed the culture of the
normal schools, which were transforming into teachers colleges. According to Levine (2006),
“there were tensions over just about anything arts and sciences and professional faculties could
disagree about” (p. 24). These disagreements included the quality of pedagogical instruction, the
relevance of liberal arts coursework, the appropriate balance between academic and vocational
coursework, and the requirements for admission to and graduation from teacher preparation
programs. Coble et. al. (2004) listed the following differences between normal schools and
teachers colleges:
[1.] A four-year curriculum versus one that was two or three years
[2.] Study of content well beyond what was to be taught
[3.] The addition of a general education program more comparable to the liberal
education provided for any baccalaureate degree
[4.] Increased requirements in a major field
[5.] A full program of professional studies in history and foundations of education, and
curriculum and teaching methods
[6.] Several practica, culminating in student teaching (pp. 4-5)
The first normal school to become a teachers college was Michigan’s state normal school
at Ypsilanti, which became Michigan State Normal College (Coble et al., 2004). By 1920, 46

public and private teachers colleges were established. The National Council of State Normal

School Presidents and Principals became the National Council of State Teachers Colleges, which
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then merged with the National Education Association’s Department of Normal Schools in 1923
to become the American Association of Teachers Colleges (AATC) (Fraser, 2007). Fraser
(2007) explained that many normal schools gradually accepted the AATC recommendations to
adopt the attributes of colleges, offering a four-year baccalaureate program. Some changed their
names to teachers colleges after implementing the standards, while others changed their names
first and then tried to live up to the academic expectations implied.

When normal schools became teachers colleges and began to compete with universities
as producers of high school teachers they began to offer considerably more general education
coursework (Urban, 1990). This led to the hire of faculty who were trained in academic subjects
and not in the preparation of teachers. The academic faculty, as they were called, did not have
the priority of preparing teachers and brought university values from their own disciplines into
the teachers college setting. Their goal was to have students major in their subjects and have
their identity formed by their subject matter professors, even if they also earned a high school
teaching certificate.

A common argument from critics of teacher education entering the college ranks was that
“educationists seized upon the opportunity to ensure their pedagogical interests would dominate
a disproportionate share of the undergraduate curriculum,” and this was at the expense of liberal
arts courses (Lucas, 1997, p. 57). According to liberal arts tradition, “to be liberally educated
and to be prepared to teach (were) equivalent” (Borrowman, 1965, p. 1). Contrary to the critics’
argument, in the early 1920s, the median number of education foundations and methods credits
required of secondary education majors was only approximately 20 hours out of 120 needed for

graduation. This included credit for practice teaching. However, many students chose to take
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more pedagogical courses. It was generally the case that elementary education majors were
required to take more credit hours in pedagogy than secondary education majors (Lucas, 1997).

Early on, the student teaching experience in teachers colleges was typically done in the
laboratory school setting. Laboratory schools were owned by the institution and not governed by
local boards of education. The students were generally sons and daughters of the college
faculties; therefore, they were quite segregated (Coble et. al., 2004). Laboratory schools around
the turn of the century focused on research activities that were designed to improve the
experiences of pre-service teachers. John Dewey felt that the teaching laboratory was to
pedagogy what a clinical laboratory was to biology and physics. Like any laboratory, it had two
main purposes. The first was to exhibit, test, verify, and criticize theoretical statements and
principles, and the second was to increase the knowledge base of the profession (Stallings &
Kowalski, 1990). However, the laboratory school came under fire during the Civil Rights era
due to its exclusiveness; therefore, most of them disappeared by 1970 (Ogden, 2006). The
teachers college era was relatively short-lived and served largely as a transition between normal
schools and colleges and universities.

Those frustrated with the quality of American teacher education called for a study which
the federal government published in six volumes in the early 1930s. The authors of The National
Survey of the Education of Teachers acknowledged that teacher standards had been traditionally
low. They pointed out that while many states had accepted that the minimum preparation for
elementary teachers should be two years beyond the completion of high school, at least 25
percent of American teachers had not met this minimum. Those teachers who were least

prepared were disproportionately located in rural areas. About 60 percent of teachers in one or
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two-teacher schools in the country had less than two years of college-level preparation.
Furthermore, across the country only one in eight elementary teachers held a college degree.
About 13 percent of high school teachers needed further study to complete their degrees. The
authors’ hope was that the Great Depression would offer time to reflect upon and raise teacher
standards while there was a surplus of teachers (Herbst, 1989).

A study of 57 teachers colleges in 1930 revealed that while all of them offered the four-
year teacher education program, 80 percent of them still offered the two-year elementary
certification program. Six offered a three-year program, which left five teachers colleges
offering only the four-year degree. Great variety existed in the requirements of the two and four-
year teacher education programs. One college required 60 hours of student teaching while
another required 432 hours in their two-year programs. In four-year programs, 10 percent of
colleges required less than 120 hours of student teaching while approximately 50 percent
required more than 240 hours. The study concluded with the finding that teachers from both two
and four-year preparation programs at teachers colleges received inadequate general education
and professional preparation. Therefore, teachers colleges did not seem superior to the more
informal routes to teaching still in use in 1930 (Fraser, 2007).

Because teachers colleges had already diversified their programs and become liberal arts
colleges, it was not long before the word “teachers” was replaced with “state” (Labaree, 2004, p.
6). Community members and legislators promoted the evolution to state colleges because it
meant more students for their institutions. Over time the broadening scope of courses led to the
establishment of bachelor’s degrees in education. Education became a separate entity in many of

these colleges, which then became multipurpose universities (Morey et al., 1997).
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State Colleges and Universities

Many college and university trustees and presidents resisted pressures to offer teacher
training. Because universities were typically oriented to advanced study and research, their
faculties studied education with the purpose of providing a science of education, or a systematic
approach to the subject, by which the various schools and colleges that had been developing
could organize themselves (Urban, 1990). Their approach to education was largely related to
cognitive and behavioral sciences encompassing educational psychology.

Initially, college and university teacher preparation in the 19" century focused on the
teaching of subject matter and the preparation of high school teachers (Morey et al., 1997). High
school teachers needed training in advanced subject matter, and the number of normal schools
was clearly insufficient for the increasing number of high schools. Illinois provided one example
of the increase in high schools from 108 in 1870 to 208 in 1890 (Herbst, 1989). By focusing on
high school teachers, universities felt they could “affirm a link with the schools, but not one with
the low-status, common, elementary schools” (Urban, 1990, p. 64).

The impetus for the transition from teachers colleges to state colleges and universities
came about when educators realized that, like law and other professions, “education had been
growing up from the early normal school days of empirical application of vocational skills to a
more theoretical understanding of the profession” (Sarason, et. al., 1986). Sarason et. al.
explained that the overwhelming need for teachers paired with the requirements that elementary
teachers were to develop ever-increasing competencies in a new technological society made it
obvious that teachers needed an education which normal schools and teachers colleges were not

able to provide.
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University colleges of education began to grow in the late 19" century. Universities saw
them as an avenue to alleviating enrollment problems because they would appeal to a different
demographic: prospective female students. According to Urban (1990), universities felt that
“this would be accomplished in a way that would allow women to enroll but not spread their
presence or their influence across the campuses” (p. 63). Further contributions to increased
enrollment in college and university departments of education were the end of World War II and
the GI Bill. There was a much greater demand for university education, and adding to existing
institutions was simpler than building new ones (Coble et. al., 2004).

By the end of the 1800s, at least 114 colleges and universities out of 400 sponsored a
teachers program of study. Around 1892, at least 31 major universities housed chairs of
pedagogy, and others had linked chairs of pedagogy with appointments in philosophy or rhetoric
(Lucas, 1997). About 250 chairs of pedagogy existed in colleges or universities by 1910. The
sharp increase in the national birthrate during the 1950s and 1960s resulted in a doubling of the
number of teachers in America. According to Lucas, turnover, rising standards of preparation,
and new mandated educational services kept teachers in great demand. By the mid-1960s, 75
percent of American colleges and universities were preparing teachers, and approximately 90

percent of pre-service teachers were attending them.

Components of College and University Teacher Preparation Programs

According to Levine (2006), “the greatest commonality among university-based teacher
education programs (was) their diversity” (p. 15). There was no such thing as a typical education
school and “colleges of education (have) scores of programs in a cornucopia of subject areas,

covering education in the broadest sense of the term—in and out of the classroom and across the
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lifespan” (Levine, 2006, p. 7). Wilson, Floden, & Ferrini-Mundy (2001) reported not only of the
variance between course offerings, but also between the sequence of courses in teacher education
programs across colleges and universities. Although courses may have shared the same title,
they could have been alternatively structured or covered different material, further compounding
the problem.

However, given any title or course sequence, essential elements of teacher preparation
programs that allowed teachers to go through their initial phases of learning included acquiring
subject or content knowledge, studying the learning process or gaining knowledge of pedagogy,
and building a beginning set of approaches to planning, instruction, and assessment (Feiman-
Nemser, 2004). The National Commission on Teaching and America’s Future (1997) reported
that teachers needed rigorous training in education theory and pedagogy. The four-year program
of study in which this typically occurred was referred to as a traditional teacher preparation
program.

The history of teacher preparation in the United States was a foundation for the
“continuing struggle to balance the amount of time and credit given to the various components:
liberal/general education, specialization in subject matter, and pedagogy” (Morey et al., 1997, p.
6). Liberal or general education referred to a body of knowledge which universities typically
attempted to instill in their students and generally took one to two years to complete. These
courses were rarely deliberately articulated with the professional sequence. Few questioned the
value of liberal education in the teacher education sequence; however, the issue was its quality

and coherence within the total program. Lucas (1997) shared that general education was in a

41



state of growing disarray, and there was almost no shared vision of which core learning was
essential to teaching.

In addition to general education components across a university, there were those that all
students in a college of education should complete. Some of these were pedagogical
coursework, which referred to the “knowledge teachers need in order to represent and impart
subject matter to students” (Morey et al., 1997, p. 8). These courses usually included human
development and learning, intelligence and its measurement, and human motivation. They were
often placed within the general education program of study along with educational foundations
coursework. The educational foundations were cross-disciplinary and broad, deriving their
fundamental theories from a variety of academic disciplines, such as history, philosophy,
sociology, and psychology (Borman, 1990). Although the nature of educational foundations
coursework varied from one teacher preparation program to another, it was highly likely that pre-
service teachers would encounter such coursework at least once (Borman, 1990).

Usually following general coursework, subject matter coursework assisted students in
gathering a depth of knowledge and skill in their specified teaching area. Pre-service secondary
teachers most often earned an academic major in the subject they wished to teach, while
prospective elementary teachers enrolled in a more diversified series of courses. From the
beginning of college and university teacher education programs there existed the issue of how
much subject matter and pedagogy should be included (Coble et al., 2004). This continued to be
an issue in modern colleges and universities, and was especially debated in the preparation of

secondary teachers.
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Teacher preparation programs depended upon the development of expertise through
coursework and on the development of judgment through field experience. Gratch (1998)
explained, “In order for either expertise or judgment to begin to develop in pre-service programs,
these programs must help clarify the deep and complex connections between coursework and
fieldwork experiences” (p. 2). Pre-service programs included various experiences throughout
their entirety to help aspiring teachers integrate theory with practice and become highly qualified
educators. Teacher educators continued refining and extending their own learning, building
knowledge about teachers, and organizing that information into strategies for encouraging
teacher growth (McNergney & Carrier, 1981). This was accomplished by working with more
educators in various settings, and reflecting upon those interactions.

Stemming from their association with lower-level normal schools, educationists
traditionally felt the need to elevate their status within the university (Lucas, 1997). Defenders
of their place in the university originally based this on an underlying science of education, just as
Pestalozzi had done in the 1800s. Methods of testing were devised for intelligence and
achievement in order to ground practice in experimental and quantitative psychology and
sociology. However, this quest to gain prestige may have widened the gap between theory and
practical application in the classroom. A common complaint of students of education was that

the abstract findings of educational science were not adapted to the needs of classroom teachers.

Education Foundations and Teaching Methods Courses in State Colleges and Universities
Linda Darling-Hammond (1992), a prominent researcher of teacher education, listed the
foundational knowledge she felt teachers must have in order to facilitate student learning. It

included knowledge of cognition; learning styles; motivation and behavior; how children and
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adolescents develop physically, cognitively, and psychologically; organization of instruction;
classroom management; effective teaching methods; special learning circumstances; multiple
intelligences; and cultures. Foundational courses in traditional teacher preparation programs
generally exposed students to texts and ideas regarding educational philosophy, human growth
and development, contemporary issues and controversies, and the history of education.
Pedagogical coursework was often required in several areas including the learning process,
classroom management, curriculum development, multicultural education, and methods of
teaching in various disciplines. Teaching methods courses included the selection and use of
instructional materials and classroom teaching techniques (Morey et al., 1997). In a review of
the research on teacher education Wilson et al. (2001) found two correlation studies in which
research indicated education coursework was a better predictor of teaching success than content
area coursework or grade point average.

Academic traditionalists argued that pedagogy would never deserve the status of being a
true college discipline (Lucas, 1997). The general sentiment was that education lacked a well-
defined body of knowledge and was unlikely to acquire one in the near future. When
departments of education were established at colleges and universities, scholars experienced in
organizing college-level coursework in pedagogy did not yet exist. Universities sometimes
turned to former school superintendents and principals to help build teacher preparation
programs. When pedagogical courses were organized by academics from the traditional
disciplines, they were abstract and theoretical. Often, these teacher educators looked to the
social science disciplines for any insight relevant to teaching children. Lucas (1997) explained

that the expectation was that these studies might contribute to “a better understanding of schools
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as social institutions, of learning in its cultural contexts, the nature of instructional goals,
formative processes of child development, or ethical considerations in instruction” (p. 43).

The formal study of pedagogy was questioned for relevance to the process of becoming
an effective teacher (Morey et al., 1997). Doyle (1990) argued that pedagogical knowledge was
flawed in that it was based on craft experience or artistic sources. On the contrary, Shulman
(1987) explained that the teacher educator could not prepare pre-service teachers without
instilling in them the fundamental pedagogical understanding of subject matter content. This
meant that teachers needed to know how to represent and impart subject matter to students. This
level of content knowledge enabled the teacher to organize and manipulate the information
associated with the discipline (Morey et al., 1997). Organization and manipulation involved
drawing analogies, examples, hypotheses and theories regarding the content in order to help
students grasp concepts and skills in the discipline. Shulman (1987) characterized this as the
metacognitive capability to recognize alternative methods of organizing the content.

Some assumed that an education student’s preparation program was comprised almost
entirely of education courses (National Commission for Excellence in Teacher Education
[NCETE], 1985). In 1961, elementary education majors devoted nearly half of their studies to
methods courses, while those majoring in secondary education spent about a quarter of their
program in such coursework (Labaree, 2004). The National Commission for Excellence in
Teacher Education reported in 1985 that only 20 percent of a typical secondary education
program was comprised of education courses, and more than a third of that was student teaching.
In The Miseducation of American Teachers, James D. Koerner (1963) urged American colleges

and universities to examine their teacher education programs. He felt that teacher training could
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be accomplished in much less time, and that majors in education should be eliminated in favor of
majors only in academic subjects. He claimed that methods courses should be incorporated into
internships and managed by those who held advanced degrees in the academic subject.

Despite rather recent advances in understanding the learning process as well as the
teacher’s role as the facilitator of that process, pedagogical research did not achieve the rank of
research in the arts and sciences in the academic hierarchy (Morey et al., 1997). Teaching was
detached from its curricular and philosophical contexts and redefined as generic processes such

as discussion, inquiry and problem solving (Doyle, 1990).

Content Area Coursework in State Colleges and Universities

According to the Education Commission of the States (2000), “There is a strong
consensus that good subject matter knowledge is critical to effective teaching” (p. 2). Morey et
al. (1997) explained that subject matter coursework in the academic major was designed to instill
in the pre-service teacher a depth of knowledge, understanding, attitudes, and intellectual skills
in their chosen area of teaching. Subject matter preparation for students majoring in elementary
education was often across a broad range of areas, including English, mathematics, science, and
social studies. Some students concentrated on one area, and some universities also offered a
major in child development. Students who majored in secondary education typically earned their
undergraduate degree in the subject they wished to teach.

Still, even after the reform movement in teacher education, a notion prevailed that the
primary requirement of the teacher was to have a sufficient amount of knowledge to pass along
to the students (Burke, 1987). This led people to believe that if teachers had enough knowledge

they would be successful in directing student learning. However, knowledge of a subject did not
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matter if the teacher could not convey that knowledge in ways that helped students learn at a rate
and level based on their age and development (National Commission for Excellence in Teacher
Education, 1985). Ultimately, deciding what constitutes good teaching and who is a competent
teacher was a judgment call. Academic ability was but one consideration among many (Lucas,
1997). It was the knowledge combined with a myriad of teaching skills that made an effective
teacher.

Educators and policymakers need to explore strategies which would ensure that
prospective teachers acquire not only adequate knowledge of a subject area, but also expertise
concerned with how to teach that subject. Some educators believed that understanding of subject
matter in a way that makes it teachable to others was not available in a traditional arts and
sciences curriculum (Education Commission of the States, 2000). This indicated a need for more
subject matter courses in colleges of education, or ensuring that teachers were trained to teach
subject matter they already know. The Education Commission of the States recommended a
cooperative effort between colleges of arts and sciences and colleges of education in order to

build coherent programs.

Internship or Field Study in State Colleges and Universities
When liberal arts faculty was combined with teacher preparation faculty the culture of the
programs changed.
There were tensions over the quality of pedagogical courses, the relevance of liberal arts
instruction, the appropriate balance between academic and vocational courses, the

requirements for admission and graduation, and just about anything else arts and sciences
and professional faculties could disagree about (Levine, 2006, p. 25).
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In fact, as early as 1886 James P. Wickersham reported, “the experiment of educating
teachers in colleges failed...The general work of a college and the special work of a teachers’
school can never be made to harmonize” (Frazier et al., 1935, as cited in Coble et al., 2004).

Following the completion of a four or five-year program of study, most programs
required one to two semesters of classroom internships; these were otherwise known as field or
clinical experiences. Field experience linked teaching candidates to the actual teaching setting,
or “the real world” (Braun, Jr., 1989). The candidates were given their first opportunity to put
into practice what they learned in their coursework while they were supervised by a classroom
teacher. This portion of the traditional teacher preparation program greatly differed across
institutions.

Gratch (1998) explained that those who were involved in teacher preparation were
accustomed to hearing from interns and graduates that college coursework was unimportant. To
strengthen this point, Corley (1998) reported that participants in his study of beginning teachers
rejected much of their training and deemed it “too theoretical.” Research suggested that
preparation in a given subject did not necessarily aid in developing understanding of how
subjects are best learned (Allen, 2003). This separation of theory and practice led to confusion
between what and how to teach. The most effective teachers combined the content and method
to deliver an engaging lesson; however, it was unclear how such knowledge and skills were best
acquired.

Internships were generally disconnected from coursework, and prospective teachers
experienced difficulty applying what they learned in their classes to a real world situation

(Wilson et al., 2001). Teachers learned best by studying, doing, and reflecting, and Darling-
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Hammond (1997) stated that this kind of learning did not occur in college classrooms isolated
from practice or in public school classrooms isolated from knowledge about how to interpret
practice. Arntsen et al. (1998) agreed that the best quality learning environments for pre-service
teachers were those that shaped opportunities for exploration, examination, application and
reflection of the teaching and learning activity. They explained that linking methods courses and
fieldwork necessitated that college faculty become more involved in the public schools where
their students were placed.

A limited range of field experiences was offered to a student teacher. In addition, there
was often miscommunication or lack of communication between universities and schools where
pre-service teachers were placed (Wilson et al., 2001).

In one study, researchers found that when the student teachers become overwhelmed with

the challenges of learning to teach, they revert to the norms of the schools in which they

were taught, which sometimes means that they teach in ways quite different than those

envisioned by university instructors (Wilson et al., 2001, p. 18).

Field experiences were usually the final step in the teacher education process during
college, yet they gave the students their first real opportunity to try out their decision to teach
(Sears et al., 1994). Students most likely finished three years of coursework, but had not taught a
class of students. Too often, pre-service teachers emerged from a college classroom armed with
knowledge of subject area content and human development, but were confronted with what was
being taught, who was being taught, who was teaching it, and how it was taught all concurrently.

Interns and graduates claimed that their classroom experience was invaluable. Corley
(1998) agreed that universities must provide their prospective teachers with more authentic

teaching experiences prior to their graduation. In fact, Gratch (1998) completed a study of five

beginning teachers in North Carolina, and the two teachers perceived to be the most successful
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had spent significant time in schools from the onset in their preparation programs. One student
in the study told her, “We all know that we don’t know what teaching is really like until we get
to do it during student teaching” (p. 14).

Howey and Gardner (1983) reported that although opportunities for elementary pre-
service teachers to teach in schools became more frequent, such hours made up about 15% of a
student’s pre-service career. Secondary students engaged less frequently in internship hours.
About 10% of secondary teachers’ pre-service education was designated for supervised practice
with students. There was little, if any consensus on how the school experiences should be
conceptualized, organized, and implemented, and research failed to provide the kind of
information necessary to establish content effectiveness in teacher preparation (Sears et al.,
1994). However, the Education Commission of the States (2000) reported that in the absence of
conclusive research, it appeared that no matter the teacher preparation program type, those that
included solid field experience and supervision produced teachers who stayed in the profession
longer and were more effective in the classroom than programs that did not include these
components. Darling-Hammond (1992) maintained that the internship period, when teachers
translated knowledge into practice, provided an important kind of learning that did not happen in
a college classroom. Furthermore, she argued that we must restructure teacher education to
address the problem of translating knowledge to skill.

It is possible that the student teaching experience allowed pre-service teachers to explore
preconceived notions about the profession; they assimilated information and shifted their prior

understanding of the dynamics of a classroom. Braun, Jr. (1989) described this as learning that
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was no longer abstract. The student teachers worked with real students in real situations under

the direction of teachers who faced the challenge everyday.

Criticism of Traditional Teacher Preparation Programs

Critics of teacher training programs felt “they do not provide aspiring teachers with
rigorous academic-content knowledge or practical skills, yet generally take four years to produce
teachers” (Blair, 2004, p. 1). They treated the absence of a substantial body of research as a
negative finding about the effectiveness of university preparation programs (Levine, 2006).
According to these critics, alternative certification programs offered the opportunity to
circumvent inadequate traditional programs and increase the number of minorities entering the
profession (Legler, 2002).

Those critical of traditional teacher preparation programs argued that institutions should
be more selective in their screening process of potential students, more intellectually challenging,
and more connected to elementary and secondary schools (National Center for Education
Statistics, 1999). The National Commission for Excellence in Teacher Education (1985)
explained that neither formal instruction nor field work alone was sufficient for preparing a
classroom teacher. They wrote, “Quality teacher education programs do not have a mechanical
separation of class work and field experiences (p. 13). They recommended that class work and

field experiences should be intertwined from the beginning of the program until its end.

The Reform Movement of 1983
The national government’s 1983 report, A Nation at Risk, caused policymakers and

citizens of the United States of America to take a deeper look at the quality of education in their
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schools. A Nation at Risk focused on the need for a renewed teaching profession that attracted
top students, prepared them within an academic discipline with a de-emphasis on educational
methods courses, and awarded them with adequate salaries (Sears et al., 1994). This report
spawned increasing scrutiny and reform in education throughout the 1990s and 2000s. Most
states responded to the report by devising more stringent certification procedures and mandating
teacher certification tests. Sears, Marshall, and Otis-Wilborn wrote that the states’ response to A
Nation at Risk made the education profession seem as if it “follows directions mapped out by
others” (p. 4), and that the emphasis on education shifted from meeting the concerns of
beginning teachers to satisfying systemic needs.

Groups such as the Carnegie Task Force on the Future of Teaching and the Holmes
Group prompted universities to “strengthen teacher preparation by requiring more subject matter
preparation, more intensive coursework on content pedagogy and strategies for meeting the
needs of diverse learners, and more systematic and connected clinical experiences” (Darling-
Hammond et al., 2002, p. 1). However, a growing demand for teachers in critical shortage areas
caused many states to lower the teaching entrance standards that were increased after A Nation at
Risk. Hiring teachers who were unprepared to face the challenges of the 21* century classroom
resurfaced (Darling-Hammond et al., 2002). The National Commission on Teaching and
America’s Future (1997) reported that minority and low-income students were served with

under-qualified teachers in much greater proportion than their middle to upper class peers.

Alternative Certification Programs
Alternative Certification Programs (ACPs) allowed individuals who typically, but not

always, held an undergraduate degree in a field other than education to learn on the job or
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complete a shortened training program in order to gain full certification (Legler, 2002). Levine
(2006) defined alternative certification programs as “everything under the sun except traditional
university programs” (p. 16). Individuals who qualified for ACPs included those who wished to
change careers, left the military, graduated with other degrees, or received teaching certification
or education degrees years ago and later decided to teach.

Throughout America, alternative certification programs varied in terms of content,
duration, rigor, and support for the novice teacher (Berry, 2001). According to Legler,
components of alternative programs involved intensive, condensed academic coursework or
training and supervised, job-embedded training in pedagogical skills. Beginning in 1983,
Feistritzer and Chester (2003) catalogued information about each state’s alternative programs.
They reported that similar characteristics emerged among the programs, including the
requirements that participants have at least a bachelor’s degree, pass a screening process, begin
teaching while engaging in on-the-job training, complete education coursework, work with
mentor teachers and meet performance standards. Eventually, new teachers from ACPs were
expected to pass required state teacher certification examinations.

Two reasons why alternative programs continued to grow were the need to fill regional
and subject-specific teacher shortages and diversify the teacher workforce (Legler, 2002). ACPs
emerged in the mid-1980s with New Jersey and Texas leading the way. Texas developed an
ACP in 1984 that relied on local school training and instruction by college faculty. New Jersey’s
first ACP in 1985 was a centralized program with the state responsible for training, monitoring,
and supervising new teachers (Legler, 2002). When No Child Left Behind provisions recognized

ACPs as an effective method of training new teachers, states were encouraged to develop more
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programs (Mikulecky et al., 2004). Alternative certification programs continued to grow in
response to the ever-increasing demand for teachers. As of 2006, the total number of such
programs was 124 (Feistritzer, 20006).

According to the United States Department of Education in 2006, 47 states had
alternative programs and about half of them were administered by colleges and universities, 21%
by school districts, 6% through regional educational service centers, 5% by state departments of
education, and the remainder by other groups. From 2000 to 2004, the number of alternative
program teachers increased almost 40% from 29,671 to 40,925 (US DOE, 2006). ACPs enlisted
a greater percentage of minority and male teacher candidates than traditional programs, thus
contributing to the diversity of the teacher workforce (Allen, 2003). However, Berry (2001)
reported that about 60 percent of people who entered teaching through alternative certification
programs left the profession by their third year.

In most alternative certification programs, individuals with degrees in fields other than
education were allowed to teach before having the chance to practice with supervision and
feedback. Alternative certification programs generally focused on pedagogy instruction because
students in these programs typically possessed subject matter mastery (US DOE, 2006).

Debate occurred regarding the merits of alternate routes to teaching as opposed to
traditional teacher preparation programs. Opponents of Alternative Certification Programs
argued that traditional teacher preparation programs made strides toward more rigorous,
standards-based approaches to teacher education (Legler, 2002). They said that it was best to
continue to strengthen university programs rather than circumvent them through alternative

means. In addition, they pointed out that no other professions with the potential for ill-prepared
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practitioners to do harm - such as medicine and law - made optional the components of college-
based instruction, supervised internship, and testing. Cochran-Smith (2006) reported that
proponents of traditional programs felt alternate routes to certification were inferior and they
worried that policymakers saw alternative certification as a quick, easy way out of the teacher
shortage.

Those who were critical of ACPs suggested that alternatively certified teachers should be
expected to pass all certification examinations before being assigned to teach (Legler, 2002).
However, most ACPs involved learning while on the job before gaining full certification.
Former Dean of the College of Education at Arizona State University, David C. Berliner,
compared alternative certification to “going into a hardware store and not knowing the names of
the things you need to buy.” He explained,

Professional education teaches the vocabulary of schools—Iearning disabled, gifted,

mean, median, mode. And it teaches the pedagogy: What does it mean to do reciprocal

teaching? How does one teach math in a way that allows kids to discover the answers?

Untrained teachers cannot invent reciprocal teaching on their own (Scherer, 2001, p. 7).

However, “states are free to redefine, in accordance with state law, their certification

requirements or create non-traditional approaches to certification” (US DOE, 2005, p. 4). This

allowed some leeway, especially needed in those states where critical teacher shortages existed.

Teacher Certification Examinations
In order to measure how well teacher education programs prepared their students for the
classroom, 44 states required new teachers to take one or more certification examinations in
order to obtain licensure (US DOE, 2006). Several states used some of the same assessments;

however, there were an estimated 1,100 different certification tests among the 44 states (US
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DOE, 2006). The number of prospective teachers taking certification examinations increased by
25% from 2000 to 2004, and the number of those passing successfully remained at or above 95%
(US DOE, 2006). Students from traditional teacher preparation programs taking teacher
certification examinations increased 14% from 2000 to 2004, yet pass rates remained stable (US
DOE, 2006). Alternative certification program teachers taking examinations increased by 169%
from 2000 to 2004, and these pass rates also remained stable (US DOE, 2006).

According to the United States Department of Education (2006), the pass rate for teacher
certification examinations served as one way to measure how well new teachers knew the subject
area content which they planned to teach. In addition to tests of subject area content, prospective
teachers in most states had to pass basic skills tests and professional pedagogical knowledge
tests. States were allowed to set their own minimum passing scores, and generally did so below
the national median scores for their assessments (US DOE, 2006). A four-year study of the
research on teacher education conducted by the American Education Research Association found
little evidence to indicate that teachers who scored high on state certification examinations were
more successful in the classrooms than those who scored lower on the tests (Viadero, 2005).
Most researchers agreed that understanding teacher preparation and qualifications was more
complex than determining whether or not a teacher had a degree or had passed a certification
examination (National Center for Education Statistics, 1999). This finding underscored the need

to further research elements that are, in fact, crucial to teacher success.

First Years in the Classroom
Preparing capable professionals for the classroom required “intensive teaching training,

meaningful licensing and thoughtful professional development” (Darling-Hammond, 1997, p.
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334). There seemed to be no consistent definitions for “intensive, meaningful, and thoughtful”
as they related to teacher education. Historically, universities separated knowledge from
practice, as in liberal arts programs of study. McNergney and Carrier (1981) explained that it
was traditionally thought that the best teacher preparation was a strong liberal education with an
emphasis on a particular discipline. They noted, “some believe that the best approach to the
preparation of teachers is to train people as scientists or problem solvers who will discover and
apply laws of teaching and learning” (p. 1). This type of program prevented the student of
education from learning about pedagogy hand-in-hand with academic content (Britzman, 2003).
Therefore, this may not be the “intensive teaching training” of which Darling-Hammond wrote.
Norton (1997) suggested six pre-service activities which, as judged by first year veteran
educators, were significantly related to growth in effective, reflective professional practice.
These activities were clinical field experiences during methods and foundations courses,
microteaching lessons, video analyses of student teaching performances, weekly seminars during
full-time student teaching, reflective journals, and professor-modeled reflective thinking.
Beginning teachers often did not realize the incredible amount of preparation and follow-
through that were necessary to succeed in educating students. They practiced writing lesson
plans that included accommodations for students with learning difficulties, but then found they
were unable to successfully implement the accommodations with their own students. They
experienced students with behavioral issues during their internship, but in their own classroom a
supervising teacher was unavailable to assist with classroom management. Where some of the
workload during the internship was shared with the supervising teacher, the first year teacher

was completely on his or her own. Williams (2003) clarified that student teachers were sheltered
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from some of the unexpected events that could lead to the need to restructure activities at a
moment’s notice. However, on their own, new teachers experienced every possible event

firsthand with their students.

Beginning Teacher Needs

During the push for teacher education reform in the 1980s, Veenman (1984) questioned
beginning teachers regarding their common problems within their first year in the classroom.
Veenman'’s findings are listed below in descending order:

1. Classroom discipline

2. Motivating students

3. Dealing with individual differences among students

4. Assessing student work

5. Relationships with parents

6. Organization of class work

7. Insufficient materials and supplies

8. Dealing with problems of individual students

Gratch (1998) polled beginning teachers more than a decade after the supposed reforms
spurred by A Nation at Risk had time to run their course. If the needs found by Veenman had
been addressed by teacher preparation programs, the differences in the needs of new teachers
could be seen. However, Gratch’s study revealed that during the first two months of school, the
beginning teachers mentioned concerns related to classroom discipline, time management,
obtaining sufficient materials, organizing the classroom, dealing with parents, daily scheduling

and planning, paperwork, motivating students, and meeting individual students’ needs. Of the
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eight major themes from Veenman’s 1984 findings, five of Gratch’s 1998 findings were exactly
the same. Two of Veenman’s categories, dealing with individual differences among students and
dealing with problems of individual students, could be grouped together to match Gratch’s
category of meeting individual students’ needs. Gratch’s time management and daily scheduling
and planning could fit under the organization umbrella along with organizing the classroom and
Veenman’s organization of classwork. At this point, the only differences between the two
studies’ results were assessing student work from Veenman’s study and paperwork from
Gratch’s study. New teacher knowledge voids were virtually the same from 1984 to 1998.

A 1998 survey conducted by the National Center for Education Statistics differed from
Veenman’s and Gratch’s studies because this survey included teachers with varying years of
experience. The teachers were asked to indicate how well prepared they felt for certain
classroom demands. The demands were: maintaining order and discipline in the classroom,
implementing new methods of teaching, implementing state or district curriculum and
performance standards, using student performance assessment techniques, addressing the needs
of students with disabilities, integrating educational technology into the subject or grade level
taught, and addressing the needs of students with limited English proficiency or from diverse
cultures. Data suggested that the majority of teachers felt either “moderately” or “somewhat”
well prepared for most classroom activities which included implementing new teaching methods,
implementing state and district curriculum and performance standards, and using student
performance assessment techniques. Seventy-one percent of teachers felt “very well prepared”
for maintaining classroom order and discipline, which was typically identified as a key source of

teachers’ stress and an essential prerequisite for student learning (National Center for Education
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Statistics, 1999). Seventeen percent of teachers felt they were “not at all” prepared to address the
needs of English language learners or students from diverse cultures. Only as much as nine
percent of the teachers surveyed felt “not at all” prepared for any of the other activities. Finally,
teachers were least likely to report being “very well prepared” for integrating technology into the
grade or subject taught, addressing the needs of English language learners or students from
diverse cultures, and addressing the needs of students with disabilities.

While the study from the National Center for Education Statistics included teachers with
differing years of experience, the results showed no significant difference between new and
experienced teachers in feelings of preparedness for implementing new methods of teaching.
There was also no difference in feeling “very well prepared” to address the needs of English
language learners or students from diverse cultures. However, teachers with three or fewer years
of experience were less likely to report feeling “very well prepared” to maintain order and
discipline in the classroom (National Center for Education Statistics, 1999).

Torff (2005) conducted a survey of principals who answered questions about threats to
teacher quality. They rated how frequently they felt teacher ineffectiveness was caused by the
following factors: deficiencies in content knowledge; deficiencies in lesson planning skills;
deficiencies in lesson implementation skills; deficiencies in the ability to establish rapport with
students; and deficiencies in classroom management skills. Torff reported that the most common
causes of teacher ineffectiveness cited were classroom management skills, the ability to establish
rapport with students, and lesson implementation skills. Interestingly, these survey results
indicated that principals and teachers alike viewed classroom management skills as their primary

weakness; however, principals noted lesson implementation skills as a concern whereas teachers
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did not. In the case of these three studies, pedagogical knowledge emerged as the problem area
for new teachers. “The finding that pedagogical knowledge was the main threat to teacher
quality could be interpreted as a sign of failure on the part of the teacher preparation program in
which such knowledge is taught” (Torff, 2005, p. 304). People were often accustomed to
learning content from all of their years of schooling, but learning pedagogy was a new and
difficult challenge. Torff (2005) wrote that the results of his study of principals indicated more
time should be devoted to pedagogical knowledge in teacher education programs; additionally,
because these skills were difficult to master in the time allotted did not mean the programs

should be discarded.

Conclusion

Education in the United States was regarded as the foundation of democracy (Morey et
al., 1997). Given its level of importance, it was expected that departments of education in
American colleges and universities were highly regarded. However, this was often not the case.
Other academic departments within universities often regarded departments of education as
“ambiguous, peripheral, and lacking in self esteem” (Morey et al., 1997, p. 15). To expound,
Levine (2006) explained that while some college and university departments of education had an
explicit mission and goals, the field of teacher education as a whole disagreed about what, where,
when and how much education future teachers need.

Some experts in the field of teacher preparation contended that there was a strong and
common knowledge base for educating teachers. Others argued that despite advances in
research, analysis, and knowledge of teaching and learning, teacher education had yet to develop

a strong theoretical base for professional practice (Morey et al., 1997). The unpredictability of

61



teaching meant there was not necessarily continuity from the pre-service program to the first year
of teaching. Teachers were challenged by reform initiatives and new requirements that had not
typically been included in the expectations for effective teaching. A major portion of the
learning process during the induction year of teaching involved adjusting to a context in which
responsibility for pupils and their learning now rested fully with the beginning teacher (Williams,
2003). Unfortunately, much about the experience of learning to teach was negative, such as
“learning what to avoid, what not to do, and what not to become even as one finds oneself
performing these disclaimed actions” (Britzman, 2003, p. 4). Feiman-Nemser (2004) wrote that
beginning teachers were on their own, faced with the same responsibilities as their experienced
colleagues, and Gratch (1998) summed up this feeling by writing that the new teacher was given

the same responsibilities as a veteran teacher and was expected to “sink or swim.”
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CHAPTER 3: METHODOLOGY

In order to appreciate the current characteristics of American teacher preparation
programs and where the major ideas about learning to teach were derived, the history of teacher
education was studied via historical analysis and interpretation. This included explaining issues,
identifying patterns, establishing cause-and-effect relationships, weighing evidence to draw
conclusions, and making defensible generalizations based on information gathered from three
types of teacher preparation programs: college or university programs which originated from
teacher normal schools, college or university programs which did not originate from teacher
normal schools, and alternative certification programs.

In An Elusive Science: The Troubling History of Educational Research, Lagemann
(2000) cautioned that the history of teacher education has been so understudied that one must be
careful when utilizing the information for making hypotheses or writing reports. Noting
Lagemann’s statement, this research was conducted with the understanding that “instead of
(imposing) mandates and models, we need to learn from the past, experiment with alternatives,
and clarify what is entailed in helping people in different settings learn to teach” (Feiman-
Nemser, 1990, p. 212). Krathwohl (1998) explained that this type of historical analysis gives us
“perspective so that we may better judge progress” (p. 572).

In addition to tracing patterns and trends from the beginning of formal teacher education
in America, the study of teacher preparation programs throughout history highlighted elements
of professional study in teacher preparation programs, such as coursework in education
foundations, teaching methods or subject area content, which could be effective in filling teacher

knowledge voids and readying new teachers for the classroom. The research also shed light on
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whether programs have prepared teachers with the view of teaching as an art or a science, and if
that concentration remained consistent throughout the decades of the programs’ existence. The
significance of this study was in its attempt to deepen understanding of the complexity of teacher
preparation, to inform teacher educators and policymakers about effective and ineffective
practices in teacher education, and to add to the body of knowledge and research regarding
teacher preparation programs.

In order to organize this historical research and connect it with the present, a conceptual
framework was utilized. Leedy, Newby and Ertmer (1997) explained that “events do crystallize
into meaningful clusters,” (p. 174) and Maxwell (2004) added that a framework imposes a
structure which has pattern-making capacity and allows us to better understand and manage
reality. The conceptual framework utilized for this research was identified by Doyle (1990), who
clarified five major paradigms or themes underlying research in teacher education. Doyle
believed that teachers in America were prepared to be “good employees,” or those who could
carry out standard teaching responsibilities with minimum supervision; “junior professors,” or
those who knew only of the liberal arts and not enough about pedagogy; “fully functioning
persons,” or those who learned best through discovering their own meaning and style of teaching
based on a sound knowledge of human development; “innovators,” or those who were prepared
for the science of teaching with a technical and prescriptive focus; or “reflective professionals,”
or those who were prepared for the art of teaching with reflective capabilities and the ability to
choose appropriate teaching methods based on differing situations. As teacher preparation

program data were disaggregated, they were related to one or more of Doyle’s paradigms.
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The study of teacher preparation throughout American history was guided by the

following research questions:

1.

How has American teacher education evolved since the inception of formal public
teacher preparation programs?

How has American teacher education, as well as the metaphorical view of teaching as
an art or a science, been affected by historical events, politics, and other outside
influences?

What program requirements specific to education foundations such as the history and
philosophies of education, behavioral sciences and teaching methods such as
instructional design and student behavior management, and subject area content were
included in traditional and alternative elementary and secondary teacher preparation
programs from 1839 to 20077

How did American teacher education program requirements throughout history align
with commonly cited teacher knowledge voids such as student behavior management,
time management, organization, dealing with parents, motivating students, and

meeting individual students’ needs?

In order to complete this study, the following procedures were implemented. A review of

related literature provided a knowledge base regarding the history of teacher preparation

programs in America. The teacher normal school, teachers colleges, departments of education in

state colleges and universities, and alternative certification programs for teacher preparation were

traced and summarized from 1839 to 2007. Information was provided pertaining to program

components, which included education foundations, such as the history and philosophies of
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education; teaching methods such as subject area pedagogy and student behavior management,
and subject area content coursework. Viewpoints regarding teaching as an art, a science, or both
an art and a science were highlighted throughout the historical review. The longstanding
disconnect reported by beginning teachers, between coursework and actual practice in the
classroom, led to a review of the literature about commonly stated knowledge voids among
beginning teachers. The lack of applicable preparation for the classroom was the perceived
problem in teacher education.

A sample of three types of teacher preparation programs was selected, and archive
librarians or program assistants of those colleges, universities, or school districts were contacted
in order to gather information. Programs included traditional four-year college of education
programs at universities which began as teacher normal schools, traditional four-year college of
education programs at universities which did not begin as teacher normal schools, and school
district-based alternative certification programs.  Primary source documents, including
undergraduate catalogs and program descriptions from the teacher preparation programs dating
from 1839 to 2007, were obtained and analyzed within the framework of events and eras in
American history and Doyle’s paradigms for teacher preparation. Furay and Salevouris (1988)
explained that researchers possess historical-mindedness when they are aware of themes of
change and continuity in human affairs, are sensitive to multiple causation, and are sensitive to

how other times and places, or context, differ from our own.

Sampling Methodology
A small number of the original nineteenth century United States normal schools evolved

into existing colleges or departments of education across the nation; therefore, the majority of
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institutions did not have roots in teacher education. Due to the sheer number of programs from
which to choose, a system was necessary for narrowing the amount of colleges and universities
for this study. Methods were developed using categories established for the periodical report on
higher education entitled America’s Best Colleges 2008 (U.S. News & World Report, 2007).
Although the aforementioned guide publishes a ranking of American colleges and universities,
only the objective data such as enrollment figures and types of programs offered were utilized
for this study.

A subscription to the Premium Online Edition of America’s Best Colleges 2008 was

purchased from http://www.usnews.com/usnews/edu/college/rankings/rankindex.php. This

provided the researcher with full access to all data sets regarding the colleges and universities
and enabled the use of search features. The first search conducted in order to narrow the
selection of colleges and universities removed all but those that offered majors in elementary
education and/or secondary English education.

The second criterion used for narrowing the choices was the size of the college or
university. America’s Best Colleges 2008 (U.S. News & World Report, 2007) developed
categories based on undergraduate enrollment at each institution. The colleges and universities
chosen for this study were listed as “Medium,” “Large” or “Extra Large.” This indicated that
they had enrollments between 3,500 and 30,000 students.

America’s Best Colleges 2008 (U.S. News & World Report, 2007) criteria for assigning a
label for the type of college or university was based on the Carnegie Foundation for the
Advancement of Teaching's Carnegie Classifications. The Carnegie Foundation grouped

American colleges and universities according to their mission, such as being recognized as a
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research university, and factors such as the highest level of degrees conferred by discipline.
According to U.S. News & World Report (2007), “the U.S. Department of Education and many
associations use them to organize their data and to determine colleges' eligibility for grant
money. In short, the Carnegie categories are the accepted standard in higher education.”

U.S. News & World Report (2007) combined Carnegie’s categories into four groups:
National Universities, Liberal Arts Colleges, Universities-Master's, and Baccalaureate Colleges
and outlined four regions of the United States: North, South, Midwest and West. For the purpose
of this study and further narrowing the selection, colleges and universities were limited to the
categories of National Universities and Universities-Master’s. National Universities were
defined as those that offered a full range of undergraduate programs as well as master’s and
doctoral degrees. Most National Universities focused heavily on research and were federally
funded for research endeavors. Programs defined as Universities-Master’s closely mirrored the
National Universities, although they offered few or zero opportunities for doctoral degrees. Two
programs from each region were chosen: one from a college or university which began as a
teacher normal school and the other from a college or university which did not begin as a teacher
normal school.

Framingham State College in Massachusetts, the first teacher normal school, was the
foremost choice for this research because it provided a foundation for formal teacher education
in the United States. It represented the North region and was classified as a “Medium” college in
size. Because it was Medium, the Medium category was included in the college sizes chosen.

Otherwise, the researcher would have further narrowed the size category.
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Normal schools which were established following Framingham’s lead, fit the National
Universities or Universities-Master’s categories, and matched one of the three size categories
were selected to represent the remaining three regions. After multiple contacts via telephone and
electronic mail with a representative at San Jose State University in California, no information
was obtained. Table 1 presents the current name of the selected colleges or universities that
contributed information for this study, the name of their founding normal schools, the category
assigned to them by U.S. News & World Report, their represented region of the United States
and their size.

Of the four universities without a normal school background that were originally chosen
for this research, none responded after multiple attempts to contact them. Therefore, alternate
universities were contacted in California, Indiana, Massachusetts, and Tennessee. After
numerous contacts via electronic mail and telephone, the University of Tennessee, Knoxville did
not send information for the study. Those which responded to requests for undergraduate
catalogs for teacher education from their inception are reported in Table 2 along with their U.S.
News & World Report category, their represented region of the United States and their size.

A sample of three district-based alternative certification programs in Florida was selected for this
research. These districts were representative of a rapidly growing, multicultural America with district

programs typical of those across the country. Table 3 lists the Florida school districts that contributed

information about their alternative certification programs to this study.
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Table 1:
Contributing Traditional Teacher Preparation Programs, Originally Normal Schools

College/University Normal School Name U.S. News & World Report Category Region of U.S. Size
Framingham State College Framingham Normal School Universities — Master’s North M
Vanderbilt University, Peabody Normal School National Universities South L
Peabody College

Ball State University Eastern Indiana Normal School National Universities Midwest XL
Table 2:

Contributing Traditional Teacher Preparation Programs, Not Originally Normal Schools

College/University U.S. News & World Report Category Region of U.S. Size

University of Massachusetts Amherst ~ National Universities North XL

Indiana University National Universities Midwest XL

University of Southern California National Universities West XL
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Table 3:
Contributing Alternative Certification Programs

School District

Brevard County Public Schools, Florida
Hillsborough County Public Schools, Florida
Orange County Public Schools, Florida

Data Collection

Traditional teacher preparation programs at colleges and universities were researched
primarily by contacting archive librarians listed on their Web sites via electronic mail or
telephone. The researcher requested copies of programs of study and syllabi in elementary
education and secondary English education from the earliest to the most recent available. For
colleges and universities which originated as teacher normal schools, this was a substantial
undertaking for the personnel due to the number of years involved. In some cases, documents
were not available from the initial normal school years. In several cases, recent undergraduate
catalogs and syllabi were posted on the institution’s Web site. ~ One university declined the
request for information due to the breadth of additional work it would cause for limited staff
members. In conversations with two archive librarians who agreed to provide information, it
was decided that the documents would be copied in two or three-year increments in order to save
time, therefore enabling them to participate. Two colleges requested that the researcher pay a
student assistant to make copies of the documents. All copies and postage were paid by the

researcher. The amount of information contributed by each institution ranged from 256 to 413

pages.
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Alternative teacher certification programs were researched by contacting the
administrator or personnel supervising the program in each of the three Florida school districts
that were studied. Requests were made for information regarding all program coursework and
requirements. This may have included information about internships or fieldwork required of the
participants and all other evidence needed for successful completion of the program. District
personnel either mailed a copy of their alternative certification handbook or referred the

researcher to a Web site where the information was provided.

Analysis of Data

Data were analyzed and reported first by individual teacher preparation program and then
aggregated by the college or university origin (as a normal school, other type of college or
university, or alternative certification program). Analysis of data was facilitated with Thinking
Maps®, visual tools which provided graphic representations of the voluminous data collected.
Thinking Maps® creator, David Hyerle, wrote, “Texts are information stored through time...and
meaning is created through the interaction of the mind of each individual learner and those
overlapping texts” (2000, p. 105). Because the purpose of this research was to provide a deeper
understanding of themes and patterns found in those texts collected, such as the debate between
teaching as an art or a science, that have emerged from teacher education history and connect
them to present concepts, as well as to determine the root causes of teacher knowledge voids, it
was necessary to employ visual tools for extracting meaning from the documents. Authors
Hyerle and Piercy (2007) explained, “Thinking Maps® are the bridge explicitly connecting the
linearity of language to the deeper, multifaceted, overlapping patterns of thinking that exist in

our mind.” Furthermore, “words and concepts are not held in isolation, but spread like

72



intricately spun webs across the (brain’s) hemispheres, and the human brain patterns and
constructs mental maps of information” (p. 5). Thinking Maps® assisted in bridging the mental
maps of information and bringing connections in and among the data to visible form.

In order to begin analyzing the data from each teacher preparation program, the circle

map (Figure 1) was utilized.

Thonghts,
Facts, and

Idleas about the
Subject

Figure 1: Circle Map

The circle map is a graphic tool for putting things into context, and how one names or
symbolizes such things are possibly connected to metaphorical extensions (Hyerle, 1993). In the

case of this research, circle maps about each teacher preparation program were the precursor to
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insight about program content throughout time, Doyle’s five paradigms, the view of teaching as
an art or science, and reasons why beginning teachers report knowledge voids.
The flow map (Figure 2) consists of an operation broken down into events and stages,

and it acted as a timeline of events for each teacher preparation program.

Errent

Figure 2: Flow Map

Each stage represented a decade and depicted the changes within the programs, therefore
defining their evolving eras. The flow maps of each teacher preparation program also assisted
with comparison and contrast of content between the various programs.

Once each college, university, and alternative certification program content was defined
and organized, research questions could be addressed. To assist in answering Research Question
1: “How has American teacher education evolved since the inception of formal public teacher
preparation programs?”’ a flow map of major events between and among all of the programs
studied was utilized. By combining the individual programs’ flow maps into one, greater insight
was gained into the evolution of American teacher preparation through a visual representation.

The flow map of teacher education history also began to assist in delving into the effects
of outside influences on teacher education by highlighting major changes or turning points in

teacher preparation programs. This laid the foundation for answering Research Question 2:
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“How has American teacher education, as well as the metaphorical view of teaching as an art or
a science, been affected by historical events, politics, and other outside influences?” However,
to further visualize the changes effectuated, the multi-flow map (Figure 3) was used. Hyerle
(1993) explained that often embedded in sequences of events are their causes and effects. The
multi-flow map allowed the researcher to identify major events, such as the emergence of
alternative certification programs, and work backward to investigate possible causes.
Conversely, this map also guided the researcher forward to look for possible short and long term

effects of the events.

Canze Effect
Canse Ewvent ———— | Effect
Canse Effect [—— s Fesiclual Effect |—{ Fesidual Effect

Figure 3: Multi-Flow Map

The flow maps also assisted in organizing information for Research Question 3: “What
program requirements specific to education foundations such as the history and philosophies of
education, behavioral sciences and teaching methods such as instructional design and student
behavior management, and subject area content were included in traditional and alternative

elementary and secondary teacher preparation programs from 1839 to 2007?” However, to
75



devise a clearer picture of the requirements in each branch of teacher education, a tree map

(Figure 4) was utilized.

Srliject
| | | | |
Category 1 Category 2 Category 3 Category 4 Category 5
| | | |
Sbcategory A Subcategory B Detail Detail
Dietail

Figure 4: Tree Map

According to Upton (as cited in Hyerle, 1993), the tree map is a diagram for conducting a
working classification of ideas. Categories were represented by education foundations, teaching
methods, and subject area content. Subcategories and details listed information about the
programs that supported each area.

The circle, flow, multi-flow, and tree maps were further analyzed to answer Research
Question 4: “How did American teacher education program requirements throughout history
align with commonly cited teacher knowledge voids such as student behavior management, time
management, organization, dealing with parents, motivating students, and meeting individual
students’ needs?” The tree map of education foundations, teaching methods and subject area
content provided the greatest insight into the areas of possible knowledge voids.

Finally, a tree map was once again used to complete the framework of Doyle’s five
paradigms for teacher education. Each paradigm was visually represented by a branch or
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category, and details included specific teacher education programs and eras in which they may
have fit each paradigm.

Through the use of visual tools, over 100 years of teacher preparation program content
was analyzed. Connections were made to Doyle’s paradigms, the art or science of teaching, and
commonly stated teacher knowledge voids. Furthermore, possible causes and effects of trends in
teacher preparation programs were acknowledged. The Thinking Maps® and findings were

presented in Chapter 4, Chapter 5 and the Appendixes.
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CHAPTER 4: PRESENTATION AND ANALYSIS OF DATA

The purpose of this study was to trace and examine elements of American teacher
preparation programs which may have affected the National Center for Education Statistics
(1999) findings that many teachers were not adequately prepared during their pre-service
education for the complex and changing demands they faced in their classrooms. Possible
causes or links to the teacher knowledge voids reported by Veenman (1984) and Gratch (1998)
based on their studies of new teachers were researched. These knowledge voids were: student
behavior management, time management, organization, dealing with parents, motivating
students, and meeting individual students’ needs. Two longstanding debates regarding teacher
education were also researched to determine possible effects of one philosophy versus the other
on teacher knowledge voids. The first debate was the viewpoint of teaching as an art or a
science. The second issue was which teacher preparation program content, such as education
foundations, teaching methods, or subject area content coursework, was necessary to produce
effective teachers.

Undergraduate programs of study and historical information were gathered from colleges
and universities which originated as teacher normal schools as well as colleges and universities
which did not begin as teacher normal schools. Program descriptions and completion
requirements were also gathered from a sample of school district-based alternative certification
programs. Historical data were gathered from 1839 through 2007. Each teacher preparation
program’s data was individually analyzed for content and important occurrences throughout its
history. The data were also arranged chronologically and analyzed for trends and patterns in

education foundations, teaching methods, and subject area content coursework, how those course
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offerings may have been affected by outside influences such as war, economic conditions, or

education legislation, and how they may have contributed to teacher knowledge voids.

In order to characterize the perceived objectives of teacher preparation programs based

on their coursework, the study was conceptually framed by Doyle’s five paradigms of teacher

education, or the “type of teacher” that preparation programs planned to produce. Three of the

paradigms aligned closely with the view of teaching as an art, a science, or both an art and a

science. This enabled the researcher to analyze which type of program may have contributed

more or less to specific teacher knowledge voids. The five paradigms were:

1.

The good employee, or teachers prepared in the norms of the classroom including
enforcing rules, managing classrooms and carrying out standard forms of supervision
and instruction with minimum administrative supervision.

The junior professor, who was instilled with knowledge of the liberal arts in pre-
service teachers with little or no pedagogical coursework.

The fully functioning person, who was encouraged to discover their own meaning and
style of teaching. At the center of this paradigm were knowledge of human
development and ability to create learning environments that promoted growth. This
paradigm was closely aligned with the view of teaching as an art.

The innovator, who was trained in the science of teaching with a technical and
prescriptive focus.

The reflective professional, who developed reflective capabilities through
observation, analysis, interpretation, and decision making. Learning specific teaching

skills was important when embedded in different contexts which enabled aspiring
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teachers to choose appropriate methods and then reflect on them. This paradigm
supported the view of teaching as both an art and a science.

Data in this chapter were interpreted with respect to the following research questions:

1. How has American teacher education evolved since the inception of formal public
teacher preparation programs?

2. How has American teacher education, as well as the metaphorical view of teaching as
an art or a science, been affected by historical events, politics, and other outside
influences?

3. What program requirements specific to education foundations such as the history and
philosophies of education, behavioral sciences and teaching methods such as
instructional design and student behavior management, and subject area content were
included in traditional and alternative elementary and secondary teacher preparation
programs from 1839 to 20077

4. How did American teacher education program requirements throughout history align
with commonly cited teacher knowledge voids such as student behavior management,
time management, organization, dealing with parents, motivating students, and

meeting individual students’ needs?

Presentation of Traditional Teacher Preparation Program Data
Colleges and Universities Which Originated as Teacher Normal Schools
Framingham State College, Massachusetts
Region of the United States: North

Medium Universities — Master’s (U.S. News & World Report, 2007)
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Background

The Massachusetts legislature passed a bill in 1837 establishing a State Board of
Education. The Secretary of Education, Horace Mann, lobbied for normal schools after learning
of such successful teacher education models in Europe. Three normal schools were legally
established in 1838 on a three-year experimental basis. The first state-supported school
dedicated to training teachers in America opened in Lexington, Massachusetts in 1839 and was
simply called The Normal School. It accepted only female students.

The Reverend Cyrus Peirce was The Normal School’s first principal. He created the
model school, a functioning common school in which pre-service teachers could observe and
practice, as a practicum for preparing future teachers. During the early years of The Normal
School, there was much controversy over whether or not formal teacher education programs
were necessary. Less than one year after The Normal School’s opening, the Massachusetts
Committee on Education asserted that “every person, who has himself undergone a process of
instruction, must acquire, by that very process, the art of instructing others” (Fraser, 2007, p. 56).
Because instruction in the art of teaching was The Normal School’s priority, the Massachusetts
Committee on Education felt the funding could be spent elsewhere and pre-service teachers
could attend academies and high schools at no cost to the Commonwealth (Fraser, 2007). This
seemed to be the earliest foreshadowing of the current debates over the need for educational

foundations and teaching methods coursework in preparation programs.

Teacher Preparation Program Content: Framingham State College
Programs of study were obtained beginning in 1844 through 2007, although information

from 1839 through 1844 was located in other reference materials. A circle map defining the
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major highlights within the programs of study is available in Appendix A. A flow map
sequencing the highlights and changes is shown in Figure 5.

1839-1869. The flow map in Figure 5 provided a mental model of the change and
expansion of the Framingham State College teacher preparation programs since their inception.
The foundation for the inaugural program in 1839 was based on the teacher normal schools of
Europe, which included a review of common school subjects and model schools for practice
teaching as core elements of their success (Coble, Edelfelt, & Kettlewell, 2004).

Possibly due to the Massachusetts Board of Education’s disbelief in the necessity of
specific teacher training institutions and in attempt to become stabilized, The Normal School
underwent very few changes during its first two decades of existence. The major changes were
in its location. After opening in Lexington, Massachusetts in 1839, the school was moved to
West Newton, Massachusetts in 1844, and finally to Framingham in 1853.

The preparation program consisted mainly of a review of common school subjects. In
1844, The Normal School course catalog listed “Studies” for “Juniors,” or students in their first
year, as “Orthography, Enunciation and Reading, Geography and Map Drawing, Writing,
Arithmetic, Physiology, Punctuation, Phonography, and Drawing.” The “Middle Class” (second
semester) “Studies” were “Orthography, Writing, Reading, Ancient Geography and Map
Drawing, Arithmetic, Phonography, The Globes, Algebra, Geometry, Grammar, Scripture
Reading, and U.S. History.” A scanned image of the 1844 program of study was included in

Appendix B.
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Framingham State College
Teacher Preparation Program Content

1839-2007

1839
» The Normal School, the first
school dedicated to educating
eachers in America, opened.
» The Common School Teacher
>reparation Program was one and
1 half years long.
» The Model Department was
in experimental school for
seniors.
» The program was a review of
>ommon school subjects with one
‘oundations course, “Moral
>hilosophy,” in the third
semester.

ncreased
>nrollment.

lescribed his

11s students.
» Principals

>ducation.

1840s-1850s
» Few changes took
slace, other than

» Cyrus Peirce
nethods of instilling

he art of teaching in

yroclaimed teaching
1 profession based
on the science of

—>

1860s
» 1861: The Normal School became
“ramingham State Normal School.
» The program was extended to two
years.
» Those with prior teaching

2xperience could finish in a year and a

1alf.
» “Moral Philosophy” became
‘Mental and Moral Philosophy.”

» “Theory and Art of Teaching” was

1dded to the program.

» An advanced course for those who

‘inished the regular course and
‘desired review” was implemented.

1870s
» The school offered a second two-year
yrogram to qualify for teaching high
school.
» A psychology course was required, and
he course catalog described psychology as
‘the science of the soul” and “a foundation
‘or all true teaching.”
» The fourth term included “Mental and
Moral Science” (the psychology course)
ind “Theory and Art of Teaching,” which
was comprised of “principles and methods
»f instruction, school organization and
yovernment, and school laws of
Massachusetts.”

1880s
» The Massachusetts State
3oard of Education
yrescribed the normal course
>f study to include “content
irea, methods, and mental
raining.”
» Courses included “Science
»f Education and Art of
[eaching” (one course) and
‘History of Education.”
» 1889: Framingham State
Normal School became State
Normal School at
Framingham.

—»

1890s
» “Science of
3ducation and Art
»f Teaching” was
noved to
idvanced
soursework.
» Discipline was
‘irst mentioned in
sourse
lescriptions.
» 1894: The first
ilternative
sertification
yrogram may have
>een established.

—>

1900s
» Professional
levelopment was
mplemented for
yracticing
ceachers.
» Course catalog
10 longer
nentioned the art
>f teaching.
» Subject area
>ontent methods
>ourses (i.e.,
Jistory Methods)
wvere emphasized.

1910s-1920s
e Few change
occurred in the
program of
study.

1930s
» 1932: State Normal School at Framingham
>ecame known as State Teachers College at
Framingham.
» The program of study was extended to three
sears for earning a regular teaching diploma.
» An option to take coursework after the three-
sear program to earn a Bachelor of Science in
3ducation was available.
» By 1935, only the four-year degree program
vas offered.
» A new course concurrent to the internship was
ntroduced, “Problems of Teaching and
Management,” to “connect theory work with the
yroblems” in practice teaching.
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1940s-1950s 1960s 1970s
» The program of » 1960: State Teachers College at Framingham became known as State » The name was changed to Framingham State College.
study reverted to College at Framingham. » “Professional preparation” for elementary and
nore subject area » A Master of Education degree program was added. secondary programs “integrates the basic principles of
sontent coursework » Programs were added in Secondary History and Secondary English eaching and classroom methodology.”
-ather than >ducation. » Content area methodology in the elementary program
nethods. » The secondary English education program was mainly subject area vas only in reading, math and music.
» Home economics | :ontent coursework with one Principles of Education (until 1968), one | » Elementary had two eight-week internships, while
nd family >hilosophy of Education and one Methods of Teaching English course. secondary had one eight-week internship.
elationships were » 1964: Men were admitted for the first time, but only in biology and » English education had no specific methods
ntroduced as nedical technology. >oursework in 1971.
slectives. » The course catalog asserted that “all programs contain a solid » 1979: Professional preparation and Practicum
» 1959: A Bachelor ‘oundation in liberal studies” (12 courses). ncluded the basic methods of teaching health, science
Of Arts degree was » During the end of the decade, more teaching methods courses were nd social science as well as working in a classroom one
ffered. -eintroduced into education programs. lay per week.

1980s 1990s 2000s

» The » The elementary program of » The Massachusetts legislature passed a law requiring
secondary study increased requirements eacher education candidates to complete state-specified
3nglish o three field studies and two zeneral education courses.
yrogram of nternships for a total of 300 » The elementary education program of study aligned one
study increased 10urs of student participation ield study with foundations coursework and two field studies
he internship | n classrooms. | vith methods coursework.
‘equirement to » The secondary program of » Secondary education students completed a major in a
‘WO semesters. study increased student subject area content and a minor in education.
» Secondary »articipation in the real world » The secondary education program of study aligned one
:ducation setting to two field studies and ield study with foundations coursework and one field study
students again 'wo internships. vith methods coursework.
ook no specific » There were still no specific » Elementary and secondary programs of study were five-
nethods secondary teaching methods year programs which required students to earn master’s
soursework. sourses. legrees.

Figure 5: Framingham State College Flow Map
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Finally, the “Seniors Studies” were “Algebra, Geometry, Reading and Scripture Reading,
Orthography, Natural Philosophy, Astronomy, Rhetoric, Constitution of U.S., Book-keeping, and
Moral Philosophy.” In addition, “all the school attend to vocal music, drawing, and composition,
during the entire year” (The Normal School, 1844, pp. 19-20). In such courses Massachusetts
Governor Edward Everett expected that equal weight be given to the art of teaching and the
content of the curriculum (Fraser, 2007). He said, “There are peculiar methods, applicable to
teach each branch of knowledge, which should be unfolded in the instructions of a Normal
School” (Fraser, 2007, p. 53). However, according to Ogren (2005), very little was known about
pedagogy in the early normal school days; therefore, the schools relied on those who had
experience in classrooms to explain their teaching methods. In a letter written in 1841 from
Principal Cyrus Peirce to Henry Barnard, the leader of the common school movement in
Connecticut, Peirce attempted to explain how he taught the art of teaching. He wrote, “...you
may get some idea of what I attempt, and of the manner of it... 1. To teach thoroughly the
principles of the several branches studied, so that the pupils may have a clear and full
understanding of them. 2. To teach the pupils, by my own example, as well as by precepts, the
best way of teaching the same things effectually to others” (Peirce, as cited in Borrowman, 1965,
p. 60). Peirce continued to write about the four methods by which he attempted to instill the art
of teaching in the students. These included question and answer, conversation, asking students
to analyze the subject of the lesson, and requiring written analysis.

Christine Ogren (2005) recounted the Governor’s opening day speech from the
normal school at Barre, Massachusetts, which opened shortly after The Normal School. In the

speech, Everett clarified that the normal schools should prepare future teachers to be experts in
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the government of the school, serve as a moral influence in the community, and maintain order in
the classroom.Perhaps the “Moral Philosophy” course in the 1840s and 1850s was the forum for
lectures regarding these topics, as explained in the 1844 course catalog with “Moral Philosophy
is taught to the whole school in remarks, or familiar lectures from the Principal, in connection
with opening exercises in the morning” (p. 20). This was likely the earliest form of what has
come to be known as education foundations coursework. In addition to the Moral Philosophy
course, the 1844 course catalog described, “a general lesson, or lecture...given to the whole
school...each day (including) subjects, miscellaneous, moral, scientific and historical” (p. 20).
According to Borrowman (1965), the “normal school people...waxed romantic about

299

teaching as a ‘profession’” (p. 24). However, when asked for the definition of a profession, they
struggled to articulate one. Of the utmost importance to normal school leaders like Horace Mann
and Cyrus Peirce was instilling in students a “sense of being called to serve” (p. 24), but this in
itself did not make teaching a profession. At the first annual normal school convention in 1859,
the normal school principals passed a resolution and claimed that “teaching is a profession based
on a science of education” (p. 25). Borrowman (1965) wrote, “Having said it, they labored to
make it true, appropriating whatever scientific or pseudo-scientific knowledge the social
scientists of the late nineteenth and early twentieth centuries offered” (p. 25).

In 1861, The Normal School became Framingham State Normal School. During the
1860s the teacher preparation program extended to two years; however, those with prior teaching
experience were given the option to complete the coursework in one and a half years. According

to the State Normal School course catalog of 1865, “The length of the regular course is two

years; but pupils who have had much experience in teaching, and are well qualified, may
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complete it in a year and a half, the shortest time in which one can be a member of the School”
(p- 10). The Moral Philosophy course became Mental and Moral Philosophy. A second
education foundations course, School Laws, was added along with a course which could be
considered a combination of education foundations and teaching methods requirements: “Theory
and Art of Teaching” (Framingham State Normal School, 1861, p. 10). The remainder of the
courses during the 1860s were a review of common school subjects along with “teaching
exercises...given during the second and third terms, subject to the criticism of pupils and
teachers” (Framingham State Normal School, 1861, p. 11). It was assumed that the normal
school educators were attempting to fulfill Governor Everett’s expectation that half of each
subject area course be devoted to the methods of teaching; however, there was no evidence
available in the data to confirm this assumption.

Overall, in the first 30 years of the normal school’s existence, the majority of teacher
preparation consisted of subject area content coursework out of necessity. As much as half of
the studies were devoted to the review of common school subjects and the methods of teaching
them, or “the art of teaching,” while a small portion of coursework was dedicated to education
foundations.

1870-1899. During the Reconstruction Era following the Civil War, reuniting and
building a stronger country was the mission of national and state governments. While the first
graduate programs were established at Harvard and Yale in the 1870s, Framingham State Normal
School expanded in its own way by adding a second program of two years for ladies aspiring to

become high school teachers (Framingham State Normal School, 1871).
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A restatement of Framingham’s work and objectives was prominently displayed on page
one of the 1876 course catalog. “The imperfect preparation of most of the pupils admitted
renders a thorough drill in common school branches necessary; but the object of the school, and
the chief aim of its work, is instruction in teaching. This object is kept in view from the first, but
during the last year of the course is specially prominent, the pupils having constant opportunity
to observe and criticize the teaching of others, and to practice teaching themselves, both as
assistants in the school of practice...and as teachers of single classes of children....This practical
work is combined with a thorough course of study of the history and progress of education, the
school laws of Massachusetts, and the best methods of organizing, governing and teaching the
public schools” (p. 1). Coursework over the two-year period continued to include Mental and
Moral Science and Theory and Art of Teaching.

The course catalog of 1879 included an explanation of the aim of teaching subject area
methods at Framingham. “A review of the common branches is deemed necessary, and is
combined with the study of teaching. Thus, if the subject be the fundamental rules of arithmetic,
the class, with the subject fresh in their minds, are led to consider what are the best methods of
teaching...and are required to give, under the direction of an experienced teacher, a series of
lessons...adapted to the various schools in which they are taught....At the end (of the course),
the whole subject is generalized and methodized, so that the class take from their study a definite
idea of how to begin and continue the teaching of arithmetic in the common schools, which will
at least serve them till they are able to evolve others from their own experience, and will preserve
the children under their care from vicious or aimless teaching” (Framingham State Normal

School, 1879, p. 9). With that being described about the art of teaching, the catalog also touched

88



upon a description of the science of education. Psychology was described as “the science of the
soul” and “the foundation for all true teaching” (p. 10).

In 1880, the Massachusetts State Board of Education passed a vote to prescribe the
normal school course of study. The legislation stated, “...there must be the most thorough
knowledge, first, of the branches of learning required to be taught in the schools; second, of the
best methods of teaching those branches; and, third, of right mental training” (State Normal
School at Framingham, 1889, p. 12). The first year of study was devoted to subject area content
training, while the second year included a new course entitled “Science of Education and Art of
Teaching” and a new foundations course called “History of Education” (State Normal School at
Framingham, 1889, p. 13). The behavioral sciences were also represented by a psychology
course “for the purpose of ascertaining true principles and good methods” (p. 13).

During the 1890s, rather than highlighting subject area content knowledge in the first
year of teacher preparation, the State Normal School at Framingham course catalog listed a
“General Two-Years Course” as “Psychology, history of education, principles of education,
methods of instruction and discipline, school organization, school laws of Massachusetts, (and)
methods of teaching the following subjects: 1. English—reading, language, rhetoric,
composition, literature, history. 2. Mathematics—arithmetic, book-keeping, algebra, geometry.
3. Science—elementary physics and chemistry, geography, physiology, study of minerals, plants
and animals. 4. Drawing, vocal music, physical culture, manual training” (State Normal School
at Framingham, 1894, pp. 11-12).

In addition to this new emphasis on education foundations and teaching methods courses,

the normal school introduced a program whereby “graduates of colleges and universities, and of
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high schools of a high grade and standing, who give evidence of maturity, good scholarship and
of aptness to teach, may...select...(a course of study) which may be completed in one year, and
when such course is successfully completed they shall receive a certificate for the same” (State
Normal School at Framingham, 1894, p. 12).

1900-1929. In 1900, the State Normal School at Framingham expanded in two ways.
The first was by offering a type of professional development on Saturdays. Graduates of any
normal school were invited to “take up any line of work in existing classes” and “remain as long
as possible” (State Normal School at Framingham, 1900, p. 9). The second area of growth for
the school was the addition of The Mary Hemenway Department of Household Arts, whose
graduates “easily found positions as teachers in public and private institutions” (State Normal
School at Framingham, 1900, p. 9).

Throughout the early 1900s as male-dominated companies such as Ford and U.S. Steel
were formed in an increasingly industrial America, the normal school curriculum underwent few
changes. The State Normal School at Framingham continued to provide in its teacher
preparation program for females “the study of the educational values of English, mathematics,
history, science, drawing, vocal music, physical training, and manual training, and of the
principles and methods of teaching them” as well as “the study of man, body and mind, for the
principles of education; the study of the application of these principles in school organization,
school government, and in the art of teaching; the history of education; (and) the school laws of
Massachusetts” (State Normal School at Framingham, 1903, p. 8). Observation and practice in

the model school, a program staple from the beginning, was still offered during the senior year.
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“Health Conditions” were given prominence for the first time in the 1903 course catalog.
“All students...are obliged to take exercise in the gymnasium...during the entire course. This
training has a double object. Its purpose is to build up the student physically, and to enable her
to meet successfully the exacting work of the school; it also prepares her to give instruction in
this subject in her life as a teacher” (State Normal School at Framingham, 1903, p. 9).
Population growth due to the influx of immigrants to America may have been the impetus for the
focus on student and teacher health. Additionally, schools were growing due to the increase in
blue collar families working in industry, thus placing more demand on teachers.

1930-1959. In the early 1930s, the normal school era was reaching its end. The State
Normal School at Framingham became known as The State Teachers College at Framingham.
Departments within the college were “The Elementary Department,” ‘“The Department of
Household Arts,” and “The Department of Vocational Household Arts” (State Teachers College
at Framingham, 1932, p. 10). The teacher preparation program length for common school
teachers increased to three years. An option was available to take collegiate courses following
the completion of the three years in order to qualify for a Bachelor of Science in Education.

Two new courses, “Problems of Teaching and Management I and II,” were introduced
into the curriculum. This marked the first time courses dedicated mainly to classroom
management were required. Problems of Teaching and Management I was to be taken
concurrently with the first of two internships, or “Practice Teaching.” The purpose was “to
connect...theory work with the problems (that students were experiencing in their internship)”
(State Teachers College at Framingham, 1932, p. 20). The second part of the course was taken

along with the second internship.
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It was obvious in the course catalogs during this decade that the teachers college was
attempting to better prepare its students for success in all facets of managing and teaching the
classroom. In the 1934 course catalog, students were warned, “Beginning in September, 1935,
students admitted to this Department (The Elementary Department) will take only a four-year
course” (State Teachers College at Framingham, 1934, p. 14). A scanned image of the new four-
year program from 1937 was included in Appendix B. A “Freshman Orientation” course was
implemented, with the purpose of aiding the student “in becoming adjusted to her new
environment” (State Teachers College at Framingham, 1941, p. 19).

While references to the art of teaching went absent from the course catalog, additional
coursework in the sciences was added. “Education Measurements” with the aim of teaching
students to give intelligence and standardized tests was included in the preparation program.
Furthermore, an “Introductory Course in Psychology” was added prior to “Educational
Psychology” (State Teachers College at Framingham, 1946, p. 21).

Framingham State Teachers College became accredited in 1942 by the American
Association of Colleges for Teacher Education, which shortly thereafter became the National
Council for the Accreditation of Teacher Education (State College at Framingham, 1963). This
occurred at the same time as America was involved in World War II. Subsequently, the GI Bill
made available to soldiers after the war would cause many males returning home to take
advantage of educational opportunities.

1960-1989. In September, 1960 Framingham State Teachers College changed its name
yet again, and it became known as State College at Framingham (State College at Framingham,

1963). In May, 1961, the State Board of Education allowed the college to award Master of
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Education degrees. In the fall semester of 1962, teacher education programs in secondary
English and history began.

Many colleges and universities, spurred by the “Space Race,” expanded their horizons by
adding new programs. The State College at Framingham initiated a bachelor of arts program in
biology and a bachelor of science program in medical technology in the fall of 1964 (State
College at Framingham, 1963). This also marked the first time males were admitted to the
undergraduate program of study; however, they were only accepted to the biology or medical
technology programs.

The 1963 course catalog read that “all (four-year programs leading to the bachelor’s
degree) contain a solid foundation in liberal studies and sufficient professional education to
provide competence in the major chosen” (State College at Framingham, 1963, p. 5). Students
preparing to become English teachers majored in English and minored in secondary education.
This meant that students in the secondary program were exposed to teaching elements later than
those preparing to teach elementary school. While students preparing to teach elementary school
were exposed to “Principles of Teaching,” which was “designed to introduce the student to the
curricular principles that are common to the specific subject matter areas” (p. 23) during their
second year, those studying to become English teachers took the course during their third year.

The greatest difference between elementary and secondary teacher preparation programs
at the State College at Framingham during the 1960s was in the amount of subject area teaching
methods coursework in each. Elementary pre-service teachers took nine courses devoted to
subject area teaching methods, while secondary pre-service teachers took one such course in

their major subject area. Although the courses aligned with their specific area of study, multiple
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methods courses may have given the students time to generalize learning across subject areas or
deepen their metacognition about the most effective ways to impart knowledge.

During the 1970s, the college changed its name to the current Framingham State College.
Teaching methods coursework was much less pronounced in the elementary course catalogs,
decreasing from 18 to 12 semester hours (Framingham State College, 1970). Secondary English
teaching majors still took one Methods of Teaching English course, although the semester credit
hours decreased from three to two. Total semester hours required for the Bachelor of Science in
Education degree decreased by four in both the elementary and secondary programs of study.

The 1970s brought an increase in the amount of classroom observation and internships
required in Framingham’s teacher preparation programs. Elementary pre-service teachers were
required to complete a field study in education, two practica and one internship in the early part
of the decade. Beginning in 1977, students of elementary education completed the field study,
two practica and two internships to “comply with changes in state mandated student teaching
requirements” (Framingham State College, 1979, p. 82). With each course, the students’
involvement in the classroom progressed from observation to assistance to full-time instruction.
Secondary pre-service English teachers completed one field study, one practicum, and one
internship. There was less time required of them for real-world practice (Framingham State
College, 1972). According to the course catalog of 1974, “these experiences (the field study and
practicum) are designed to provide a transition from theoretical knowledge to professional
application, culminating in assignment to student teaching” (p. 51).

Framingham State College was reflective of the attention given to education, particularly

the education of new teachers for the nation’s schools, in the 1980s. The 1983 course catalog for
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Framingham State College referenced “new regulations governing the certification of teachers
and other educational personnel” which were published in the summer of 1979 (Framingham
State College, 1983, p. 45). It cautioned that “students with a minor in secondary education
should take careful note...of the increased requirements for completion of that minor” (p. 45).
Furthermore, it announced that beginning with the class of 1983, students majoring in
elementary education had to choose a minor as well. Finally, it clarified that “The Professional
Standards Committee (of Framingham State College) uses a number of criteria, both objective
and subjective, for permitting students to progress through the teacher education programs” (p.
106). These criteria included maintaining a 2.5 grade point average in required coursework and
earning a minimum grade of C in professional education coursework.

Students majoring in elementary education were required to successfully complete
“Education Foundations and Field Study I” as well as ‘“Psychology of Learning and
Development” related to traditional education foundations coursework. Teaching methods
coursework was “Mathematics for the Elementary Grades,” “Physical Education in the
Elementary School,” “Science, Health, Social Science Methods and Field Study II,” and
“Reading, Language Arts and Children’s Literature” (Framingham State College, 1987, p. 60).

Although students majoring in English with a minor in secondary education had to
complete the same education foundations coursework as elementary education majors, the
Methods of Teaching English course was now absent from the curriculum. The secondary
program of study did, however, include two field studies and two internships just as the

elementary course sequence (Framingham State College, 1987).
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1990-2007. Framingham State College continued to grow in the 1990s. Commensurate
with the on-going argument between which was more important, subject area content knowledge
or knowledge of pedagogy, the college made a point of incorporating both. The 1991 course
catalog explained “after September, 1994 individuals applying for teacher certification must
complete a two-stage process. Stage 1, provisional certification, requires that students have a
liberal arts major. At Framingham State College, students will meet provisional certification
requirements for Early Childhood or Elementary Education with a liberal arts or science major
and a Coordinate Major in Education. Secondary Education students will have a minor in
education. Stage 2, full certification, requires that graduates obtain a master’s degree within the
first five years of teaching” (Framingham State College, 1991, p. 63). In the first explanation of
this new approach in 1991, an interdisciplinary liberal arts and sciences major or a choice from
seventeen traditional liberal arts or science majors were offered to early childhood and
elementary education students, and six were available to students minoring in secondary
education. All students continued to take twelve general education courses.

The coordinate major in elementary education included “Education in American Society;
with Field Study I,” “Psychology of Development,” “The Child and Literacy; with Field Study
IL,” and “Elementary Curriculum: Reading, Mathematics, Social Studies/Science” (Framingham
State College, 1991, p. 64). In addition, the elementary education students completed two
internships. The program of study for obtaining a secondary education minor included the same
elements, although the content methodology work was in the specified area of study.

The late 1990s marked the first time the Massachusetts Curriculum Frameworks were

mentioned in the Department of Education’s programs of study overview. The 1999 course
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catalog promoted the connection between the 12 required general education courses and the
Frameworks (Framingham State College, 1999). An additional field study was added to the
elementary education coordinate major program of study. Courses taken concurrently with field
studies then included: “Education in American Society,” “The Child and Literacy,” “Elementary
Curriculum: Mathematics,” and “Elementary Curriculum: Science, Social Studies, and Special
Needs” (Framingham State College, 1999, p. 78). Although the minor course of study for
secondary education continued to include two field studies, the description “Methods, Special
Education, and Technology for High School” was added to Field Study II.

In the era of the No Child Left Behind Act of 2001, education was brought into the
spotlight with strict federal regulations and a new system of accountability for schools and
school districts called Adequate Yearly Progress. Teachers were required to be ‘“highly
qualified” and teach only in their field of certification, placing new demands on teacher
preparation programs. Framingham State College continued to require that elementary education
students take three field studies along with education foundations and teaching methods courses,
while secondary education students took two. Both groups of students participated in two full-
time internships toward the end of their studies, and were required to complete a master’s degree
within their first five years of teaching.

Throughout the history of the first college in America dedicated to preparing teachers, it
was plain to see the ever-increasing demands placed by society and the national government on
teacher education. Subject area coursework, which grew out of necessity in the common school
era, continued into each new millennium. The struggle to provide adequate time in the program

for teaching methods preparation continued as well, as evidenced by the wavering amount of
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coursework dedicated to such throughout the years. Education foundations coursework
continued to be a staple in teacher preparation programs as well, although in minimal numbers of
courses. One constant which began and grew stronger throughout Framingham State College’s
history was student participation in real world scenarios. Students in the 1800s were given
opportunities to observe, assist, and teach and these were built upon throughout the years until

2007.

Peabody College at Vanderbilt University
Region of the United States: South

Large National Universities (U.S. News & World Report, 2007)

Background

George Peabody, an American who achieved financial success as an investment banker in
London, donated one million dollars in 1867 to establish a fund for improving education in the
South. Trustees of the fund decided that the best use of the donation was to establish a teacher
education school. In 1875, the Peabody Education Fund financed the State Normal College,

which opened in connection with the University of Nashville in Tennessee (Dorn, 1996).

Teacher Preparation Program Content: Peabody College, Vanderbilt University
Programs of study were obtained beginning in 1875 through 2007. A circle map defining
the major highlights within the programs of study is available in Appendix A. A flow map

sequencing the highlights and changes is shown in Figure 6.
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Peabody College, Vanderbilt University
Teacher Preparation Program Content

1875-2007

1870s

e Males and females were accepted.
e Teachers were prepared to teach

in common schools.

e A review of the elementary
courses “with reference to the best
ways of teaching them” was

1880s

e The program included the
general management of

classes and schools,

organization, government, and

discipline.

e Theory and Art of Teaching

—»

1890s

e The name was changed to
Peabody Normal College.

e The college offered a
certification program called
“Science and Art of Teaching.”
e Education foundations and

1900s
e The name
changed to
Peabody College
for Teachers.
e There was
heavy emphasis

included in the program of study. was replaced with Psychology teaching methods coursework was > on education

e [t was a three-year program. in the third year of Study. emphasized_ foundations

e Three semesters of practice and e The course catalog e An English teaching degree was coursework.

observation in the model school recognized that teachers are introduced. e There were

were included. not a “finished product” once o English Language had one fewer, less

e “Theory and Art of Teaching” they complete their program methods course; English specific methods

was included in the program. of study. Literature had no methods course. courses.
1910s 1920s 1930s-1940s 1950s 1960s

e The name e More electives were e Observation/ e Guided e The elementary

changed to George offered (some Directed teaching observation, program of study

Peabody College overviews, some was included in teaching included six foundations

for Teachers. methods, etc.). every quarter along methods, and and four methods

e The “Division of e More subject area with practica. education courses.

Education” was methods courses were 9| e Three —»| foundations | e The secondary —>

separated into required for foundations and were the first program of study

departments. elementary education two “overview” courses in included four

e Teaching majors. methods courses the major. foundations and two

methods and e A new secondary were still required e Courses methods courses.

education requirement was titled in elementary and were taken ¢ Behavioral sciences

foundations “Conduct of the secondary alongside coursework was

coursework was Recitation.” programs. internships. included in both

more proportional. programs of study.
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1970s
e Special Education
101 was required.
e Students still
participated in field
experiences as their
first major course,
then as teacher aides
during their second
course.
e Both programs of
study added
education
foundations
coursework.

1980s
e A research course was
added for students to study
“individual programs of
research.”
e Elementary and secondary
education majors continued to
have one field experience for
observation, one for an
increased level of
participation, and one
semester of student teaching.
e  Practica were taken
concurrently with methods or
foundations courses.

—»

1990s
¢ FElementary education majors were
required to take three credit hours of
“Curriculum and Instructional Design”
coursework, but the four course choices were
extremely broad. Some included field
experience, while others did not.
¢ Elementary majors were required to
complete three hours of field work.
¢ Elementary majors were required to
complete three teaching methods courses.
e Secondary English education majors were
required to complete one course in methods of
teaching reading and one course in adolescent
literature.

2000s
e Secondary English education
added more methods courses.
Students were required to take
one “Teaching of Literature”
course and two “English
Education Methods” courses.
e Secondary English education
majors were required to take two
theory courses from the
“Reading, Language and
Composition” set.
e No changes took place in the
elementary education program of
study.

Figure 6: Peabody College, Vanderbilt University Flow Map
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1875-1899. The State Normal College, which was designated for teacher education,
opened in 1875. The school operated by George Peabody’s motto: “Education, a debt due from
present to future generations.” It included a model school for the purposes of “practice in all the
grades of instruction” (State Normal College, 1875, p. 11). The college accepted male and
female applicants between the ages of 16 and 30.

Normal school principals had complained of students’ lack of knowledge in the common
subjects, stating that they spent too much time reviewing subject matter and little time in the
instruction of pedagogy. The State Normal College’s 1875 course catalog made clear that it did
not, “where it can possibly be avoided, propose to undertake any work which can be as well
performed in the ordinary schools” (p. 12). The goal of the college in its first year was to
prepare students for “the organizing, teaching, and general management of schools....To this end
there should be the most thorough knowledge—first, of the branches of learning required to be
taught in the schools, and second, of the best method of teaching those branches” (p. 12).

The program of study at the State Normal College in the 1870s was described as “‘a rapid
review of the more elementary studies with reference to the best ways of teaching them, a review
of the higher branches of knowledge with the same object, and a careful study of such other
branches as time and circumstances will permit” (State Normal College, 1875, p. 12). The
length of the program was three years, each divided into three terms. During the first year
at the State Normal College, pre-service teachers studied “primary and grammar-school studies,
with reference to teaching them” (p. 12). Subjects included arithmetic, geography, map drawing,
English grammar and analysis, geometry, chemistry, history of the United States, physiology and

hygiene, rhetoric and book-keeping (State Normal College, 1875). The second year contained
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additional subject area and methods coursework. Classes in the third year consisted of some
advanced subject areas, as well as “School Laws of Tennessee,” “Moral Science,” and “Theory
and Art of Teaching” (p. 13). The three terms in the third year included “Practice and
Observation in (the) Model School” (p. 13).

In the 1880s, a new qualifier was added to the “Course of Instruction” description. As in
the previous decade, the course of instruction included management of classes and schools,
organization, government, and discipline; however, the statement, “with full recognition of the
fact that NO PERSON’S ABILITY IN THESE RESPECTS CAN BE PROPERLY TESTED
UNTIL HE IS ACTUALLY CLOTHED WITH THE RESPONSIBILITIES OF THE SCHOOL
ROOM?” (State Normal College, 1886, p. 8) was added.

The course in moral science was moved to the second year of study, and school laws and
theory and art of teaching were deleted from the course sequence (State Normal College, 1886).
Psychology was added in the third year, representing a possible shift to a focus on the science of
education. Rather than list practice and observation in the model school as courses in the third
year, the course catalog listed specific areas which “receive attention throughout the year” (p. 9)
during the newly added fourth year of study. These were: “Drawing with black board
delineations, English Composition, Declamation, Reading, Spelling, Defining, Penmanship,
Vocal Music, etc., and Practice in Teaching” (p. 9).

The State Normal College changed its name to Peabody Normal College in 1889,
honoring its benefactor. During the 1890s, Peabody Normal College awarded collegiate degrees

instead of the diplomas or certificates of completion of the past. Students earned a Bachelor of
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Arts, Bachelor of Science or Bachelor of Letters depending upon their course of study (Peabody
Normal College, 1895).

Many curriculum changes occurred at Peabody Normal College in the last decade of the
19" century. Professional education coursework in the Science and Art of Teaching for the
elementary education degree included “Theory and Practice,” “Science of Education—Lectures,”
“Primary Methods—Lectures on Reading, Writing, Numbers, Form, and Color,” “Outlines of
Educational Doctrine,” “Lectures on Pedagogy,” “History of Education,” “School Supervision,”
and “Primary Methods—Lectures on Language, Geography, History, and Elementary Natural
Science” (Peabody Normal College, 1895, p. 33-34). A scanned image of the 1895 program of
study was included in Appendix B. New degree programs including English Language and
English Literature were also added in the 1890s. Both programs of study were comprised of
subject area content coursework.

1900-1929. The Peabody Education Fund dissolved in 1910, and trustees gave $1.5
million and received matching funds to transform the school into George Peabody College for
Teachers (The Tennessee Historical Society, 2002). In the early 20" century, the Vanderbilt
University chairman offered adjacent land to George Peabody College for Teachers. “Peabody
College became its own mini-university including liberal arts, music, physical education, and
arts departments; a library school; a demonstration school” and more (The Tennessee Historical
Society, 2002).

The 1915 course catalog of the George Peabody College for Teachers listed more specific
teaching methods coursework for studying elementary education than the two ‘“Primary

Methods™ courses of the late 19™ century. Classes included “Methods in Reading and Phonics
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for the Primary Grades,” “Language Study, Spelling, and Penmanship for the Primary Grades,”
“Number Work for Grades I, II, and III: also Methods in Nature Study and Home Geography,”
and “Special Methods in Grammar Grade Subjects” (George Peabody College for Teachers,
1915, pp. 34-35).

The course entitled “Principles and Practice in the Elementary School” included in its
description some of the commonly cited teacher knowledge voids, according to Veenman’s
(1984) and Gratch’s (1998) surveys of new teachers. Course topics in alignment with such
knowledge voids were: “the preliminary organization of schoolroom conditions; means of
securing attention, memory, and habit; ...selection of topics and organization of subject matter in
studies; (and) planning of lessons” (p. 34). An observational course was also required of
elementary education students “to enable students to observe application of pedagogical methods
and principles” (p. 36).

The 1915 course catalog outlines a series of “Saturday Studies for Town and City
Teachers” for students. Topics were relation to theory and practice, fundamental principles,
“loss of time and waste in teaching,” and individual instruction (p. 35).

In the 1920s, degree programs in elementary education were divided into Early
Elementary Education and Intermediate and Upper Grade Education. Teaching methods courses
were again combined into “Elementary Method of Primary, Intermediate, and Grammar Grades”
(George Peabody College for Teachers, 1926, p. 55), although specific methods electives were
available. A new requirement, “The Improvement of Instruction Through Standard Tests and
Scales,” was added to the program of study. Courses in the history and principles of education

continued to be staples of professional study.
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1930-1959. During the 1930s at George Peabody College for Teachers, more
opportunities were given to students for observation and participation in real world classroom
settings, as evidenced in the course catalogs. Six course descriptions in the elementary education
program of study specifically listed observation and demonstration in the Peabody Laboratory
School, while two such descriptions existed in secondary English course descriptions. A
practicum and an internship were required of all education majors. The practicum was to be
taken concurrently with the internship “to enrich and make the laboratory experiences of student
teachers more meaningful” (George Peabody College for Teachers, 1937, p. 74).

A new elective available in 1937 was “Studies Affecting Elementary Education.” The
purpose of the course was for elementary majors to “acquaint themselves with the changes the
science of education is making in the theory and practice of our elementary schools” (p. 86).

Few changes occurred to the programs of study during the 1940s and 1950s, although one
major shift was in the amount of student teaching required for both elementary and secondary
education majors. Each program included three experiences in addition to early observation in
the laboratory school. The first student teaching was comprised of one course for four credit
hours, where students were in a school for two hours per day. The second experience was a bit
different for elementary and secondary. FElementary majors received eight credit hours for
spending five hours per day in the school, while secondary majors earned eight credit hours for
working four daily hours in the school as well as completing a weekly two-hour seminar in
teaching. Finally, elementary student teachers earned 12 credits for full-time student teaching,

and secondary student teachers earned 16 credits for full-time student teaching, two two-hour
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seminar meeting and school-community relations (George Peabody College for Teachers, 1955,
p. 77).

1960-1989. During the 1960s, both elementary and secondary education programs of
study included much of the same professional education coursework. Education foundations
courses were: “An Introduction to American Education,” “Human Growth and Learning,”
“Guidance and Adjustment in the Elementary (or Secondary) School,” and ‘“Measurement and
Evaluation in the Elementary (or Secondary) School” (George Peabody College for Teachers,
1965, p. 65). Elementary education majors took two additional classes in which they
participated in observations in the Peabody Demonstration School. Elementary and secondary
student teachers took a curriculum course alongside their second internship to “utilize student
teaching experiences to develop skills in coping with curriculum problems” (p. 66). Elementary
education students completed methods courses in reading and the language arts and social
studies, while secondary English education students earned credits for a methods course in
teaching English.

While there were few changes in the education programs of study during the 1970s, a
recession in that decade led to a merger with Vanderbilt University. In 1979, Peabody College
of Vanderbilt University became Vanderbilt’s ninth school (The Tennessee Historical Society,
2002). In its first decade as part of Vanderbilt University, Peabody College continued to offer
many of the same experiences it had in the past. Students in elementary and secondary education
programs carried on with participation in real world settings at increasing levels of responsibility
throughout their programs. Reading seemed to take on greater importance, as the elementary

program of study divided the methods course in reading and language arts into two separate
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courses. Furthermore, the secondary program of study added a course entitled “Reading in the
Secondary Content Fields” in addition to “Teaching English in the Secondary Schools” (Peabody
College, 1985, p. 118).

A new requirement in the 1980s for both elementary and secondary education majors was
“Research in Education,” which was an “individual program of research in various education
fields” (p. 122). This represented an opportunity, in addition to the internship, for students to
take control of their own learning.

Computers became more affordable and accessible to schools in the 1980s. Computer
electives were introduced at Peabody College in the 1980s, with such courses available to
students as “Application of Computer Based Systems to Educational Settings” (p. 117) and
“Basic Computer Technologies” (p. 119).

1990-2007. The 1990s brought increased rigor and requirements to Peabody College. A
scanned image of the 1995 major program requirements for elementary education and English
education was included in Appendix B, along with course descriptions from the Department of
Teaching and Learning. Students of elementary and secondary education were required to have
a second, non-education major in the College of Arts and Science. According to the Peabody
College Web site, “Through this non-education major, students are expected to develop in-depth
knowledge in an academic subject.”

In this era of increased subject area content coursework, the elementary program of study
contained 19 credit hours of pedagogical coursework. These included subject area teaching

methods courses as well as one course in classroom management. Nine credit hours of education
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foundations were included in the elementary program of study along with three practica, a
student teaching seminar, and a full-time student teaching experience (Peabody College, 2005).
The secondary education program of study included 12 credit hours in education
foundations coursework and nine credit hours in pedagogical coursework. It also incorporated
three practica, one student teaching seminar and one full-time internship. As in the past, students
aspiring to teach secondary English completed the subject area content study requirements for

the English major.

Ball State University
Region of the United States: Midwest

Extra Large National Universities (U.S. News & World Report, 2007)

Background

The Eastern Indiana Normal School was established in 1899 on the site of the future Ball
State University Administration building in Muncie, Indiana. Due to a lack of funding, the
school was closed in 1901, but reopened a year later because of a donation of $100,000 by
Francis Palmer, a retired Indiana banker. The school was renamed Palmer University.

In 1905, the school again changed its name to Indiana Normal College and had two
divisions: the Normal School and the College of Applied Sciences. Again, due to lack of

funding and a decreasing enrollment, the school closed in 1907 and sat vacant until 1912.
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Teacher Preparation Program Content: Ball State University

Programs of study were obtained beginning in 1912 through 2007. A circle map defining
the major highlights within the programs of study is available in Appendix A. A flow map
sequencing the highlights and changes is shown in Figure 7.

1912-1929. The school reopened for the 1912-1913 school year with a mortgage from the
Muncie Trust Company. The Muncie Normal Institute’s Department of Pedagogy included
courses in Psychology, Principles and Methods of Teaching, School Organization and
Administration, History of Education, School Economics, and Special Primary Work (Muncie
Normal Institute, 1912). The course catalog stated, “These subjects are known as ‘professional’
subjects” (p. 42). The Principles and Methods of Teaching consisted of two courses entitled
“Method (1)” and “Method (2)” of which content was broad. A portion of the Method (2)
description read, “This course is concerned with special method or the application of method to
the different branches of study” (p. 42).

Two courses were also required under the topic “History of Education”—one dealt with
“the meaning of education...the characteristic features of the education and educational ideals of
different people” and the other covered the history of education in Indiana (p. 43). The Special
Primary Work portion of the program of study included three components: “Story Telling,”
“Regular Observation,” and “Manual Training and Busy Work” (p. 43-44). According to the
course description, “Busy work is a necessity in primary grades and teachers who adequately

fortify themselves along these lines increase their efficiency many fold” (p. 44).
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Ball State University
Teacher Preparation Program Content
1912-2007

1910s
e 1912: Muncie Normal
Institute opened.
e The program included
two methods and four
foundations courses,
along with two

1920s
e 1921: Indiana State Normal School opened.
e Two and four-year programs were offered.
e Those studying to become secondary English teachers majored in
English and minored in secondary education.
o Four-year degree majors completed an additional internship.
e Early 1920s: Methods courses were broad topics except for

1930s
e There were several curriculum
programs from which to choose.
e Fewer subject area methods
courses were required in the
intermediate program of study.
o The secondary English program

observation/internship —> reading and language arts. | included two teaching methods

opportunities. e 1923: The name changed to Ball Teachers’ College. courses.

e In 1915, students e “High School English” was required in both programs. * All teaching curriculum was

completed one e Late 1920s: Elementary methods courses became more specific. four years long by the end of the

observation and one e Ten subject area content courses were required for English decade.

internship in the common education. e Junior and senior student

:zgggi and the high e 1929: The name changed to Ball State Teachers College. teachers majored in a subject area.
1940s 1950s 1960s 1970s 1980s-1990s 2000s

¢ Additional e The e Amount of choice in e Secondary e The e Elementary

subject area content History of electives was increased. English elementary electives were to

coursework was Education e 1965: The name changed education program of be concentrated

added in science course was to Ball State University. majors were study in a specific area

and social science. deleted e Reorganization into the required to increased by of study.

o Electives home- | | from Division of Education took | 7| take only 16 nine hours. e Secondary

school relationships elementary place, although course credit hours e Few English

and the education and sequences remained in the changes education majors

of slow and fast secondary relatively unchanged. Department took place. took three

learners were education e Human growth and of Secondary, additional

added. programs. development was added. Adult and courses in

e Internship e Measurement was an Higher subject area

electives were elective. Education. content.

added.

Figure 7: Ball State University Flow Map
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Muncie Normal Institute was “equipped with a graded and country training school” (p.
43). In one of two observation courses, students observed teachers in charge of the training
schools. The class met “to discuss the lessons observed and the principles of teaching involved
in them” (p. 43). In the second observation course, students taught under the direction of the
trained teacher as well as observed other classmates practicing teaching.

During the school year of 1915-1916, Muncie Normal Institute became known as Muncie
National Institute (Muncie National Institute, 1915). The largest change to the program of study
was that one observation course was dedicated to the common school and the other to the high
school. Practice teaching, or internship, underwent the same change with one internship devoted
to each school level.

The school again faced financial trouble in 1917 when foreclosure proceedings began.
However, the Ball brothers, founders of the Ball Corporation, bought the Muncie National
Institute. Less than a year later, they gifted the school and surrounding land to the state in hopes
of keeping it out of financial strain. The state granted operating control to the Indiana State
Normal School out of Terre Haute, Indiana, and the Muncie Normal Institute became Indiana
State Normal School, Eastern Division.

The Indiana State Normal School offered a two-year normal course of study and a four-
year program to earn a collegiate degree. The course catalog from 1921 listed the purpose of the
new Department of “Principles of Education, Observation, and Supervised Teaching” as dealing
with “both the theoretical and the practical phases of the process of education. The work
involves a study of the principles and methods of instruction as set forth in the best current

literature on the subject and the application of such principles and methods in the training
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schools” (p. 83). The first of six education foundations courses in the program of study was
“Introduction to Education,” which included some study of classroom management. Two
teaching methods courses were also required.

Those students wishing to earn the four-year degree were expected to complete a major
area of study. One such area was English, and those preparing to teach secondary English
completed “Special Methods for High School Teachers” (p. 89). Additionally, those obtaining
the four-year degree completed two supervised teaching experiences instead of just one.

Because of the generosity of the Ball brothers, the Indiana legislature renamed the college
yet again to Ball Teachers’ College in 1922, although it remained part of the Indiana State
Normal School. Coursework in teaching methods became separate and specific. Methods
courses were required in arithmetic, geometry, handwork, reading, and storytelling (Ball
Teachers’ College, 1924). While elementary education majors completed many teaching
methods courses, students majoring in English education took approximately 10 subject area
content courses and one teaching methods course. However, whether studying elementary or
secondary education, students took “Principles of Teaching and Classroom Management” (p.70).
All students completed two internships as well.

During the regular Indiana legislative session of 1929, the Indiana State Normal School
campuses of Terre Haute and Muncie were officially separated. The Indiana State Teachers
College Board of Trustees was given governing duties, and the Muncie campus was officially
renamed Ball State Teachers College.

1930-1959. The Department of Education at Ball State Teachers College offered several

programs of study in 1930. The elementary curricula choices were the four-year kindergarten-
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primary, the two-year intermediate-grammar, and the four-year intermediate-grammar. The
secondary choices were the three-year junior high and the four-year curricula for regular and
special high school teachers.

Although the education foundations courses were still required for elementary and
secondary education students, the majority of subject area methods courses were included only in
the four-year kindergarten-primary curriculum. However, the two and four-year intermediate
grammar programs contained methods of teaching reading and methods of teaching grammar and
language. The four-year high school program included methods in high school English and
methods in high school literature (Ball State Teachers College, 1930).

By 1931, all elementary and high school programs of study were four years long, while
the junior high program was three years in length (Ball State Teachers College, 1931). In order
to teach in a junior high or high school, pre-service teachers majored in a subject area in addition
to completing the program of study for teaching.

During the 1940s, additional subject area content courses in science and social sciences
were added to the professional education program of study for elementary education. Electives
were added in home-school relationships and the education of slow and fast learners (Ball State
Teachers College, 1945). Students could elect additional student teaching coursework “for the
student who wishes to have experiences in additional and different phases of teaching” (p.112).
Ninety-six credit hours were required for elementary teachers with 24 of them being electives.
Secondary education majors took a total of 64 hours in general requirements in addition to 36

hours in English.
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The junior high school language was eliminated from the course catalog in the 1950s.
Coursework was available in elementary and secondary education. Two internships were still a
requirement of both programs of study. The student teaching experience of the secondary
education student teacher was explained more specifically in the 1953 course catalog than in
those that preceded it. It described the student taking two student teaching courses concurrently.
“In the half day which the student will spend in the laboratory school he will teach one course in
each of his two concentration areas or two courses in his special subject. Also, he will be
assigned by the principal to extra-class activities in addition to the regular classroom
participation” (Ball State Teachers College, 1953, p. 42).

1960-1989. In the early 1960s, a complete description of the “Curriculum for the
Preparation of Elementary School Teachers” was included in the Ball State Teachers College
undergraduate course catalog. It was explained that the “curriculum, with opportunity for
elective as well as required courses, fully meets the latest minimum certification
requirements...as established by the Indiana Teacher Training and Licensing Commission,
which specifies the curriculum content as follows: social studies, 22 Y2 quarter hours; science and
mathematics, 30 quarter hours; language arts, 22 Y2 quarter hours; arts, 15 quarter hours; human
growth and development, 15 quarter hours; professional education, 45 quarter hours; and elective
courses to build the total of quarter hours for the degree to 186 (p. 56). The greatest difference
between this program of study and those of previous years was in the amount of elective choice
given to the student.

In 1965, Ball State Teachers College became known as Ball State University (Ball State

Teachers College, 1965). The Department of Education, Psychology, and Special Education was
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reorganized, and those studying teaching took their professional coursework from the Division of
Education in the Departments of Elementary Education and Psychology.

By the 1970s, programs in elementary education were much the same as those of the
1960s. Professional education requirements of education foundations, teaching methods, and
internships totaled 48 hours, and subject area content, which included psychology in the course
catalog totaled 107 hours. Twenty-two credit hours of electives were also required. Professional
education requirements of secondary education majors were a minimum of 16 semester hours in
the Department of Secondary, Adult, and Higher Education as well as two psychology courses
and a teaching methods course. In addition, they earned a teaching major in English with 60
credit hours of subject area content coursework (Ball State University, 1972).

In the early 1980s, the elementary education professional requirements again included
psychology coursework alongside teaching methods, education foundations and internships for a
total of 58 hours. One hundred six credit hours were required in subject area content courses as
well as 22 in electives. The total number of credits needed for the elementary teaching degree
increased by nine in the early part of the decade (Ball State University, 1984).

1990-2007. In the last decade of the twentieth century and the beginning of the new
millennium, few changes were made to the teaching curriculum at Ball State University. Those
studying secondary English education took three additional courses in subject area content.
These three particular classes provided time for students to work on case studies and individual
projects.

The elementary program of study remained consistent with the preceding few decades.

One notable change was that the electives were to be concentrated on a specific area such as
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English as a Second Language, Home/School/Community Relations, or Wellness (Ball State
University, 2007). The elementary program continued to require students to complete field
studies and observation in the first major area course and provided opportunities throughout the

program for participation in the real world setting (Ball State University, 1996).

Analysis of Teacher Preparation Program Content in Colleges and Universities Which
Originated as Teacher Normal Schools

A flow map was created which combined information from the three teacher preparation
programs selected for this research which originated as teacher normal schools. The flow map
was used for the following analysis and was included in the appendix.

Of the teacher preparation programs which contributed to this study, Framingham State
College was established over 35 years prior to any other. In the era between its establishment in
1839 and Peabody College’s establishment in 1875, Framingham was dedicated to preparing
female teachers for the common schools, but this was not accomplished without scrutiny from
the public and the state legislature. In 1840, the Massachusetts Committee on Education
announced that everyone who had been through school must understand the art of teaching,
which was the focus of the normal school; therefore they nearly closed the school because they
did not see a reason for teacher education. This was evidence that as long as teacher education
has existed, its necessity and effectiveness have been questioned. It could also be deemed proof
that there has always been a disbelief that the art of teaching is a subject that is teachable rather
than skills acquired over time.

During its first 35 years, the majority of the teacher preparation program content at

Framingham included a review of common school subjects. Governor Edward Everett was one

116



who believed that the art of teaching was an important and teachable subject, so the aim of
Principal Cyrus Peirce was to instill in his students how to best instruct others. From 1839
through the 1850s, the principal’s lectures about his experiences in teaching and schoolkeeping
and a course in moral philosophy were included in the program of study for teachers. Students
practiced teaching lessons and were critiqued by their classmates, and they had opportunities to
observe and practice teaching in the model school. In the 1860s, the moral philosophy course
became one of mental and moral philosophy, and a course in the theory and art of teaching was
added. Overall, this time period focused on a review of common school subject area content,
education foundations and practice teaching.

Upon opening in 1875, Peabody College offered males and females programs of study for
both elementary and secondary education. Both Framingham and Peabody required a review of
the common school studies, although Peabody’s course catalog specified that the students were
responsible for the obtaining common school knowledge prior to enrolling at Peabody and theirs
would be a quick review. The catalog at Peabody also explained, “All studies, from the
beginning to the end of course, will be taught with special reference to teaching them” (State
Normal College, 1875, p. 13). There seemed to be more emphasis on teaching methods at
Peabody College, while Framingham included more common school subject review.

By 1879, Framingham also included in their catalog a statement as to the importance of
teaching methods. Both colleges required students to practice teaching and critique their peers
throughout the course of study, as well as spend the final year in a full-time internship with
complete responsibility for a class of students. Both colleges offered courses in school law,

moral science, and theory and art of teaching. By the end of the 1870s, both colleges placed
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major importance on teaching methods and practice. However, Peabody’s course of study
included additional subject area content beyond the common school subjects and was three years
in length, while Framingham’s two-year program concentrated on the common school subjects.

Throughout the 1880s and 1890s, psychology coursework became more prevalent in both
colleges’ programs of study. Framingham included more education foundations coursework in
their program of study until, in the 1890s, Peabody added coursework on the history of education
and the science of education. Peabody’s “Lectures on Pedagogy” could be compared to
Framingham’s “Art of Teaching.”

Both teacher preparation programs’ course catalogs during the 1880s and 1890s
acknowledged in some way that their work did not fully prepare teachers for the schools.
Framingham’s course catalog deemed their programs “imperfect preparation” while Peabody
noted that “no person’s ability...can be properly tested” until he actually takes responsibility for
the classroom. This was an early indication of teacher knowledge voids during their first years
in the classroom; however, specific areas in which teachers felt deficient were unclear. An
indication that classroom management was a problem area was the addition of a course including
discipline methods at Framingham during the 1890s. These two frontrunners in teacher
education blatantly stated their opinion of what would become a highly publicized argument in
the late twentieth century—Are traditional teacher education programs effective? Furthermore,
doubts about the quality of American teacher education programs and their abilities to staff the
nation’s schools led states to devise alternative certification programs. According to Legler
(2002), such programs emerged in the mid-1980s. However, Framingham, America’s first

college for teacher education, may have truly founded alternative certification. In the 1890s,
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graduates of colleges, universities or select high schools who possessed certain qualities could
elect to complete an accelerated course of study to receive a teaching certificate. This mirrored
many of the contemporary alternative certification programs which were in their first years of
existence over 100 years later.

Changes occurred in the early 1900s when Framingham began to emphasize subject area
teaching methods and discarded their general course on the art of teaching. Peabody generalized
their methods coursework into classes such as “Primary Education,” which offered instruction in
teaching methods of various subjects within one course. However, by 1915, Peabody had again
specified subject area teaching methods courses. Both colleges included the history and
principles of education in their foundations coursework. However, because Peabody’s program
of study was four years as opposed to Framingham’s two years, it continued to offer a wider
range of liberal studies and a bachelor’s degree.

The third normal school selected for this research, now Ball State University, opened in
1912. The teaching methods coursework was combined into two general methods courses,
similar to how Framingham and Peabody had once included this content, but different from them
at the time. Observation and a teaching internship were required in the program of study as they
were in the two other colleges’ programs studied.

A rise in the cost of living and a decrease in the value of the teacher’s salary took place as
the United States fought in World War I from 1914 to 1918 (Learned & Bagley, 1919). Teachers
reportedly left the profession, and Learned and Bagley (1919) wrote “the whole problem of the
service of the schools themselves hangs absolutely upon the ability to obtain the requisite supply

of devoted, able, and well-prepared teachers” (p. xviii). This sentiment would be echoed time
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and again throughout American teacher preparation history. Furthermore, Learned and Bagley
explained, “Before all else we must have in our minds a clear knowledge of what good teaching
is, of the methods by which teachers may be fitted for their calling, and under what supervision
and organization the schools shall be conducted in order that the intellectual, social, and spiritual
aspirations of teachers may be realized for the common good” (p. xviii). Changes began to occur
in teacher preparation programs which exemplified the never-ending quest to exert the
professional status. Learned and Bagley (1919) reported that “Education has been much, and on
the whole reverently, on our lips, but...the sole factor which can give it reality and meaning,
namely, the teacher, is grossly ill-equipped, ill-rewarded, and lacking in distinction” (p. 8). This
sentiment has repeated itself time and again throughout history.

Following World War I and entering the Great Depression, the quest for building a
stronger education system and thus, a democracy, was paramount. Learned and Bagley (1919)
warned that teacher preparation, as it had existed, needed to change if democracy was to survive.
Throughout the 1920s all three colleges began requiring additional subject area teaching methods
courses of their elementary and secondary education pre-service teachers. Programs of study
were extended, and by the end of the 1930s four-year college degrees were offered at each
school. The first two years of the four-year programs were dedicated to liberal studies. In each
of the programs, observation in the model or laboratory schools was required in the early
semesters within the major, usually during the third year of study. This was paired with a
seminar or coursework to study and discuss the observations. Framingham and Ball State
required 12 hours of practice teaching along with time for conferencing and discussion.

Framingham students took “Problems of Teaching and Management” concurrently to assist in
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connecting theory to practice in the classroom. Peabody students completed 16 hours of practice
teaching alongside a practicum for studying problems in the classroom. Ball State offered
electives in practice teaching during the 1940s for those who wished to obtain additional
classroom experiences.

In the 1940s and 1950s Framingham, Peabody and Ball State began to distinguish
themselves from each other as an array of electives were offered and various credit hours were
required. Framingham and Ball State both began offering courses dealing with home-school
relationships and the education of slow and fast learners, although neither required these courses
within the program of study. Subject area teaching methods which were required in the
elementary programs of study for the three colleges were arithmetic, social sciences, reading,
language arts and physical education. All three also required secondary English teaching majors
to take a teaching methods course in their subject area. Peabody College required only the
aforementioned teaching methods courses. Framingham and Ball State also required a general
teaching methods course as well as classes in teaching penmanship and science. Furthermore,
Framingham required a music methods course as well as educational tests and measurements.
The measurement course was an elective at Peabody and Ball State during the 1950s.
Framingham and Ball State required coursework in classroom management, while Peabody did
not include this in their program of study. Peabody did, however, increase the amount of time
students dedicated to practice teaching and observation.

Possibly instigated by the “Space Race,” or the competition between America and the
Soviet Union to successfully launch the first spacecraft, more rigorous coursework was added to

teacher education programs. The behavioral sciences became more prevalent in the 1960s at
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Framingham, Peabody and Ball State. In addition to the typical general psychology and
educational psychology courses which had previously been required, Framingham students
continued to take coursework in tests and measurements while adding a class in child
development. At Peabody, tests and measurements became mandatory, along with human
growth and learning and guidance and adjustment. Ball State pre-service teachers took human
growth and development; however, tests and measurements continued to be an elective.

During the 1970s, the colleges began to differ even more. Framingham’s program of
study decreased education foundations requirements to include only one course paired with a
field study, one psychology of learning and development course, and one professional
preparation and practicum. Teaching methods courses were limited to reading and language arts,
music, and mathematics, although the practicum included methods of teaching other subjects.
Secondary English education students had no teaching methods coursework in their program of
study. Two eight-week internships with no concurrent courses were required for elementary
education students and one internship was required of secondary education students. Peabody
College and Ball State continued to provide the same education foundations courses and an
additional short field experience early in the major area of study. However, Peabody continued
to require only one full-time internship. More specific subject area methods courses remained in
the elementary and secondary programs of study at Peabody and Ball State, unlike Framingham.

The 1980s were a decade in which states were prompted by the national government to
increase standards for teacher education. A Nation at Risk (National Commission on Excellence
in Education, 1983) warned, “Our society and its educational institutions seem to have lost sight

of the basic purposes of schooling, and of the high expectations and disciplined effort needed to
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attain them.” The National Commission on Excellence in Education reported that countries such
as Japan, Korea and Germany were overtaking the United States in education and industry. The
Commission also predicted that those people who could not or did not possess “skill, literacy,
and training essential to this new era will be effectively disenfranchised, not simply from the
material rewards that accompany competent performance, but also from the chance to participate
fully in our national life.” While there was increased nationwide scrutiny of the American
education system brought about by A Nation at Risk, few changes took place in any of the three
programs studied. It was thought possible that the colleges were analyzing their programs and
preparing to make changes in the future.

Changes in program requirements were apparent at Framingham and Peabody, where
students of elementary education were required to earn a coordinate major in the liberal arts and
sciences. Field studies were paired with three courses, one of which was education foundations
and two teaching methods of reading and mathematics. Two full-time internships were also
required. Secondary education students at Framingham majored in the content area and minored
in secondary education. They completed one field study with a methods course and one with a
foundations course. They also took part in two internships. Secondary education students at
Peabody completed two majors, which included three practica, one student teaching seminar and
one full-time internship.

Although Ball State University did not require students studying elementary education to
earn a second major or minor, electives were to be concentrated on a specific area such as
English as a Second Language or Wellness. Those preparing to become teachers at the

secondary level majored in their chosen subject area and minored in education.
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After undergoing much change in the 1990s, none of the three colleges and universities
chosen for this research made further significant adjustments in the 2000s. Throughout their
history, these three schools which began as normal schools dedicated solely to teacher education
had similarities and differences. A persistent common thread in each program was practice

teaching, although it was approached from a different angle based upon the college or university.

Colleges and Universities Which Did Not Originate as Teacher Normal Schools
University of Massachusetts Amherst
Region of the United States: North

Extra Large National Universities (U.S. News & World Report, 2007)

Background

The University of Massachusetts Amherst was established in 1863 as a land grant
agricultural college known as the Massachusetts Agricultural College. The curriculum at that
time consisted of farming, science, technical courses, and liberal arts (University of
Massachusetts Amherst, 2008). In 1906, the Massachusetts legislature enacted a law supporting
agricultural teaching in the Commonwealth schools, and in 1907, the Department of Agricultural
Education opened at the Massachusetts Agricultural College. At that time, the department’s
program of study included an education foundations course entitled “Meaning of Education,”
and two teaching methods courses called “Methods in Agricultural Education” and “Seminar in
Pedagogy” (Massachusetts Agricultural College, 1907, pp. 34-35). Students took part in two
“Seminars in Education” in which “topics that may be taken up for rather exhaustive study are:

legislation and agricultural education, the place and value of agricultural science in school
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courses, etc.” (p. 37). Although elementary and secondary teacher education coursework would
not be offered for several years, agricultural teaching was the foundation for the Department of

Education at the University of Massachusetts Amherst.

Teacher Preparation Program Content: University of Massachusetts Amherst

Programs of study were obtained beginning in 1907 through 2007. Because the
Department of Education was not founded until 1932, this is where the analysis of programs of
study began. A circle map defining the major highlights within the programs of study is
available in Appendix C. A flow map sequencing the highlights and changes is shown in Figure
8.

1931-1959. In 1931, the Massachusetts Agricultural College became known as
Massachusetts State College. By 1932, the Board of Trustees had changed the name of the
Department of Agricultural Education to the Department of Education. The mission of the
department was “to be of maximum service to those students who plan to engage in some form
of educational work and whose ability, personality, and attitude indicate that they are suitable
candidates” (Massachusetts State College, 1933, p. 31). This was the beginning of the
certification of secondary teachers for teaching courses other than agriculture.

The 1941 Catalogue of the College included a description of the two-year plan and the
one-semester plan for meeting the minimum professional requirements for secondary school
teaching in Massachusetts, which totaled 16 course credits. A maximum of six credit hours were

allowed from psychology.
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University of Massachusetts Amherst
Teacher Preparation Program Content

College.
e 1932: The Board of
Trustees changed the

¢ It did not seem that internships were mandatory, but rather an
elective.
¢ One teaching methods course was available as an elective.

1931-2007
1930s 1940s 1950s
e 1931: Massachusetts e The course catalog included a detailed description of the two- e 1951: Students were able to
Agricultural College year and one-semester programs of study for secondary major in Education or minor in
became Massachusetts State education. Education while majoring in a

subject area content.
o A degree program for
elementary education was

Department of Agricultural e Tests and Measurements course was an elective. | offered.
Education to the Department e The course catalog included acknowledgement of the e 1959: Secondary students
of Education. cooperation between the Department of Education and other majored in the subject area
e 1932: A general departments in educating teachers. content and minored in
secondary education e 1945: Internship was included in the last semester of study. education; they no longer had
certificate could be earned at e 1947: The importance of internship was downplayed with a the choice to major in
the college. statement in the course catalog. Education.

1960s 1970s 1980s 1990s 2000s
e A Laboratory School for teacher education e The School of e Few e The e Students in
opened on campus. Education was changes School of elementary
e Freshmen were urged to request entrance reorganized into 11 took Education education
into the teaching program and complete Learning Centers. place. focused on completed a
observation coursework during freshman and | 3| e The number of faculty | ) | _»| only one major in the
sophomore years. tripled from 1969-1970. major, the liberal arts and
e 1967: New Dean, Dwight Allen was hired e All courses were BAin sciences or an
and began reconstructing the School of graded on a pass-fail Education. approved
Education. scale. e Few other interdisciplinary
e 1969: The catalog did not include any o Students had a high changes took major, as well
programs of study for the School of Education, degree of freedom in place in as teacher
but a disclaimer stating that the faculty was in choosing their program programs of preparation.
reconsideration and expansion of programs. of study. study.

Figure 8: University of Massachusetts Amherst Flow Map
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Students were to choose two of the following education foundations courses: “Secondary
School Management,” “Principles of Secondary Education,” or “Secondary School Curriculum”
(pp- 90-91). They could choose from four remaining electives, including “Educational Tests and
Measurements,” “Principles and Methods of Teaching,” “History of Education,” or “Observation
and Practice Teaching” (pp. 89-91). The practice teaching did not seem to be mandatory,
according to the course catalog.

The 1945 course catalog mentioned that the secondary program was a partnership
between the Department of Education and “various subject-matter departments of the College”
(Massachusetts State College, 1945, p. 83). Furthermore, “the prospective teacher undertakes all
of his professional training in one semester of his senior year. Class work and practice-teaching
are scheduled in alternate weeks of that semester in such a way as to insure seven full weeks of
practice in neighboring schools” (p. 83).

Two years later in 1947, the importance of practice teaching was downplayed. As
explained in the course catalog, “opportunity for a small amount of practice teaching will be
available...if the student’s schedule permits. While this plan does not offer the continuity of
instruction nor the coordination of theory and practice...it has been considered adequate by
many superintendents in the past so far as preliminary training for prospective teachers is
concerned” (p. 90). A scanned image of the 1947 course catalog was included in Appendix D.

In 1948, University President Ralph Van Meter called on the Department of Education to
create a program which would meet the current and future needs of the citizens of Massachusetts.
A special committee was organized to “analyze the advisability of creating a school of education

that could respond to the drastic need for new teachers in Massachusetts in the post-war years”
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(University of Massachusetts Amherst, 2002, p. 2). The committee proposed an expansion of the
teacher education program.

Beginning in the 1950s, students interested in secondary education had two choices:
majoring or minoring in Education. They also majored in the subject area content to be taught
(University of Massachusetts Amherst, 1951). The major in Education was designed for students
who wished to teach more than one subject, who wanted a more diverse program than was
possible under a subject area major, or who wanted a greater opportunity for more practice
teaching.

In 1953, the University of Massachusetts opened a degree program for elementary
education. Students chose to either major or minor in elementary education. Those who opted
for the major took general education coursework during their first two years of study. They were
instructed to develop a minor of at least 15 hours in a general education field during their junior
and senior years. In addition to this, they completed a psychology course, four education
foundations courses, and a “concentrated Elementary Block™ (p. 105) of three teaching methods
courses and an internship.

By 1959, secondary education students no longer had the choice to major or minor in
education. The course catalog clarified, “All candidates for secondary school teaching will
major in the subject field to be taught and minor in education. A maximum of eighteen hours
should be taken in this minor” (p. 107). The minor in education included two required education
foundations courses and one required general teaching methods course.

1960-1989. The 1960s brought additional opportunities for observation and participation

in the real world setting for students at the University of Massachusetts Amherst. Students who
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requested permission for entrance into the elementary education program during their freshman
year were urged to take directed observation courses during their first two years of study. These
courses were conducted in the new Laboratory School, which opened in 1961 (University of
Massachusetts Amherst, 1961).

Few changes occurred throughout the remainder of the decade until 1967. A new Dean,
Dwight Allen, was hired and enacted large-scale change. “The curriculum, departmental
structure, and governance processes of the school were modified” (University of Massachusetts
Ambherst, 2002, p. 3). In fact, the course catalog of the university for 1969 listed no programs of
study for the School of Education. A brief explanation was, “As the content of all programs is
under review, the offerings of the School of Education for the academic year 1969-1970 cannot
be specified precisely at this time. The School of Education Faculty is engaged in a total
reconsideration and expansion of the current programs” (p. 91). The paragraph ended with
instructions for those students interested in applying to the School to call in late spring to obtain
programs of study.

The reorganization brought about extreme change to the School of Education. Eleven
learning centers, ranging from “Aesthetics in Education, Humanistic Education, and
International Education, through the spectrum to Urban Education” (University of Massachusetts
Ambherst, 1970, p. 86) were created. The number of faculty actually tripled from the previous
year. One aim of this new approach was to draw students from other schools within the
university and other nearby universities. Another was to encourage students to direct their own
learning while focusing on “problems and areas which have a high degree of social relevance”

(University of Massachusetts Amherst, 1971, p. 82). The new policy was to “give the student a
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high degree of freedom and alternatives to choose courses with respect to his individual and
professional interests” (p. 82). Grading was provided on a pass-fail basis for all courses.

The elementary education program of study continued to include a professional sequence
of four subject area teaching methods courses, two education foundations courses, a pre-student
teaching practicum, and one student teaching opportunity (University of Massachusetts Amherst,
1971).

By the middle of the 1970s, the School of Education was again reorganized, this time into
clusters. Those were: “Division of Humanistic Applications of Social and Behavioral Sciences
in Education, Transdisciplinary Education, Designs for Effective Learning, Educational Planning
and Management, and Educational Policy Studies” (University of Massachusetts Amherst, 1974,
p. 126). More opportunities for choice were provided with “flexible curriculum, based on the
philosophy that alternative instructional formats provide an improved potential in the
effectiveness and responsiveness of a total curricular program (p.126). Throughout the changes
during the 1970s, the core elements of the elementary education program of study remained the
same while electives and organization of courses were rearranged.

In the 1980s, the School of Education was organized into three divisions, and offered the
Bachelor of Arts in Education and the Bachelor of Science in Human Development (University
of Massachusetts Amherst, 1987). This School continued to provide the major coursework for
elementary education. Secondary education majors continued to take their major area

coursework in their subject area content and minor in education.
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1990-2007. Few changes occurred in programs of study throughout the 1980s and 1990s;
however, the School of Education narrowed its focus to offer just one undergraduate major, the
Bachelor of Arts in Education (University of Massachusetts Amherst, 1999).

In the new millennium, the Massachusetts regulations for the licensure of education
began requiring that candidates for initial licensure have completed a degree in the liberal arts
and sciences as well as a program of study for educator preparation. Therefore, the Department
of Education no longer offered a major degree program. A minor in Education was available;
however, completion of only the minor without a subject area major was not enough for
education certification. The minor in education required completion of 18 credits, at least three
each in education foundations, teaching methods, social justice in education and human
development. A student teaching experience culminated the program of study (University of

Massachusetts Amherst, 2007).

Indiana University
Region of the United States: Midwest

Extra Large National Universities (U.S. News & World Report, 2007)

Background

Indiana University was established in 1820 as State Seminary and accepted its first class
of 10 men in 1824 before the first building was complete (Chronology of Indiana University
History, 2007). In 1828, State Seminary became known as Indiana College, and the name
changed once more to Indiana University in 1838. The School of Education was established in

1908.
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Teacher Preparation Program Content: Indiana University

Programs of study were obtained beginning in 1915 through 2007. Those from 1908 to
1914 were too fragile to scan or copy. A circle map defining the major highlights within the
programs of study is available in Appendix C. A flow map sequencing the highlights and
changes is shown in Figure 9.

Although the School of Education was founded in 1908, programs of study beginning in
1915 were obtained for this research of which a copy was included in Appendix D. At that time,
a two-year program for an elementary teaching certificate and four-year bachelor’s degrees for
elementary or secondary education were offered.

Education foundations courses such as Principles of Education and Secondary Education
were included in the program of study. While the content of the Secondary Education course
focused mostly on adolescent psychology, it also contained general high school teaching
methodology. A specific subject area teaching methods course was also required of secondary
teacher education students. The course catalog read, “A student making a certain subject his
major should take the course in the teaching of that subject at the end of his junior year” (Indiana
University, 1915, p. 209). Students also took one observation course and one internship. By
1916, a measurement and evaluation course was added and in 1917, psychology was a separate
course from Secondary Education, indicating a shift toward focusing programs of study on

behavioral sciences (Indiana University, 1916-1917).
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Indiana University
Teacher Preparation Program Content

1908-2007
1908 1910s 1920s 1930s
e The School e Two-year program for elementary education certificate ¢ Introduction to Education e More behavioral
of Education e Four-year program for bachelor’s degree in elementary or was added as the first course science courses were
was secondary education in the major. added to both programs
established. e One education foundations course, Principles of Education, e The History of Education of study.
e Documents || was required for elementary and secondary education students |—p| was added to programs of [ —p{ e Students took 20-24
through 1914 ¢ One teaching methods course was required of secondary study. electives in a field of
were not teacher education students in their subject area content major, e Classroom management study other than
obtained for and the Secondary Education course also included general was addressed in elementary education.
this study. teaching methods instruction. education coursework. o The elementary
o All education students completed one observation course anc ¢ Additional subject- program of study
one internship. specific teaching methods contained a more even
e Measurement and evaluation course was added in 1916 courses were added to the distribution of education
o Shifted toward more behavioral sciences in 1917 elementary program of foundations and teaching
study. methods coursework.
1940s 1950s 1960s 1970s 1980s 1990s-
e All programs of study in educatior o Time observing, assisting e New e The e Few 2000s
were four year programs. and practicing teaching certification programs changes e Added
e Many aspects of programs increased in both elementary was of study occurred. subject
remained the same: the elementary and secondary programs. available remained area
program focused on teaching o Introduction to Education | for teaching [—| muchthe [ | p| teaching
methods; the secondary program became Introduction to junior high same as methods
focused on subject area content. Teaching with greater methods school. they had courses.
* A new course titled “Principles of focus. e Few been in e Few
Instruction” was an overview of ¢ Elementary program other the 1950s other
methods which included discipline electives could be concentrated changes and changes
and unit planning. to earn a subject area teaching were made 1960s. occurred.
o Elementary pre-service teachers certificate through ninth grade.
took an additional observation
course.

Figure 9: Indiana University Flow Map

133




During the 1920s, Indiana University continued to add required courses such as
“Introduction to Education” and “History of Education” and electives such as Methods in
Drawing and Art (Indiana University, 1924). Classroom management was addressed in
elementary methods coursework, but was not found in secondary courses. Character education
was added in 1928 along with more subject-specific elementary methods courses (Indiana
University, 1928).

Early in the 1930s, those studying elementary education continued to take specific
content area teaching methods coursework, and those who were studying to become secondary
educators continued to take one teaching methods course related to their specific subject area. A
course titled “Reading and Phonics” was added to the elementary teacher education curriculum.
As there was no course description, it was difficult to discern whether this was a subject area
content and/or methods course (Indiana University, 1932). Evidence of the course catalog pages
received from the 1930s for this research was included in Appendix D. Later in the decade, a
teaching methods class called “Methods and Study of Work™ and “Laboratory in Methods of
Study” appeared in the program of study (Indiana University, 1935). Behavioral sciences
became even more prevalent as evidenced by courses such as “Theory and Application of Mental
Measurements” and “Experimental Psychology Applied to Learning.” Students were required to
take 20 to 24 electives in a field of study other than education. The programs of study at the
elementary level contained a more even distribution of education foundations and teaching
methods, while the secondary level continued to focus mainly on subject area content.

Beginning in the 1940s, all education programs of study spanned four years. Psychology

courses were still required of students studying elementary and secondary education. Other
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education foundations courses remained in the program of study. “Introduction to Education”
was still the first major course, as it had been since the 1920s. Elementary pre-service teachers
remained focused on teaching methods of specific subjects. Secondary pre-service teachers
continued their focus on subject area content knowledge. Whereas “Principles of Education”
was mainly an education foundations course in the 1920s, the new “Principles of Instruction”
course focused on topics such as “approved contemporary practices in teaching, discipline, unit
planning, examinations, records, and reports” (Indiana University, 1945, p. 283). The
elementary program of study included an observation course for two credits and an internship for
three credits, while the secondary program included an internship for three to six credits.

New rules governing teaching certification for Indiana public schools were adopted by
the Teacher Training and Licensing Commission of the Indiana State Board of Education in 1946
(Indiana University, 1952). The first two years of the four-year degree program for elementary
or secondary became solely dedicated to coursework in liberal studies with the exception of
“Introduction to Teaching” (p. 26). This course was similar to “Introduction to Education,”
which had been an educational foundations course throughout previous years. The junior year of
the elementary program was comprised of nine subject area teaching methods courses,
observation and internship. The senior year included mainly electives. Electives could be used
to satisfy student interests or, if concentrated in one subject area, could qualify the student to
teach that subject through ninth grade.

In the 1950s and 1960s, the amount of time that students were required to spend
observing, assisting and practicing teaching in schools increased. Elementary and secondary pre-

service teachers spent up to 12 hours in such activities (Indiana University, 1960). New
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certificates were available for teaching junior high school. A scanned image of the 1957 course
catalog was included in Appendix D. With the exception of adding choice via electives for
students and subject area teaching methods coursework, the Indiana University program of study

remained similar throughout the remainder of the millennium.

University of Southern California
Region of the United States: West

Extra Large National Universities (U.S. News & World Report, 2007)

Background

The University of Southern California (USC) was established as a liberal arts college in
1880. Judge Robert Widney formed a board of trustees and secured a donation of 308 lots of
land from three philanthropists. The gift provided not only the land, but also a source of
endowment for the college. Courses in education first appeared in the College of Liberal Arts in
1906. Four education foundations classes were offered (University of Southern California,

1906). By 1909, the Department of Education was established.

Teacher Preparation Program Content: University of Southern California
Programs of study were obtained beginning in 1910 through 2007. A circle map defining
the major highlights within the programs of study is available in Appendix C. A flow map

sequencing the highlights and changes is shown in Figure 10.
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Teacher Preparation Program Content
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Figure 10: University of Southern California Flow Map
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1909-1929. The Department of Education opened in 1909, and it offered a high school
teaching certificate. Foundational psychology was required, along with nine other education
foundations courses. Two teaching methods courses were included in the program of study as
well as opportunities for observation in the schools of Los Angeles (University of Southern
California, 1910).

By 1915, the California State Board of Education began prescribing rules under which
high school teaching certificates could be awarded. The rules, together with the requirements of
USC, were a bachelor’s degree, one year of graduate work including a full year’s course in a
major subject area, 15 credits in education including school management, secondary education,
practice teaching, subject area teaching methods, and electives (University of Southern
California, 1915). These requirements remained in effect until 1923.

In 1923, students who had attained junior standing at USC could be admitted to the
Department of Education to earn a Bachelor of Science in Education. This included certificates
for elementary and junior high school. Coursework included two teaching methods classes and
practice teaching, along with a majority of credits in education foundations. High school pre-
service teachers earned a subject area major and a certification for teaching (University of
Southern California, 1923).

1930-1959. In the early part of the 1930s, USC began to differentiate between
coursework in elementary education and junior high school education. A scanned image of the
course catalog from 1930 was included in Appendix D. Those working toward a bachelor’s
degree in elementary education were required to take 28 education credits, and nine of those

credits were in teaching methods courses. One specific subject area methods course for reading

138



was in the program of study. The remainder was taken in education foundations and one
internship. Students earning the bachelor’s degree with junior high school credentials took 24
credits in education courses, which included one teaching methods class, one internship, and the
remainder in education foundations (University of Southern California, 1930).

Those wishing to teach high school completed a major in a subject area content as well as
18 credits in education. While most of those credits were in education foundations, they also
included one teaching methods course and one internship.

Reorganization of the curriculum occurred in the early 1940s, as all students entering the
School of Education, regardless of program level, were required to complete a series of four
courses: ‘“The Teacher and the School,” “The Learner,” “The Learning Process,” and “The
School and Society” (University of Southern California, 1940, p. 79). The University of
Southern California organized the education courses into principal and subordinate groups in the
1940s. Principal and subordinate course groups were organized by subject area and included
only content and background. In order to earn a Bachelor of Science in Education with the
elementary credential, students completed one principal and one subordinate group of courses,
which increased the time required to earn the elementary teaching credentials to five years. To
earn the degree with a junior high school credential, students had the option of completing a
teaching major and minor or a principal and subordinate course group, also increasing the time
required to five years. Those studying to become high school teachers were still required to
complete a bachelor’s degree in order to gain admission into the postgraduate year of work for
the education minor (University of Southern California, 1944). However, a new option for those

students who wished to teach secondary art, business, music or physical education allowed them
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to earn an undergraduate degree in those specialized fields (University of Southern California,
1940).

The principal and subordinate course group semantics were changed to become majors
and minors in the early 1950s. A major in education and a minor in either elementary education
or a subject area content were required in order to earn elementary credentials. The minor
included additional teaching methods courses in art, music and physical education (University of
Southern California, 1952).

1960-1989. The 1960s included more required teaching methods courses for those
studying elementary education. Subject area methods courses included social studies, language
arts, and mathematics (University of Southern California, 1964).

Much of the curriculum remained unchanged throughout the remainder of the 1960s and
1970s; however, in the late 1970s the State of California required a diversified major for those
preparing to teach at the elementary level. Therefore, a Bachelor of Science in General Studies
was offered as the major for meeting this requirement, and it could be obtained in four years.
Students were also able to earn a subject area bachelor’s degree and pass an examination to earn
the diversified major requirement. The general studies major was basically a liberal arts major
consisting of several courses in English, mathematics, social sciences, science and humanities.
A scanned image of the 1974 course catalog pages detailing the General Studies requirements
was included in Appendix D.

The professional preparation for the teaching credentials included three initial courses,
“The Teacher, the School, and Society,” “Learning, Evaluation, and Development,” and

“Methods and Materials of Teaching Reading in Elementary and Secondary Schools”
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(University of Southern California, 1978, p. 69) all of which included field work. An additional
internship was added for a total of two. These opportunities for working in the real world setting
were a marked increase over the past.

1990-2007. In the latter part of the 1990s and into the 2000s, the School of Education
continued to offer the Bachelor of Science in General Studies, which included core teaching
courses. The professional requirement consisted of three education foundations courses and
eight stand-alone teaching methods courses. Two internships paired with teaching methods
courses were also included in the program of study.

For those preparing to teach secondary school, a content area major continued to be
required along with a minor in education. The minor included three education foundations
courses and three teaching methods courses in addition to two internships paired with methods
courses (University of Southern California, 2007).

Analysis of Teacher Preparation Program Content in Universities Which Did Not Originate as
Teacher Normal Schools

Three universities which did not originate as teacher normal schools contributed
programs of study and documents to this research: Indiana University (IU), the University of
Massachusetts Amherst (UMass) and the University of Southern California (USC). Indiana
University established its Department of Education in 1908 and the University of Southern
California followed suit in 1909. The University of Massachusetts Amherst converted the
Department of Agricultural Education to the Department of Education in 1932.

Although IU and USC founded departments of education within one year of each other,

their program offerings were very different. IU had a two-year program for elementary
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education certification and a four-year program for a bachelor’s degree in elementary or
secondary education. USC offered only a secondary education program for high school
certification, which required a bachelor’s degree, one year of graduate work in a major area of
study, and 15 credit hours in education foundations and other electives. While students at IU
completed one observation course and one internship, USC offered observation hours but no
internship.

It was not until the 1920s that USC expanded its Department of Education to include an
elementary education program. During this decade, earning the bachelor’s degree was again a
four-year endeavor instead of five. IU continued to offer its two-year elementary certification
program until the 1940s when all programs of study became four-year commitments. Although
USC’s programs took four years, the majority of courses were in the liberal arts. Students,
regardless of elementary or secondary concentration, took two general teaching methods courses.
However, at IU elementary education majors took several subject-specific teaching methods
courses. The IU course catalog also noted the study of classroom management.

When the University of Massachusetts opened its Department of Education in 1932, it
offered only a two-year program of study for secondary education certification. Both IU and
USC were building their elementary and secondary programs, adding more behavioral science
courses like Measurement and Evaluation. 1U required students in the four-year degree program
to concentrate 20 to 24 electives in one area outside of education. USC’s students who wished to
become secondary teachers earned a major in a subject area and a secondary teaching credential,

which consisted of 18 credits of education coursework and an internship.
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In its first full decade of existence, UMass secondary education students had the option to
complete an internship, although it was not mandatory until 1945. At IU and USC, time in the
real world classroom setting observing, assisting, and practicing increased. IU elementary
education students completed one more internship than secondary education students.

The 1950s were a decade in which the three universities researched offered education
students program choices so they could concentrate on a specific subject area. The University of
Massachusetts began offering an elementary education degree in the 1950s, when students had
the option of majoring in education, or minoring in education with a major in a subject area
content. At IU, electives could be concentrated on one subject area to earn a teaching certificate
in that subject through ninth grade. USC extended all education programs to five years, in which
all students chose a either a subject area or education major and vice versa for the minor.

The University of Massachusetts underwent major reorganization in the 1960s and 1970s.
A new Dean, Dwight Allen, tripled the number of faculty and added many new electives. A
laboratory school opened on campus for observation and practice teaching. Eleven learning
centers based on different facets of education were created, and students were given a high
degree of freedom in constructing their own programs of study. All courses were graded on a
pass-fail basis. However, this would all change by the 1980s, when the school would again offer
a more traditional four-year program with the first two years being liberal arts courses and the
next two years filled with professional education studies.

By the 1980s, USC’s programs reverted to four-year courses of study and the Bachelor of
Science in General Studies was earned by elementary education students. Three field studies and

two internships were required within the program. Internships were paired with teaching
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methods courses in the attempt to provide a connection between theory and practice. Few other
changes occurred in any of the programs throughout the 1980s.

Throughout the 1990s and 2000s much of the professional education program content
remained the same at each university. UMass began requiring elementary education students to
complete a major in the liberal arts and sciences or an approved interdisciplinary major while
completing teacher preparation content. Although USC continued to require elementary
education students to complete the Bachelor of Science in General Studies, additional subject
area teaching methods courses were infused into the education program of study.

Presentation of School District-Based
Alternative Teacher Certification Program Data

Three school district alternative certification programs (ACPs) in Florida, which
represented typical types of such programs throughout the United States, were chosen for this
study. Administrators or persons overseeing the ACPs were contacted via electronic mail and
telephone to obtain information.

All three of these district-based ACPs were designed in accordance with Florida Statute
1012.56(7), which stated:

By July 1, 2002, the Department of Education shall develop and each school district must

provide a cohesive competency-based preparation program by which members of the

school district’s instructional staff may satisfy the mastery of professional preparation
and education competence requirements specified in rules of the State Board of

Education.  Participants must hold a state-issued temporary certificate (Florida

Department of Education, 2002).

Each school district had flexibility in designing their program as long as it met the following

requirements:

[1.] Survival training prior to assuming responsibilities of teacher of record
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Pre-assessment of entry level skills

Individualized training plan

Support from peer mentors and building administrators

Opportunities for collaborative assistance from higher education partners

Training curriculum that targets the Florida Educator Accomplished Practices
Summative assessment that documents mastery of the Florida Educator
Accomplished Practices

Florida Professional Education Certification Test (Florida Department of Education,
2002).

The 12 Florida Educator Accomplished Practices targeted in these ACPs were:

1.

2.

0.

10.

11.

12.

Successful

Assessment

Communication

Continuous Improvement
Critical Thinking

Diversity

Ethics

Human Development & Learning
Knowledge of Subject Matter
Learning Environments
Planning

Role of the Teacher
Technology

integration of these requirements led to the acceptance of the district-based ACP by

the State of Florida.
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Brevard County Public Schools

The Brevard County Public Schools’ (BCPS) alternative certification program utilized
the acronym, ACHIEVE, which stood for Alternative Certification Helping Individuals to
Embrace and Value Education (Brevard County Public Schools, 2007). Those who did not earn
a degree in education and who were teaching with a temporary certificate based on a degree in
another subject area were able to participate in the program. The BCPS ACP consisted of
coursework, field work, mentoring and independent study.

A three-day New Teacher Academy was offered prior to the beginning of school. The
academy contained “survival skills” to assist new teachers in preparing for and enduring the first
weeks of school. The survival skills training included an explanation of Florida’s Code of
Ethics; study of Harry Wong’s The First Days of School, which highlighted classroom
management strategies; and study of Ruby Payne’s A Framework for Understanding Poverty,
which provided new teachers with strategies for working with students from different
socioeconomic backgrounds.

A six-hour meeting was held during the first month of school to review classroom
management strategies including procedures and routines for the beginning of the year. An
additional six-hour course on classroom management was offered late in the first semester or
early in the second semester. A 12-hour course on building relationships with students and
dealing with challenging students in the classroom was required of ACP participants. An
additional six hours, adding parent relationships to the course content, was a component in the

BCPS ACP.
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In order to learn instructional strategies for differentiation, brain-based learning, multiple
intelligences and subject area content, participants took part in the following training: 12 hours
of Thinking Malps® visual tools for organizing information and encouraging metacognition, 12
hours of CRISS™ (CReating Independence through Student-owned Strategies) training for
thinking skills, 12 hours of Kagan Cooperative Learning training, 60 hours of ESOL (English for
Speakers of Other Languages) training, and 60 hours of Reading in the Content Area training.

New teachers in the Brevard County ACP learned about assessing students in two
separate trainings for a total of 15 hours. They also acquired strategies for integrating
technology into teaching and learning in a 12-hour course.

In order to follow up on all of the aforementioned topics, two three-hour meetings were
required of the ACP participants. In addition, a four-day summer institute provided time for
additional follow-up training and assisting new teachers transition into the profession (Brevard

County Public Schools, 2007).

Hillsborough County Public Schools

The Hillsborough County Public Schools’ (HCPS) alternative certification program
contained courses designed to “assist participants in gaining the knowledge, skills and abilities
required to successfully demonstrate each of the twelve Accomplished Practices” (Hillsborough
County Public Schools). Throughout the program, the participants were supported by trained
administrators and peer teachers.

New teachers in the ACP completed courses to learn about procedures and strategies for
success in the classroom. The 18-hour teacher induction course was based on Wong’s First

Days of School and included practice in setting up classroom routines and planning for
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instruction. The “Professionalism through Integrity” course was three hours long, and teachers
learned about the Code of Ethics for Florida educators.

“Transition into Teaching,” a 24-hour component of the ACP, taught participants about
human growth and development, learning styles, and the role of the teacher. In addition,
teachers had the opportunity to delve into the Sunshine State Standards, or Florida’s curriculum,
and discuss how to craft the best possible lessons while keeping the end goal in mind. The
“Effective Teaching Strategies” course, 18 hours long, continued to focus the teachers on
instructional planning and delivery, communication, classroom management and subject area
content knowledge. Furthermore, the “Reading to Learn” 60-hour course enabled teachers to
take away research-based strategies for improving students’ reading skills at all grade levels. An
18-hour technology integration component gave participants hands-on learning opportunities to
learn how technology may be woven into their daily lessons.

Classroom management was the focus for a 24-hour course. The goal was “to increase
the effectiveness of educators in creating a classroom environment in which learning and
teaching can take place” (Hillsborough County Public Schools). A district-wide diversity
training was included in the ACP, as well as training in crisis prevention and intervention.

Hillsborough County Public Schools’ ACP participants completed an on-line portfolio
with evidence that they achieved an acceptable level of success on the 12 Accomplished
Practices. Documents which would assist new teachers with ideas for portfolio evidence and
how to organized the portfolio were posted on the district Web site along with contact phone

numbers for questions and assistance.
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Orange County Public Schools
The mission of the Orange County Public Schools’ (OCPS) alternative certification
program (ACP) is “to expand the pool of educators to include non-education majors committed
to making a positive impact on student achievement and providing quality educational
opportunities” (Orange County Public Schools, 2007, p. 1). The circle map in Appendix E
defined important aspects of this alternative certification program. Specific qualifications as
follows were necessary in order to enter the OCPS ACP:
[1.] Be a paid instructional employee of OCPS with a teaching assignment that does not
vary from day-to-day
[2.] Hold or be eligible for a three-year temporary certificate from the Florida
Department of Education
[3.] Hold at least a bachelor’s degree, meet the subject area requirements for which a
professional certificate may be issued or pass the state subject area exam, and be
certified for the teaching assignment
[4.] Obtain the signature of the hiring principal on the ACP application as agreement to
host the program on site
[5.] Sign the ACP application as agreement to participate

[6.] Obtain a passing score on all four parts of the General Knowledge examination (p.

1)

The length of the alternative certification program is a minimum of 360 days plus pre-
planning and post-planning participation. This must be accomplished under the supervision of a
trained administrator and ACP mentor.

Participants in the Orange County ACP participated in Great Beginnings, which was a
twelve-hour training conducted prior to pre-planning that included information regarding
classroom management based on Harry Wong’s book, The First Days of School. Participants
reviewed research and practiced skills to prepare them for classroom effectiveness. They also

became familiar with the Code of Ethics and the ethical issues that relate to teaching in Florida.
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To follow up on this training, they took a course entitled “Role of the Teacher” in which they
learned about the laws regarding child abuse and their obligations in such situations.

Teachers in the OCPS alternative certification program completed 12 hours of
cooperative learning training for successful classroom management. They completed a
management plan for immediate use and committed to using a cooperative learning structure in
their classroom.

Participants worked with a content mentor for at least six hours to develop a resource file
of lesson plans for use in their classroom. They took a Web-based course entitled Reading to
Learn, a 60-hour learning opportunity about scientifically based reading research and its
implementation in the classroom. In addition, they received a three-hour overview and
workshop about integrating curriculum and writing integrated lesson plans.

Another 60-hour course, English for Speakers of Other Languages (ESOL) Strategies,
provided ESOL awareness for participants and equipped them with effective instructional
strategies. In a six-hour diversity course, they learned how to plan with diverse learners in mind.
A 15-hour course about critical thinking and multiple intelligences also gave them strategies for
teaching diverse learners. Teachers in the ACP also learned about human development and the
brain in a nine-hour course, and were asked to implement and reflect upon their use of brain-
based strategies in the classroom. They completed a six-hour course on multiple measures of
assessment. Finally, they learned how to utilize technology in the classroom in a 12-hour class
which culminated in the upload of their personal classroom Web site (Orange County Public

Schools, 2007).
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In addition to time spent in the coursework, OCPS ACP participants completed a virtual
portfolio based on the Florida Educator Accomplished Practices. Forty-one assignments were
completed by participants and scored by district assessors. One example of an assignment based
on the communication competency is as follows:

The teacher videotapes two 20-30 minute lessons, evaluates her/his performance, and

obtains an evaluation from the ACP mentor. The teacher writes a summary of strengths

and weaknesses, including improvements made (Orange County Public Schools, 2007).

All assignments were listed on the OCPS ACP Web site, and a link to a complete
explanation of the task was available along with a link to the assessor’s electronic mail in case of
questions. Once the assessor completed scoring on individual task assignments, they posted the
score on the “Tracking System” designed especially for Florida’s alternative certification
program. Scores were “Demonstrated,” “Partially Demonstrated,” or “Not Demonstrated” for
each task. The assessor could also write comments and feedback on the tracking system. When
all tasks were completed, the tracking system calculated whether or not the ACP participant had

successfully demonstrated all 12 Florida Educator Accomplished Practices (Orange County

Public Schools, 2007).

Analysis of School District-Based Alternative Certification Programs

The school district-based alternative certification programs included in this research were
located in Florida, a state which provided a choice of following the state’s program model or
creating unique programs based on a set of guidelines. The three school districts in this research
chose to incorporate unique training elements into their programs while using the state

guidelines.
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Content of these alternative certification programs related to Florida’s 12 Educator
Accomplished Practices, most of which were based on pedagogy. Examples of training which
included teaching methods were classroom management, teaching strategies for diverse learners
such as English Language Learners and students from various socio-economic backgrounds, and
cooperative learning. Other pedagogical coursework provided by the school district-based
programs was integration of technology and assessment.

One of the accomplished practices, Knowledge of Subject Matter, was satisfied through
passing the state subject area examination and the General Knowledge examination. Typically,
subject matter coursework was completed with the participant’s prior degree program.

The alternative certification programs were completed while participants were teaching.
This gave them the opportunity to immediately apply what was learned and dialogue with other
professionals at their schools or peers in their ACP classes about successes and challenges. The
new teachers were also paired with trained mentors who provided assistance throughout their

learning process.

Research Questions
Research Question 1 sought to determine how American teacher education evolved since
the inception of formal public teacher preparation programs. In order to seek and find answers to
this question, the flow maps of individual teacher preparation programs were combined into one
flow map, (Appendix E), which served as a timeline organized in increments to show the
additions and changes to content over time.
The first schools dedicated to educating teachers in America opened in the mid-1800s

and were patterned after the normal schools of Europe. They were established as an avenue
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toward staffing the common schools, which were tax-supported public elementary schools.
Since common schools had opened and enrollment in them rapidly expanded, the private
colleges and high schools that had previously trained elementary teachers could not meet the
demand. Normal schools often offered their students free tuition in exchange for their agreement
to teach in the local common schools upon completion of the teacher preparation program.

Normal schools provided a review of common school subjects and methods of teaching
them. They included practice teaching opportunities in “model schools” for students to gain
real-world experience under the supervision of a trained teacher before taking the classroom
responsibility on themselves. The first programs of study for teacher certification took
approximately one and a half years to complete, although many students left for various reasons
before finishing. Some received teaching job offers, meaning that they were not fully trained for
the responsibilities of the classrooms they accepted.

Normal school educators claimed to instill in their students the “art of teaching,” while
striving to progress teaching as a profession. They struggled for acceptance in higher education
from their inception. Normal school principals proclaimed teaching was a profession based on
the science of education at their first annual normal school convention in 1859. Soon thereafter,
Framingham State College declared psychology “the foundation for all true teaching.”
Psychology and the behavioral sciences began appearing in elementary and secondary education
programs of study. This was evidenced by “Theory and Art of Teaching” being replaced by
“Psychology” at Peabody College in the 1880s and the addition of “Measurement and

Evaluation” at Indiana University in 1916.
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In further efforts to become competitive with the more expensive colleges and
universities, normal schools began to expand their course offerings in the late 1800s. The
expansion eventually led them to change their names to teachers colleges. Some programs, like
those offered at Peabody College for Teachers, were four years in length. Framingham added a
program for the preparation of high school teachers. In the early 1900s, students in secondary
English education at Ball Teachers’ College took ten subject area content courses. Programs
increased time in real-world classroom teaching experiences through observations, field studies,
and internships in varying requirements.

Interestingly, both Framingham and Peabody stated in their course catalogs that they did
not fully prepare teachers for all that they would encounter in the classroom. Therefore, history
showed that even as American teacher education was in its earliest stages, the issue of its
insufficiency was present. This correlated to the problem associated with the research that
teachers were often critical of their preparation programs for not fully preparing them for the
classroom. Although they completed teacher education programs of study, they were left with
knowledge voids upon entering the classroom. History indicated that this problem was ever-
present in teacher education.

The issue of supply and demand was also evident from the very beginning of teacher
education. In fact, it was the foundation upon which teacher preparation was built. America
needed teachers for the common schools, so right away the demand was greater than the supply.
In the 1980s, alternative certification programs moved to the forefront of teacher education as
states created other avenues besides four-year colleges and universities for preparing teachers.

However, again the research indicated that historically this was already accomplished.
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Framingham may have created the first alternative certification program in the late 1800s when it
provided an accelerated teaching program for graduates of other colleges or universities who met
criteria.

During the early 1900s, Ball State University, Indiana University and the University of
Southern California were established. Of the five colleges and universities researched from that
time period, education foundations, teaching methods and subject area content coursework
requirements varied from year-to-year. One consistency among all five colleges and universities
during the early 1900s was that the “art of teaching” language disappeared from course catalogs.
This may have been a result of teacher educators making the assertion that teaching is a science.
The prominence of subject area teaching methods coursework in programs of study was clear in
some, yet not in others. Additionally, while some programs concentrated many credit hours on
subject area teaching methods in one year, they may have had a different concentration in
subsequent years.

In the 1930s, some of the researched programs increased rigor and required teacher
education students to earn an additional major or minor. Examples of this occurred at the
University of Southern California, where all students of education earned both a major and a
minor. At the University of Massachusetts Amherst, elementary education students were able to
either major in elementary education or minor in elementary education while majoring in a
subject area content.

While all colleges and universities included classroom observation and internships by the
1950s, the University of Massachusetts was the last to make internships mandatory. They were

offered as an elective until that point. By the 1950s, all colleges and universities which began as
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teacher normal schools in the study required students to take coursework, discussion hours, or
conference hours alongside their internships. This may have been an effort to connect theory and
practice.

Throughout the 1960s and 1970s, several colleges and universities restructured their
teacher education programs. As teacher educators had always struggled for acceptance within
the larger university context, these changes pointed to efforts in gaining such. At the University
of Southern California, elementary education students earned a Bachelor of Science in General
Studies. The University of Massachusetts Amherst gave their education students much more
autonomy in choosing from 11 major areas of study in education. The number of education
faculty tripled during these two decades; therefore, course choice also increased. Students were
essentially able to build their own programs of study. This did not last long, however. UMass
Ambherst reverted to a four-year program of study by the 1990s, when students of elementary
education earned a bachelor’s degree in liberal studies.

Colleges and universities which began as teacher normal schools remained focused on
traditional four-year programs of teacher preparation. They underwent few changes from the
1970s through 2007. The typical program took four years, in which the first two years were
courses in liberal arts and sciences. The following two years for elementary education students
were courses in education foundations, teaching methods, and subject area content. For students
aspiring to become secondary educators, the following two years consisted mainly of subject
area content coursework along with one or two teaching methods courses and a few in education
foundations. All colleges and universities included observation, field study and/or internships in

their programs of education. Although components of these programs were consistent on a
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broad scale, they were inconsistent in course title, content, and amount of classes in each
category.

Research Question 2 focused on how American teacher education, as well as the
metaphorical view of teaching as an art or a science, was affected by historical events, politics,

and other outside influences.

Supply and Demand

The very existence of American teacher education was based on a demand for teachers.
In the cause-and-effect map in Figure 11, it was obvious that once a system of free, public
education was established by opening common schools, the demand for teachers was suddenly
much greater than the supply.

The demand caused towns to hire teachers who were not fully prepared for the
responsibilities they would face in the classroom. This practice continued over a century later,
especially in hard-to-staff areas where minority and low-income students were served
disproportionately with under-qualified teachers than their middle to upper class peers (National
Commission on Teaching and America’s Future, 1997). History showed that this problem
associated with recent growth and diversity in America was actually present from the very
beginning of teacher education.

The demand for teachers lingered throughout history, although it was sometimes greater
than others or concentrated in specific regions of the United States. The teacher shortage made
the most memorable headlines beginning in the 1980s and continued throughout the new

millennium.
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Figure 11: Cause and Effects of Common Schools

Alternative certification programs reportedly came into existence in 1984, with the
establishment of the first of such programs in Texas. However, through this research it was
found that Framingham State College, the first teacher education school in America, actually
created the first alternative certification program in the 1800s. What was generally touted in the
1980s and beyond as an inventive avenue toward solving the teacher shortage had been invented
over 100 years prior.
programs. These programs provided quicker routes to teacher certification for those who held a

degree in another field. This helped school districts to fill positions, typically with more diverse

Figure 12 shows some causes and effects of alternative certification
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individuals including minorities and males. These programs were also an avenue to filling

positions in critical shortage subject areas such as mathematics and science.

Teachers left
the Even greater

LLE terence 1
profession difference

L ) eacher
within thew teach .
L epar
first few vears preparation
programs
Disbelef n
effectiveness . )
g Alternative CQucleer routes
of traditional IS I— .
) Certification to certification
teacher
. Programs
preparation
Idore
diverse
. FPeople )
Shortage of teaclhing
) comnpleted -
teachers el wotkforce
eacher
education
programs Teachers
bt did not filled critical
become shortage
teachers subject areas

Figure 12: Causes and Effects of Alternative Certification Programs

The Struggle for Acceptance
Throughout the early years of teacher normal schools, teacher educators felt a disconnect
from the professional ranks of doctors and lawyers, although they believed they deserved a place
in the professional hierarchy. During the 1850s, the normal school principals gathered for their
annual conference and together declared ‘“teaching is a profession based on the science of
education.” Subsequently, though not quickly, behavioral sciences entered programs of study.
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In the 1870s, Framingham State College called psychology “the foundation for all true teaching.”
Scholars John Dewey and Edward Thorndike contributed findings regarding social neuroscience
and cognitive organization theory. Teaching methods were said to be based on the behavior
sciences and tried and true actions in the classroom. It was not until 1873 that the first
permanent university chairman in education was established. Figure 13 depicts possible causes
and effects of teacher education’s struggle for acceptance in higher education.

Colleges and universities initially focused on preparing high school teachers through the
teaching of subject matter. With this focus, they secured their link with the schools, but not the
low-status common schools. In the late 19™ century, universities needed to increase enrollment,
so they began adding colleges and departments of education to help alleviate this problem. In
this way, they could appeal to women while confining them to one area of the campus. With the
demand for space in colleges and universities brought about by the GI Bill at the end of World
War I, increasing numbers of them opened teacher education programs. The University of
Massachusetts Amherst was an example of this, expanding its agricultural programs to include
secondary education in the 1930s and elementary education in the 1950s. Opening additional
programs and seats was simpler than building new colleges and universities.  Although this
sequence of events opened doors to teacher education, the struggle for acceptance within those

doors would continue into 2007.
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Figure 13: Teacher Education’s Struggle for Acceptance in Higher Education

Continuing Criticism

The national government’s 1983 report, A Nation at Risk, was prompted by a fear that

other nations were surpassing America in terms of education. It recommended increasing
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admission requirements for teacher education programs, preparing students in an academic
discipline with less emphasis on education foundations and teaching methods courses, and

raising teacher salaries to attract top candidates. Figure 14 shows some possible causes and

effects of A Nation at Risk.
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Figure 14: Causes and Effects of A Nation at Risk

Throughout this research, it was interesting to find that of the colleges and universities
studied, few changes were made to their teacher education programs. The 1980s brought the
fewest changes of any decade to the programs overall. The 1990s were the era in which possible
effects of the national government’s widely-publicized report were most evident. Framingham

State College, Peabody College, and the University of Southern California increased time in the
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real-world setting for both elementary and secondary education programs of study. In the 2000s,
the Massachusetts legislature passed a law requiring teacher education candidates to pass specific
general education courses in order to receive their certification. This affected Framingham State
College and the University of Massachusetts Amherst.

Many of the colleges and universities studied began requiring different degrees or areas
of concentration in the 1990s and 2000s. Ball State University’s elementary education teacher
preparation program asked that students concentrate their electives on a specific area of study.
At the University of Massachusetts Ambherst, students of elementary education earned a
bachelor’s degree in the liberal arts and sciences or an approved interdisciplinary major. The
University of Southern California had begun requiring elementary education students to earn a
Bachelor of Science in General Studies in the 1970s, and this continued through 2007. It seemed
that by 2007, fewer courses concentrated on education foundations and teaching methods, while
more time was devoted to liberal arts coursework and field study or internships.

Research Question 3 had the purpose of determining which program requirements
specific to education foundations such as the history and philosophies of education, teaching
methods such as instructional design and student behavior management, and subject area content
were included in traditional and alternative elementary and secondary teacher preparation
programs from 1839 to 2007.

Figure 15 depicts the three broad areas of study in teacher education throughout 1839 to

2007 and lists many of the common courses by which they were represented.
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Course titles toward the top of the tree map were those typically found in earlier course
catalogs. “Art of Teaching” was the earliest form of teaching methods course, and it was found
in Framingham and Peabody’s course catalogs. References within course descriptions were also
found in Ball State University’s course catalog. Interestingly, these three institutions were those
from this study which began as teacher normal schools.

“School Law,” “Principles of Education,” and “History of Education,” were found
throughout the time period studied in every college or university. However, they appeared at
different times and had different course descriptions.

Research Question 4 sought answers to how American teacher education program
requirements throughout history aligned with commonly cited teacher knowledge voids such as
student behavior management, time management, organization, dealing with parents, motivating
students, and meeting individual students’ needs. Figure 16 shows these areas in which teachers
felt they were ill-prepared in the classroom and content found within the research that would
support them.

It was simple to see that areas reported by new teachers as problematic were not well-
represented within teacher preparation programs. However, it was not as clear to pinpoint which
courses might have included these topics somewhere in their study even though they were not in
the catalog description. Student behavior management and meeting individual students’ needs
were possibly the best represented; however, there were no courses in traditional teacher

preparation programs which were completely devoted to these topics.
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Discipline and classroom management were included in course descriptions for classes
titled “Problems of Teaching and Management” at Framingham State College in the 1930s and
“Principles of Instruction” at Indiana University in the 1940s, but these topics were only part of
what was covered in those classes. Florida’s alternative certification programs perhaps had the
most specific coverage of student behavior management techniques, although courses in ACPs
were much shorter than the typical college course. Therefore, the topic did not receive the
attention it would need to assist teachers in feeling more competent in the classroom.

Meeting individual students’ needs was a broad topic, and through the research it was
noted that colleges and universities began to touch upon it around the 1940s. Ball State
University offered an elective titled “Education of Slow and Fast Learners.” Later in the 1970s,
“Special Education 101 was required of all students of education at Peabody College. These
were examples of specific references found in the research of traditional teacher preparation
programs that would support this knowledge void. Florida’s alternative certification programs
included more specific coursework pertaining to meeting individual students’ needs as evidenced
by the English for Speakers of Other Languages Strategies course and the study of Ruby Payne’s
A Framework for Understanding Poverty. However, these courses were much more condensed
than a college class would be.

Organization was somewhat represented in catalog descriptions, although the topic was
so broad that it was difficult to pinpoint with which aspect of organization teachers felt
uncomfortable. The evidence of organization found within the research was of classroom
organization and unit planning. In order to address this issue for teachers, one would have to

drill down to their true needs regarding organization.

167



The other three areas, time management, dealing with parents, and motivating students,

were barely touched upon, if at all, in traditional and alternative certification programs. As these

specific teacher knowledge voids were those from studies conducted in the 1980s and 1990s, and

they were still not being fully addressed in 2007, it was assumed that they continued to remain

the same.

A summary of the analysis of data for this study revealed the following findings:

1.

American teacher preparation programs began in 1839 with elements of teaching
methods, subject area content and education foundations which remained the
common elements in 2007. Furthermore, the ratio of each element in teacher
preparation programs fluctuated throughout history, often influenced by politics such
as government groups like the National Commission on Teaching and America’s
Future.

The dissent over teaching as an art or a science was evident in the early years of
teacher normal schools, and the argument continued in 2007. A major effect on the
debate was the absence of a clear definition of teaching as an art or a science. An
example was the Art of Teaching course, in which the content was based on teaching
methods that were science driven.

Early teacher normal schools admitted that teacher education programs were
“imperfect preparation” for the classroom, and teacher knowledge voids remained an
issue in 2007.

From the inception of common schools in America, there was a shortage of teachers

to fill them, and the teacher shortage continued in 2007.
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5. Alternative routes to teacher certification were sought and enacted in the 1800s, and

alternative certification programs were widely used in 2007.
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CHAPTER 5: SUMMARY AND CONCLUSIONS

This study traced and examined elements of American teacher education programs which
may have affected teachers’ feelings of unpreparedness for the classroom. Possible causes or
links to the teacher knowledge voids reported by Veenman (1984) and Gratch (1998) based on
their studies of new teachers were researched. These knowledge voids were: student behavior
management, time management, organization, dealing with parents, motivating students, and
meeting individual students’ needs. The study also researched and traced the viewpoints of
teaching as an art or a science by examining coursework in education foundations, teaching
methods, or subject area content coursework throughout selected programs. Programs selected
for this research were traditional teacher preparation programs from colleges and universities
which began as teacher normal schools and from those that did not, as well as alternative teacher

certification programs.

Summary

A sample of the three types of teacher preparation programs was selected, and archive
librarians or program assistants of those colleges, universities, or school districts were contacted
from March 2007 through January 2008 in order to gather information. Primary source
documents, including undergraduate catalogs and program descriptions from the teacher
preparation programs dating from 1839 to 2007, were obtained and analyzed with the following
research questions in mind:

1. How has American teacher education evolved since the inception of formal public

teacher preparation programs?
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2. How has American teacher education, as well as the metaphorical view of teaching as
an art or a science, been affected by historical events, politics, and other outside
influences?

3. What program requirements specific to education foundations such as the history and
philosophies of education, behavioral sciences and teaching methods such as
instructional design and student behavior management, and subject area content were
included in traditional and alternative elementary and secondary teacher preparation
programs from 1839 to 20077

4. How did American teacher education program requirements throughout history align
with commonly cited teacher knowledge voids such as student behavior management,
time management, organization, dealing with parents, motivating students, and
meeting individual students’ needs?

Results from the qualitative research indicated that the three types of teacher preparation

programs shared similarities and differences between and within themselves.

Research Question 1, regarding the evolution of teacher education in America, revealed
that many of the problems facing teacher education in 2007 were present from the very
beginning in 1839. For example, America continued to face a teacher shortage in certain areas of
the country as well as specific subject areas in 2007. This was nothing new, as teacher education
in normal schools was established due to the need to staff common schools. It seemed as though
teacher education programs were constantly attempting to “catch up” by producing enough

teachers alongside learning how they could best be prepared.
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Normal school teacher preparation faced challenges to its existence from its
establishment. This led normal school principals to declare teaching a profession based on the
science of education. Normal schools expanded their curriculum to compete with high schools,
and eventually they added liberal arts faculty and competed for enrollment with colleges and
universities. Normal schools became known as teachers colleges and eventually assimilated into
colleges or universities.

While normal schools originally taught pre-service teachers the art of teaching, soon
thereafter their principals felt the need to be recognized as a profession just as were doctors and
lawyers. Many who reported on this era in teacher education noted that they seemed to struggle
to live up to this proclamation. The argument over “teaching as an art” or “teaching as a
science” thus began in the 1850s and continued throughout history.

One major issue in researching the debate between the art and science of teaching became
apparent during the review of literature. Neither the art nor science of teaching was clearly
defined within the literature or the research, and thus contributed much confusion when
attempting to interpret course definitions and content. Researchers such as Borrowman (1965)
described the art of teaching in the sense of teaching methods, while others such as Payne
referred methods the science of teaching. Furthermore, courses which were titled Art of
Teaching were described as lessons in the methods of teaching.

The original normal schools in Massachusetts were charged by Horace Mann to instill a
sense of calling in future teachers. W.C. Ruediger (cited in Borrowman, 1965) wrote that normal
schools contributed to their students a “pride of craft” and an “indispensable spirit of the

teaching profession” (p. 25). These extremely abstract concepts emerged from this research as
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the greatest factors involved in the art of teaching, and therefore contributed to the difficulty with
which it was defined. The art of teaching was ultimately defined by the researcher as the use of
techniques highly influenced by individual personality traits, viewpoints, and background
experiences, to enhance teaching methods. The question that arose based on this definition was
whether or not the art of teaching could actually be taught to others. A more appropriate
approach in teacher preparation was most likely to assist others in developing their individual
style, or art. The art of teaching, then, would look and sound different based on the individual,
and thus may be difficult to assess.

While teaching methods were sometimes deemed the art of teaching throughout the
literature, they were based on the behavioral sciences of psychology and human growth and
development. In fact, Framingham State College defined psychology as “the science of the soul”
and “a foundation for all true teaching” in the 1870s. Therefore, the science of teaching was
defined by this research as teaching methodology based on the foundation of behavioral sciences.
Because teaching methods could be taught in a somewhat formulaic fashion, they were most
often taught in pre-service courses separate from the real world setting. This led to the
disconnect between theory and practice referred to by so many new teachers and possibly
deepened the knowledge voids presented in the fourth research question.

Based on the early normal school principals’ hope to establish teaching as a profession
equal to medicine and law, a parallel emerged from this research due in part to the confusion
between art and science. Both doctors and lawyers certainly employ the sciences in their work;
however, those doctors who have the best “bedside manner” and those lawyers who consistently

craft believable cases become the most well-known and possibly the most successful. As with
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teachers, doctors and lawyers have an element of art in their work based on personality and
experiences which relates to Max Weber’s theory of charismatic leadership. This theory and its
application throughout these three professions should be further researched.

Although all programs researched were different, one consistency from the beginning in
1839 was the opportunity for practice in the real-world setting. Framingham State College
opened with a model school where aspiring teachers observed, practiced teaching, and were
critiqued by their peers. This type of practice continued in places of varying names such as
laboratory schools and practice schools. While the element of practice was consistent, the
amount of credit hours and types of concurrent coursework were vastly different across the six
colleges and universities studied.

Another constant in all of the programs researched was education foundations and
teaching methods coursework. However, again, colleges and universities required these courses
in varying amounts, in different sequence and with different descriptions. It was not guaranteed
that History of Education at one school was identical to the same course at another school,
although they shared the same title.

The evolution of teacher education also brought alternative certification programs to
light. Popular research said that these sorts of programs began in the 1980s in Texas and New
Jersey. They offered an avenue to teacher certification for those who typically held a degree
from a program other than education and who completed requirements such as additional
coursework and passing a certification examination. Through this research, it was found that
Framingham State College highlighted the same type of program in its course catalog in the

1800s.
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Research Question 2 viewed outside factors which may have influenced teacher
education throughout history. While the issues of supply and demand and alternative
certification surfaced, several other events could have also made an impact. Teacher education’s
struggle for acceptance in higher education and the assertion that teaching was based on the
science of education may have led to the addition of psychology and other behavioral science
courses in programs of study. Some educators deemed pedagogy a science, while others said
pedagogy was an art based on facts and ideas from the behavioral sciences. This debate between
teaching as an art, a science, or both an art and a science continued throughout teacher education
history.

Although colleges and universities did not believe that teacher education belonged in
their institutions, the end of World War II and the GI Bill did much to effect change. Because
servicemen were returning home and there were not enough jobs for them, the GI Bill gave them
the opportunity to get an education. However, there were not enough seats in colleges and
universities. Rather than build new ones, they opened other programs of study such as teacher
education and in this way teacher education received a boost into the colleges and universities.

The Space Race between the Soviet Union and America to be the first country to
successfully reach space also affected teacher education. This was one major impetus of A
Nation at Risk, the national government’s report about the dire status of education in America.
Immediately following the report’s release, change was not evident in the researched programs.
However, throughout the 1990s and 2000s, colleges and universities began to require more
liberal studies, concentrated electives, and additional practice teaching in attempts to better-

prepare their students for classroom teaching.
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Research Question 3 traced coursework in education foundations, teaching methods, and
subject area content. Although it was found that all three types of coursework were in traditional
programs that began as normal schools and those that did not, they were present in varying
amounts and in different semesters throughout the programs. There were no specific programs
that had disproportionate amounts of this coursework; however, courses with the same title had
various descriptions. In all six traditional teacher preparation programs, secondary English
education students took mainly subject area content courses, often majoring in English and
minoring in education. The majority of elementary teacher education programs consisted of
teaching methods coursework, although sometimes courses concentrated on a specific subject
such as Methods of Teaching Reading, and other times the courses were general such as Art of
Teaching.

Alternative certification programs in Florida in 2007 concentrated on teaching methods
training. Subject area content was expected to have been learned in the student’s degree
program, as typically they earned a certification based on that subject. Alternative certification
programs seemed to lend the most attention of the three types of programs studied to teacher
knowledge voids. This was especially evident in classroom management and discipline and
meeting individual students’ needs.

Research Question 4 researched common teacher knowledge voids, and found that little
coursework was dedicated to filling them. The two knowledge void topics most often found in
the research on teacher preparation programs were student behavior management and meeting
individual students’ needs. Although these topics were touched upon sporadically in traditional

teacher preparation course content, there were virtually no classes dedicated specifically to them.
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Alternative certification programs seemed to be more in tune with new teachers’ needs, as they
touched upon almost every knowledge void; however, they offered condensed coursework which

did not lend itself to in-depth study of any of the problem areas.

Conclusions

Trends and patterns in teacher education throughout history were ignored, according to
Warren (1985). This was evident throughout this research as three continuing themes were
found to be significant. First, teacher education was always driven by supply and demand. This
led to the addition of alternative certification programs and increased the differences between
teacher preparation programs in America. Next, other than the broad topics of education
foundations, teaching methods and subject area content there was no consistency in teacher
preparation program content across the United States. The debate over teaching as an art or a
science continued, as well as the disagreement about how a teacher should best be trained for the
classroom. Some colleges and universities began to require a liberal arts major, while others
continued to require an education major. Finally, there was separation between learning in the
teacher preparation program and application in the real world which led to teacher knowledge
voids that were consistent problem areas from the 1800s through the 2000s.

It was clear that there was not enough measurable research to determine the effectiveness
of teacher education programs. Additional research into the factors that overwhelm new teachers
is necessary to reform pre-service teacher programs. If the most prominent strategy for
achieving the nation’s educational goals is to recruit, prepare and support excellent teachers for
every school (Long & Riegle, 2002), then more research on the missing links between teacher

education and practicing teachers’ needs is required. Wilson and Floden (2003) described the
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variables associated with teacher education program impact and effectiveness as teacher
retention and attrition, teacher behavior and instructional practice, teacher knowledge and skill,
and student achievement. They also reported that researchers have not yet found measures for
these outcomes. Improved teacher preparation programs depend on systematic evaluation which

involves time, funding, and effort.

Recommendations

Because teacher education is still driven by supply and demand and the United States will
continue to face the overwhelming need for teachers to fill vacancies or new positions, teacher
education should be streamlined across the country. Teacher education programs in colleges and
universities should include the same coursework and requirements from one to the next.
Alternative certification programs should include the same requirements from state to state. If
teachers were to move, this would ensure that they did not have to backtrack and take additional
credits due to differing programs of study. If certification requirements were consistent across
America, teachers could move between states and immediately be ready for hiring. The country
loses many teachers due to frustrations involved with these types of instances. If coursework
were made consistent, the focus could be placed on improving the teaching of the courses
through the collaboration of faculty across states instead of within one program.

Teacher education programs must focus not only on providing background knowledge
and practical experience, but also on equipping teachers with the skills necessary for surviving
their first years of teaching. In Florida’s alternative certification programs, the first training is
actually titled Survival Skills. Although it may be true that teacher education students can never

learn all they need to know until the responsibility for the classroom lies solely with them, they
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need more opportunity to gain those crucial skills than they currently receive. More field
experiences over the duration of the undergraduate education would provide a wider range of
exposure to different teaching styles, more classroom management techniques, and the
differentiation of these from grade level to grade level. Students should be exposed to classroom
experiences during every semester of the professional course of study.

Based on this research of teacher preparation programs and teacher knowledge voids
throughout history, the following program of study which aligns with teacher needs is
recommended for four-year colleges and universities. First, colleges and universities would
greatly benefit from the reestablishment of laboratory schools. These on-campus schools should
be an integral part of general education coursework. It is recommended that general education
courses during the first two years of study remain similar to those currently required, such as
English, mathematics and science. However, the study of psychology and sociology as it is
currently practiced could be greatly enhanced with real-world experiences by incorporating the
laboratory schools while giving students exposure to the K-12 setting. Interaction with students
and teachers in the laboratory school would assist college students in making better-informed
decisions about the major they wish to undertake and may decrease changes of major during later
years. Most colleges and universities do not provide this type of school-based experience until
students have declared a major or minor in education and taken associated coursework, which is
usually during their third year of study. Under this model, only those who choose to study
education are exposed to school settings from perspectives other than that of student. It is
possible that freshmen or sophomores who were not planning to study education may realize

they enjoy it and want to do so.
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As a requirement for acceptance into a program of study in education, students should
show proof of volunteering a minimum of 50 hours in three different capacities within a school.
The laboratory school would accept any student enrolled at the college or university; however,
students could volunteer at other schools if they wished. Volunteer tasks could include
mentoring, coaching, reading to or with students, tutoring and much more. Volunteers would be
required to obtain a simple evaluation of each task on a university-provided form to include with
their program application.

Following completion of the general education and volunteer requirements, usually
during the third year of study, students accepted into a program of study in education would take
coursework in education foundations as well as subject area content and teaching methods. The
History of Education, including progress and events in teaching and learning, should be the first
course within the major area of study. Human Growth and Development, Tests and
Measurements, and Advanced Psychology should also be included early in all education
programs of study. Following these courses, content and teaching methods would be combined
into courses based on subject. Elementary teachers would take courses to review or learn
information and concepts necessary for effectively teaching reading, language arts including
writing, mathematics, science and social studies. Within these subject area courses, teaching
methods would be modeled and practiced. Secondary teachers would take subject area
coursework based on their chosen area of study, and each course would include teaching
methodology and practice. Each semester of the first year of the professional program would
include part-time internships, in which students would observe master teachers and teach lessons

and units. These internships would take place in a different class setting each semester to give
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the students experience in multiple types of classrooms with teachers of varying styles.
Internships would be paired with coursework directly related to common teacher knowledge
voids, and use daily experiences as hooks for information and questions gleaned from their
placement in the schools. A course in classroom management during this time would draw upon
information and theories learned in psychology courses to process real-world events. A course
in time management and organization for students aspiring to become teachers would assist
students as they planned, organized, taught and reflected on lessons. As students assisted with
record-keeping and paperwork in their internships, practical strategies would be discussed for
managing the ancillary responsibilities of teaching.

During the fourth year of study, education students would complete two full time
internships, meaning that they would work the teacher’s hours in a real-world setting. They
would complete work in one setting during one semester and a different setting the following
semester. The student would spend one or two weeks in the beginning of each placement
becoming familiar with the supervising teacher and students, and gradually assume the complete
role of teacher with responsibility for all of the duties therein. Student-teachers would also take
a concurrent seminar in education with those completing their internships, where professors
would work through issues that have become common teacher knowledge voids, such as dealing
with parents and dealing with individual students’ needs. History, theory, content knowledge
and teaching methods would be reviewed as they aligned with topics of discussion. This would

be the most effective way of assisting student-teachers in tying theory to practice.
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Implications for Further Research

Because producing and retaining highly qualified teachers is a dire need, it needs to be
done efficiently and effectively. It is crucial to determine which teacher preparation programs
prepare educators to positively impact student achievement, replicate those programs, and
replace or modify existing ineffective programs. Due to limitations of this study, which included
relying on college and university personnel to assist the researcher, only copies of undergraduate
course catalog programs of study were obtained. Since specific syllabi and student samples were
not included, it was difficult to discern actual content taught based upon course titles and
descriptions. However, it was noted that descriptions of courses bearing the same name were
often different. This was the primary reason why determining whether education foundations,
teaching methods or subject area coursework was most effective in preparing teachers for the
classroom was not achieved. Further research should be conducted comparing and contrasting
courses of the same title and their content. This could then assist in determining which course
components were most effective in filling teacher knowledge voids and therefore should be
included in all teacher preparation programs. This type of research could also inform colleges
and universities of the disconnect between courses of the same title across the country and
should serve as a catalyst for planning greater consistency among programs.

To begin assisting with the issue of consistency across programs, definitions of the art
and science of teaching were provided by this research. However, the question of whether the art
of teaching could be taught to others, or rather developed in others, arose. If the art of teaching
was based heavily on teachers’ personalities and individual traits, this would relate to trait-based

leadership theories such as Max Weber’s charismatic leadership. Research which would apply
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specific leadership theories to prospective teachers could assist in determining whether great
teachers must be “born” or can be “made.” If further research regarding this inquiry were
undertaken, the best approach to including the art of teaching in teacher preparation programs
could be found and implemented. Another benefit could be a clearer connection to assessing
aspects of the art of teaching in educators. Consistent and defined expectations would further
result in reduced confusion and frustration for teacher educators, administrators and new
teachers.

This research also shed light on differences in educating pre-service teachers about
pedagogy, or teaching methods. Two main ideas that surfaced were that teaching methods
courses should be separated by content area as in “Methods in High School Literature” (Ball
State Teachers College, 1930) and that teaching methods courses should be interdisciplinary as
in “Principles of Instruction” (Indiana University, 1945). Both types of teaching methods
instruction were found across colleges and universities within any given year, and many of those
researched shifted from one type of methods coursework to the other through the years. Further
research should be conducted to determine which type of teaching methods coursework best
meets teachers’ needs and fills gaps between what they learn in college and what they need for
success in the classroom.

To continue researching teaching methods, the drawbacks and benefits of pairing
coursework with internships or practice teaching experiences should be further studied. Various
scenarios existed within this research, including several types of real world observation and
practice. Some colleges and universities linked specific coursework with practice, while others

required their students to take no coursework at the same time as internship. It should be
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determined which of these scenarios were most effective in filling teacher knowledge voids and
assisting them in learning or developing the art of teaching.

Once more research on teacher education is complete, it is imperative that findings be
used to impart change. This may involve changing coursework, field experiences, the length of
the pre-service program, or all of these elements to change the way teachers are prepared to enter
the classroom. Surveys of new teacher needs must not have the same results in another ten
years. With more information regarding the needs of beginning teachers, teacher educators can

build better programs and better educators; therefore building a well-educated society.
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APPENDIX A: CIRCLE MAPS TO DEFINE TEACHER PREPARATION
PROGRAM CONTENT FROM 1839 TO 2007 IN COLLEGES AND UNIVERSITIES
WHICH ORIGINATED AS TEACHER NORMAL SCHOOLS
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Framingham State College Circle Map
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The Normal
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semesters of incregsed to tV.VO eight- those who fvl,mS}-led regqlar . 1879:
internship week 1nternsh1p§, but course and "desired review Psychology
secondary remained at one was described
1977: Education eight-week internship 1871: Began as "the science

Foundations and Field offering a of the soul"
Study offered in second course  and a
beginning of program to Framingham of two years "foundation for
allow students to 1971: State College to qualify for  all true
determine whether English Education teaching high  teaching"
teaching was "for them" ~ Program Program school
had no Content .
1953: Introduced specific 1839-2007 1876- : Fourth term }ncluded
. . . methods mental and moral science,
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(principles & methods of
instruction, school

1932: New course:
"Problems of Teaching

1932: Option to take
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College at years to earn . . t% " and school laws of Mass.)
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Bachelor of Science with the problems” in 1880: State Board of
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Peabody College, Vanderbilt University Circle Map
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Ball State University Circle Map
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APPENDIX B: SELECTED EXCERPTS FROM UNDERGRADUATE COURSE
CATALOGS OF COLLEGES AND UNIVERSITIES WHICH ORGINATED AS
TEACHER NORMAL SCHOOLS
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Framingham State College, 1844
“The Normal School”

T:;.R‘VIS AND VACATIONS

There ara ‘three terms in the vear; one oi' 12, and
the other twoof 15 weeks each. The Winter tevn of 12
weeks, commences on the 2d Wednesdny in Janvary ;
the Summer term, of 15 weeks, commences on the il
Wedpesday in &pn ; and the Autumno term. oo tha 2d
Wednesday in September. Between the Summer and
Avtumuo term, there is o vacation of § weeks; between
cach of the othr:r terms, ¢ vacetion of & weeks., The
rupils who live in !.’t_;e_'vlc_:iuity, have leave to go home
on Saturday merning, and stay uotit Monday meraing.

No session will be heid either on Thanksgiving or
ﬁnnlversary weck af'ter 'W’ed’lesday

e EFAL R

EXAMINATIONS.

The sc'nool is visited and examined by the Visiiing
Commitiee atithe .close- of each ierm; and ilere iz an
mnnual public examinatiun held at the end of the aulumn
Lerm. il B o i

= TUITION. - . o«

=

For thass who live in the Sttﬂe, and purpose to keep -

public schooly in the Stats, wition is free,—for all oifinrs

it is 810 perterm. At e bc“mnmg of voch term, each
puapil pays to-the Principai 1 23, to meet incident LL K-
peasea. The whole anoual ex pense is about H100,

ZEG ~ B
e R ) i _‘-ll. v

WORRD

Buard may ‘be had in good su'ml‘;e-a., 1‘"{:;; 82 to 82 25
pex week, jngluding feel and weshing.. Some of the pu-
_pﬂs teke. ;ogms, and board tl1emselvea a.t A lewer rate.

ey Bkt j ------

- L;t,ian LRy anD APPARATUS.

- ..-'A well selected hbrary, consisting maostly of works on
Education, has been procured.:Also,. o  well assorted
apparatus  far. the _illystration of, prmc1ples in Nafural
Pht!osophyi Chemistr}r, &e. i P

Pimio.

e J.'!

J:DURSE OI‘ STUDY

T,

Engllsh Br&mches ‘only are {nught in .he Scheal.-

T
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STUDLIES.
JUNICGHS,

1. Orihogrepby-—Worcester’s Dictionary, nud promis-
cuous sclections, Fowle's Commaon Schoul Spolier and
Companion to Spelling Books.

2 Dnunciation snd Rewding—TRuossell’s Qrihopliony,
The Normal Chart, Buinstead’s and Fowic’s Uuldes,

3. Geography and Mup Drawing—Fowlels nnd Morse's
Geography, and various Quiline Aaps.

4. Writing—National Writine Book.

5. Arithmetic—Colburn's First Lessons and Scguel,
Greeuleaf’s, &ec. 3

6. Physiclogy—Combe’s and Cuner’s.

7. Punctuation—Ruled from Waslis’s Grammar and
cxnmples. -

8. Phonogruphy.

9. Drawing—Fowle’s ¢ Eye and Hand.”

s faIonne crass.
. Orthography.
Writing.
Reading. ¢
. Ancient Geography and Map Drawing— Worees
Anciem Geography,
Arithmetie.
. Phenography,
. The Globes—Probleme.
. Algebra—Colburn’s, Davies', und Sherwin's
Geometry—Fiane, Sclid—Themson’s Lependre.
- Grammar—De Bacy’s, Fowle's,}Welis's
- Seripture Reading.
- History—\Vilison’s U, S.

HEXIORS.
. Algebra—Sherwin’s, Davies?, Bourdoi’s.
. Geometry-—Daviey',
Reading, and Secripture Reading.
. Osthography,
- Natoral Phitosophy— Olmstead’s.
- Astronomy-—Qimstead’s,
- Rbetoric—Newman's.
- Constitution of T. 8., Story's ; Sullivan®s 1'gliteul
Class Book.

(AREES

o
bie
"

} Selections from various guthors

H_
SEDAD L

—
20—

{

Ped SO L N

o

o

35

il g i £ 43 P e

n

-

9. Book-keeping—Thomas’ Wi i
ge{:;er;; el nngd Cumer’s.-z or Wiachester's, also by
10. Moral Philesophy—Wayland’ }
11 Menuk, do..  ~ . oo o, Combels,
e . ¢ EX-msNiowms,: -
Sor'ne Sl the foregoing, 1opether with—
1. Triganofnetry-— Davies’, y "
“2. Surveyisg—Davies’, . , .
. 8. Spherical Geometry——Davics',

All the pohool d13nd 1 Sucal musie. ‘Grwi
composition, dUfng the entiré year: ik Orwwlags g
Moreil Philosophry. js_tou i
ORIY-Js. inught to the whole school -
marks, oL familiar lectores from 1hs‘Prihcipi:E?ir:r;:;§—
necAtnon with the opening exercises in the marning,
general lesson, or leciure, is ivea 1o the w
;chc?ol, immediately afier the ;mlgrniug.mcesi n::l?g:;f
ug;ects, zzm@g}laq@oun,_mqml. scienufic and historical.
2'ona day of the week, the school engage in
day of th , t . . en.
eral teaching exercise, whon the jupils cfnoc%se their Eub-
_11;3{::13, and tqach.ge{ore the whole schpol, Writley- ques-
%, 10" vanous deparuments, are also occasi ! giver
out fur discussion or solufion. = P eIty o
Connected with the school is n.
chectec With the schiool | model depart
exper:mcnmtIs?:‘imc‘:’l,r‘_'fvhu:h: is nlsp” imended:tiﬂ_-h:]:‘n;r‘:
paralory school to the Normal Deparfment. . In this, the
Pupils of ‘the meniof rlass of the ormal School tesch ia
rozntmn;-ug?_e? 1he !u_pe'rvi_s‘iau of o permanent Principal.
. For five WaYs in- the-week, the schiol holds two ses-
stons & day,'of 3'10'3 1-2 hours pach, - ' e i
% "The popils are cxpegted 1o 2
i pecietl 1o devole from 2 1p 2 1.0
L'_]{ouErs each doy to sludy out of schoot, ¢
U Each lemi'."'ﬂ]e"riiéﬁﬂ;ér%'br the lower 5
i 15 cl -
,an:med for ng_vuncemgpz 12 higher classes, - asscs nje e.\
, ik LT S i

i i i
¥ e

7 GRADUATES, -
Graduates of the Selidol are ra

s re requesied to report them-

?;Ilhm"’ theirschools, & - to the Prineipal,"and Pthu-: :‘erm-

© him to assist them_ in procuring Schools. e

v
.

From Course Catalog, The Normal School, 1844. Copyright 1844 by The Normal School. Reprinted courtesy of Henry

Whittemore Library, Framingham State College.
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Framingham State College, 1937
“State Teachers College at Framingham”

8
the method stated below. Candidates will then be sdmitted in the order of their
total scores until the capacity of the teachers college has been reached,

{a) Scholarship will be allowed 75 points for 15 units of work.

{b) Personality will be allowed 25 points,

As a basis of computing the tota! score from the scholarship record, as submitted
by the high school principal, a mark of “A’" will be given 5 peints; ““B" 4 points,
4 3 pointa; “D'" 2 points. y

As a basis of computing the personslity record, which includes ten characteristics
exclusive of health, a mark of “Excellent” will be allowed 214 points; “Good” 2
points; “Fair” 11s points; “Poor” 1 point.

VII. Place, Time, and Division of Examination. Entrance examinations
may be taken in June and September at any state teachers college (including
the Massachusetta School of Art) at the convenience of the applicant. A candidate
may take all the examinationa at one time or divide them between June and Sep-
tember. It is to be understood, however, that the number of applicants admitted
as & result of the September examinations is limited to the facilities of the teachers
colleges. Permanent credit will be given for any units seeured by examination or
cart.i.%catiom

VIIl. Admission as Advanced Students. A graduate of a8 normal sehool
or a college may be admitted as a regular or advanced student, under conditions
approved by the Depariment.

SCHEDULE OF ENTRANCE EXAMINATIONS FOR 1937 and 1938
JUNE 3 AXD SEPTEMRER 13, 1937
JUSE 2 AND SEPTEMBER 12, 1938
{Candidates are required to register one-half hour before their first examination)
B:30—10:30 English Literature and Composition.
10:30—%3:30 Latin; Commercial Subjects:
ki
Stenography (including Typewriting)
Bookkeepi -
1:30—4:30 Social Studies:
merican History and Civies
Medieval and Modern History
Community Civies
History to about 1700 °
European History since 1700
Juse 4 Anp SEprexess 14, 1937
JurRe 3 Anxp SEPTEMEER 13, 19588

8:30—10:30 Mathematics:

Commercisl Geography
Commerecial Law

Eronomies

Problems of Democracy
Ancient History.
English History

Algebra Gecmztg _

Arithmetic College Review Mathematics
10:30—12:30  Modern Foreign Language:

French German

Spanish Italian
1:80—23:30 Science:
General Seience
Biology, Botany or Zoology
Chemistry

Physics.

3:30—5:00 Fine and Practical Arts:
Home Economics Manual Training
Drawing Music

Physieal Geography
Physiology and ?]}'giene
Agtronomy

Geology

COLLEGE YEAR BEGINS
September 20, 1937 September 19, 1938
LENGTH OF COURSES AND DEGREE

All eourses ofered are four years in length and, with the cxcezm'nn of the diploma
courses st the Massachusetts School of Art, lead to the degree of Bachelor of Science
in Education.
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DEPARTMENTS OF THE STATE TEACHERS COLLEGE AT
TRAMINGHAM

There are three departments in this institution to which the admission require-
menis are the same except as below indicated.

The Elum.entargc Department offers a four-year curriculum leading to the
degree Bachelor of Science in Education for students preparing to teach in the first
six grades of the elementary schoels. (At present, in addition to the six grades,
%pormnit- i@ provi for observation and practice by a limited number in grades

I and VIII in some of the achools of nearby towns and cities,)

The Department of Household Arts offers a four-yesr curriculum leading
to the degree Bachelor of Science in Tdueation.

In this department a graduate of the former three-yvear course may return for a
fourth year and on the satisfactory completion of this additional year’s work receive
the degree Bachelor of Science in Education.

The Department of Vocational Household Arts alzo offers a four-vear cur-
rieulum leading to the same degree Bachelor of Science in Education, for students
at least seventeen years of age, presenting

1. Batisfactory evidence of at least two years' actual experience with a large

share of responsibility either as house daughter or wage earner in the work
of the house, including cooking, sewing, marketing, and general management.

2. GCraduation from a four-year course in High School as indicated on page §

or an approved voeational school of senior high school grade with evidence
of satisfactory scholarship and qualifications.

TRAINING SCHOOL FOR THE ELEMENTARY DEPARTMENT

In cooperation with the Bchool Committee of Framingham, students of the
Elementary Department are allowed opportunities for observation, for participa-
tign, and for practice teaching in the Jonathan Maynard School. This is & public
school for all grades from one to eight, situated at Framingham Center, a short
distence from the State Teachers College,

Here, mri&i.n the course, studenss under guidance study children at their work
and play. metimes they participate in the simpler phases of the teaching. In
these two ways the study in the Teachers College is connected with the work of the
children and so is made meaningful.

Here also students do practice teaching under guidance of experienced and
interested teachers,

Many towns in the vicinity of Framingham give similar opportunities for practice

ing in their schools, This work is carried on under the direction of the Super-
visor of Teacher Training. These contacta with the field of service are very im-
portant in the eduecation of the prospective teachers,

TRAINING SCHOOL FOR THE DEPARTMENT OF HOUSEHOLD ARTS

The training work for thie departmeent is very broad in its scope. In the third
year each student teaches independently classes in Foods and Clothing in Fram-
ingham or some of the neighboring cities and towns. These classes are made up
from slementary and secon sthools.  All of this practice teaching is done under
carefnul supervision.

Such an arrangement for training affords the pupil teacher a rare opportunity
ta become acquainted with the problems of general sehool organizetion and manage-
ment in both elementary and secondary schools. Being in a great measure re-
spongible for the congrol of her classes in these centers, she learns some of the les-
sons of diseipline for herself and for her pupils.

TRAINING SCHOQOL FOR THE DEPARTMENT OF VOCATIONAL
HOUSEHOLD ARTS
Tach student, with satisfactory record, serves as an apprentice teacher in Voeoa-
tional, or other schools in various localities of the Btate during the third year for
nine weeks, five days per week, She conducts classes in Foods, Clothing, and other
homemaking and related subjects under the supervision of the focal teacher and the
head of the Vocational Household Arts Department at Framingham. An adjust-
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COURSES IN CURRICULUM FOR ELEMENTARY
DEPARTMENT
Anr

1. Introduction to Art. Miss WNietzold. First year, Eighteen weeks;

four perinds weekly. Three cradits. X
is is an introduction to the work in drawing, It includes simple problems in
representation, color and design.

2. Element Art Methods., Miss Nietzold. Second year., Eighteen
weeks: two pﬂlﬂ%& weekly. One and one-half credits.

This course includes bisckboard renderin , lettering, etc. Teaching methods
are given in vanous phases of the school am%or the first six grades,

3. Art Appreciation. Mr. Ried and Miss Nigtzold, Third year. Nine
weeks; four periods weekly, Two credits.

This courss presents a study of important phases in architecture, painting,
seulpture, crefts and influence of art on modern commercial products.

4. Elective. Blackboard Drawing and Industrial Art, Miss Nietzold,
Fourth year. Bighteen weeks; four periods weekly. Two credits.

This course sime to give the best specializad methods and deviees in the teaching
of design, color, and (?eli.nea.tion for the elementary echool. Blackboard drawing
for illustrative purposes is taught. The course is taught in the regular classroom
without special equipment. !

Envcamon

1. Introduction to Education. Miss Rochefort. First year. Eighteen
weeks; three periods weekly. Three credits, x

This course is planned to hel[f;rt.he student to gain some understanding of the
part played by education in modern life:—its objestives: its many agencies; their
interrelations and Tespective fields. Itis plnmleé algo to help the student to study
opportunities for service; characteristics of child-activity at different age levels;
qualifications required for teaching in the elementary schools of Massachusatts;
Lines of study needed in preparation for such work, About one-third of the time
will be speat in observation in the Jonathan Maynard Behool, This experience
will form the basis for much of the class dissussion and reading.

2. Educational Psychology and Observation. Miss Armstrong. Seo-
ond year. Eighteen weeks; four periods. Four credits.

A gtudy of how the human mind reacts to its environment. The course includes
& brief summary of the physiological basis of a.:ﬁ.rﬁsand thinking; instinctive be-
havior and how it is modified; specific emphasis on habit formation and economica)
ways of lesrning; interest and attention, )

ne period is devoted to observation in the Treining School where the reactions
of children can be noted and psychological prineiples of learning can be seen in
operation.

3. Advanced Educational Psychology. Miss Armsirong. Third year.
Fighteen weeks: three periods ka]ﬁ" Three eredits. i
. continuation of Introdustion to sychology. Tapics such as transfer of train-
ing, selective thinking, mental eficiency, mental hygiene, individual differences and
okbiers not studied in Education 2 are considered in their relation to teaching, One-
third of the time is given 40 & study of the developmient and characteristios of chil-
dren of elementary school s% A study of an individual child is required of each
student. Another third of the course is used for analgzing and appl the pay-
chology underlying the principal schaol subjects and considering 1{Lngmmx1ta of
expenments in this. field. '

4. Problems of Teaching and Management (I). Miss Rochefort. Third
yeafégﬁlf_{_m)e weeks; three periods weekly. One and one-half eredits, {Omitted
mn s
. This course parallels the first course in Practice Teaching. Itisa problem course
baged upon the experience of students in the elassroom and is conducted in such
manner &8 {o connect their theory work with fhe problems, :

5. Practice Teaching (I). Miss Rochefart, Third year. Nine weeks;
four days weekly or twenty hours. TFour eredits.

e
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This is & laboratory course in chservation and teaching of children. In it the
student-teacher studies, plans, and carries out the simpler I!:‘mas.na of the work of a
teacher under the guidsnce of the regular classroom teacher and the supervisor,
This work is earried on in the Jonathan Maynard School and in schools of neigh-
boring towns and cities. (Omitted in 1836-7.) :

6. Educational Measurements. Miss Armstrong. Third year., Nine
weekes; four periods weekly, Two credits. X

In this course the fundamental aims in giving intelligence teste and standsrd
educational tests sre emphasized; group tests suitable for Grades 1-VIII are
examined and instruction given in a istering them; an opportunity is given
for correcting the papers of a4 least one standard fest given to an elementary grade.
The scores are tabulated, graphed and intarpretations of the findings made.

7. History of Education. Miss Larned. Third year. Nine weeks; four

iods weekly. Two eredita. :

perThB main object of this course is to interpret modem education in the light. of
historieal development. Tt will familiarize the student with the most important

names and movements in the evolution of education from the primitive to the

present complex and highly organized form.

B. Elective. J;ayclmlogy of l:du-malTh:g red:mmts Armstrong. Fourth year.
Eightesn weeks; three periods weekly. /] o i, o .

%‘he student, ‘a.nal)rze.apeher own pery\;onality paying particular attention to those
quglities desirsble in a teacher and the manmer in which they may be sequired.
The effects of one m.—:gﬂhgg upon t;q:ttiher_anq eﬁ'pecmuélil:%n L;c;e gf: a ftea.eham u IE
the ils are considered. mie & don is giv d ating =)
the mnn ones are, how they may be datﬁcwdgxi children and how they can be
overcome or avoided. e SR

9. Problems of Teaching and Management % ! ]
year. Nine weeks; three periods weekly. One and one-half credits. ;

This course parsllels the second course in Practice T\ . It consists of
more advanced units of study than are given in Practice Teaching (I), snd in-
cludes a study of the ethics of the profession of teaching; conditions of advance-
ment; opportunities for continued study snd growth; and the general laws of
Massachusetts relating to education. i

18. Practice Teaching (II). Mies Rochefort. Third year. Nine weeks;
four days weekly or twenty hours. Four credits. - . i

This course is similar to Practice Teaching (1). Since it comes in the senior
year it includes more advanced units of study. Much of this work is carried on in
the schools of neighboring towns and cities, but under the guidance of thes-uperv:sor

11. Principles of Educ:ltion. Miss Rochefort. Fourth vear. Nine weeks;

hours weekly. One credit. . .
tw"?‘h.is im m-inytegmt.i.ng course giving opportunity for summarizing and relating
previous work in education. It parallels Practice Teaching III. _

12. Practice Teaching (I1I). Miss Rochefort. Fourth year. Nine weeks;
four days weekly, Five credita. . X

This course will give to advanced students an opportunity for greater responsi-
bility in teaching. Members of the class will study intensively along lines of their
special interests, L .

13. Freshman Orientation. Miss Savage. First year. Elghtgen weeks;

on iod weekly. . e s
%!{eu;u.rpeae ol‘ythi_s course is to present subjects for discussion or study which will

aid the student in becoming adjusted to her new environment and in gejr_ai,o_p_mg

her individual resources to the hest advantage. R,

E Excrism i

Ls Gl-)mposltion. Miss Gerritson. First year. Thirty-six weeks; two“_;:enoda
weekly. Four credita, i

Thu':f Wl.tl('::: sims primarily to help the student improve her oral and written
expression. It emphasizes the value of personal experience as a source for ideas,
and utilizes literature for its power fo suggest ideas and to illustrate formand style.
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It includes the study of those language techniques and rhetorical principles of most
value to the stndent,

2. Story-telling. Miss Carter. Firet year,
weekly, One ercdit,

This course gives the principles of story-telling, practice in story-telling, and
sources for suitable stories to tell in the primary grades,

3. Oral Expression. Miss Kingman, First year.
period weekly. One credit.

This course includes a study of the f undamentals of speech with training in voice,
posture, and poise in relation to professional environment; exercises in oral reading
with emphasis on phrasing, sympathetic inflection, and bodily control: exercisss
in parliamentary procedure end original epeech, Text book,

4. Library Science. Miss Ritehje. Fi irst year. Righteen weeks; one period
weekly. One-half credit,

This vourse aims to acquaint the student with the efficient use of the resources
of the library; the prin book; the card catalog; the decimal classification; and

the most irnportant reference books,

5. Nineteenth Century English Literature. Mies Gerritson. Seeond
vear. Kightesn weeks: three periods weelkly, Three credits,

A study of ninetesnth gentury literature in England as the expression of the
principal trends of its civilization, This course inaludas lectures, discussions, sup-
plementary reading, oral reading, and oceasional reports.

6. American Literature, Miss Carter. Becond year, Eighteen weeks:
three periods weekly. Three credits.

This is a survey course in American literature with the main emphasis on the late
eighteenth and the nineteenth century writers. The course consists of lectures,
discussions, field trips, and special reports.

7. Reading Methods for Primary and Intermediate Grades. Miss
Carter. Becond year. Eighteen weeks; two periods weekly., Two credits.

The aim of this course 18 to prepare students to teach reading in the primary
and intermediate grades. Emphasis is placed on types of reading, seat-work,
checle-upe, and remedisl worls,

8. Literature. Miss Gerritson. Third year. Eighteen weeks; three perinds
weekly, Three credits,

This eourse is primarily a lecture course with supplementary readings, Tt is
designed o give the student background—a general survey of the prineipal mave-
ments in the development of English literature, Students are regponsible for

reading, and discussing, as far as time allows, type material illustrating different.
movernents,

9. Intermediate-Grade Language. Miss Gerriteon, Third wear. Nine
weeks; four periods weekly., Two eredits,

This course considers tvpical oral and written expression problems in the inter-
mediate grades, and methods of solving these problems. It includes methods of
feaching %1) the technical details of written expression, (2) appropriate grammatical
facts, and (3) the use of the dictionary.

10. Reading Methods for Intermediate Grades, Misg Carter.
Nine weels; two periods weekly. One credit,

Problems of silent and ors] reading in the
emphasizes silent reading. to be followed by
reading a8 needed in life sitnations,

11. “Penmanship (I), Mr. Doner. TFirst year. Eighteen weeke; one period
weekly.,  One-half credit. )

Slill, flueney and right habit formation in nmanship are develo
practice on drills, letters, words, sentences an,
other written subjects is an important aim,

12. Penmanship (11). Mr Doner. Second year. Righteen weeks; one
period weekly, One-half ered

The prineiples of teaching penmanahip in all grades
course. 'Projects arp warked onf for correletion in th

Eighteen weeks; one period

Eighteen weeks; one

Third year.

intermediate grades, The course
VaTious types of checks; and oral

ped through
paragraphs.  Correlation with all

are made the basis of this
@ various school subjeats.
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Handwriting is studied a8 a lenguage tool. Training ia given in pra
& g, ©cor and ing ndwriting. Class discussi
present-day methods of teaching in the grades. . - e

13. Elective. Penmanship (IIT). Old English, German)
grossing Text Lettering. Mr. Doner. Fourth year. i hteen w
period weekly., One-half oredit, o #

An elective course open to degree senior students.

14. Modern Drama. DMiss Gerriteon. Fourth year. Nine
periods weekly. Two credits. .

This course emphasizes the relation between life and the drama. T
typea of modern dramas; movements in medern drama; and the technidne
modern drama. Required reading of many plays. i AR

15. Elective. Advanced English Composition. Miss Carfer
year. Nine weeks; four periods weekly. Two credits. * L

This course offers the student practice in creative writing, with emphasis upon
material suitable for sssembly programs in the elementary schools,

16. Elective. Dramatics. Miss Kingman. Fourth year. Nine weeks; two
hours weekly. Oune credit. -,

Students electi this course may sclect from the following phases of dramatie
work: s public periormance of playe for experience in stage design, lighting, malke.
up, directing, acting and costuming; the production of a puppet show for puppet
construction and manipulation; and a radio broadeast for study of radio spegch
and studio etiquette.

17. Meodern Literature. Miss Carter. Fourth year. Eightesn weeks;
three periods weekly. Three eredits.

This course aims to introduce students to recent English and American novelists
and poeta representative of modern tendencies in litersture. Through readings and
discussions, the purpose and style of the author ars stressed.

Frevcs
1. Elective. French Romanticism in the Nineteenth Centucy. NMiss
ed. Third year. First semester; nine weeks; two periods weskly. One

aredit.

Open to those who have complated two or more years of French in an sccredited
high school.

2. Elective. Victor Hugo and His Literary Contempeoraries. Miss
o ed. ;I;hlrﬂ year. BSecond semester; eighteen weeks; two periods weekly.

wWo B
Open o those who have completed French 1 or the equivalent.

3. Elective. Introduction to the Study of Literature. Miss Larned,
Fourth year. First semester; eighteen weeks; three periods wenkly. Thres

A study of French literature up to the French Revolution, with particular atten-
tion to writers of the clussical period.
1 to those who have completed two or more years of French in an accredited

High School.

4. Elective. French Literature Since 1870. Miss Larned. Tourth VEAT.
Second semester; nine weeks; three periods weekly. One and one-half credits.

Modern and contemporary literature with intensive study of selected works of
several important authors.

Open to those who have successfully completed French 1, 2, or 3.

(Whanever special training in phonetics or methods seams advisable, French 3
will be shortened to release eight or ten hours for this work. The credits for the
course will remain the same.)

GEOGRAPH Y
1. Human Geography and Problems in the Teaching of Geography.
Miss Ramsdell. Tirst year. Eighteen weeks; four periods weekly. Four credits.
The subject matter deals with human adjustments to physical environments;

From Course Catalog, State Teachers College at Framingham, 1937, pp. 8-9, 16-22. Copyright 1937 by State Teachers

College at Framingham. Reprinted courtesy of Henry Whittemore Library, Framingham State College.
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Course of Study.

Grictt- - Prefessur Hanlinglon.

Counrses |, 2, 3,4, 5,6, are pre|eribed for Bachelor of Aria,

FIHsT SEMESTER,
Clounsr 1. Beginner's Course: Grammar, Translation, and
Svntax. Three hours a week. Sec. -8 R, W BE. Seoe

(I—M, Th, I, 10, .
Counen 3. Ansbasis. Three hours a week., M, W, F, 4

Ooursr 5. Homer's [hiad. shrese hours a weel. B, T,

Th, 9:15.
Couisn V.

of Greek Literature, with English coltateral reading. Three -

hours 4 week., Hours arranged by instructor.
SRGORD SEMESTELR.
CoT1isk ®, Continuation of Course 1. Three hours a week
oo, I, Th, F, 11, Sec, [1 -T, Th, &, 10
Covusi 4. Continvaiion o1

vreel., M, W, L7, 4. } ) :
fotres 6. Continuation of Course o Jebh's Primer ©

Greek Litermiure. Three hours & wealt, M, 1, Th, 8:16.

Clowmsay & Selections from Greek ‘ragaedy.  Three hours.

o week Efours arranged by instructor.
LATIN- —Professor Lampson amd M. Litele,
=R/C w1 for Bachalor of Artsy 1,2, 3,
Com?ﬁ:l]:‘- 7‘3:.“.‘:‘”:%“;“1?\(1 _11(;;:-.111*!nr of f'.‘l.'llllirlg, and fot

fur B
Lonentiawe of Instiag

FTRST BEMESTRER.

Corrgan 1, Ceesar, Gallic War. Three hours a weelf. Se

1L, W, 7 3. Sec. I-—T, W.'Th, 1L See. TIT-—M, W, F, 4

Counrse 3. Gicero, Orations. Three heurs a week, BSe
M, W, §:; ¥, 12. Sec II—T, Th, ¥, 8.

= pHerodorus, Books LI or VIL Jebb's Primer

Conrge 3. Three hours 4
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Loursk 5. Livy, Books XXI. and XXIL. Three hours u

“weel. T, W, Th, 12.

Cownsn 7, Quintilian, Books X. and XII. Three hours a
‘eelk, Hours arranged by instructor.

Cocnrsn 11. Latin Writing, based on the work in Cesar.
Ine hour 4 week, Hour arranged by instructor.

Counrsn 14, Latin Writing, based on work in Cleero. Pra-
eded by Course 12. One hour a week. Hour arranged by
Instrictor.,

SECONTD SEMESTER.

Covrse 2. Casar, Gallic War. Three hours a week, Sec.
—M, W, F,3. Seec. I T. W, Th, 11. Sec, ITEi—M, W, F, 4,
Counse 4. Cicerp, Orations. Three hours a weck. Sec.
~—D0, W, F, 8. 8ecc. II—T, Th, §; W, 12,

Cotmen 4¢. Vergil, ASpeid. To be preceded by Courses
2.3. Three hours a week.

Counsr 6. Ovid, Selections from the Metamorphoses.
firee hours a week. M, T, 12; F. 11

Counrse 8. Horace, Selections from the Odes and Satires.
ree hours a week, Hours arranged by instructor.

Covnsw 12, Latin Writing, based on work in Ceesar. Pre-
ed by Course 11. One hour a week. Ilour arranged by
structor.

Cotrer 14. Latin Writing, based on work in Cicero. One
ir 2 week. Hour arranged by instructor.

Covrer 16. Greek and Roman Mythology., A atudy of
eck and Romnn Myths. as illustrated in ancient sculp-
eg and wvase-paintings. Lectures and recltations, with
eopticon,. Open only to thaose who recelve speecial per-
igsion. Two hours a week. T, Th, 6.

SCIENCE AND ART OoF TERACHING.

urses 1.2, 3, 4 £, are prascribed for Bachelor of Arts, Bachelor of
v and Bachelor of Letiers; 1, 2,3, 7.8 for Bachelor of Taiuting
fcentiate of Instraction. &

FIRST SEMESTER.

URsE 1. Page — Theory and Practice. Two hours a
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weele, Sec. I—M, W, 9:15. Hee, 11--M, 7, 11. See, 11—, PeaBopy Noruai, Cornt BCi

Th, 10. Professor Rose.

CourseE 4. Science of Hducation—Iectures, Text-book
Contributions to the Science of Education, Payne. Threw
hours a week., T, W, Th, 10, The Prestdent.

Covnar 7. Primary Methods—Lectures on Reading, Writ-
ing, Numbers, Form, and Color, HReports of observation
of work in Model School upon these subjetis are requirved
(ne hour a week, M, 2. Miss (flover,

Uoukrar 9. Goethe's Wilhelm Meister. Two hours a week.
Fours arranged by instructor. Mrofessor Roxe.

55
SECOND SEMESTR:,

Counsk 2. syehology CEbT
. I 08¥, & Uritical Sigdy Texi-b 3
ments of Psychology, Noah K i h e g
A - Davig
W, Th, F, 12, -

Covrsr 4. Bthies, Theory of Morals Tanat
a week, Hours arranged by ingtruetor, h

Three hours a weel,

Two hours

MATHEMATION--Hiss Sears and My, Little

Courses §, 3. 4,3 8, e presg ] fg Ao WL TR Flachelop
o s Sy B, WG DRG] D] 1By f

> 2 i 1 |._ o _}.] .[Llrd_.J_f Arty, and Bachel

e L34, £ W helor of Le tersr 1, 3,

SECOND ATMESTEL.
Uy ane fur Licsitiaw of Luntruction 2ot Bovhelor of

Cotrar £, Payvne--Outlines of Educational Deetrine. Two
liours a weels, Soo. T—M, W, 11, Sec. 1I—T, B; ¥, 11, Seco.
TIT—M, I0, 8216, Professar finse,

CorrsT 3. Compayrd — Lectures on Pedagogy. Three
hours @ week, T, 'Ph, 8:18; M, 12, Professor Rose.

Qouusar 0 History of Bducation, Compayré. Lectures
and Text-Dook., Three hours a week. M, W, ¥, 10. Pra- .4
faganr Roge,

Counsl 6, School Supervision, Payne — Lectures, and
Toxt-book. Two hours o week, M, W, 3. The President.

Covnran 8. Priroary Method--Lectures on Language, Ge-
ography, History, and RElementary Natural Science. Re-
ports required, One hour a week., M, 2. Migs Glover.

FIRST SEMEST'ER.

: (i;rt'lr..‘-'-i.‘ 1 Algebr‘a, Three hours a4 week, Seq, 1—M, W
r 16, Sec, II--1, Th, v 12, Hec HI--T, T} s il
el o The w11, My,
Covrsk 4. Solid Geonietry,

2 Two lhonr -
15, iiss Sewrs. 'S boweele. T, T,

ﬁ&‘(‘-ﬂlfﬂ:ﬂ’: ". Plaue Trigonometry, "Three hotrs o weel
3 (.‘[—'h'[. W, I 86, See 11 =T W, 10; B 10, i 5’{'r-1i‘ql
SOURSE 7. Analytical Geomaetry S Bilive i
¢ 3 Ry, Thiee ho rael
F, 10 ;W, 8. Miss NEfrs, S
Coursk 8, Calenlu '
“oLalenlus, Two hours a week :
instruetor. Jfigs Sears, ki e

PriLororiny—Professor RRoge, .
BECOND SEMBSTER.

Conses 1, 2, are preseribed for Brcheler of Aris; 1for Rachelor of
Seienee: 1, 2. fov tachelor of Lottera: 1 for Bachetor of Painting and fi

Liceniizte of Inatractioon,

FUREE .3' Plane Geomeiry completed, beginning with
&' IIi[l’l. Four hours &4 week, Ses, I—M, W, 7, 8:15: T, §
= U—M. 11, T, Th, F, $:15, See III—R rF 10: T 11,
-1 T, Fh, B, $:15, Bee. TII—M. W. ¥ 10+
T, W, F, 10; T, 11,
#-OTRSE . Spherleal Trigonometry
Ly, Twa hours b
; 'Fh 8 Miss Sears. ' e
LOLRSE B, Analwtical Geometry. " Continmation of Coursze
Two hours a week. T, Th, 10. Miss Rewrs.
OUESE UL Caleulus. Coptinvation of Courge 8. Twa
_a week. Hours arrangoed by instrustor. Miza Hers
URSE 11. Sarveving. .

VIRET SEMESTER.

Courst 1. Psvehology, Compayré. Three hours a WEEH.
See, T.—W, ¥, 107 Th, 1}, Sec. [I—T, Th, F, 9:15. %
Cotrar 3. Logic. Text-book, Elements of Logie. Noalt
¥, Davis. Two hours a week. Hours arranged by in<

struetor.
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Course 8. Middle English. Skeat's Specimens of Eng-
lish Literatnre, A study of the development of Englsh.
Preceded by Course 6. Oue hour a week, Hour arrange:d
by instructor.

Clney's Algebra. Wenilworth's Geomeiry, and Tavlor's
Caleulus arc used. '

HEwaisn Laxauack---Mrofessor Fance and Mr, Andrews,

Eonrses L2, 3,4, are peescrited for Rachelor ol Arts aod Bachelor of ENGLISH LITERALURE—Professor Bourlaud.

Svience; 1, 2, 3, 4 5, 6, for Bachelor af Lettersy I, 2, [or Bachelor of

Painting and Licentiaw of Instructinm, Courses 1,2, 4, are prosuribed for Bachelor of Atvts: 1, 2, for Buchelor

of Science; 1.2, 3 4,5 6, %, for Bachelor of Letlers; 1, 2, Tor Hachelor
of Paloting and Licentiate of Tustruction.

FIRST EEMESTER.
FIERRT SEMESTER.
Covrse 1. Genung: Qutlines of Rhetarie. The gentence

a5 # unit of style. lllustrative exercises, discussions, and
critieisms.  Three hours a week, See. I—T, W, ¥, 11. Sen,’
II—M, T, Th, 10. See. IIT—M, W, I, 9:15.

Corrar 4, Rhetorical Analysis. Baker's Specimens of -
Argumentation--briefs, debates, and themes. Preceded by-
Course 3. Two hours a week, W, T, 12,

Cornrsw b, Anglo-Saxon. Cook's Kirst Book in 013 Eng
lizh, with exercises, and Sievera' (Old Raglish Grammar
The grammar and lferary types of the West-sazon idiom
Three hours a week. M, T, Th, 8.

Couvrse 7. Beownlf.- Srudied as a literary masterpiercs,
Thea sindent’s investigations to he embodied in a theme gug-
sestad by the Professor. Preceded by Course 6. One hour
a weelk, FHour arranged by instroctor,

Course 1. An Introduction to the Stady of American Lit-
erature, Brander Matthews: Irving's Sketch Book, Seloc-
tions, Eclectic English Classics; Hawthorne's Mosses from
an Old Mans¢, Salem Edition; Emerson's American Bchol-
ar, Eclectic Inglish Classics; Poe's Raven, and Other Poernus,
Bnglish Clagsic Series. See, I—T', Th, %:15. Sec. IT M,
T, 9:15.

Counsr 3. The Modern Period; Carlyle’s Burng, Hnglish
Classic Series; Coleridge’'s Principles of Criticism, George;
* ‘The Rime of the Ancient Mariner, Eclectic Koglish (Classics;
Wordeworth's Selected Poems, English Clagsic Series; Shei-
ler's Prometheus Unbound, Scudder. Text-book for con-
sultation: Saintsbury's Nineteenth Century Literature,
Three hours & week. M, T, Th, 12

Coursk 4. MasterpieceConrse: Shakespears and his Prede-
reggors, Boas; Marlowe's Dr, Fanstus, Wagner, London
Beries; Selected Plays of Shakespeare, Arden Edition.
Prose: Bacon’s Advancement of Learning, Book IL. Selby:
Hooker's Eeelegfagtical Polty, Book L, Church. Three
hours a week, W, Th, F, 1L

: Coumrse 6 FPhilogsophy of English Idterature, White;
Sweet’s Second Middle English Primer: Chaucer’s Canter-
bury Tales, Selections; Langland’s Vision of Plers the Plow-
man, Clarendon Press. Two hours a week, M, T, 11.

SECOND SEMEHTEIL

Couvnew 2. Literary Invention. Wendell’s Engligh Com-
position, Baldwin's Specimens of Prose Description, and
Brewster's Specimens of Narraiion-—essays and eriticism ;
Three hours a week. See, T- T, Th, 10; W, 12, See. II—M,
W, W 100 See TTI—3,12; W 0L B, 11

Covrex 3 Bmith's Reading and Speaking---class-roo
exercigas,  Preceded by Course 20 Two hours a week., ¥
Th, 1. . L

Counsyr 6 a. Anglo-Saxon, Prose and Poetical Textyd
Dialects. fiterary and Political History. Two hours
week., T, Th, 8 h Lounzbury's Higtory of English. 0
hour a week. M, &

STOONT FEMESTER.

%‘a "Covrsre 2. Painter’s Introduction to English Literature;
Helect Bssavs of Addison, Thurber; Macaulay's HEspay on
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Foswell's Johnson, Teanyson's “The Coming of Arthur”
and “The Passing of Arthur,” Haglish Classic SBeries. See
I—Ri, W, F, 9:15.  Sec. II—3, W, 10; F, 12,

Cuvume 3. The Eighteenth Continry: Seleclions lrom Pope,
Deighiton, Bell's English Classics; 'Chomson's Seazon’s, Win-
ter. Bright; Gray's Poems, Storr, Longman’s Englighk Sehool
Classicys; Eighicenth Cemury IKicglion., Text-books: Long-
man's Handbook, Part IV; Gosse's Highteenth Century.
Three hcurs a week. M, T, W, 11.

O 7. Bpetimens of Bnglish Literature Ifrom the
“Ionghmans Crede” Lo thie “Shepheardes Calender,” Skeat;
The Philosonhy of TEeglish Lleorature, coneluded.  Two
hours o weelk. Th, F, 8.

Hrisrony—Miss Binomateln.,

Conrse=x 1, X
of Heien
Eraamting avhd

yhed for Bachelor of Arms; 2.4, for Bachelor
Y- i acheler of Letters: 2, 4. for Bachelor of
e ol Tosteaetion,

Teltinn
FIRET sSALIS I,

Covusr 2. BRoman Hlstory.
Roman Peonle, Allen. Two hours o weelo
G5 8aec IT- M, W, 8 10 See. TTT T, WL 100

o e 3. Mediseval and Modern Buropean History, Mi-
cre. Proceded by Counrse 2, Two hours o weck.,. W, F, 8.

Covnsr 110 Constitntional History of England. Develon-
mant o the English Constitution, based on Taswell-Lang-
medad's English Conscilulional Tdistory. Three hours &
week, M., W, 10; .11,

Text-book: History of the
Sec 1—T, Th,

ERCONT SEMESTER.

Couner 1. Greek History., Text-book: The Pastern Na-

tions and Greece, Byers. Two hours a week. M, T, 12,
Covnse 4. IMnglish History, Moptgomery. Two hours #:

weelk, Seo =" Th, 11, See, TT- M, W, 9:15, Bec. IHI—T,

Th, 9:15. :

Cornse 12, History of the French Revolution, preceded.
by a brief history of the Tnstitutions of France to the rei

From Course Catalog, Peabody Normal College, 1895, pp.

with permission of The Jean and Alexander Heard Library,

PraBony Norxmar COLLEGE. 39

of Loutis XVI. Text-book: The French Ravolution, Morris.
Three houre a week. M, 11; T, Th, 10.

AMERLCAN HrmTouy—Peofessor Garrett.

Courdes S and 6 are peescribed fur Bachelor of Lettors,

FIRST STMESTER,

Course 5. Political History of the United Statos,
Alon of the Union, Hart, Two hours a week. 4 1R b T

Covesn T, History of Tennessee. DPhelan's Sclinn! Hig-
tory and Claldwell’s Studics in the Constitution of Tennessee,
‘Pwo honrs a week. W, I, 2.

Forma-

ERCOND SEMESTRR. -

Covnse 6. Political History of the United States, Con-
‘tnuation of Course 5. Division uand Reunion, Woodraw
Wilson. The South, Curry. Two hours a week, W, F, 2.

;. Covrrse B. Civil Government of the TUnited States, Stud-
des In Civies, MeClenry. Two hours a week. T, Th, 2.

Poriroar. EcovoxMy—Profeseor If terriingfon.
FIRSET SEMRSTHR.

_Cﬁ!_'um: 1. Imtroduction to Political Economy— Praduc-
on, Consumption, Distribution, Exchange, Interest, Wages,
ent. Two hours a week, W, F, 2.

BECONT SEMESTER.

;ovnse 2, Money—Taxes, Tariff, Tarif Legislation, and
“Labor Problem.” Two aours a week., W, w5

{hie

Fremcri—Miss Tozer,

e urses 1, 2 lor Ceoemian 1, 2%, are prasceibed for HBachalor of A vis: 1.3,
bLfor Germman 1, 2. 3, 4}, tor Bachelar of Seieves: 1, 2, 3, 4. for Bachelor
fetrers, and Bacholor of Painting.

FIRST SEMESTER.

unsn 1. Whitney's Practical French Grammar; Super's
Zer. Three hours a week. Sec, I—M, T, F, 8. Sec. II—
.3

32-39. Copyright 1895 by Peabody Normal College. Reprinted

Vanderbilt University.
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A, HUMANISTIC DIMENSIONS OF EDUCATION
Ed 2420, Sccial and Philnsophical Aspecis of Education
Ed 3030, Sociglogy of the Classrocm

B, BEHAVIORAL STUDIES

Ed 3110/Psy 334P. Psychalogical Foundations of Education
Psy 2600, Applied Child Developrent

Psy 3B0F  Develoomental Peychoiogy

SpEd 3000 Educatan ane Psychology of Exceptional Learners

C. TEACHING STRATEGIES AND CURRICULUM
Ed 2050 Appiications of Conputer Based Systems 1o Educanenal Seltings
Ed 2310, Teaching in Secondary Szhools
€d 2320, Readirg in the S=condary Content Fielas
42450, Reading n Secondary Sonoois
Ed 3210, Instructional Programs for Young Children
Ed 8811, Curriculurn Foundaton; Exploration ¢l Educational Belief Syslems and Learmning
Enwronments
Ecl 3812, Curriculum Development: Designing and Censtiucting Responsive Curricula
Ed3621. Curriculum Design for Elementary Scheal Programs

D. ASSESSMENT AND RESEARCH TOOLS
Ed/Pey 2101, introduction i Statistica Analysis
EdiPsy 2102 Stalistica: Analysis

EQJ 3170 Aralysis of Teacning

Curriculum and Instructional Leadership

_The program in Curriculum and Instructional Leadership is a multidis-
ciplinary program.

MAJOR, 78 hours
Ed 3954
Courses from the fedowing, of other coursas with carsent of adviser:
Ed 3080, 3220, 3230, 3611, 3612, 3630, 3641, 3650; EdLs 3530, 3570, 3671

ELECTIVES. 3 hows

Early Cinldhood Education Major

MAJCR. 18 hours

Ed 3200, 3210, and 3220

Major Electives, Ed 2200, 3230, 3240, 3390, 3931, 3341, 3951, 3961
Additional courses from one or more of thess arsas:

Crriculum and General Teaching Mathods

Infant Development

Humanistic Education

Language Arts and Reading

Leadership in Education

Mathematics Education

201
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Sclence Education
Social Studies Education
Special Education

ELECTWES. 3 hours

Elementary Education Major

MAJOR. 15 hours _
Curricutum and Instructional Design 3 howrs from: Ed 2050, 3300, 3504, 3621

FIELD WORK. 3 hours from: Ed 3430, 8941, 3942, 3343, EngBd 3940; MalhEd 3940; SciEd
3940; SpcBiEd 3640. S0Ed 3120

TEACHING METHODS. At least cne course from three different areas!
Mathernatics, MathEd 3250, 3813

Language Arts. Ed 3417; EngEd 2280, 2910

Reading, En 3370, 3380, 3400, 3415, 3420

Sclence, Sc.Ed 2250, 3300

Social Studles. SecSiEd 2250, 3480

ELECTIVES. 6 hours

English Education Major

MAJCR, 18 hours
& hours in lerature
One linguistics course, il previous study did not Include such a course

EngEd 3020

One course in reading, If previous study aid not include such a course {students preparing
for secondary schod! teaching)

One course in adolescent literature, if previous study did not mclude such a coursa (students
preparing for secondary school teaching)

Appropriate 200- and 300-level courses in English education and other areas

ELECTIVES, 3 hours

Mathematics Education Major

MAJOR. 18 hours

Malhematics courses numbered 230 or above, including at least twa of the three fields of
algebra, analysis, and geometry

MathEd courses selected from MathEd 3810, 3820, 3830, 3840, and 3850 or 3250

ELECTIVES. 3 hours
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One course In reading if previous study did nol inciude such & courss {students preparing
for work related to secondary education)

One course in adolescent iterature if previous study did not include such a course {students
preparing for work related jo secondary eduastion)

Appropriate 200- or 300-ievel couress

Nets: Uindargradusts and professiona ocurse work o fne megos should includs = brosy range of studies In lrasahe,
Inguistics. campashicn and (heloric, Mass Com TLNEalons, speach ant drama, a7 reaging,

Curriculum and Practlcur. 9-13 hours
EngEd 3020, 3830
Courses from the foliowing: EngEd 3030, 32680, 3830, 3000, 3940
Nete: EngEe 3310 '8 requined foe students prepering for postars a1tha [ colleps level,

Docioral Dissertation (8 hiours} EngEd 3590

Mathematics Education Major

MAJOR, 48 hours

Contenl. 21-27 hours including, Math 261a-261b, 281a-2810, and 271

Curriculum and Practicum. 12-19 hours including 2t least four of the following: MathEd 3810,
3820, 3830, 3840, end 3850 or 3250

Courses from the following: MalhEd 3880, 3500, 3930, 3940

Doctoral Digsertalion (8 howrs), MathEd 23980

Science Education Major

MAJOR. 48 hours

Content. 27-33 hours. Astudent's undergraduate (200-levél or above) or prolessional courses
must include the foflowing.

One year in theee of the four basic science distiplines: biclogy, chemistry, physics, sarth
sclence

Three years in one of the above

Two years (n a second of the above

Graduals study in one of the above

Acourse in the histary or philosaphy of scisrice

Curriculum and Fracticum. 7-13 hours

BelEd 3300

Courses from fhe following SciBd 3820, 3900, 3930, 3940

Doctoral Dissertation (8 hours). SciEd 3380

Social Studies Education Major

MAJOR. 48 hours

Content, 27-33 hours. Undergraduate or profassional course work in the rmajef should inglude
some depth in one of more of the following disciplines, plus a breacth of study across most
of the fields: anthropology, sconemics, geography, history, poiitical sclence, social psy-
chology. secictogy, The following distribution is required:

12 hours (200- or 300-eval) in three of the above disciplines Is regulred In the student's
combined undergraduate and professional program
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Curriculum and Praclicum. Soc$tEd 3450 and 3420 or 3490
Courseg from the following: SocStEd 3890, 3800, 3930, 3940
Daoctoraf Dissertation (8 heurs) SocStEd 3980

Graduate Degrees

Master of Science and Doctor of Philosophy

The Graduate School through the department administers graduate
programs leading to the M.S. and Ph.D. in education and human devel-
opment with a specialization in teaching and learning. Students make
application for admission to the Graduate School (see Graduate Degree
Programs, Chapter 3).

Teaching and Learning Courses

Education

1020. Society, the School, and the Teacher, introducas the relationship between soclety's
goals and those of the school, Studies the community setting and the schoal; the social,
palitical, and Instructionai organization of & scheol; and the roles and values of a teacher
Field experience. [3]

2040. Introductfon to Classroom Technologies. An introduction to various lechnologles
used in cassrooms with emphasis on micrecomputer-based systems. Mests licensure
realirements for preservice teachers, [1]

2060. Application of Computer-Based Systems to Educational Settings. Fxaminas the
use of computer-based sysiems in educational sellings. Conslderation of educational basis,
Implementation, and evalation of various methads; review of educational software; experl-
ence with microcomputers and other appropriats lechnology. No previous computer experl-
ence raguired. [3]

2070. Practicum in Early Childhood Education Lan guage Arts. Observation, particlpation,
and leaching in chilchood sducation centers, May be repeated to provide experiences at
differant levels, [1]

2080. Practicum in Early Childhood Education Sciences. Obsarvallan, participation, and
teaching In childheod education canters. May be repeated to provicie experiences at different
levels. [1]

2120, Parents and Thelr Developing Children. Examines the needs and characteristics of
young chilgren, birth through age eighl, and the needs of parents and ways thal parents can
address thelr children's needs, Emphasis on abiserving children and analyzing their behavier
and strategies for working with parents in educational sehtings. [3]



124 VANDERBILT UNIVERSITY

2139. Earliy Childhood Education: Programs, Curriculum, Teaching. Students become
familizr with a variety of program models for young children and engage in curriculum
development ang instructional planning. [3]

2140, Infants and Toddlers: Programs, Curriculum, and Teaching. Examination of how
out-of -h—.j:me seltings combing care and stimulation forinfants and toddlers in developmentally
appioprizie setings. Focus is on quality programs that provide physical protection, emolional
support, cognifive sbrmutation, and healhy environments with parental nvelvement, Folicy,
advocacy. disease prevenlion, and Iraining uses are addressed, (3]

2150. Reading in Elementary Schools. Designed to devslop knowlzdge of reading skills
and developmental reading approaches. Students evaluate diagnostic information to plan
and implement reading instrustion in tulorial and glassroom settings. Corequisite: 1 hour of
Ed 2210, [3)

2170, Lnlnguage Arls in Elementary Schools. Diagnaslic procedures and pupll activitias
far istening, speaking, writing, handwriting, speling, grammar, and usage. Corequisite: Ed
2130 and 1 hour of 2210. 3]

2200. Methods of Language Davelopment and Beginning Reading In Early Childhood
Education. Introduction to strategies and materials uselyl in develoging receptve and
productive language abililizs and concepts in young children, using fermal and informal
assessment lechniques. Prerequisite: Ed 2150 or equivalent. Corequisite: Ed 2070, 3]

2210. Practicum in Elementary Language Arts, Fisld experience in a varlety of schogl,
grade level, and Instructional setlings, designed to Infegrate and apply teaching skills
daveloped in the elementary educatien degree program. Must be taken with the elementary
education language arts methods courses biock. May be repeated fo a total of 3 hours, 11

2220, Practicum in Elementary Sclences. Fisld experience in a varisty of schonl, grade
!evel. and Instructional settings, designed to imegrate and apply t@aching skils developed
in the elementary education dearee program. Must be taken with the elementary aducation
sclences methods courses bingk, May be repeated to a total of 3 hours. [112270. Managing
Ins?.'uc tonal Seftings. Examines several planning end management philozophies and a
variety of practices lor use with early childhood and/or elemantary school students. [2]

22890, Student Teaching Seminar: Elementary. Seminar o accompany Ed 2701, [3]
2291. Student Teaching Ssminar: Early Childhood. Seminar to accompany Ed 2702, [3]
2292, Student Teaching Seminar: Secondary. Seminar to accornpany Ed 2703. [3]

2310. Tesching in Secondary Schools. Exploration of gensral skills and principles of
teaching and learning In secondary schools. Including currlculum organization and patterns
twaching methcds, and professionaiizm of the secondary school teacher. A practicum ir;
secondary schools Iz intluded, (3]

2320. Reading In the Secondary Content Flelds. |niroduction to reading and study skilis
fer secondary schocl contert ‘eachers. Corequisite: Ed £330, |2)

2330. Practicum in S_econdury Education. Observation, participation, and teashing in a
secondary school setting. Corequisite: 2320 and a secandary rmetheds course. {11
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2430. Procadures In Remedlal Reading. Introductory course involves remedial project with
a chilg, Covers methods, technigues, and diagnostic malerials. Prerequlsite; Ed 2150 or
aquivalent, [3]

2690. Special Toplcs In Education. Exploration of special issues on topics refated 1o
educalion. May be repeated lor cradit with change of topic. [1-8]

2701, Student Teaching In the Elementary Schocl. Obsarvation and leaching experience
in elementary schools. Undergraduate cradit only. Prerequisite: admission to student teach-
ng. {8-13)

2702. Student Teaching in Early Childhood Education, Qbservation and leaching experi-
ence for students seaking Pre=3 licensure, Undergraduale credit only, Prereguisite: admis-
sion to student teaching. [4-10]

2703. Student Teaching In the Secondary School. Observation and teaching sxperience
in secondary schools. Undergraduate credit only Prerequlsite: admission to student teach-

ing. [4-10} .

2704, Student Teaching In Education and Speclal Educatlon. (Alsc fisted as SpEd 2801)
Flacement is dependent on lcensure area and student nteresl. Undergraduate credit only.
Prerequisite: admisslon to student teaching. [10]

2920. Social and Philosophical Aspects of Education. (Also listed as EdLs 2620) Explora-

tion of the Inleraction between conternporary soclal problems and varlous philosephies in
relation 1o educational theary, palicy, and practice, [3]

2060. Individual Study In Education. Semi-independent study on selacted topics in edusa-
fion. Consent of instrustor required. May be repealed. [1-3]

3000. Internship in Teaching: Elementary, Observation, participation, and taaching In
graduate intern centers andior schacls. Post-bacealaureate equivalent of student teaching.
May be repeated to provide expariences at different levels, (€]

3001. Internship in TeachIng: Early Childhood Educatlon. Observation, participation, and
teaching In graduate intern centers andfor schools. Post-baccalaureate aguivalent of siudent
teaching. May be repealed 1o provide experiences at different levels, [6]

3002, Internship in Teaching: Secondary. Observation, participation, and teaching In
graduate intern centers and/or schools, Post-baccalaureate equivaient of student teaching.
May be repeated to provide experisnces at different levels. [6]

3005. Internship Seminar: Elementary. Seminar o accompany Ed 3000. [1]

3006. Internship Seminar: Early Childhood Education. Serinar to accompany Ed 3001
)

3007. Internship Seminar: Secondary. Serinar (o accompany Ed 3002. [1]

3008, intarnshipinduction Teaching. Observation, participation, and teaching In graduata
intern centars andlor schoals. For students in internship/induction program. Post-baccalau-
reale equivalent of student teaching. May be repsated. {2-6]

3009. Internship/induction Seminar. Seminar 1o accompany Ed 3008. [1-2]
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3030. Sociology of the Classroom. Examines sociological, culiural, and social psychologi-
Gal aspects of classroom seltings. group processes. and influences of leaching and student
learning. [3]

3110. Psychologleal Foundations of Education, (Also listed as Psy 334P) Emphasis on
thearies of human learning as they relate to design of instruction, educalional practice, and
human developrment at all age levels {3]

3140. Seminar In Teaching and Learning. Ssminar in theory and current practics in varlous
conlent areas and al all levels of instiuction, pre-school through college. Commaon serminar
for graduate/professional students |n the Departmern of Teaching and Learning. [3]

3170. Analysls of Teaching. Use of obiective and uncbtrusive svaluation procedures and
methodologies Ina variely of educational satlings. Emphasis on thesrstical base for qualita-
tive and quantitative evaluation and mathodolagies. Experience given incollecting, process-
ing. summarlzing, and reparting data. [3]

3200. Foundations of Early Childhood Education, Examines historical, pevchoiogical, and
social toundations in a broad survey of early childhond sducation, Arnalysis of current
approaches and trends from the foundations perspective. (3]

3210. Instructlonal Programs for Young Chiidren. Compares models of current inferest in
curricuium, matenials, methods, and staff roles. Fmphasis on currieulum design and the
research base of pragram effectiveness. 3]

3220, Parents, the School, and the Community. {Also listed as Edis 3270) Foouses on
parent partcipation, parent education, and communfly invalvement in school programs.
Laharatory experiences In school settings will examing ssslagical influences and environ-
mental iransactions among the home, seriool, and community, (3]

3230. Administration and Suparvision of Early Ghildhood Programs. Focus on the role of
the administrator of programs for young children, Topics include selectian, training, &nd
supenvision of staff; working with regulatory agsncles, boards, funding scurces, and parerts;
evaluation of program componenis; and exploration of administrative theory and practice
relatad lo earty childhood progeams, [3]

3240. Seminar in Early Childheod Eduesation. Relevant resesrch is identiled, analyzed,
evaluated, and used as the basis for fermulating policies and program development guide-
lines. Prerequisite: two of the courses Ed 3080, 3210, 3220: o congent of instructor, May be
repeated for credtt with change of topic, [3]

3250. Advancad Seminar In Early Childhood Education, Frovides eppartunity for students
taexplors and review critically the state of early childhood education, emphasizing ressarch,
theory, and policy making that biear on surrent practice. |ntended primarily for post-master's
degree sludents. [3]

3270. Practicum In Elementary Language Arts. Ficld experience in a variety of school,
grade level. and inslructional settings. Designed 1o Integrate and apply leaching skills
developed in the slementary education degree progiam. Must be taken with the graduate
slamentary education tanguage arts block. May be repeated 1o a total of 3 hours. 1

3280. Practicum In Elementary Sclences. Fisld experisnce In a variety of school, grade
level, and ingtructional settngs. Designad to integrate and apply teaching skills developed
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in the elementary education degres pz;gram. Must be taken with the graduate elementary
education sciences methods block, May ba repaated to a fotal of 3 hours. [1]

3300. Trends and Issues in Elementary Education. Advanced study of the majer trends
and currert lssues in slamentary school practices, emphasizing the theory, research. and
policy making etfects: Oppartunity provided for an In-depth study of issues of interest, [3]

3310. Review of Research and Related Literature In Elemmentary Education. Provides the
opportunity for students ta explore and critically review the research and related iterature of

schao| practices in elementary edusation. [3]

3370, Advanced Diagnostic Teaching Procedures in Language and Lla_nrscy. Study of
issues on Implementing diagnostic findings in reading K~12 and of alternative appr_oaches
in language and fiteracy instruction, emphasizing correctve instruction Preraguisite. one
course in developmental ar remedial reading. [3]

3380. Seminar in Language and Literacy Education. Emphasis on current ||la_ra::y research
and topical lssues. Desigred to meet the nesds of professional studanis with a major In
language and literacy education. Prerequisite; Ed 3390 or 3420, {1-3]

3380. Literacy Development. Survey of theories and approaches 1o dsveioping reading and
writing in school-based settings. In-depth discussion of research in the development of
literacy, with an ermphasis on the reading procsss, [31

3410. Guiding and Directing Sohool Reading Programs. Study of program de\_«el_opmem
igsires in reading. Intended for school administrators, supervisors, reading specialists and
teachers of reading in elementary and secondary scheols. [3]

3415, Theory and Practice of Reading Education In Elementary Grades. Surve_y of
research and theory in reading education with & focus on Tesea:chhasex_i instructional
practice. Intended only for master degree candidates who are seeking initial licensuwe,
Corequisite: Ed 3270. [3]

3417. Theory and Practice of Language Arts Educatlon In El y G : Infroduces
curricuiar methods of teaching the language arts in elementary schocis with empha_sus an
theoratical and research base for classroom practice. Intended for master degree candidates
seeking initial licensure in elementary education or early childhood education. Corequisite;

Ed 3270. [3)

3420, Literacy for Diverse and Speclal Needs Learners Emphasis on philcsophies,
principles, and procedures associated with approaches to lteracy instruction for students
experlencing problemns with literacy development. Analysis of multiple factors .a_.nd handicap-
ping conditions contributing to lileracy difficulties and how th ese aﬁgr:t diagnostic and
instrugtional outcomes. Focus on methodalogies for accommedating literacy problems in
ragular classrooms and special settings. [3]

3430. RemedIal Reading Practicum. Studants plan and conduct a remedial reading pro-
gram for & sludent with serious reading problems. Pre- or corequisite: Ed 3420, [2-4]

3440. Issues and Trends in Reading Instruction. A survey of [ssues and lrends in reading,
including topics such as reading in a pluralistic society, early reading, intervention sirategies,
appraisal. and measurament. [3]
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2450. Psycholinguistic Aspects of Language and Literacy. Desigried 1o provide a theo-
retical base ter evaluating racent developments in the field of language and literacy from a
psycholinguistic perspective. [3]

3460. Teaching and Learning the Language Arts: Theory and Rassarch. Provides in-degth
siudy of theory and research on teaching and learning the language arts {reading, wriling,
speaking, and fistening) and related literacios (e.q., art, drama). Special emphasis is given
lo writing development and the teaching of writing in the preschoo! and elemantary years, [3]

3470. Social Asp of Language and Lits Introduces social and cultural thecries of
language and literacy learning and leaching, and the research questions and methods
associaled with them, Includes study of seciocuitural, secialinguistic, semictic, anthropoliogi-
cal. and eritical theory approaches to the study of literacy learning and use. [3)

3500. Samil on T g and Sch An Infroduction to schools, classrooms, teaching,
and the nalure of students and learning. Intended far maslers degree students who are in
the sarly stages of preparing for licensure as early childhood, elemenlary, of secondary
school leachers, {3]

3510. Advanced Teaching In Secondary Schools. Exgloration of teacher decision-making
regarding classroom climate, curricuium, and classroom managemeant in secondary schools.
A practicurn in sscondary schools in included, [3]

3611. Curriculum Foundations: Exploration of Educational Balisf Systams and Learning
Environments. Critical analysis of educational belief syslems and decision-making proc-
esses, practices found in schools and other learning environments, and ereation of &
curricular frame of reference. [3]

3612. Currfculum Davelopment: Designing and Constructing Responslve Curricula.
Exarnining and creating outstanding curriculum practices. Emphasis on understanding
processes for development. [3)

3621. Curriculum Deslgn for El ¥ School Prog Examines various programs
with focus on processes, concepts, and components that fester effective program develop-
ment Clinical experiences, [3]

3623. Currlculum Design for Secandary School Programs. Examines various programs
with focus on processes, conoepls, and components thal loster sffective program develsp-
ment. Clinical expariences. (3]

3630. Expl lon, Anailysls, and Ap of Currlculum Theory, Ressarch, and Experi-
mentatlon. Emphasis on assumptions, implications Impact. and assessment as related to
curricular change and leacher/lsarner practices at all educational levels [3]

3641. Currlculum Strategles for Supervision, Staff Development, and Educational
Changs. Processes, structures, and procedures that facilitate inservice Instructional IMEBrove-
mient. Designed for 1eachers, administratars, counselors, supervisors, curriculem directors,
agency leadership personnel, and other members of the helping professions. [3)

3650. Administrative and Supervisory Roles in Gurriculum Deslgn and implamentation,
Explores the purpess of administration, the supervisory process, the role of the administrater
n designing programs, and strategies for curriculum dasign and implemantaticn. [3]

3850. Seminar on Instructional Technology. Examines advanced uses of lechnology for
instruction. Computer based syslemns as well as video and hypermecdia will be topics for
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discussion and praject developmeant, Previous microcomputer expenence required. Prereg-
uisite: Ed 2060 or consant of instructor. [3]

3890. Individual Study In Education. Semé-Independent study on salscled topics in educa-
tion. May be repeated. Consent of instructor required. [1=3]

3900. Spacial Topics in Education, Expiores special issues or lopics related to aducation.
May be repaated. [1-8]

3911. Methods of Educational Research: Quantitative. Develops understandings of skills,
principles, and technigues used In quantitative educational research, Approaches these
topios under three headings: (1) Identifving “good” research questions, (2 planning and
designing a study to answer those questions, and (3} analyzing, interpreting, and presanting
the rasults in a manner that contributes to knowledge and practice in education [31

3912. Methods of Educational Resesarch: Qualltative. Govars issues and strategies -
volved in coliection and analysis of qualliative data, Focuses on the assumptions and related
research lechnigues of qualitative research framed by the post pasitivist paragigm (i,
naturalistic Inguiry, ethnagraphy). [3]

3930-3934. Reswarch In Education. Individuai programs of research in various education
fields. Consent of taculty supervisor required May be repeated. [1-6]

3530, Research in Education.

3931, Resaarch in Early Chifdhood Education,

3932, Research In Elementary Education.

3533, Research in Language and Literacy Education

3934, Research in Curriculum Developrmeant.

38403944, Fleld Experlences In Education. Indnvidual or group opportunities for abserva-
tion of other activities in a field setting, arranged by the student and the supervising professor
wilh & local school system or other educstionat agency. Consent of facully supervisor
required. May be repeated. [1-€)

2940. Feld Experiences in Educaton.

3941. Fisld Expariences in Early Childhood Educeation

3842. Fiold Experiences in Elemeniary Education,

3943, Fleld Experiencas In Reading Education

3844, Fiald Experiences in Currculum Development.

3950-3954. Practicum in Education, Individual or Qioup practlicumin a scheol or other social
Institution. Consent of faculty supervisar required. May be repsated. [1-6]

3850, Praclicum in Educatian

3951. Practicum in Early Childhood Education

3952, Practicum in Elementary Education.

3953, Practicum in Reading Education

3954, Practicurn in Curniculum Develoomant.

39603964, Internship in Education. Supervised on-sils experlence in a professional roje.
Interns serve as teachers, counselors, researsh assosiates, administrative aldes, or other
members of professional teams. Consant of major professer required. [1-12]

39680, Infernship in Education,

3361 Internship in Early Childhood Education

3982. Inlernship In Elermentary Education

1995, pp. 116-177, 122-129. Copyright 1995 by Peabody

From Course Catalog, Peabody College, Vanderbilt University,
College, Vanderbilt University. Reprinted with permission of The Jean and Alexander Heard Library, Vanderbilt University.
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PPsychology ET7A.—Social. ‘This course embraces a CON-
sideration of the bearings of modern psychology upon the
methods of social evolution and organization. Among the top-
ics considéred are those intevests, impulses, jnstincts and emo-
iions which result in social phenomena in zchool and in society.

The topics considered in this

Psychology B7B.—Sociod,
stom

course are: suggesiibility, fashion, conventionality, cu
imitation, confliet, discussion, and public opinion.

PRIMARY EDUCATION

Education 1.—Principles of Teaching for Primary Grodes.
This course deals with the organization and correlation of sub-
jeet matter and aims to give an understanding of the relative
importance and value psychologically of the various.lines of
work given in the primary grades, The principles underly-
ing methods of maintaining discipline, interest, the motivation
of school work, the conduct of the recitation, and use of de- .
vices will be taught. The course includes plan writing of the
types of lesson and one observation a week in the training
school. Prerequisite: One term of psychology.

Bducation 2.—Awithmetic 1-4. 2 hours credit. This
course, through class discussion of references studied and
present day practice, will evaluate and summarize the need,
value, and scope of the number work to be given in the pri-
mary grades. How the child’s practical needs involving
numbers are correlated with the various activities of the kin-
dergarten and first grade, will be worked out, followed by de-
velopment of the formal work in the second, third, and fourth
grades, as outlined in the Staie Course of Study.

Education 3.—Geography I-4. 2 hours credit. 'This
course will deal largely with method of tpaching orientation

and localization in the child's immediate environment and then
gradually extending his knowledge to a few of the broader
facts so that he can understand the getting of the region in
which he lives by knowing its relation to the larger world or
earth as a whole.

Qome study will be given to man’s use of yaw materials in
providing food, clothing, and chelter, This will lead up fo an

outline for the third grade geography, which will give the

I —
INBIANA $7ATE Nomwar, Soroow o7

ch_lld]"en S0me df‘ﬁni i
b (] repar, 5 i
i() . t p" p -}.El.t‘ﬂn j{'ﬂ the t'ﬁki“g up of lht‘.

Education 4. Hondwork A 2 hours
" : » A s credit. i
:::}II‘ZZ ':;}I]Iefe gzl\,en projects in clay, paper, and cardb{;:lr; ha::
e Oh%rvans related to the various subjects of the prades and
i h:;.nd - :;;e of huhdays_. It will consist of paper-foﬂ:ling
o 1::: afnd. tearing ; illustrating with crayols or b-»:
o theng,' :. simple models in furniture and baslceté
el consl‘,trﬁ(;‘t Eﬁ:—squ;;e fo_ld, including bolh paste and‘
e s'l:uq-jent:} (Materials used up will approximate

Education 5 nda
wr cn;:}aﬂgt;n ;.r-r—Hum{u.or.?c 5’ 2 hours credit. This course
g of work with textiles such as the weaving of mats
pric};in Ps, }éainmmks, ‘et{-.; making several kinds of poatr—'rs:
e fog' an lMhen sewing designs on cards; making dom:inr;
i (;{ r;;lé;]mr work and charts or cards for various drills
/ ials used i 1 ; .
o | up will approximate ane dollar per
Wos’klm bot}} courses is arranged for the four lower grades
Educati 5 ] s e
s s;::c:g:zsb%{] }?ead-iitf,r 1-4. The aim of this course is to
e sl Jecggnlzei the importance of and difficuities
hericsoha e eachlpg of reading in the primary prades: t-‘
-l mn;h é ace the hx_story and development of reading Lrne,th'iJ
e i mﬁ:‘ﬁﬁnt tlml:j and acquaint them with the best mé-
. pedaé'ng}r r;.hnow 1In use, based on child psychology and
§ gogy. e value of i : :
silent reading will be stressed? phonies and Htelopet ol

Educati — y

i o?g::ct";;:e §t0ry fmd b_rory Telling. This course con-
e g 13‘ story te._llmg and dramatization of fairy
W Thems"winlmf stories, nature stories, and realiﬂtii
il a fw be gems of literature suited to the
P he use !;hat can be made of jingles, rhymes
M appreciai aims prm_1ar;ly to give the teacher a‘basg‘:
el tﬁe 1{‘>_n. selection, and presentation of suitabi:e
i primary gra_.des. along with a working knowl-

undamental principles of story telling ando;:e

- schoolroom uses of the story.

Edmtloﬁ 8.-—-—1 lﬂ,zf& i Gzomes. hlS COUrse 1llcr]udes l)()“l
; Thi s
5C ¥ m A¥Zron L5 Ii 3 tor 13!‘3 11 COTY
hl)(ﬂ 00 a]'ld D‘]a) (8] nd met, Ud a_ﬂd ma il d 0
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i i ‘hmie plays

ists of story plays, brief relaxation exercises, :-WU'}H};]: ;)Ozi:,; 1,

tinging games, rwing sad o and games, as well as
ues o

intellectual, and mora‘l. values =y

their physical value, will be given attention
The following two-hour- courses’alre
k in connection with teachers’ in-

Euxtension Cowrses.
suitable for extension wor
stitutes:

Arithmetic 1-4
Geography 1-4
Handwork A
Handwork B -
i ection
The following four-hour courses may be taken in conn

with teachers’ institutes or otherwise:

Stories and Story-telling
Reading 1-4

RURAL EDUCATION W

i 11 into two distine

in Rural Education .fa dis :

o wﬁﬁr;t is a study of the snc}aj fmd e;:x;n:g&hf; Zs

mup?z.nities and the second is an application o e i o

(i;gr:::; school work, Both the thf:ory' anddik;i ;:c i

i iven the student in an en ) o

teachm%i a: ieigner the fundamental significance of :'u:';: k];;at-
prﬁﬁz r‘;swnsibility our educational system bears to

an

terment.
i course
i ) ity Civies. An elementary col
tion 30.—Communtiy ( iy
.nli::‘t?: :udy of group life, especially as the grgt;?:; per';ﬁ; =
ihe changing conditions in country life an .

ter-relations of the in_div;du
chureh, farmers’ orgaplzatmns,
other civie organizations are ana
work. The relation of ?B:I’fﬂln s
tion, jobbing, an.d r_eta.ﬂmg a}:ewmg :
analysis of taxation 18 ]'l'lz}de sho oo S|
all materials and community m-;prﬁI
politics are studied from. the prac
govern ourselves. The aim ©
in discovering the comn

sist him in solving them to the best of his ability.

al. the family, the school, the
"hambers of commerce, and all
lyzed and applied to school
g, manufacturing, transporta-
" studied in the field. An
ts bearing on cost of
Government and
cal standpoint of how we
f this course is to aid 1;'he student
Junity problems all about him and as-
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Education 31.—Secondary Education (High School Prob-
lems). An advanced course in the study of society and its
social groups, the forces in socicty that make for progress or
retrogression and the relation of education to the social and
economic welfare of communities and the nation. The fune-
tions of the various high school subjects are discussed relative
to their value to community life. Problems of eivie, commer-
cial, scholastic, and religious organizations are secured first
hand, and their relations to school life analyzed. It is the in-
tent of this course to prepare prospective teachers in such a
fashion that they can make the best possible contacts with the
communities in which they go to teach, will know how to find
the local problems, can readily become acceptable and efficient
leaders in the various activities of their communities, and will
be prepared to base the organization and administration of
their high schooi on the conditions they find prevailing in their
respective communities.

Education 32,—The American Rural School and Its Man-
agement. A general study of rural school problems. Tt in-
cludes: a history of country schools, their organization and
administration, their support, training of teachers, buildings
and grounds, courses and texts adapted to this work, and rural
supervision. Especial attention is given to consolidation and
centralization of rural schools for efficiency of work and econ-
omy in tax moneys and yet retaining the opportunity for
individual freedom and development,

Education 33.—A Comparative Study of Rural Schools. An
advanced course in the study of rural schools of some of the
foremost civilized nations. Especial attention is given to the
schools of Denmark. In this country the rural school is given
unlimited credit for the continuous and equitable prosperity
and contentment of all elasses. The aim of this course isg to
bring to our rural school problems any and all assistance Pos-
sible to secure from any part of the world. This course is
open to all students who have in mind rural and agricultural

welfare and expect to devote much or all their time to this type
of work,

Education 34.—Observation and Teacking in Rural Schools.

~This course is devoted to actual observation, planning, and

teaching. One room and consolidated schools are easily



70 INDIANA STATE NORMAL SCHOOL

INDIANA STATE NORMAL SCHOOL 71

veached from the Normal Scheool and actual teaching experi-
ence under supervision is made practicable; administrative,
teaching, disciplinary, health, social, and all the various prob-
lems of the rural tcachers are presented here in the actual
work.

Education 35.—School Budgets, Accounting and Indignn
Sehool Law. A study of the financial management of school
systems as provided in our state laws: how the means are
provided by special levying of taxes, how they are distributed
for various uses, and what reports are required by law to be
kept and made to the civil authorities. The basic fext for
this study is a compilation of the-educational laws of our state.

Education 18.—School Supervision. Open to students tak-
Ing courses-for special supervision or who are prepaving for
pOSlthTISIaS supervisors of instruction and management. The
course fm]l include a study of the function of supervision, the
tm‘ma_tmn of courses of study, the selection of material o'f in—.
struction and methods used in the supervizion of instruetion
and management in elementary and high schools. 'Fnur hours.

. Education 20.—Directed Observation and Supervised Teach-
tng. (Elementary.) In this course students are required 1o
observe and teach under supervision in some or all of the ele-
menta‘ry grades, The aim is to give the student skill in
organizing fmd interpreting lessons and in presenting them to
pupllls.at. different stages of their development, Tn addition
_m directed observation and conferences, students are reguired
to do actual teaching in the training schools. Four hours.

_ Education 21.—Directed Observation and Supervizsed Teach-
ing. (Elementary.) In so far as possible students taking this
course will do their directed observation and superviged teach-
ing in the grades or subjects which they are especially pre-
. paring to teach. Such students will be expected to assume
larger re_sponsibﬂity in the work and will be required to man-
age and instruct classes with the minimum amount of direc-
- tion and suggestion from the training teacher. Four hours,

Education 22.—Directed Observation and Supervise 2
'm_,g. (High School.) The work in this course;;s deni:d;‘;;w?n
high schoul_ departments and with high school classes. Un-
l_e_sa otherwr.se arranged, students are expected to do the super-
vised ’c_eachmg in their major or minor subjects, The plan
8 to give opportunity to study theoretically and to do prac-

tically under supervision all work required in a well organized
high school or department. Four hours.

) Educaffion 23.—Directed Observation and Supervised Teweh-
“ing.  (High School.) Students in this course will be required
. to take full charge of the management and instruction of
claase-; ?f high school students. The work will be done with
? _the minimum amount of direction and suggestion from train-
~ing teachers. In addition to the observation and teaching it
will _inc]ude the testing of results of classroom work, the rce:
cf:rdmg: of same and the making of necessary reports'to prin-
cipal or head of department. Four hours,

METHODS

Education 15.—Elementary Education. The object of this
course is to give the beginning teacher a general view of the
practieal problems of elementary education. It will include a
study of approved methods for the management and instruc-
tion of pupils in classes together with such study of both rural
and city school systems as will enable the students to work
intelligently therein. A part of the work will consist of the
actual inspection of typical elementary school units and di-
rected observation of the management and instruction of
classes. Four hours.

Education 16.—Principles of Teaching and Classroom Man-
agement. (Elementary.) A course of lectures, readings and
conferences setting forth the principles and conditions under
which all learning must proceed. It includes, too, a study of
the general theory of method and classroom management and
its application in teaching in both rural and eity schoolg, to-
gether with the study of the school as an institution for the
vealization of the purposes of education. Four hours.

Education 17.—Principals of Teaching and Clagsroom Man-
agement. (High School.) This course deals with the more
advanced phases of the work in their application to teaching
in junior and senior high schools. It invelves a somewhat
careful study of the specific aims and processes of depart-
mental and high school work, principles involved therein and
methods of instruction and management adapted thereto.

Four hours.

209
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Nores., Approximately one-half the time in each course in directed
observation and supervised teaching will be devoted to observation of
class room work and conferences.

Students in each of the conrses in supervised teaching should reserve
the hour from 3:50 to 4:30 on Tuesday and Thursday afterncons of each
week for conferences.

Supervised Teaching can not be taken during the Summer Quarter.
Substitutions for courses in Supervised Teaching may be made only
where students have had forty-five montha of certified successful experi-
ence in teaching. :

Education 25.—Public School Administration. This course
deals with such problems as arise in the administration and
supervision of rural, town and city schools. It comprehends
a study of school organization, school finances, buildings and
equipment, selection, employment and assignment of teachers,
selection and oversight of janitors, classification and as-
signment of pupils, the course of study, text and reference
hooks, school reports and records, Indiana school law, and
other problems connected with school administration. Four
hours.

Education 26.—Elementary and High School Administra-
tion. This course deals with the more specific phases of
school administration as applied to elementary and high
schools. It will include a thorough study of current methods
of elementary and high school organization and supervision,
a discussion of the work of principals, special supervisors, de-
partmental heads and teachers, their relation to each other
and to patrons and pupils. An important feature of the work
will be the actual inspection of statistics and reports required
of teachers and supervisors in such schools, the estimating of
the work of teachers and pupils, and the classification and as-
signment of pupils. Data will be secured from the best cur-
rent literature, school laws of Indiana, from inspection of
schools, and from conferences with those actually engaged in
the work. Four hours.
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. tion courses required,

- with the work with oral debate,

; writing. An elective for students

I_Nnmm STATE NOoRMAL SCHOOL T3

ENGLISH

- BERLE ELSWORTH CLIPPINGER, Professor.
Mary CHRISTINE PAVEY, Assistant Professor.
Max Avcusta KUIPPLE, Assistant Professor.”

English 1, 22, and 41 are required for i
T@&Year Primary_ Course. English 1, 25, Z(i].n:::iluglll ::9 tj:
g:z:ﬁd rFor completion of the Two-Year Intermediate Col:u'se
- e }vo‘;Year Gra_mmar Grade Course. English 5 and 25
- deq;;lrez'i 0211 all high school license courses, English 5, 6,
g-’radé = y 27, 28, 29, 30, 45{, and 55 are required for the first
i Icex;se to teach En.g'llsh. English 5, 6, 7, 25, 26, 27, 28,
i-,ez;ch ,Eanr is are re:'qu]red for the second grade licens:e tc;
< nglish. Requirements in grammar for hoth first and

nd grade licenses to teach English are met in the composi-

deﬁ?fmh 1.—Gar‘ emmir  and  Composition. Generel Aca-

b t Required on all Two-Year Elementary Courses
out half of the time is given to English grammayr and h Il;

t?__flementary composition with theme writing, : :

Eng]is.h b.—Composition. General Academie. Required
on all high school license courses. The work is 'desigﬁegte
teach neatness and conformity to good usage as well di
ness and effectivencss in oral and written wmpoaitio?:s N’ﬁ jx;

not open to students wh
0 have had grammar iti
; and com
on one of the two-year courses. position

English 6.—Composition. General i

: : ‘ 3 Academic. Requi
for _thh school hce_mse to teach English. The work egulrliff
marily oral and written composition of an expository natgre.

~ Bome attention is gi : gy = :
| English 5, on is given to journalistic writing, Prerequisite,

English 7.—Composition. Gen ¥ i
for _high school license to teach Eeggiis‘}?%;ﬁ:i;nrgegmm'd
marily oral an d written discourse of an al:gumentative lstpn-
Some attention is given to preliminary usagé in con::cll;lilt;frll-
Prerequisite, English 5.

English 8. —Composition. General Academic. Short story

: preparing to t :
m.'w] English. Prerequisites, English 5 anf 6 or e—? el
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English 10.—Grommar for High School Teachers. General
Academic. An elective for studenis preparing to teach Eng-
tish in high schools. Prerequisites, English b and 6 or 7.

English 22.— Children's Literature. Academsc. Required
on Two-Year Primary Course. The purpose is to familiarize
students with literature suitable for the grades and to con-
sider the presentation of this literature in the grades.

General Aed-

English 95, —Introduction to Lilterature.
The

demic. Required on all high school license courses.
work will deal primarily with a few literary masterpleces.

English 26.—English Literature.
guired for high school license to teach English. A survey of
English literature to about 1830, based on aelections from nu-
merous authors. Prerequisite, English 25.

English 27.—FEnglish Literature. General Acudemic. Re-
quired for high school license to teach English. English liter-
atuve from 1830 to 1900, based on selections from numerous
anthors. Prerequisite, English 25.

English 28.—Americon Literature. General. Academie.
Required for high school license to teach English. A survey
of American literature, based on selections from numerous
authors. Prereguisite, English 25.

English 29.—High School Literature. General Academic.
Required for high school license to teach English. The work
will be based on literature tanght in the high school. Pre-
requisites, English 25, 26, and 28.

English 30— Present Doy Literature. General Academie.
Required for first grade license to teach English. The work
will deal with recent prose and poetry by English and Amer-
ican authors. Prereguisites, English 25, 26, and 28.

English 31.——F1'at1'-nm General Academic.
English and American novels of different types and periods
will be studied. Preveguisites, FEnglish 25, 26, and 28,

English 32.—Dramda. General Academic.
students preparing to teach high school Fnglish. Dramas,

General Academic. Re-

An elective for
students preparing to teach high school English. Heveral .

An elective for

_ grades.

25, 26, and 28.

o INDIANA STATE NORMAL ScHoOL

including some b,
g ¥ Shakespear i g .
Prereguisites, English 25, 21)6, a;'d '\;‘é“ TR 0. Sisesiel.

ReEn_g‘]i.sh 41.—Reading and Phonies
quired on all Two-Year Elementary .Cu

tention is giver A
2 1 to articulation .
and phonics as aids to literary , aceent,

General Acodemic.
_uz;es, Eapeecial at-
) inflection, phrasin
gy interpretation and appreciatio:::
i L s hjo.l-l—O?'al Ex;m'ﬁsm.nﬂ. General Academic
" gh school license to teach English A. ik
ired sh. course in

readi i i
ding, public speaking, and dramatization

English 5. Prereqguisite,

English 3l.—Reading, Grades 4-8
Required for license to teach in i-nt
The subject ' 18 Ii
<2 ue Mot ol Ject matter is litera
lish 41,

English 55.——H, '
Required for hi Tgk School English. Professional Academic,
study in high sci SIChOO[ license to teach English. Cour s o
b < ools and methods of teaching Eng]i;h g
sch : considered, Prerequisites, English 5 :f-u hlgr?
» A v 0 Oor °f,

Professional Academic
ermediate or grammayr

: att ture for grades 4-
esenting it in the prades. Prerequisite, SE?:;:({

g) 9 3, pp. 5. py g y
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thinking upon which those conclusions are
fownded. Especially designed to serwe the
needs and interests of the general education
student. Not open o the student who hax
credit in ECON 201.

208. Elements of Ecomomics. (4) A survey of
the major institutions, of the theoretical ex-
planations for Muctuations in general busi-
ness conditions, of money and banking, and
a bricf inroduction 1o the markel determina-
tion of output and prices. Public policy relat
ing 10 each arca 15 explained and evaluated.
Prerequisite:  sophomore standing or  credit
in ECON 116.

201. Elements of Economics. (4) Intemsive
study of the theory of price determination in
warious kinds of markets. The theory of wages,
vent, interest, and profits. The principles of
intermatonal trade amd comparative  eoo-
nomic organi@mtion. Prerequisite: ECON 200.
279, Economic and Politcal Problems of
Emerging Nations. (4) A survey of historical
of the less-

nomic, political, and social change. Problems
of economic development policies and pro-
grams within the instimutional structore. In-
ternal and external pressures that influence
patierns of development, Mot open to the
student who has credit in POILS 281,
300. Nationul Income Analysis. (4) The sub-
stance of the course is maco-economic the
ing and

Ball State University, 1972-1974

tions. Analysis of agricultuml policy pro-
grams and implications of farm policy for
consumers, Prevegquusite recommended: ECON
200 or 201.
380 (280). Ecomomic Growth. (4) An analy-
sis of the causes, hanisms, and
of economic growth, Growth rates of various
countries will be compared and analyred.
Prerequisite: ECON 200 and 201,
410. Economic History of the United States.
{4) Survey of ouwr commercial, financial, agr-
cultural, and industrial history. Prerequisites:
ECON 200 and 201, or a combination of
ECON 200 and 4 hours of credit in United
Seaics history, or 8 hours of credic in Unired
States history. Not open to the student who
has credic in HIST 436,
416. History of Economic Doctrines. (4) The
history of how man has lpoked at his eco-
nomiic life. Surveys the changing ways econo-
mists have muonalized, articulated, and crid-
cized economic organization from Biblical
times to the present. The successive reformu-
lations place a major emphasis on the eco-
nomic doctrines of the recent past and the
present. Prerequisite: EGON 201,
421. Mathematical ics.  (4) Uniliza-
tion of rmath ics in the develoy of
selected economic theories. Survey of input.
outpul analysis and examination of the ap-
lication of lincar pro ing and the the-
ory of games 10 selected cconomic problems.
P isi ECON 201. Prerequisite ot

ory. Major stress will be on the
measurement of national income, output and
employment, the Keynesian system, inflation,
and the theory of investment Prerequasite:
ECON Z01.

301. The Price System and Resource Alloca-
tion, (4) Investigation of the ways in which
economic units direct resources into produc-
tion. Involved are analyses of product pric-
ing and output and resource pricing and em-
ploymens in the various marker souctures.
Graphic technigues are developed without
recourse o higher mathematcs. Prerequi-
site: ECON 201,

320, Quantitative Methads in Economics. (4)
The development of mathematical o

P
parallel: MATH 270.
481. Labhor Economics. {4) Economic prob-
lems of the wage-sarner; growth, souciure,
and policies of labor ocrganimuon: and the
employer and governmental policies toward
labor. Prerequisite: ECON 201,
432, Labor Law. (4) Origins and status of the
major aspects of law as the law concerns the
relations of unions and management. Major
cmphasis is on federal law as devived from
the M Labor Relati Act of 1947
and its interg ion by the Natonal Labor
Relations Board.
433. Economics and Practice of Collective
ini 41 is of the interaction

and tols, including a briel meatmeni of the
calculus, most useful in cconomics, At each
stage the concepts developed are applied w
problems in economic theory. Designed o
provide preparation for ECON 421 and 521
for students who lark the necessary back-
ground in mathematics. Prerequisite: ECON
201. Not open 1o the student wha has credit
in MATH 171.

356, Economic Policies and Problems of Ag-
riculture. (4) Examination of the special éco-
nomae conditions of demand and supply per-
mwining to agriculure and of problems created
by ch i jonal and int ional situa-

-

of the wade union, the employer, and the gov-
ernment. The legal, economic, and social
framework of collective bargaining, pegotia-
uon, administration, and enforcement of the
labor agreement. Prerequisite: ECON 43§,
441. The Theory of Monetary Palicy. {4) A
thearerical presentation of how the Board of
Covernors of the Federal Reserve Sysiem
maodifies the economic climate within which
the institutions of the naton operate, and of
the problerns of government finance as they
relate 1o the Board's goal of general economic
stability. Prerequisite: ECON 201,

P TR —
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445. The Economics of Government Budgets.
1) _Analy:is of economic theory behind alter-
native  mel s of financing govemment
budgets and debt management. Emphasis on
cconomic consequences of budgets by exam-
ining incidence, shifting, and incentives ac
rvg:_ar(!n provision of public services and al-
leviation of ecconomic insecurity. Inflation
¢ tax considered. Prerequisite: ECON 201,
".‘“‘ Intermarional Economics. {4) Interna-
tional trade, finance, and commercial policy.
Prorequisece: ECON 201,

452, Ecomomic Cycles and Forecastng, (4)
Techniques for forecasting the trend of activ-
ity lor the entire economy are presenicd. In-
stitutional faciors of the society are viewed
as the determinants of totl spending within
the theoretical framework. This is followed
by a semvinar exercise and forecast for one
;’;nr of the cconomy. Preveguisite; ECON
461. Comparative Ec it Systems. (4) His-
wiical and eomparative study of economic
g;e;ancs and systems.  Prerequusite:  ECON
4#64. Economics of the Union of Saviet So-
cialist Republics. (4) Evaluation ol economic
prowth and efliciency of the Sovier £COnOmYy
and its pautern of evolution from 1917 ta the
present. Planning mechanism in indusay as
well as contributions and problems of agri-
tulture investigated. Examination of Soviet
significance for other nations. Prevequisite:
ECON 201.

English 165

481, Industrial Organization. (1) Monopolis-
tic, oligopolistic, and competitive market
structares. Unsettled issues concerning struc-
ture and conduct of indusiry: concentration,
vertical integration, and problems of em-
npmic regulation by government. Prerequi-
site: ECON 200 and 201.

482, Economic Development in Latin Amer
ica. (4) The evalvation of theories of sconomic
development. Sources and consequences of
the economic growth and development pro-
cess In Latin America analyzed in the context
of economic theory. Auention 1o Common
Market possibilities, monetary-fiscal factars,
and wade and exchange. Examination of cur.
rent national and international programs as
promoters of development.,

48RS, U:lhnn Economics. (4) The systematic
economic structure of cities and ot
nent parts ef thal struciire.  Attention  is
given o the ways in which the economic
structure of cities and regions obstruct or
facilitate the avainment of the goals of the
commurmity. Prerequisite: ECON 201,

492. Readings and Directed Study in Eco-
nomics. (4) Each student will pursue his in-
terest in a specialized  cconomics  subject
under the direction of a member of the ero-
nomics  stafl. Subjects  studied will differ
from or be studied in grewter depth than sub-
jects treated in other economics conrses. Pre-
requisites; 8 hours of credit in economics. A
total of 8 hours of credit may be earned in
this course.

Department of English

Renner, Chairman; Adams, Adrian,
Andrews, Brown, Clifton, Cox, East-
man, I}, Eddy, Evans, Fifield, Fink,
Foster, Gadziola, Gale, Grafflin,
Haave, Hayashi, Hoilman, Holder,
Houck, Hozeski, Jennings, Kearney,
Kirkham, Koontz, Lindblad, Liston,
M@cDoug&]]. MacGibbon, Mammola,
Miller, Mood, Morsey, Nesbitt,
Newcomb, Nixon, Porter, Poulaki-
das, Purifoy, Rippy, Ross, Satter-
white, Schulte, Schumacher, Smith,
Stewart, Sutton, Taylor, Thornburg,
Trimmer, Whitworth

The discipline of English comprises three in-
terdependent areas of stody: Hterature, Jan-
guage, and composition. In each of these arens
the English Deparnment has definite respon-
sibilities not only o its own majors and mi-
nots but also 1o all other Ball Swatwe Univer-
sity srudenis.

Literature prowides a perspective gained
only through intimacy with the thonghts and
leelings of writers of all times and all tultares.
To help students gain this perspective, the
Enghsh Department offers u wide variety of
touses in American, British, and world litera-
Lure.

There are st Jeast wo good reasons for
becoming better acquainied with how one's
own language works. Onc is that a knowledge
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of the various patterns of language should
contribute to a facility in wriring and speak-
ing. Equally important, however, is the facl
that the history and structure of our language
are important parts of our cultural heritage.

Realizing the increasing necessity  for
suceessful college graduates 1o ex them-
selves clearly in writing, the English Depari-
ment reguires all studenis o develop skill in
expository writing. This is a primary purpose
of both the general education classes and the
classes in advanced compositon. For students
interested in creative writing, special courses
are provided on both the undergraduate and
graduate levels. These students arce also on-
couraged to contribute to the department’s
literasy magazing, Stet, and o compete for
annual awards made possible through the
Royaly Memorial Fund and Lambda Iota Tau,
the English honorary fraternity.

The student will be guided by the curric-
ular staenents (se¢ Curricuda) and by the
arca requirements given below,

The Qualifying Test in English Grammar
is a reguirement for the student whose ma-
jor or minor is English. AH sindents with areas
in English must pass the Qualifving Test in
English Grammar prior o being approved io
pursipe any curricula.

A smdent receiving credit for ENG 108
and/or ENG 1M based upon the scores on
the CEER English Compasition Achievernent
Test and/or the verbal score on the Scholas-
tic Aptitude Test will be notified by his cur-
ricular adviser and will begin his sequence
with the proper course.

Honors students with concentration areas
in English may substitute ENG 201, 202, and
203 for ENG 206.

Teaching major in English, 60 hours*
ENG 206, 306, 321, 322: SPCH

210; JOURN 111..... 24 hirs.
From ENG 260, 270, 280......, 8 hrs.
Either the third course from ENG

260, 270, 280 or a course deal-

ing with the period omited

and taken from ENG 368, 376,

378, 386, 388, 306, 461, 462,

471,472,475,481, 482, 4811 ... 34 hrs,
ENG '240, 340 8 hrs.
ENG 464 or -'iBE 4 hrs.
From ENG 546, 547, 348, 349, !&E

376,378, 335,33!] 396, 412, 420,

441, 442, 443, 461, 468, ‘5',

465, 471, 472, 473, 481, 432.

A9, 49T 12218 Mirs,
Teaching minor in Eu']mh 36 |wun
ENG 206, 306, 321...... . 12 hrs,
From ENG 260, 270, 8 hrs,
ENG 240, 340 8 hrs.

From ENG 346, 847, 348, 340, 364,
A76, 378, 386, 388, 196, 412, 420,
441, 442, 443, 461, 462, 464, 465,
471, 472, 475, 481, 482, 491,

497 .. 8 hrs.

Depnmunnl major in E.u;lilh, option |,

'Thu major provides a solid loundation
for those students who plan to cnter upon
graduate study and, probably, college teach-
mg of English. These students will qualify for
the Bachelor of Arts degree, with French or
German recommended as the language for
the degree.

ENG 206, 240, 260, 270, 280, 306,

321, 322, 340, 464, 465.............. 44 hrs.
Electives in English language and literature a1

the 200 level or above to ol 60 hours.

In addition cach student with a depart-
mental major in English, option 1, will cam
4 hours of credit from HIST 475 or 47f; 4
hours of credit in LAT 217; and 4 hours of
credit in PHIL 100,

Deparimental major in English, opton 2,
48 hours

For the students desiring a loundation in
English and a broad education but not gradu-
aw or teaching careers, this option is provided,
ENG 206, 306, 322, 240 or 340, 464

[ [ T —— 20 hrs.
From ENG 260 2?0. ZBU 8 hirs,
Electives in English language and literature at

the 200 level or above to wtal 48 hours,

In addition each student with a depart-
mental major in English, option 2, will eamn 4
hours of aedit from HIST 475 or 476; 4 hours
of credit in LAT 217; and 4 hours of cedit in
PHIL 100.

| minor in English, 28 hours

ENG 206, 506..... 8 hrs.
ENG 240 or 340.. 4 hrs.
From ENG 260, 270, 280. 8 his.
ENG 464 or 465.,.......... 4 hrs.
ENG 322...... 4 brs.
ENGLISH {(ENG)

100. English as a Foreign Language. (5) Stress
on sounds, structure, and vocabulary of the
English language in order to increase the sto-
dent’s facility in use of the English language.
Cannot be counted toward general education
requirements in English,

101, Li and Composition for Foreign
Swdents. (3) Wrnitten and omal composition
through reading, discussion, and interpreta-

11 ENG P60 i not taken, S68, 461, armqumﬂ,
20 b mor waken, 176, STE 471, 4TI, or 478 in wequdeed;
Hzmhmukm.m.!”.m.“l.m.wl!liln
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tion of scleceed poeces of literature. Continaed
artention 10 the problems of synuax, pronun-
cation, and vocabulary which are dilfflicult for
forergn students, (This coutse is the equiva-
lent of ENG 103 for forvign students.) Prereg-
uisite: ENG 100 or satislactory score on pro-
fickemcy test in English as a furmgn la.ng'uagt
102 Li and G for Fi
Students. (5) Guuded csrp]omlmn in the var-
iong forms of literature. Oral and written in-
wrpretation and analysis. Continoed  atten-
ton w the problems of English which are dil-
ficult for foreign students. (This course is the
eguivalent of ENG 104 {or foreign students.)
Prerequisite: ENG 101 or satisfactory soore
on proficiency st in English as a foreign lan-
guage.

103, Li and Comp {4) English
composition siressing the sentence, the pura-
graph, and the orgamazation of the various
types of cxpression through reading, discus-
sion, and interpretation of selecied pieces of
literaiuze.

104, Li and Composiri (4) Guided
exploration in the various lorms of liemature,
Also, oral and written interpretation and anl-
ysis by individuals and groups. Prerequisite:
ENG 105.

201. Humanities 1: Western Thought from
Homer o Dante. (4) Some major texts in the
lierature, philosophy, history, and general
thought of the Greek, Roman, and Christian
avilizations through the Middle Ages.

22. Humanities 2! Western Thought from
Montzigne to Rousseau. (4) Some major iexts
in the heraware, philosophy, hastory, and sci-
ence during the Renaissance and thmugh the
eighteenth century.

203. Humanitics 3: Western Thought from
Dostoyevsky to Sartre. (4) Some major writ-
ing in literature, philosophy, and science
from 1800 unul the presene.

205, World Literature. {(4) Inroduciion 1o se-
lected pieces of world literature for class and
mdividual oral and writen interpretation and
evaluanon for those who are not English ma-
jors or minors, Prerequisiie: ENG 104, Not
open to the siudent who has credin in ENG 206,
206, Survey of World Literature, (4) A survey
of the lierature of western dvilizavon, ex-
clusive of English and American lieratore
for students who are mujors o minors in En-
lish. Prerequusite: ENG 103 and 104, No
open 1o che student who has credit in ENG
205.

207. American Literature. {4} Introduction to
wlected pieces of American  literalure  for
dass and individual oral and wrien inier-
pretion and evaluanon for those who are
not English majors or minors. Prerequisite:
ENG 104,

English 167

20%. British Literatore. (4) Introduction o se-
lected pieces of British literatore for class and
individual oral and written interpretation and
evaluation for those who are not Eoglish ma-
jors ur minors, Prerequisite: ENG 104,

221, Grammar for Secondary School Teachers.
(1) Basic course in traditional English gram-
mar and usage. Not to be counied as part of
the to1al hours in & major or minor program.
240. American Literature, I607-1860. (4) A
survey of American lileraiure from its begin-
ning through the middle nineteenth century,
Prerequisite: ENG 205, 206, 207, or 200,

260. English Literature of the Middle Ages
and Renaissance. (4) Briush literature of the
Middle Ages und Renaissunce emphasizing
major works of a number of the literary figures
in their historical and philosophical contexis,
Prevequisite: ENG 205, 206, 207, or 209,
270. English Literature of the Seventeenth
and Eighteenth Cent (4) An ext
study of English litcrature of the sevenicenth
and eighteenth centuries, or from 1600 10
1780, with attention to the social, historical,
amd philosophical backgrounds of the periods.
A close reading of the works of major writers
is emphasized, hut not o the exclusion of the
works of minor writers. Prerequisite: ENG
205, 206, 207, or 208,

280. English Litrrature of the Nineteenth and
Twentieth Centuries. (4) British hierature of
the nincicenth and  twenueth centuries em-
phusizing major works of a nuwmnber of the
literary figures in their historical and phile-

sophical contexis, Prerequisite: ENG 205,
206, 207, or 209,
305. Advanced Composition and Li

(5} An intensive study of contemporary expo-
sition, problems of English usage, wechnigues
of compaosition for advanced college and pro-
fessional work, and prose fiction as a type of
warld literature. Required of exemptees from
ENG 1035 who are not English majors or mi-
nors.

306. Advanced Composition. (4) Instruction
in writing techniques beyond that provided
for the genem! student. Introduction to liter-
ary research and critcism, Open only o En-
glish majors and minoss. Preroguisice: ENG
206, 206, 207, or 209,

310. The Teaching of Language Arts in the
Upper Elementary Grades. (3) Modern view-
points and approaches in teaching language
attitudes, habirs, and skills. Consideration of
written and oral expression, language usage,
spelling, writing, and rcading.

321. The English Language. (4) The stdy of
modern English with emphasis upon the appli-
cation of the methods of descriptive linguss-
tics 10 an understanding of modern vocabu-
lary, usage, grammar, and phonology, Pre-



258 Undergraduate Courses

Department of Secondary, Adult,
and Higher Education

Jones, Chairman; Bell, Berridge,
Bishop, Blaser, Burnell, Colclesser,
Collier, Craddock, FElsmere, Fisher,
Hauptman, Jones, Kunkel, Lawhead,
Lawler, Lucas, Marine, C, McClure,
J. McClure, McElhinney, McEwin,
Michael, Morsey, Pogue, Prettyman,
Rawlings, Reak, Redburm, Richard-
son, Rowray, Shively, Spencer,
Strouse, Struve, Trenfield, Van Voor-
hees

The Department of Secondary, Adult, and

Higher Education provides courses and pro-

grams in a variery of areas. Although profes-

sional preparation of secondary teachers is a

major responsibility of this depariment, other

deparumnents and divisions of the Universicy
cooperate in providing methods work in sub-

Ject matter fields.

All swdents preparing w be secondary
school teachers must take EDPSY 250 and 500
and a methods course in the area of their ma-
jor. In addinon, such students enroll in EDSEC
ﬁ'g‘ 420, -QGIIi angd 462 for a ol minimom of

 quarier s in the Department of Second-
ary, Adult, and Higher Fducation,

Susdents will be guided by the curricular
statemonts {see Curricwda) and by the area re-
quircments given below. All programs qualify
gradvates for provisional certification o each
in their areas of preparation.

In addilion to assuming major responsi-
hility for professional preparation of junior
high school and high school weachers, the De-
parument offers the following  special pro-
wrams at the usndergraduaie level:

Endorsement for teaching in the junior high
school, to be added 1o the secondary school
tracher certificate, provisional grade, 15
hirs.

EDPSY 351, EDRDC 400,

EDSEC 1412 ... 11 hrs.
Swdent teaching
school . 4 has.

CORE TEACHING PREPARATION

Core ieachers deal with programs known as
Caowe, Social Liviag, Correlated Studies, Block
Programs, and the like, Such programs utilize

a large block of time, surh as two periods or
maore, in dealing with broad problems or units
of work which cut across subject lines. Llsually
such programs are planned o provide integra-
uve experiences primarily from the areas of
language arts and social sciences.

To prepare for core teaching, the student
will meer requirerments of the Teacher Educa-

Secondary, Adult, and Higher Education 239

Because conain concentration areas provide
education espocially desirable for the persom-
nel of Boys® Clubs, the student is advised 1o se-
leet @ waching major from the following group
ar, business ¢ducation {option B). English,
physical education and health. and social sci-
ence. The minor arca may be any une in the
total group offeved by the Umiversicy,

During his four years on this program the
sudent will be given experiences in Boys®
Club work, some of it in Boys' Clubs in the
Muncie area. The Auvtumn Quarter of the se-
nior year requires Boys' Club orienauon and
field work outside the Muncie area, some of it
under the direction of New York University

EDUCATION: SECONDARY (EDSEC)
200. Lab Expericnce in Secondary Edu-
cation, (2) Provides direct experiences in work-
ing with students, teachers. para-professionals,
community agencies, nnd. other appropriate
for dumie students who
plan to enter secondary school teaching. A 1o-
wl of 6 hours of aedit may be earned in this
course, but no more than 4 hours may be mken
in one quarer,
318. American Edacation: A Critical Examina-
tion. (4} The complex cducational system and
alternatives 1o the uadlupnaj system, featur-
ing an indivi I 4 instruc-
tional ch. Designed for students who do

with spcclhn:l credit earped in that

tion Curriculum with pr i 1 ed:
COUrses spc\:ialjmd for secondary Leﬂ(hlng
‘The icaching major and the 1wwaching minor
will be in the ficlds of English and social sci-
ence (if the major is in one ficld, the minor
must be in the other), and the certification will
be {or the major and minor. EDCUR 430,
Teaching in the Core Program, is a reguired
course. Student waching will be done in a
core program in a secondarny school.

BOYS' CLUB PERSONNEL PREPARATION
Beoause of the increasing need lor adequately
prepared directors and other personnel of the
numerous hranches of Boys” Clubs of America,
officials of the University have worked with
the officials of the national organization of
Boys' Clubs of America 1o evolve a pateern for
prs tion of such 1. Boys' Clubs of
America will provide some four-year scholar-
ships for selected studenis. Those who do not
reccive scholarships will proceed at their own
EXpense,

Boys" Clubs, like the public schools, are
civic cnterprises and are actively involved in
the community, Often a staff member of a
Boys' Club may alsa be a part-time eacher in
the jocal secondary school. Because of this
likely and desirable relationship and because
the prepuration for waching is good prepara-
oon for Boys" Club work, this program has
been so planned that cach student who com-
pletes i sansfactorily will meet requirements
tor recommendaton for a ceruficare (o teach
in an Indiana secondary school.

For Boys' Club personnel preparation the
stucent will meet the requirements of the
Teacher FEducation Cuormicuolum with profes-
siomal education courses specialired for sec-
ondary education.

A swudert on this program must limit his
chaice of concentration areas 1o one teaching
major and one teaching minor or departmenial
minor and must select a rombination of the
rwo areas that can be completed in four years:

ed o Ball Sute University for 16
quarter hours of credit.

EDUCATION: ADULT AND COMMUNITY
{EDAC)
No eourses at the undergraduate level.

EDUCATION: CURRICULUM (EDCUR)

400, Curriculum Construction. {4) Principles
10 be used in determining the nature and con-
tent of the leamer's experiences in the public
school, The issue of essenti

not plan to teach but open to those in teacher

./!duml.ian.
360, Principles of Teachi and Ci

Management: Secondary School. (3) The pur-
pose of the course is (o induct the student inuo
the reaching act. Prerequisites; GXPSY 100,
EDPSY 250, and approval to pursue a weaching
curriculum. Prereguisite or parallel: EDPSY
300.

412 (31Z). The jllniﬂt High School. {1) Devel-
opment of the junior high school idea, its spe-
cial function, and problems of counseling and

sivigmn, |ead:|=r-pupul planning, Ihe' Iarger use

of group action in the solution of problems,

and beterment of relation between problem

ﬁ“v-'ng and prinaples operative in these prob-
5.

430, Tﬂclxlnz in the Core Program. (4} This
course is designed 1o help develop the compe-
tencies required of a teacher in Lthe core pro-
gram of the public schools. It deals with the
philosophy and psychology underlying core
the possibilities for lanning the
curticulas expersences, and the echniques of
working cooprratively with core classes.

EDUCATION: HFGHER (EDHI)

48, Inwroduction to Personmnel Services im
Rudm Halls. (1) Principles involved in
& and ing with individual
and nud&-m groups in residence halls, social
forces affecting colloge students, and the rela-
tionship of ihe residence hall program o the
towl university, Prerequisiee: permission  of
the deparement chairman. A toial of 4 hours
of crediit may be earmed in this course with a
maxizouny of | crodit huwar per quarer.

in the light of the study of the nammne

f! the junior high school child.

420. Social Founda.l.lnm of Secondary Educa-
tion. (3) Ed i in society
anud its xriuucmshlpm l])t individual and Amer-
ican culiure from the perspective of the socio-
logical, phllosophlal hxswru:‘ll economic,
political, and e clati of
secondary  education. Cnawmpmaty issues
such as cultural values, social class, ethnic
groups, political pressurcs, and the role of the
teacher will be stressed, Prerequisite:  chird
quarter junior or kter.

460. Swdent Traching: Secondary School. (5)
462. Student Teaching: Secondary Schoal. (5)
430, Practicum in Boys’ Club Administration.
{9 Offered in umpcnuun with Boys' Clubs of
America. The student is assigned 10 Bays'
Clubs where he is given an Lippﬁlu_lnll'y in il
phases of and ad with
ceriain responsibilities for advanced problems
in each of these areas. The cousse is largely
under the direction of a visiting professor rep-
rt'.wrll.mg Boys' Clubs of America, I‘mrn]tnﬂir

of the chairman_

From Course Catalog, Ball State University, 1972, pp. 164-167, 238-239. Copyright 1972 by Ball State University. Reprinted

with permission of Ball State University.
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APPENDIX C: CIRCLE MAPS TO DEFINE TEACHER PREPARATION
PROGRAM CONTENT FROM 1908 TO 2007 IN COLLEGES AND UNIVERSITIES
WHICH DID NOT ORIGINATE AS TEACHER NORMAL SCHOOLS
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University of Massachusetts Amherst Circle Map

1931: Massachusetts
Agricultural College
became

Massachusetts State
2000s: Elementary College and in 1932

1940s: Two-year

education majors the Department of oyl
completed a major Agricultural PrOgram_IObls uf y
in liberal arts and Education became was azal able for
sciences the Department of seconcary
. education
Education

1990s: School of
Education
concentrated of BA
in Education

1940s: Internships

1932: Secondary teaching may have been

certification could be earned electives; other
electives were a

teaching methods
course and a tests

1970s: 1980s: School of University of
All Education offered RUVErsity o and measurements
grades two degrees Massachusetts course
Amberst
were Education
pass-fail p 1945: Internship was included in
. rogram Content .
1970s: 1931-2007 the final semester of study
1970s: Students were B
School of given freedom
Education Fo(;io dent 1947: Course catalog
was independen downplayed the
reorganized studies and 1950s: Students could imporFt)an)(,:e of internship
into 11 choose their major in Education or
learning own programs major in a subject 1950s: Began
centers and of study area content while offering a
faculty tripled minoring in degree for

Education elementary
education

1969: Course catalog
included no programs
of study, but instead a
statement about the
School of Education
undergoing
reorganization

1960s: Freshmen were
urged to commit to the 1 A
School of Education early 960s:

. laboratory
and complete observation school opened
hours during freshman for the SI():hool
and sophomore years

of Education

1959: Secondary students
no longer had the choice to
major in Education; they
minored in Education and
majored in a subject area
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Indiana University Circle Map

The School of
Education was
established in

1910: Two-year 1908.

program for
elementary education Documents were obtained
certificate from 1914 to 2007.

1910s: One education foundations 1910: Four-year program for
course, Principles of Education, bachelor’s degree in elementary
was required for elementary and or secondary education

secondary education students.
1910s: One teaching

1910s: All education methods course was
students completed one required of secondary
observation course and one teacher education students

internship. in their subject area.

1916: Measurement

1920s: Introduction to

and evaluation was Uﬁgﬁgi Education was added as
added. E ducatior}ll the first course in the
1917: Shifted toward Program Content major.

more behavioral 1908-2007

1920s: Classroom
management was
addressed in elementary
education coursework.

sciences

1920s: The History of
Education was added.

1930s: Students were required to concentrate 20-24
elective credits in a field other than education.

1940s: All programs of study
were four-year programs.

1950s: Elementary 1940s: Principles of
program electives Instruction included
could be concentrated 1950s: Observation, field an overview of

to earn a subject area study and internships methods of discipline
teaching certificate increased for elementary and unit planning.
through ninth grade. and secondary.

1960s-2007: Few changes
were made. Elementary
was traditional four-year
program.
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1970s: New
Bachelor of
Science in
General
Studies
became the
major for
elementary
education

University of Southern California Circle Map

1990s-2000s: More
subject area
methods required
and internships
were paired with
methods courses

1970s: Additional field
work and internships
were required

1970s:
Elementary
program was
again four years
instead of five

1960s: Elementary
program included
more subject area
methods courses

1950s: All education students
earned a major and a minor

1940s: Elementary
and junior high
teacher education
students completed
principal and
subordinate
programs of study

1909: Dept. of
Education
founded

1909: Only secondary
certificate; no
internship, but
observation available

1910: CA State
Board of Education
prescribed teacher
certification
requirements

1909: Majority
of coursework
was education
foundations

University of
Southern
California
Education
Program
Content
1909-2007

1940s: All education
students took a
sequence of four
foundations courses

1940s:
Undergraduate
degrees were
available for
secondary
teaching in art,
music, business
and physical
education
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1910: High school
teaching certification
required a subject area
bachelor’s degree and one
year of graduate work in a
major area of study, plus
15 credits in education

1923: Elementary
and junior high
certifications added
and two teaching
methods courses
were required
regardless of level

1930s: Elementary
program of study
required three
methods courses
including reading

1930s: Elementary
majors took 28
credits in
professional
education
coursework; junior
high took 24; high
school took 18




APPENDIX D: SELECTED EXCERPTS FROM UNDERGRADUATE COURSE
CATALOGS OF COLLEGES AND UNIVERSITIES WHICH DID NOT ORGINATE AS
TEACHER NORMAL SCHOOLS
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University of Massachusetts, Amhert, 1947
“Massachusetts State College”

&8 P.D. 31
Frussoean Yoam

114 Semester Credits 2d Semester Cradits
English 1, Composition 3 English 2, Composition 3
“Mathematics 1, Algebra 3 Mathematice 2, Trigonametry 3
*Biology or Chemistry s Biology or Chemistry 3
*Eoreign Language 3 Foreign Language ]
*History J or Orientation 1 3 Hist [ 3 3
Physical Education 7 {women} 2 Physical Education 8 {women) 2
Military 1 (men) 3 Mi]it_nry 2 (men) 2
Physical Education 3 (men) 1 Physical Education 4 (men) 1

Hygiene [wome#n) L

*Students who are prepared and wish to take Calculus as sophomorm should elect
Mathematics 3 and 4.

* Those who elect Bislogy rake one semester of Botamy and ome of ogy. .

* Language to be selected from French 1, §, or 73 German 1 or 25} or Spanish 25 in the
first semester; French 2, 6, or 83 German 2 or 263 or Spanish 26 in the second.

4 Studeats qualifying for the AB. degrec should cake History 5.

SorHoMoRe YEAL

lsf Semesicr Credits 2d Semester Credits
Englich 25, Survey of Lit 2 English 26, Survey of Lic 1
Speech 29 1 Speech 30 i
*Economics 23 3 Psychology 26 3
Milicacy 2% {men) 2 Military 26 {mem) 2
Physical Educacion 27 (women) 2 Phyzical Education 28 (women) 2
Ome of the following Scfewces each semester:
Bacreriology 31, J1A 4 Physiology 32 3
Botany 2§ 3 Buunl)r 26 1
Chemistry 29 + Chemtstl‘)' 30 4
Chemistry 31 3 Chemistey 32 ¥
Geology 27 3 Geclogy 28 1
Machematics 29 ] Machemuatics 30 ¥
Physics 258 4 Physics 24 4
Zoology 2% |} Encomology 26 3
Two electives fram the following each semester:

French 7, 29, or 31 3 French 8, 30, oc 32 3
German 291 3 German 26 3
History 25 3 Ecanomics 16 ]
History 31 3 Econonyics 28 3
Spanish 2§ » Spanish 26 L]
History 32 ]

Sociology 28 3

% If Economics ir taken in the first semester, Psychelogy will be elected in the second and

wice veris,

JUNIOR-SENIOR CURRICULA IN LIBERAL ARTS

Major work is available in the following departments during the last
LWO years,
ECONOMICS
‘The Deparrment offers curricula in both Economics and Political Science,
ECONOMICS
P, L. Gamsig, Adviter
In Economics the aims are twofold: (1) to give the stu denc an under-
standing of economic theory and of the application n_f economics to the
organization of society; (2) to provide students with the elementary
training necessary for vocations in business administration.
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The Department recommends that 2 minimum of 24 hours of junior an¢
senior work be taken within the Department by every major, and, for
some careers, the maximum of 30 hours of junior and senior credic. Stu-
dents are urged to select courses in the Humanities, and especially in the
allied fields of History, Philosophy, and Psychology. Those intending to
major in Economics should elect Economics 26 in the sophomore year.

For the majors in the Economics Department, there are offered courses
which may be combined to serve as preparation toward a number of dif-
ferent careers. These include existing opportuniries as well ag those likely
to be available in the postwar period. Among others, possible careers in
the following fields are open:

Accounting
Banking and Finance
Government Service
International Trade

Marketing
Public Utilities
Social Security
Statistics
Labor and Personnel Relations, Transportation and Communication.
All majors irrespective of the career selected are required to take the
following courses: Economics §2, 53, 79, 81, also Agricultural Economics
79 or Mathemarics 62,

FOLITICAL SCIENCE
V. L. Ferwerpa, Adviser

The work in Polirical Science aims to give the student an understanding
of the principles of Government and their application to the organization
of society; and ro provide him with clementary training necessary for
positions in government service.

Careers are open to students of Political Science and Public Administra-
tion in law, in many types of government service, and in organizations
related to these fields.

Students intending to follow this curriculum should elece History 23
and Economics 28 in the sophomore year and the following in the junior-
senior years: Economics €1, 62, 63, 64, 78, 93, and 94,

EDUCATION AND PSYCHOLOGY

The Department offers two curricula, one in Education and anocher in
Psychology.

EDUCATION
A. W. Purvis, Adviser

The courses in Education are planned (1) to prepare studencs to meet
the minimum professional standards for teachers in secondary schoals, (2)
to prepare students who desire to teach Vocational Agriculture and related
subjects, or students desiring specific training courses for other purposes
such as Extension Work or Social Work, and (3) to provide cultural and
informartion courses for the layman.

Teacher Training in Academic Fields. The student who desires to
meet the minimum professional standards (16 credits) and to be recom-
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mended for secondary school teaching should register in the Department
as carly as possible in his freshman or sophomore year. To meet the
standards, two plans are currently in operation, a5 follows:

“Che One-Semester Plan, Opportunity is afforded to 2 relatively small
but highly select group of seniors each fall semester to complete all of
their professional requirements in one semester. Selection in this group
is based on scholarship (a college average of 80 or more is desired), per-
sonality, and the recommendation of the major department. Class work
and practice teaching are scheduled in alternate weeks of that semester
in such a way as to insure seven full weeks of practice in neighboring
schools. Participants in this plan are chosen early in the junior year but
the registration of each candidate should be in the files of the Department
early in the sophomore year if possible. This plan is strongly recom-
mended by the Department and highly favored by superintendents, and
the placement of students trained under this plan is, therefore, greatly
facilitated. Students selected for this opportunity will register for Edu-’
cation 90, 91, 92, 93 and 94 in the first semester of their senior year.

The Two-Year Plan. For students who desive to teach and who were
not selected for the One-Semester Plan, or whose senior schedule in major
work does not permit of that plan, 2 further opportunity is provided.
Courses in the Department are available during the student’s junior and
senior years which will enable him to accumulate sufficient credits to
meer the standards. Six courses should be undertaken of which two,
upon arrangement beforehand with the Education adviser, may be in
Psychology. In Education the student should schedule Courses 51 and
83 a5 basic courses and in Psychology Course 5§ is preferred. -
tunity for a small amount of practice teaching will be available under
Education 85 if the student’s schedule’ permits«(Tuesday and Thursday
should be free for this work). While this plan does not offer the con-
tinuity of instruction nor the coordination of theory and practice which
characterize the One-Scmester Plan, it has been considered adequate by
many superintendents in the past so far as preliminary training for
prospective teachers is concerned.

Teacher-Training in Agriculture. By a cooperative agreement with
the State Division of Vocational Education, persons otherwise qualified
muy prepare to teach Vocational Agriculture by the satisfactory comple-
tion of Education 72, 73, and 75. Education 51 is also recommended.
To insure a desitable range of preparacion, students who contemplate
vocational teaching should consult early (in the freshman year, if possible)
che Head of the Department and the State Supervisor of Agriculrural
Teacher-Training, A vocational teacher-training certificate is awarded by
the Vocational Division to those who fully qualify.

Other Service Courses. Students preparing for Extension Work, Social
Work and such opportunities will find Education 51, 52, and 33 of value.

Information and Culfural Courses. For students with a general interest
in the program of Education in this and other countries as it now is and as
it has devcloped fram earlier times, Education 80, 81, 83, and 88 will be
of considerable interest.
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PSYCHOLOGY
C. C. Nexrt, Adviser

The courses in Psychology are intended (1) to impart nderstand
;u;ghof buman behavior and che applicacion of ):bis kn:?:vlie;;: 1:0 pr::blﬂn;
uman adjustment; (2) to give preparation for professional work in
Ps}gﬂhalogy and related fields; (3) ro aid in the training of school teachers.
reers open to Psychology majors include: Psychological i
Research, Vocational Guidance, Psy(‘.hcmcl:rics,yf’:n:i]:el mmaﬁg
Ydegﬂ:re. Abnormal a.mi Clinical Psychology, and Government :Service.
i m;m‘l g_ndu:;e training is required for certain of these careers.
n the junior and senior years majors zre required to take a mini
21 credits in Psychology. Courses 51 and 89 are required. mﬂmﬂi
culal;nm_-al backg:mm_d u_ad‘t:md as major programs will permit. Majors
fh I:!ng careers primarily in Experimental and Physiological Psychology
ould plan to take one or more courses during their four years in Chemis-
try, Iy{ath:manc;s, Physics, Physiology, Statistics, 2nd Zoology. Those
gla.nmng careers in Abnormal and Clinical Psychology, and in Child Wel-
Ea, shuulc_l obtain a b_ac_kgmund in Education, Home Economics, Physi-
alogy, Sncwlog‘y', Statistics, and Zoology; while those planning careers
in Psysihn@eu]:cm'mtionaf Guidance, Personnel Work, and Govern-
menc Service should be well informed in Education, omi iti
Science, Sociology, and Statistics. e

HISTORY AND SOCIOLOGY

c'ﬂ'(lv.tl'ﬁcu.d: in History, Sociology and pre-professional Social Work are

\ HISTORY
A. A. MackmaMre, Adviser

The courses in History are intended to im i
i part an understanding of the

pul;;p!e of t.l_le world and their problems through an analysis of min’s de-
velopment in the past. A major in this field should provide the student
with a broad culeural background and a basis for good citizenship, His-
tory may have special value for the following groups:

E;; ::ose w:o plan to teach History or the Social Studies.

ose who plan careers in which considerable knowledge of Hi

tory is desirable, These might be in fields such Srariot
Service, Journalism, and Library Work. R -

Students who wish to major in this D

ats who epartment are expected to conf
to ]:he institutional ;md divisional requirements of tll:c fmh:::: t:rﬁ
sophomore years, including History § and 6. In choosin h
0 ; . g sophomor

Liberal .A.rfs electives they should include two semester courses in !l,{isl:cryf

In addition m.the_ above courses, students are expected to take 2 mini-
mum of 24 Cl’ﬂd‘lt? in t}x‘: :l.cctivc junior and senior courses. History 25
dlould‘yb; ;Ieca:let: om ‘:: junior year if not taken as a sophomore elective.
Histo an i erican Histo d Histo istori
ek s b istory, an ry 91 and 92, Historical



130 BD. 31

65. (1) ConsTITUTIONAL Law (1947-48).—A study of the funda-
mental rights and guaranrees under the American Constitution as interpre-
ted by decisions of the Supreme Court. Given in alternate years.

3 class hours. Credit, 3.
8:00-§:50 Tu. Th. 5. Assistant Professor FERWERDA.

93, (1) #4. (II) SesaNam ¥ PoriTical ScieNce.—A study of special
problems in the field of political science. i
1 or 2 2-hour periods. Credit. 1.

Assistant Professor FERWERDA.

EDUCATION
Professor Punrvis, Assistant Professor OLver, Mr. Tarrl, Mr, CARPENTER
51, (I) Prmcries aND MeTHODS OF TEACHING.~By means of dis-
cussion, case studies, and current educational liverature, reaching ideals
and procedures are set up. Application of the general principles are mad:
in the major fields represented by the class.

3 class hours.

11:00-11:50 M. W. F.

Professor Purwis and Assistant Professor OLIVER.

Credir, 3.

52. (II) MeTHoDS oF ExTENSION TEACHING.—For juniors and senion
specializing in the divisions of agriculture, horticulture, and home eco-
nomics. The course considers duties and objectives of extension workers,
development of extension programs to meet community and regional
problems from a national, state, and local point of view; the evalual:.m
of resules; use and development of leaders; and methods used in extension
work. :
2 class hours; 12-hour laboratory period.
10:00-10:50 M. F.; laboratory hours by arrangement.

J Mr. CARPENTER and EXTENSION STAFP,

Crediz, 1.

53. (I} Epvcarionar. Tests AND MEASUREMENTS,—The most service-
able tests and scales for measuring achievement are considered; test con-
struction, administration, scoring, and interpretation of results are studied
and practiced. Considerable attention is given to preparation of informal
tests for diagnostic and grading purposes.
2 class hours; 1 2-hour laboratory period.
9:00-9:50 Tu. Th.; 1:00-2:50 Th.

Credit, 3,
Professor Punwy

72. (II) VocaTioNAL EDUCATION IN AGRICULTURE.—Ihe course de-
mands certain prerequisites of experience and a definite objective on tlle
part of the student to enter the field of vocational agricultural teaching
which makes it necessary for the student to seek permission to encer the
course. It is the first of the series of special courses (72, 73, 75) r
quired of candidates for the vocational agriculrural reacher-training
certificate. © A survey of vocational education and an mtroducmfm 10
teaching of wvocational agriculture at the secondary school level is the

? State Supervisor for Agricultural Teacher-Training representing the State Dopartmen
of Education in the administration of vocational sgriculcure acts.

. arrangement with the instructor.
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basis of the course. Certain information and cbservanions in preparation

for the apprenticeship course are offered.

3 class hours. Credic, 3,

C10:00-10:50 M, W. F,

Assistant Professor OLIVER and Vocatronar Dovision
of STATE DEPARTMENT oF EnUcATION,

73. (I} and (II) ArpreEnTice TEAcHING IN AGRICULTURE.—For 2
limited number of qualified candidates in vocational education. A foll
year in absentia normally following che junior year in college, teaching
agriculrure, horticulture, and related subjects. Candidates should have
completed the course in Education 72, and in Education §1 if possible,
and must apply early to the instructor of che course,

Maximum credit, 6.
Assistant Professor Oriver and VocamioNar Divisioxn
of StaTe DeParTMENT or Epvueatiow.

75. (1) TeEcHNIQUE OF TEACHING VOCATIONAL AGRICULTURE.—DBy
Preferably this course should follow
Courses 72 and 73. It covers the materials, methods, poticies, and special
requirements of Massachusetts for teaching agriculrure and relazed sub-
jects in high schools and special country schools. This is one of three
courses required of candidates for the agriculeural reaches-training cer-

itificates,
' 3 class hours,

Credit, %,

2:00-9:50 M. W. F.,

Assistant Professor OLiver and Vocationar Dvision
of STATE DEpARTMENT OF EnucaTion.

80. (II) Hisrory oF EnuvcatioN.—This course opens a long vista in

| the development of one very important human endeavar—the passing on
1 succeeding generations of the accumulated social heritage of the race,
Sacial, cultural, and educational movements are traced from early Greece
to the present with the aim of better understanding of modern educarion. *
3 class hours,
10:00-10:50 M. W, F.

Credit, 3.

Professor Purvis

81. (I) ComparaTive EbucaATIoN.—A course of general culzural and

citizenship value in which educational history, philosophy, system, ad-
ministration, and finance of at least six foreign countries will be com-
pared step by step wich the same items in the United States.

" 3 clasy hours,

- 11:00-11:50 M. W, B,

Credit, 3.
Professor :

83. (I) Tue PriNcrres oF Seconpary Epucation.—This course

 presents 2 picture of cthe secondary school as a social agency, its relation to
elementary and collegiate education, its aims, organizations, administra-
tion, curriculum procedures, and such other phases as are necessary to
scquaint the layman with this predominant level of our educational [adder.
3 class hours.

10:00-10:50 M. W. F.

Credit, 3.
Professor Purvis.
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132
g5, (I) and (II) OBsERVATION and PMFTICEITBAC;IIN;J——-?}E“DP‘E:;:
runi:'y ro do regular r.eacl-ijng ir}ri:!aopennr:gw}‘:xrgki; ::'ldc:: :h:lsupenvision
i i - llege. e st
muting distance of the College. den gl wplis
of a teacher wicth frequent visits from some member of tae s o
ENT.
Hours by arrangement THe DEPARTM
88. (II) THe ScmooL Cu?mcfumﬂ‘; (liﬂ-gzg;l—;’g;hi;a;zn:s; v?::
h iculum of schools a s country
:If-u:sl:: ;c;eirlr:;cial philosophy which lr.u:tx:d it Il‘:ﬁseekss‘:zhm:lc:;!;z I::
1 ial i rding
the layman the warious concroversial issues rega ; B
i i lum, the experience cu
progressive education, the core-curricu. b ko il
rojects, etc., and to present a common-sense d K b
ﬁqnjtraversies and of evaluation in the light of their stated philosophy.
Given in alternate years. Seeliics B

3 class hours. Sl
10:00-10:50 M. W, F. Professor

i taking the One-
ALUATION OF anmn.——Only for seniors : =
Se;g;:if-)f’%:n. Tesys and scales for measuring ability md_a;luzv:im:;i;
standard tests and interpretation of results; construction of inform
for diagnostic and grading purposes. N
1 cek,
3 2-hour periods the first and cach alternate w Siachesor e

91, (1) Secompary SCHOOL Curricurum.—Only for sen%u!rs tac‘ixirixtg‘
the One-Semester Plan. A consideration o‘fd learning matheil:; ::d s
izati i i Jhich these students are teac 3
organization in the subjects W < : e O e af

i i tudy in those fields 1o
preparation of detailed courses of s | e Dl D e
d4 educational practice. Attention wilk be g
:::g:cs for evaluating the outcome of 1ns:rucnorl;‘ in those ﬁelg.s::edit g
1 e o ¥
3 2-hour periods the first and each alternate we .

i raking the
METHODS AND Mawnmzmw'r.——()n];f for seniors

Oxfc%éegister Plan. 'The basic princiﬁ};s urﬁi:ly;ng al:c;e::ial?ﬁmafi:ic
i mos ed methods will be discus red.
S g g ide the trainee with a solid pedagogical
The aim of the course is to provide the tr : e g

i is own experimental efforts at teaching so tha ] :
I:}z:sﬂ:f]:argsh :tshaot are inplpcirtan: for effective class handling and mz:t::i:itlor;.
3 2-hour periods the first and each alternate _w:ek- t, 3.

Professor Purvis and Assistant Professor QOLIVER.

293, (1) THE SECONDARY ScrooL.—Only Et'or seniors I:ak:ng the :c?::l.
Semester Plan. Practical problems concerning the schoo “.5;. o o
agency, its aims, characreristics of pupil population, pr;:g:an_-nng = ‘ﬁe“;
guidance, extra currienlum, social pressure, erc., from the poi
5
of situatiens met by teachers.

3 2-hour periods the first and each altermate weck. Credit, 3.

Professor PURWVIS.
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24. (I) Pracrice TeEacHinG.—Only for seniors taking the One-'
Semester Plan, Five school days of teaching each alternaze week in neigh-

boring secondary schools wunder supervision of competent teachers and
members of the staff.

The second and each alternate week. Credit, §.

TeeE DEPARTMENT.

AGRICULTURAL ENGINEERING

Professor GuxNNEss, Associate Professor Marruson, Assistant Professor
Tacue, Mr. PusHEE, Mr. Newron

4. (II}) Mecnamicar Farm EgouipMeENT.—A study of farm ma-
chinery, the gasoline engine as applied to srationary power plancs, auto-
mobiles, trucks and tractors; field and other farm machines; and the use
of electricity on the farm. Practice in repair of equipment including
welding and general shop practice.

1 class hour; 2 2-hour laboratory periods. Credics, 3.
Assistant Professor Tacue and Mr. Newroom.

60. (I1) HouseroLp EoumrMENT anp TeEcHNIQUEs.—Selection, care
and operation of household equipment and the mechanical principles in-
volved. Practical demonstrations in home wiring, home lighting, home
refrigeration, ranges, and small electrical appliances will be given. Here-~
after to be offered as Home Economics &0,

2 class hours; 1 2-hour laboratory period. Credit 3.
Assistant Professors Tacue and Langrorp,

72. (II) DRAmNAGE AND Imrication EncmNzermva.—The course
covers the engineering phase of drainage and irrigation, The various sys-
tems are studied and practice is given in the design of drainage and irriga-
ton systems. Ficld work gives practice in surveying far drains, placting,
locating drains, erecting batter-boards, and laying tile. Pracrice is given
assembling equipment for spray irrigation, and the flow of water through
nozzles is studied by means of laboratory tests.

1 class hour; 1 2-hour laboratory period, Credit, 2.

Associate Professor Marxuson.
74. (IT) Farm StrucTURES.——A study of the strength and durabilicy

of concrete, wood, stone, and clay products, and of the mechanical prin-
ciples underlying their use in farm construction. The design of various

¢ farm buildings, such as the general purpese barn, dairy stable, hog house,

sheep barn, milk house, fruit storage, etc., is studied. In the drafting

j room, details of construction will be worked our, a study of the mechanics

of simple roof ctrusses will be made, and a complete design of some major
farm building will be finished in all essential derails. Blue prints of the

E finished design will be made,

1 ¢class hour; 2 2-hour laboratory periods.

Crediz, 3.
10:00-10:50 Tu.; 1:00-2:50 M. F.

Associate Professor MarxuUson,

From Catalogue of the College, Massachusetts State College, 1947, pp. 88-91, 130-133. Copyright 1947 by Massachusetts

State College. Reprinted with permission of University of Massachusetts, Amherst.
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Indiana University, 1915

Courses in the School of Education, 1915-16

Speecinl courses beginning in the second half of the Second
semester, 1916, are separately listed mn]lm- on.  For statement of
cofirses ulhmd in the 8 iom, soe the S Bulletin
or under the heading Summer Session in the Catalog.

COURSES IN EDUCATION
1. Principles of Edocation. The funetlon and gmoral peocesses of oducon-
Hon as determined by the notore of buman (ife coosddersd ander
ftm biotogienl, soclologloal, and psyehologhenl nspocts.  Professor
Brack amd Assoclite Professor O s

Fiest semioster, M W. F., ot 9:00; repeated In Scoond semestoer, M.
WL L, ok Sk,

Open: to stodents who have had Philunophy 1 or ibs equivalent, and to
candidates for Class B certifontes. Regunired for nll other
courses in Rdacation.

Ba, el of genernl orgnnizntion nod manege-
ment, with apeclal mmmuun of the soclal factors.  Associnte
Professor CiiLns,

First semester, T. Th.. at S:00,
Open to students who have hnd Edmnm: p

b, Secondary Iﬁdmu!h\n. ot
selionat L

i

Al and of ¥ Industeial Aris  Students
quumcmmhm-hmtdm s course.  As-
shgned rendings, tectures, and dismssions, with opportanity for
experimental work and practice teaching, A course for m

ol e the

mutter of Industrial arts o the M lx mlln-. tnehuding the
mlllldultrﬁuo Towd. metnls, textiles, wood, cloys. nod earth

i the el rolnted con-
Innt. \n'ql-ru-. thaeml to Beh pro-
cwdure In rurnl or city schools. L\:uamrnewn will be xlm to
the rolation of indostrinl arts to history, Hternture, deawing and
deslzn, eto, and to vquipments, materialb and projects.  Profes.
mor Laosans,

Tirst wewcster, T, Th, at 11 00,

G Observatlon. A directed course of study and obserration in the Bloom-
lugton high wohool.  Observation and  conferences,
readings, notes, and discusslons,  Two hours” eredit.  Associate
Professor Criitos and Me, Rasser.

Ry

From Indiana University Bulletin, Indiana University, 1915, pp. 208-209. Copyright 1915 by Indiana University. Reprinted

courtesy: Indiana University Archives.

-
ScuooL ar Epbvoation 209
First semester, at hoars to he

Open to Jundors and Senlors who hnvp m-ed In Edueation 1 nmd
Edueation 3.

1. The Teaching of Special High Sehool Subjocts. The work In the

subjoct his major shonld ke rlw
conrse In the teaching of that nume ut thé emd of bis Juolor
Fear, us o A
the subject s minoe showll tutrv nteﬁmm In Wis Senfor year.
Two Dhours” credit In one of these courses Is meguired of il

kA, Ll "

18R, r German, Professors Vos and Owrmaus,

ne. mmuwu the High School. Assoclate
i FProfessor STEMPIL,

NBEL

e,

186,

.

1ar.

anr,

13K,

R

3N,

1BO,

ame,

NI in charge of the sub.
First aomeater, dally, nt hours to e arranged ©
ropeated in Socond somester.
un. , h Mr. H
P Mr, W

xw Fractiee Tuu!hlng In Mottt fes,
147, Proctice Tenching in Botany. Mr. Monmaowsmumy,

e study of the secondary
Mcrﬂmu.mmumw Associate Profosser
Cetrine.

First semestor, T. Th., at bours to be arrooged.

12, Advanced Course In High School Problems. A course for hlgh school
ncipals aod temchers of experience who desire to work jo-
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Indiana University, 1933

Courses in the School of Education

COURSES IN EDUCATION

Introfduction to Teaching. I. M.W.F.,, at 10, (8 cr.) Re-
peated IL. M.W.I, at 8, 10, Miss Perens.

Elementary Educational Psychology. 1. MW.F., at 8, 10.
(3 cr.)) Repeated TI. M.W.F., at 10.  Mr. HoLMSTEDT.

Methods in Arithmetie. I. T.Th, at 1. (2 er.) Repeated

M.GG. Methods in Public School Music in the Intermediate Grades.
I. T.Th, at 11. (2 cr.) Repeated IT.
Mr. Bmoe (School of Music).

Methods in Public School Music in the Primary Grades. I.
M.W., at 10. (2 er.) Repeated TL
Mr. Biree (School of Music).

R. Methods in Rural School Music. L MW, at 1L (2 er)
Repeated 1. Mr. Birge (School of Music).

Reading and Phonics. L T.Th, at 2, 8, (2 er.) Repeated
Bi Miss PETERS.

Rural Education. II. T.Th., at 2. (2 er.) Mr. Lewss.

Advanced Educational Psychology. Prerequisite, Psychology
101 or Education 111 or the equivalent of either of them.
L M.W.F., at 8,9, 2. (3 cr.) Repeated 1L

urmox(mmeo;mmnmm

Wmdhm:ﬁm Management in the Elementary
L H.'W.,l.tﬂ.lll. (25!‘) Repeated IL. M.W,,

ﬂlﬂ. Mr. WRIGHT.
.llﬂhn&ofi'auhincbnﬁngmdhtinﬁumw
Schools. I1. M.W.F., 85. (8 er) Mizs FouLps.
Methods in the Language Arts in the Elementary Schools. I
MW, at 11, 1. (2 er.) Repeated IL. M.W, at 1.
Miss PETmis.
Wmm mmmmwmu. L
‘i‘h;,stn,l. (2 er))  Repeated I1, '1‘.‘1‘3:.,-#1. -

auy
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a22Dr.

322En.

322Fr.

422H.C.

322H.E.

8221t

B22M.B.

322Mna.
322P.Ed.
B22P.Ed.
822Ph.

B22P.He.

INDIANA UNIVERSITY

The Teaching of Drawing and Art in the High School. 1.
T.Th., 3-5, (2 cr.) Miss FouLns,

The Teaching of High School English. Students who have
mt made & grode of C or higher in Freshman English

it are réquired to take a courss in Advonced

ition bef: king this o I.. T.Th., at 8,

(‘Z er.) TRepeated TI Miss WeLLONE,

The Teaching of High Schoeel French. 1. T.Th, at 11. (2
er.) Repeated TE Mr. Morms (Department of Romanee
Languages), Miss BLacksman,

The Teaching of High School German, 1. T.Th., at an nfter-
noon hour. (2 er.)
Mr. Woorey (Department of German),

The Tenching of High School Social Science: History and
Civies, 1, T.Th, at 8 (2 er.) Repeated IL

Mr. WiLLtAME,

The Teaching of Home Economics, I T.Th., 8-10. (2 er)

Repeated TI.

Misys WeLLMan (Department of Home Economies).

The Tonching of HighiSchool Latin, I, T.Th., at 8. (2 er.)

R d 1T and § Miss ALEXANDER.

Methods in the Teaching of High School Music. 1. T.Th.,
at 9. (2 o) Repeated TL
Mr. Bigce (School of Music).

A Survey of School Music Li re. Prerequisites for
music supervisors, Education IZ2M.P., 122M.G. L Hours
to be appointed. (2 o) Repeated I1.

Mr., Biroe (School of Music).

The Teaching of High Scheol Mathemnties. 1. T.Th, at 8
(2 or.) Repeated TII. Mr. MeCAauGHAN.
The Teaching of Physical Education in the High School, For
men. IL. T./Th., at B. (2 cr.) My, BOOKWALTER
The Teaching of Physicul Education in the High Schoeol. For
women, 1L T.Th, at 8. (2 er.) Miss Purny.
The Teaching of High School Physies. L MW.F., at L
(3 er.) Mr. FAZEL.
The Tenching of High School Physiology and Health (Hy-
giene), 1. MW, st 1. (2 cr.) TRepoeated I
Mr. PATTY-
The Tunching of High School Speech. 1L  Doys and hours

be ted. (2 er.)
1o appoin lhf. o, s o aH
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The Teaching of High School Spanish. II. T.Th., at 11,

{2 cr.) Mr. Bey (Department of Romance Languages).

The Teaching of Stenography. 1. M.W., at 10, (2 er.)
Miss

WesTENHAVER (School of Rusiness).

The Teaching of Typuwrsting L F,atio (1 er)

ism WESTENHAVER ISchonl of Bmﬂ.ﬂuﬁ).

The Teaching of Zalilog‘y. I TTh,=stl. (2cr)

Mr. Scorr (Department of Zodlogy).

Bupervisad Teaching in the Junior High School. 'Will be ar-
demand. L.

ranged if there is sufficient {2 cr.) Re-

Mr., SmrTIL

History of Education in the United States. IT. M.W.F., at
FosTeRr.

11. (8 er) Mr.

Dingnostic Tenching. I. T.Th., at hours to be arranged.
pented 11

{1 eri) Reo
Mr. LovrTir (Department of Psychology).

in T hi ‘Home B To be taken parallel
with Edueation 426H.E. 1. Hours to be arranged. (1
er.) Repeated IL Miss WrELLMAN,

Supervised Teaching and Observation. Under the direction

of the critic teacher, each student for one

ter, n portion of the responsibility for the instruction,
discipline, and grading of one cluss in the Bloomingtan
high school. The divisions of Educsation 426 are open
to Seniors who have made a grade of C h\ Education
421 (Principles of Instruction in the High Schml} and
in Eduocation 322 (the specinl methods course in which
the teaching is to be done). These students must have
an average grade of C in the sobjeet in which supervised
teaching is te be done and also in all Bducation courses
taken prior to supervised teaching. All such students
must have cm‘ilt for at least 20 hours in the subject ta
be taught and ded by the department in
charge of the subje:t. Given in the first -ememr at hours
to be arranged; ted in the Stu-
dents who take Educition S21 the first semester of their
Junior year should take Ed 822 in their major
teaching subject the second semester of their Junior year
and make their applications in April of their Junior year
inrmumlunustohcnknnthe first semester of their

‘their Senior year and make ﬂnir i in N

bLer of their Senjor year for Edueation mtn-mm

‘the second semestor of their Senior year.

From Indiana University Bulletin, Indiana University, 1933, pp. 191, 194-195. Copyright 1933 by Indiana University.

Reprinted courtesy: Indiana University Archives.
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28 Inviava UNiversiTy e &
oF A’

Student Teaching. In the course in student teachi i .
assumes all or & part of the responsibility for teaching :,;‘; [ the education courses may be found on pages
school class in some elementary school where a student 1 1 tin, and descriptions of all other courses may

is conducted by the ool of Education. Educatin : t;f iEl'li: vntr*::ua ;?hmtfurﬁ the rgmp.;;AThm‘ge
gmdx:nl Teaching in the Elementary Schools, may be ty rgxm[ : ;u: “iﬂl' and -
the first or the second semester of the senior year. A uilding or from the Information Desk
wishes to obtain a kinde en certificate must do a par
in Education M425 on the kindergarten level.

Application to take student teaching must be filed
of the Director of Elementary Student Teaching at least

—em may plan his p of studies more
es which are required for the provisional
tificate are listed below:

mester or 130 calendar days prior to the inning of the Scmester
which student teaching is to be taken. student B et it 5"
application in person. e Bi

To be accepted for student teaching, a student must R Y S S R R g_

1. Have at least first-semester senior class standing in 4 to Educational Psychology ... ... ... 3%
versity. _ ) 1 3+

2. Have an average grade of C or above in all Un of Music in the Elementary Schools.. 2
taken, in all education courses taken, and in all courses ; ‘G rfﬂl' the Eim;:-'ﬁhr\ Teacher —..... '-;1
of education. , 5 ot Ttar .

3. Have a grade of C or above in each special aturc 3

4. Show a proficiency in written and spoken Eng ‘Design 1 5 2

5. ‘Hawve :“fﬂmmﬁw that the facu!ty of the SM ats ol Get]:,s;nphv h T TR TS = g
tion considers will contribute to dsnccm i.nrg;c profession of i .,'; 12:,,91 R sources ; g

6. Be physically able to do successful classroom b 1 n to American Government 1 ..

c > i . i 3
evidenced by a’thorough physical examination given by 3 &m E“NP*:: g:::llr':l‘:: I[I : 3%
ysician. : : General Course T . 31
The faculty of the School of Education, or such persar : : General Course Il oo mssmerens 3t

be designated by it, will be the sole judge as to wheth
has met these provisions:

- El

A special fee of $7 additional is charged for cach &n s lndine vy T
of work taken in student teaching, " usic

Exemption from student teaching required for & odern World oo
elementary certificate may be granted to a student chsloay -
twenty-four months successful ing expericnce. for Cll Teach

proved professional courses, however, must be substitules
student teaching.

must be taken during the second semester

ired Courses. Required courses in the four-year first semester of the senior year:

Required :
leading to this certificate and the degree Bachelor of Scie

-

cation at Indiana University are as follows: i € h&m::‘;lmgzt:arfcgzﬁ?uk :

In planning his program, the student should plan the Elementary Schools ... 3
that he will have a well-balanced program each scines and Participation in
he should have a balance between reading courses |'.I. g IR e 2 5
and activity courses. There are seventeen or more or
provided for electives, and the student should include e~

in cach semester. It is sometimes advisable to chooss 0%
from one field of interest. _ o

Courses numbered from 100 to 199 are primaft ynd:
200 to 299 for sophomores; 300 to 399 for jumors l’w’
for seniors. A course may not be taken before, but -
taken after, the year indicated.

'Hﬂnplﬂe all the above courses before taking the

methnds and 4 hing are taken
may Idmhu- Englhh Will and English Wiis,
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The following courses must be taken duri R o S s i liot s 05
semester of the senior year: NE: e first; Minimum number
of semester hours

e (anthropology, economics, government, history,

Education M#25, Student Teaching in the EL - . 2
B i 205, Workinor i Elewntacy Educetion e o (botany, georaphy, physical
y composition, journalism, literature, speech ) !g
Specialization. Students may use their hours of elecy 3

curriculum to meet their individual needs and interests, subjg
guidance of their counselors. If they have a total of eigh
of approved courses in one of r.hc‘?::l]owing fields of sp
they will be qualified to teach that subject also in the n
1. Arts and crafts 5. Kinde
2. Heaith, physical cducation, and 8. Library science
recreation ; Music
9.

of not fewer than 20 semester hours in one of the six

d;ppmdjuaiwmdmhrwumindnmﬁm
of ndditional hours of approved elective academic
total number up to 120 semester hours.

ng to work for the degree Bachelor of Science
_the above pattern must have been regularly ad-
rsity, and must have all his eredits, including
_institutions, University Centers, correspondence

3. Home economics Special educati L
4. Junior high school subjects® S::ch an;c?:n:l::li“

Students specializing in kindergarten teaching should i
the requiremcnpt:dfor the provisional general cll.:ﬁrjn::-;m e in the Office of the School of Education, before
should take a t of thei d i 1 by the School of Education concerning the speci-
par r student teaching on the kinderg 8
and should complete the following courses: i sments he must meet,

Ednw:ion E113, Piano Class Instruction ...
Education E315, Education of Young Children ..
Home Economics H323, Modern Problems of the Family

Students specializing in special education (teaching
tarded children) should complete the requirements for the p
elementary certificate, should take part of their teaching in &8
elass for the mentally retarded, and should complete the (o8
courses:

s FOR SECONDARY SCHOOL TEACHERS

‘the rules of the Indiana Teacher Training and Li-
a candidate for a provisional secondary certifi-
the requirements for the bachelor’s degree in a
university or college and must have taken, as
ts for graduation, a designated number of
eral education, professional education, and
Bducation K310, Alicd Arts for Exceptional Children ...t ' g R g

Education K340, Evaluation and Guidance Practices § - et Cer-
bty of Kacoptiss? ORI o . d Admissions an “Application for Teacher's

guuﬁ_un I;g:g. PT‘mhlng Mn;nén]ly R,ﬂlnrdncdh Ch =
ucation y fcl of Exceptional Children : > P f g
HPER H364, Health Prob P Baconto et A e provisional secondary certificate is good for
» ks  Clidsen 1 the comprehensive, restricted, and conditional
o through 12 in any public school in Indiana and
CURRICULUM FOR UNDERGRADUATE ELEMENTARY TEAS subjects in any departmentalized elementary
WHO HOLD A LIFE GERTIFICATE isional secondary certificate with a special or vo-

area is good for teaching and supervising in that
mig‘::te’t? dﬂ’; :::nalxd{uh;ldgf “wtwf:"::::h The provisional secondary certificate is valid for
the Bachelor of Science in Education without qi sars and may be renewed for five years, but it

7 ; : d of th d five- iod unless a master’s
:?qin,-,mm“:;?tasl, certificate, should complete satisfactorily the 5 alent ;: mﬁh;;ec?:?r:mp?;s been :im“vd in e‘;le

1. Al the general W?u for the degree Bachelor of Scien® ¢
to 24).

cation (see pages 2

secondary teacher under the above certification plan
( for a period of five years or longer, the Indiana
- — : and Licensing Commission may require him to
B Tt s A m:‘m;;‘;dﬁ hours of additional work to revalidate his certifi-
mlt his counselor eonserning these requirementa
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Undergraduate Courses in the Sy Young Children. (3 cr)  Mrs Mercnie.

. . ; n of chimxu{mmud::nﬂdmt:'-m
of Education, 1957-58 ; aldance n the home, rursery school, and kindergarten. There

and discussion.

terials. (3 cr.
thmmym mmu( m}mmmhmm
found in n modern school.

Courses are numbered according to a system of
ber, 1950, The letter introducing the number of =
in education indicates the field of education i

falls, The letters used and their s 3 Elementary Schools. (4 cr.)
A—school administration® L—lib : e Miss DuxnFee, Miss SacL.

ibrary science E gob Tl o R il
B—business education M—methods R e .

fective jn
ach of |
¥ n which ths
meanings are given belgyss:

A and methods In the content aress of the elementary
C—college and university educa- N—nursing education

tion*® P—educational ps 3 .
D—adult educac'dtl.?n' R—audio-visual ma Studics and Science for the Elementary Teacher
E—clementary education radio and ! iologtial Baskyroon education and
F—foundations of education cation i wich m in the content u:: the clementary

nidance® S—secondary educati By Dnivecsity Centers.

H—history and theory of educa- T—techniques and

tion research in the Elementary School. (% er.)
K—special education V—vocational edu Miss Strickranp, Mr. Fay.

X—clinical methods of the development of language In the young child, the
T Z

e the v echool, are
Business Education I

B474.  Principles of Business Education. (2 cr.) _

Mr. Enteruine (School of B

ge Arts for the Elementary Teacher III. (2-

For ad ! undergrad lanning to teach business subjects, O rins uﬂ:-d: m-ru?:_ -
eiples, lendi , and bi 3 in busines & : ¥ &
ondmm biodis, Tachatenl and st s, Oricvteaier peokh sl spolling. The second semmster s concernod with
ducation. Guidanee and pl of stud elementary school. Offured only in Universlty Centecs.

B490, Research in Business Education, (Credit arr _i the Elementary Schools. (3 UJMias s

Mr. Enmerung (School of B saia (e & 1 nature of the arlthmetie

Guided Individunl and group study of eduentionn] problems. muwhﬁ' peri of the y sehool ehild.

Elementary Education

El13-E114. Piano Class Instruction I-11. (2-2 cr.)

An elementary course in piane playing designed to glve the lay student T
tunity to express himself at the keyboard, with smphasis on having n playing 888
knowiedge of the plano nnd applieation of primary ehords In hurmonisation. U
to studonts In elementary educntion.

Elemen Education. (Credit arranged.) Staff.
‘on & problem &1!: the field of elementary education,

emen Ed ion. (Credit arranged.) Staff.
nl‘ mmumtt{’ {Ono eredit hour is offered for

h.ﬂhun:n

Em{lz Practical Construction Activities for the Elementary 1! Foundations of Education
cr.)

1 to help teachers In the fom of wood and metsl prOES to Teaching. (2 cr.‘)d .al-&r. ;m.mxz "::.dst."'
for the el 1 E is will be placed wpon practical ™ ’ mu:'dvlu a brief Iatr S S
in wl v tenching sltuati Inf. fon concerning equipment, SapP i of na ap . ”Lh' e |.,:
and proj lanning for an i d ol ry program will be teaching, wwaluatl

uldying the
and abilitien, and planning his profesvonal eareer,

Through vel, (Credit arranged.) Mr. Eaton.

* Cournes offered on the graduate lovel only.

(66)
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History and Theory of Education

11425, Development of Modern Education. (3 er.)

Thin course presenta the history of educational (heories &nd ;ur.:;{:

min to the present time This study throws light upon nnd furnishe,

d Use of Library Materials. (3 cr.)

Miss O'"MEeL1a,
of booka and other media of communioation In hroad mibject
ase of sclection aids, practice in oral snd written evalun-
utilizaton of these medin in Ubraries,

prosont-dny movements wnd  problems, : : : nizati Administratio
s e s S Fhilpsaphical mod sociologionl impig b, and Miss Rurs\ﬁw{BMc:;} WALTHER.
i !
1423, mnd L483. The ization, housl 4

and
the lbrary budget; the duties and servioes of the library

H42%,  Development of American Education. (3 er.) E
_of the Hibrary (o the community.

Mr, B
A nud:.?hd‘mu:m in the umuwse.::, siving attenition to puch - ing and Classification. (3 cr.) Miss Baxer.
i ek b i ecanatnle conditions, and palnly - raloging . .
- < il ek ai these nffectud the S Dewey Decimal Syatem, and the prineiples of eatsloging books,

and maps. Procedure for ondering and wsing
Wilson ecarde.

actice Work.  (Credit arranged.)

Miss O'Mevria, Miss GrirriN.
1423, L450. and LA88, Supervised practlee activities in the
or in n college, university, or publie Ubrary approved by
n of Libriry Science. Applications to take this course must
bafore enrolling. Additlonnl fee: §7 for each eredit hour,

Methods

ing of Music in the Elementary Schools. (2 er.)
. Miss KELLEY.

Special Education

K310. Allied Arts for Exceptional Children, (3cr.) M

Ineludes metivities which will aid the student In tesching ehiliren some.
snd approciation: of materinle, toold, nnd processes esoentinl (o better lite
Experionce will bo provided in woods, metals, plastios, et ns well [
and clothing nreus.

K'JQG: I:‘.\';L]ugli:m and Cuidance Practices for Teachers of
tional Children. (4 cr) Mr.
Emphonines materials nnd methods used by classroom toachers in the
end voentionnl gullance of exespilonal ¢hlldren, Inchuded v n cona
tools wied by cducational end elinical paychologists, so that Luschers may )

elate rocommendations made on the basis of their findings, Lot b

majors. Fundamental procedures

e elemeniary schools, with much consideratinn given to musie
K320, Teaching Mentally Retarded Children, (5 cr.) o =

L : Mr. ation and Participation in the Elementary Schools

DotTened to ald 1 In planning and ducting  educaiional )

Wil provide for optimum growth and development of smentally rrtaded

Includes study und eleervation of corloulum content mml organization

echools and clusses s well s of methods and materials vsed (n teaching d
retapdeds

fleld experfence (sec prge 27),  Inclides froo miil directed
tles, beginning with nursery school and continuing throuih
in these nctivities; and preparation for the practical phase of

omies, and vimunl education ns they are related to elementary

E#30. Rescarch in Special Education,  (Credit ;.lr;mgud},

‘\Ir_ L ITH

ences for the Elemnentary Teacher. (2 cr.)
In the selecth 1 i el end evwluntion of art
Il ns group. Actual labomtory cxmlm_wn with materials wnd

are Includedl

cation in the Elementary Schools. (2 er.)
Miss KeLvey.

Individusl resctirch on o prolilem In the fleld of speelal education,

Library Scicnce®
L200. Introduction to Books and Libraries, (2cr.) Mrs. W

Open (o rophrmores and Juniors, The pu acdirr

: - rpain ind function of the mo g A n s
Nhenzy o8 & welal, wiveational, and oubtors] Inetliuts S =wity e o o the only. A ution of the fiy and procedures
v of servieen pekformed by ibeury porsennel In' sehool, publie raltys glementary schools,

Bbraties,  Introduces siudents to the lirond fiokd of Wbrarinnehip, X hing of Distributive Education Subjects, (1 er.)
L320. Bibli i ) Bachin
3 ibliography and Reference Mat‘:;-::[;}"[?i c{-s:r MM ching of Health and Safety, (2 cr) ;
Mrs. LTHER, MT. ol of Health, Physical Education, and Recreation).

A study of the contont and use of baaie reforence works, such & O
s o o - yearboska, direpiories, and hrndbodk it Teaching in the Elementary Schools. (3 to 12 cr.)
Mr. Ricnsy and Staff.

Juniors and seniors. o

0 teaching and other netivitl cinted with the work of the
iroorm Lesch [ai] ibilitien wmre developod nx the
handly the achool work. Additionnl fee: $7 for ench eredit Bour,

* Relatod courses, Pducation BA05 (3 hours) mnd English 1300 (3 hosratel ;
sldered the equivalent of library seionce.
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M426. Probl in El y School Education. (il of Teaching High School Social Studics. g"‘;-[l"n)
The stody of el sohoaol o i o =
d o the tech of group m.:.: e tenching g s of Teaching Business Subjects. (5 cr.)

Henperson, Mr. Exteruine (School of Business).
of Teaching Modern Languages. (3 ﬁ.:,
s who plan to temeh French, German, or Spanish.

s of Teaching Latin. (5 er.)

s of Teaching High School English. (5 er.)
Miss STROM.

s of Teaching High School Mathematics. (5 cr.)

(2 er)
tanding of

Kruse.

M434. Student Teaching of Art in the Elementary ?

5 ecr.) Mr. Ricsaey
Denigned to give the student, through obwervation, participation, and
ing, experisnce in the teaching of art In the ol achool, Ol
are nm the student shows ability to bandls the school work.
%7 for ensch credit hour.

M435. Advanced Methods of Teaching Music in the i o i
Schools. (2 cr.) Miss Kl ods of Teaching High School Science. (5 cr.)

For musle mulors only. Froroqulsite. M35 or approval of the Instructor. A da ] Mr. WaITAKER.
Tant of the e in the school, with much emph who plan to tench b earth >
M436. Student Teaching of Music in the Ele 1 i i ;

_(Bw5er) A s et of Teaching High School Art. (5cr.) Mr. Mis.

e, M385. D\ to give the student, through ryation, g f Teaching High Schoo i .
and classroom |=':h.. h l‘u: mu-;a‘::ku-- elem BT hing i l\o[r.ILht‘)[::aw( 4 W)l of Music).

Classroom responaibilities are developed as the student shows sbili h
work., Additonal foor §7 for each oredit hour. = uher i

M437. Student Teaching of Health and Safety in the
Schools. (3 to 5 cr.) Mr, Ricuey

to read, st alght, musle of the diffienlty commonly encountered
‘books and octnvo. :

of Teaching Home Economics. (5 cr.) ,
‘Miss Hunrring (Department of Home Economics).

of Teachi Physical Education: For Men. (5 cr.}
e i Mr. SCHOOLER.

Dealgned to give the b n, par lom, and o .
ing. experience in the tenching of health and safety In the clementary school.
the wstud,

o s mbility to handle the
Additional fee: $7 for sach eredit hour,

M438. Student Teaching of Physical Education in the E
D.E':'choals. (3 to 5 er.) Mr. RicHeY 8
Emed to i the studen: i mn

. T 'u:.. t: :.'Hlmh ah‘-.-._m—i.“..:‘. . -':E o z s of Teachi Health and Safety. (5 er.) Mr.
b ipe H";w =‘;ltb- ; shows ability ta handle the school work v chool of Health, Physical Education, and Recreation) .

M439. Methods and Practice Work in Supervision of Art. (3

A study of problems confronting the supervisor of art. Attention will be
modern conespts of supervinion, problems of organization and budgeting. the
tha art supervisor to other school and to of improving
with 1 o b co of M The 4 work
eurrieulum planning.

M440-M479. Methods of Teaching High School Subjects.
Prerequiniten: (1) sixty semmester hours of credit or full junlor standing: (2}
semaester hours in the subject in which the methods course is to be taken If in tBe
field, fiftoon semester hours If In the minor field: (8) Education F100,
P P10l or K iom P100, and Bdoeation F240. Theme courses
by specialists in each of the fickds in which Indiana University offers traidifg
teacher's In each course consists of » snml¥
problems of the  ank ey i roosdrei a8
wnd 18 in the fleld

of Teaching Physical Education: For Women. (5
Miss LacreEy.

~in Speech d Heari Therapy. (5 er.)
= e S Miss Roe.

eriences for the Teacher of Adolescent Pupils. (2 cr.)
mnjors. A study of srt actlvities st the sscondary level with
il e wf =i

ms in Teaching Home Economics. (2 er.)
Miss Huntming (Department of Flome Economics) .
: d by h exporiences, individaal

tenching materinls, and mansgsment
fie currictular and extrorurriculsr sctivities, incloding the school
with M4s0.

ds of Teaching Shorthand. (1 cr.) Miss HENDERSON.

From Indiana University Bulletin Announcements: School of Education, Indiana University, 1957, pp. 28-31, 66-71.
Copyright 1957 by Indiana University. Reprinted courtesy: Indiana University Archives.
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24 University Residences

ADMISSION, REGISTRATION, AND DEGREES

UNDERGRADUATE WORK

Admission. Students who have attained junior standing in
the University of Southern California, or in an institution of
equal rank, and graduates of a two-year normal school course,
hased on graduation from a four-year high echool course, may
be admitted to the School of Education. The amount of ad-
vanced standing granted to normal school graduates, 'and the
UNIVERSITY RESIDENCES additional prerequisite work to be taken, will be defermined

: d board are provided in the Women by the Committee on Admission and Credentials of the

Room an ; ! 2 reason University. i )
Hall and the Men's Remdefnc"-té{aﬂe:: :ﬂ:ﬁ i]cg‘:::{ be vak : - Each candidate for admissiqn is reguired to present a state-
cast. Rooms are e%gagg‘:d ayable by the semester, ace ent from the Office of Admissious or the Office of the Reg-
within that time. Iees are fP yabi e strar sommarizing the work completed and standipg attained,
ing to the following plan of payments: ad to fill out an enrollment record in-the office of the School

Women's Hall

i Education on 2 blank provided for the purpose.
Room and -board, 3 meals per day, per student, pcr$' .

i feb
efun ade after the middle of the semestesn. Any fe
;t;}{;\.:;r‘:dmwi(‘jll be contingent npon the reason gwpirls 1{:}21 eﬂ;ghe
plication and will be camputed in l:.onfgrm!:.t{ kau 36 Sahs
ule on fle at the Business Office. This scia e ta esﬁ:nd of
sideration the fact that there 18 absolutely nod;e :
the middle of the semester and is figured accordingly.

The University reserves the right to, change w::hqut o
any of the rates or discounts printed in this Bulletin.

- Registration. Tvery student is required to register through

SEMESEET . onrormr e sionns R 2 he Office of the University Registrar at the Dbeginning of
B o eoath atter registration.. ...+ 175 ich somestee for the courses fo be faken durmg that
Payable 244 months after registration...... 5775 SR :

+Breekage deposit (payable once each year).....oxoev: s “Enrollment in the School of Education. - Each candidate
Men's Hall the Bachelor of Science degree in Education, including

candidates for elementary, junior high scheol, and special
dentials, is required to enroll in the School of Education
d make out his siudy-program in Consultation with an

{;ser.nsaigned by the Dean.

Room and board, 3 meals per day, except Sunday, pef
student, Per BEMESLET oo .ooorrmnsr el

Payable at registration. .....oqe.--ooeoere ! . . |

Payable one monih after registration. et it Sidents cototing N
Payable 2% months after registration.. ... n should plan their work for the junior and senior years
+Breakage deposit (payable once each year).......oou : ; 0% hettoing of the Judior year 4ng sheuld, distrinuty the
Women’s Graduate Lodge essional training and other requirements about equally

ir the two years, i
Room, per student, per semester:
Single TOOM ....oovevnon e
Dotble TOOM . itevamsssrnasuee s sessl o assarony
i 1 -} should accomp
A deposit of $10.00 (not refundable} should a ;
pﬁcatiﬂt:l for rooms. This deposit 35 included in the #
ayable at registration. .
. ill inquiries congerning accommodations at the
Hallg, and all reguests for reservations, should bg-i
1o the Business Office, University of Southern Ca.Jl
Angeles. - g ;
Afi‘c‘ undergraduate students not lizing wn their owm |
in fratermity or sorority houses are required to live ;E
dence Halls. IF the halls are fully nrc!&}_tted, approve
the meighborhood will be designated.
T rErdonts residiag in the dormitories must pay a breakag
$10:q!;ill{de1l{5te’r theﬂll:;ﬁl‘tan dam::":; ?s deductcd, the balance, 3
the end of the year.

Part-Time Students. Teachers in or neat Los Angeles, who

e to pursue regular work in the School of Education, but
ahle to devote only a portion of their time to such work,
register as candidates for a degree and credewtial. Such
entz are expected to comply with all the regulations re-
ing entrance requirements, registration, attendance, and

ency established for students carrying full residence
, but will be limited in the amount of work that may be
d and will be listed as part-time stiudents. ;

lish Requirement for Foreign Students. All under-
fiate students of a foreign matiomality, including those
ig special courses only, shall be required to register each

et in English lab er in one of the sub-Freshman
s in English, according to their preparation, until they
successfully completed English lab or its equividlent.
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26 Undergraduate Work

Amount of Work., Fifteen units per scmester consiitute
full program for regular undergraduate students. The maxi-.
mum number of units for which a student may register with-.
out special permission of the Scholarship Committee is sixteen.
Teachers and others engaged in full time work outside the
University are not permitted to carry more than six units per:
semester towards a degree in the School of Education. :

Residence Work., The last 28 semester units of the wor
towards the degrec of Bachelor of Science in Education mu
be earned at the University of Southern Califernia. Univer
sity College is a campus college, so that all work complet

there gives residence credit, B

Requirements for Graduation, Students whao, in adedition :
twe years of lower division work, satisfactorily complete sixy
semester units, with as many grade points as units raken
work for the degree, making a2 minimum total of 124 semiest
units and a minimum total of 124 grade points on the uni
so presented may receive the recommendation of the Sech
of Hducation for graduatios, provided: ;

1. The two years of lower division pre-professiona
include: . i )

a. Orientation, one unil.

b. English lab, six units.

¢. A laboratory science, eight or ten units. (If one &7
biological science was completed in high school 4 'y¢3
physical sciences should be taken, and vice versa
Foreign language. Two years; sixteen units, T#
guage may be Latin, German, French, Spanish, of 1y
ian, TIf the language offered for entrance is contifly
the requirement may be reduced to six vnits.* | .
*A student who has taken a foreign language in preﬁpansmfry

; g
was taken amd has complstéd

d,

twe years or more since the work 2 nple

in that foreign longuage elsewliere, shall be classified by a Dep
Classification Test before continuing that foreign language i ¢
such student who takes work in college to prepars him t{o conting
the point atigined in preparatoery school shall receive college s
for only the last semester of such work.

Matnre and experienced students, candidates for ‘the degree:sf,
of Science in LEducation, are allowed fo substituie = program,.
division academic work in excess of all course requiremerils in |
balance of foreigm lanpuage usually required for the hachélor's
be eligible for this substitute program, the candidate sho
office of {he Dean of the Schaol of Lducation, thet: (a) Ils,
60 unite of pre-professional watlk, including courscs prescry
ulty of the School af Edueation; (b) Five or mere years.
since high school graduation; (¢) Ile has had two pr i ¥
ing or othér successful expericnce; {(d) The substitute togT
from a Nt of eourses approved by the faculty of 1hg Schb_ﬁé
for this. purpose. {Application blanks and the list of ‘pon
the alternative program shomid he secared af the offica
Sehool ‘of Edocation.) . SR WS
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Graduate Professional Curricula

_Htalth Tiducation and Physical Kducation, six nnits,f:
f. Psychology, three units. :

E. Eniled St_ates Constitutional History, two or thres units.
. ch‘;‘::?-s. dl\'.JE!On courses in Principal and Subordin__aic
2. The two years of upper division work in the School of

Education include: :
a, Education, twenty-four units | 1 i
, y 1 , completed in residence
- either at the University of Southern California or at
. some other approved college or university,
. Satisfactory completion of .one app ' i
3 .one approved sequerice
group. At least twenty-four of the units i:ur?lprisingoz
grmmpa]_ sequence or group tnust be completed in resi-
ence, either at the University. of Southern ‘California
or at some other approved college or university.
c. Satisfactory completion of ohe a v X
£ on O, approved subordinat -
quence or group, ordinarily 14 units, e s
d.  Electives sufficient to make a total si; i
i s atal of sixty units, thirty-
- -six of which must be upper division or graduate unit):s.

- Idegree. Students who have fulfilled all

2 cquire for '
raduation from the School of Edut:ettirm_r gl lhind

may bhe recom-

‘tmended by the faculty for the degree of Bachelor of Science

n. Education.

GRADUATE PROFESSIONAL CURRICULA

m ! of FEducati id hald-

of non-professional degrees from the T..Tni\'rtér;li(t};rL g}‘ds::?tlﬂ
n Californiz, or ‘from other accredited institutions, who have
ympleied a minithum of twelve units in Education in under-
duate study (in special cases significant experience and in-
idual study may be accepted in lieu of six of the twelve
ts) may be regularly admitted to the graduate professional
ricula in the School of LEducation and to- the Graduate
ool for work leading’ to the degree of Doctor of Philos-
1y (Ph.D.} with Education as 2 principal field. Graduates
mstitutions not on the accredited list and the holders 'G.f
fessional degrees will be granted provisional enroilment in

Admission. Graduates of the School

ice of Admissions, but it will be necess i
W ary for these candi-
s to complete such additional work as may be presciibed
'st(; t(gﬁli;e l?f z}dmizs:onslbefwe they will be recommended

chers’ credentia n andi V-
tessional degrees. g d B candldc'}cy P

miy be excrgad From
ﬂ.l..'ld allowed to suhsti-

student . who i= thirty wears of
ical Education lah, 2.1h.!ém:! 9,
tnits in other subjects.

age, or Mmore,
total 6 wnits,



The Elementary Credential 45

44 Suggested Courses '
o Units TEACHERS' CREDENTIALE AND CERTIFICATES
Course Number 22 ] s . g X o L . P
; 3 Management in ) Definitions of Terms. A credential is a dodument issued
_120' Ciii'siﬁtﬁagc?:bdsuﬁnd: R g o T A R 3 by the State Board of Education authorizink the coint
125 Eler:l!éntary School Curriculum. .. ioe-us R superintendent to grant a certificate to the holder thereof. .g
| Methods and Supervisign in Primary Grades. ... 2 gem-ﬁcstg is ‘the legal anthotization of the holdi-io engape
126, P:rcﬁnlogy and Methods in Reading.. .\ iooowoo 8 in the preofessional activities specified in the certificate, and is
%i? Grﬁ;w&h and Development of the Child....... ..+ 2 issued by thc county superintendent 6n the presentation ‘of a
; tal Differences and Educational Adjustments.. 2 state credential. A credential does not austhorize the holder
11%% gggc:tional Guidance and Counscling in Z to teach or engage in any other profesdional activity.
y Elementary Schools .......c.covne. 2 iR 2 Division: P : i i
i X ubjects. ... ... ivision of Teacler Training ahd Certification. ‘Credentials
22 Psychcﬂﬁg?‘ E(fi Eltili‘zintary %hoﬁls ,3 ............ 2 on which teacherg’ certificates are granted are issucd by the
135. Dre-Schoo S ucwisim-j """" S N Division of Teacher Trairing and Certification, State Depart-
219ab. Seminar In Cupficuia and MEthods. - sy . correunnnns 4 ment of Fducation, Hacramento, Califorriia, on the recom-
220ab. Seminar in Lur ¥ e mendation of the School of Education. The siate department
: = . also maintains an office in Los Angeles in the Associated
SuPERVISION TN SECONDARY .SCHOOLS Realty Building, Room 1126, cornér of Sixth aad Olive, where
i Classroom Methods and Management 3 informaticn regarding requiremnents for credentials is given.
i Secondary Schools ., ...... Rl i . I Recommendation for Credentials. The School of Educa-
219al. Semipar in Supqrvlslon-d- T ReTd srer— tion of the Uniyersity has been accredited for the training of
220ab. Seminar n Curricula an d Ce_ ocifﬁ S teachers, and has heen aathorized to issie recommendations
233, Educational Guidante an ounsching .. to students who comply with the general requirements of the
: Secondary SCh?OﬁS Sehoal Bubjects. SRty S State’ Board of' Education, for the following credentials: 1,
234, Psychology of High 5S¢ "3 ; I‘:]dllca.t'io‘n: Elementary; 2, Junior High School; 3, General Secondary;
250. . Advanced Course in Sec—gg a !j.rior;' : e 4, Junior College; 5, Special Secondaryin Commerce, Music,
251ab, Seminar 11 Secondary K ;-“"8 S eiaa g Physical Fducation, and Speech Arts (Oral and Dramatic
252, Problems in Departmenta ‘TEI:: 1 - Expression}; 6, Schoo! Administration; 7, School Bupervision:
Sgpcrggrlci;n éréhgg?nndary BEROOE o v~ VAL 8, Educational Research. s 3
umor i SENOOL, v v s s s { R R T T R A =z, . .
igi JCurriculmf Making in Secondary -Sch&n!sé;. il Applications for Credentidls. Jtudents who wish creden-
255, Extra-Curricular Activities in Secondary Bchools. tials upon the completion of work in progress should Al out
236. MEthl‘ldS in le{cfed 'St'l;ldY..; ...... R e aiy 'a-ppﬁi:aticin bléﬂk. aﬁd su’omltall data 'r‘equested to the
758, © Administration of Secondary Schools............- Credential Secretary in the office of the School of Education -

at the opening of.the semester or stmier session. Upon
fulfiliment of all requirements, including satisfactory comple-
tion of all work in pregress, the recommenddtion will be
fssued to- the applicant. This recommendation, accompanied
Ly the credential fee, should be forwarded by the applicant
to the Division of Teacher Training and Certification, State
Board of Education, Sacramento, for signature and regis-
tration. The recommendition, when courtetsigned, becomes -
in official state crédential on which county certificates are

1ssued, 2
TaE ELEMENTARY CREDENTIAL

"The Elementary School Credential autleorizes the hofder
“teach any or all sibjects in all prades of an wlementary
hool iy Califarnia, Tt is isswed for a period of two vears
H mray be renewed theieafter for periods i five years'upon
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46 Junior Higl; School Credential

v;zriﬁcati'cm of at léast five months of sur._cessiul teaching e»-
perience in the public schoo-is_c;f (ial:fqm‘xr:;&wu i Al
. i i ting satisfaclory ewvlds f
'Apphc?:t;‘ltsﬁtg;ge\l;ill ghe granted a recommendanor_.’ lby tgi
3mlll mlmof Education for the Elementary CrEdc:EltEacllSlor
E’gﬁ*;aolction of the requirements for the degree o
of Science in Education, inctuding: S—
nci ‘dinate groups selecte -
* Prm:lrriiaxl.ei?: 3;1 bt?;lds. which bclar directly on the
ork of the elementary sf:hﬂﬂ 8. iy
b A‘:'oursc on the Constitation of the Unltzgogéa)tes.
] (Hist., 17Zab. or 177, Pol. _Sm!.] 13{0’;\:3 or cou;ses
ion, 28 units, including the following O F=%
& Ed::'%?(t“??t}a}‘muld be taken in ?.bolz(tl()lg)tz order listed
. jon to Education { -
%’Tﬂ%ﬂu‘gﬂzgatgn in the United States {103), or
Fundamentats in Education {(102).

tzrv Bducation (101} '
%‘Eﬁ;&onil Psychology, Introductory (130).

Education for Citizenship {142}

Classtoom Methods and Managenent ?n Hle

nei Schools (120). ) _
Mg‘zﬁlr}m:!asryaﬁd S.upe_;vision in Primary Grad
Di(r?cét%d Teaching in Elementary Sch o6l
Gl i 1 28 units; ;
in the following to total <& unit.
El&iﬁ:ﬁ? " Organization and Admnnsl-ra_thh

116). ) p "
t School Curriculum (125). , .
%L{;!?lfgl:éi and Methods in Reading (1{.%% ;
Gr.owth ‘and Development of the Child (1
Psychology of Elementary __Schoo1 Subjec
134

Edu::aﬁ.onn] Tests and Measurements (138
1. Six units from the following: o b e
ization of Physical Hducation ilemer
Qﬁ%?;ruz:nd Junior High School (Phys.
105). ;
Art ‘}Lpprcciation (Arch. '146ab'}. _
Music Appreciation {Music 60}. e L
S1ory Telling (Speech 4ab), or e Us
the Story (Rel 161).

Tug Junior HicH Scioor CREPENTIAT

i ¢ i thorizes the

ior High School _cm_dentt.al au s
?hecﬁ“;g?suhitct in the junior high schaols of Ca 15,9;1’\
Ei(f} ‘flal;.. applicant's program includes the requirements OLE

ARg 4 it gghe
elementary credential, a junior high school and elcf

The Ceneral Secondary Credential 47

scheol credential will be issued which authprizes the holder
to teach any subject in either an elementary or a junior high
school, These credentials are issned for a period of two

- years and may be renewed thereafter for periods of five years

upan verification of at least five months of successful teach-
ing experience in the public schonls of California.
Inexperienced applicants presenting satisfactory evidence
of physical and mental fitness will be granted a recommenda-
tion by the School of Edncation for the juaior high school
credential upon completion of the réquirements for the de-
gree 'of Bachelor of Science in_ Education, including:
a. Principal and sulordinate groups in’ subjects tanght
-in ‘2 junior high school.
“b. 'M conrse on the Constitution of the United States.
(Hist. 172ab or 177, Pol. Sci. 130ab or 200ab.)
‘c. A minimum of twenty-four units in Education inc¢lud-
ing the following courses: )
Public Education in the United States (103), or
Fundamentals in Education (102), -
Scheol Organization and Administration (116).
Secondary Education (including the Junior High
School) (_].5'0). ’ !
Fducatiorlal Psychology, Introductory {i30).
Education for Citizenship (142).
Ciﬁgﬂ;om Methods and Management (120) or
6},

Directed Teaching in Junior High School and in
Special Subjeects (157). 2 ;
Electives— ) i -
Eleméntary Education {101),
Departmental Teachers' Courses,
Educational Tests and Measurements {138).
Other courses approved by adviser. .

NOTE.—Until Scptember 15, 1930, the junior high school credential may
_bz grepted to California teachers with two vears of suscessful experience
in teaching, who fali short one-balf year of the hacheldr's degree, Under
this 'regulation, eighteen semester hours of work fn edueation must be
completed. ; d

Tng GENeeal SECONDaARY CREBDENTIAL

. The General Secondary credential authorizes, the holder to
each any or all sabjects (with the excepiion of classes or-
anized under the provisiens of the Federal and State Voca-

tional Acts) in all grades of any junior collége, seniar high

chool, fonr—year’ high schopl, junior high school, or elemen-
ary school. It is isswed for a pericd of two years and may
e renewed thercafter for peériods of five years upon verifica-



64 Requfre:?mfs in Other Slates

(d) Advanced Educational Psychology (3 units).

4, Additional courses in the following subjects:
{2) Health Education (Growth and Development of
the Chld) {2 units). N
{b) Applied Fthics or Applied Bociology (-Edur.atton_

- for Citizenship} (3 units). . )
(¢) Palitical Science or Economics {3 units),

COURSES OF INSTRUCTION

‘Students not desiring a degree in Education ar a recom-
endation for a teacher’s credential but electing work in
ducation: as a part of their programs, may chogse from
jurses 102, 103, 108, 130, 131, 141, 142, 147, 2(0ab, 201ab, 203,
4, and 230ab. Psychology 1 and two of the following
urses, Eduecation 100, 102, and 103, “are prerequisites to
her courses in Education, :

100. Introduction, to Fducation. A course based on abser-
tions, readings, and discussions of some of the different
bects of school and classroom work which will give stu-
fits some understanding of the principles of education and
& problems of school work, and the preparation needed to
et them, b

vo units; first semester, repeated second. Adams

Washington: e
State Teacher’s Certificate to those who submit evidenc

of having had:
1. The A.B. degree from an accredited institution.
2. Same Major and Minor requircments as in California:
3. A Teacher's Course in the Major subject.
4, A course in Psychology {3 units). ;
5. Twelve semester units of work in Education, selected;

from the iollowing:

{a) Principles or Science of Education (3 units). .3 L Flsmisitasy Eoiiciton, The slare al fin elementary

(b) Secondary Ed““f“i."“ 2 ‘mi“_')' ool in the public school system, historical development.
(c) Educational Sociclogy (2 units). 3 o o0 Iying principles, objectives, organization, and curriculum,
{d) Methads and Practice Teaching (6 units). . considered. R_gq]uired of all candidates for the Elementary
{e) History of Education. - ther's Credential. : ! p
& A 'naf.ion on the Washington State M b units; first semester, repeated second Adams
. An_ exami v R 5 Zr
(School Bystem of the State and School Law, State Cor . Fundamentals in Education. An introduction to the
tution, and State Geagraphy). : osophy of Education, including some of the basic comn-
5 in educational thought and practice. This course gives
ckground for an intensive study of educational problems,
+units; first semester, repeated sccond. Bacon

3, Public Education in the United States.: A foun-
N course to give a better understanding of professional
tice and trends in education today, through a historical
of the beginnings and evolution of the educational
ples, organizations, curricula, and methods used in.the
- States.

-units; first semester, repeated scond. Scholtz

Current Literature in Education. Asn informal con-
ion of current topics in Education. Open to seniors
aduates who have had, er are registered for, eight or
nits in Education. '

nit; first semester, repeated second. Hell

' School Organization and Administsition. A cdlirse
* with the prigeiples of educational organization and
iStration in state, county, and city systéms of public
oft, in which a study is made of a number of probiems

236



66 : Courses of Instruction Courses of Instruction 67

y 11}(3’:!elrtligdu-gatjo?zl theory, by recent eXperiments, and by
C1al studies in subject Matter and mater; e

]El':: schonl perind indicated, Hemh PR

WO units; first semesier, Adams

of constrbictive organization and the improvemient of scho
management. Prevequisite: 103 or equivalent.

Three units; firgt semester, repcated second. H‘i

118.  Organization and Administration of Elementary Ed
cation, A practical conrse dealing with the duties and ac Psycholo . ¥
pele s : : Y and Met A s
ities of the gqlementary principal and supervisors, the tyg ésults of i.'mpurtz;z:t mgesti;:;?g;gnln%eag:?c% iA _Stt;dy of the
of elementary school organization, pupil classification i ith the practical prohi 253 P ological research
promotional policies, curriculum fevision, the improvem 2 tms of. reading methad,
of instniction, and probletng of personnel management,

Two units; first seniester, Thomp

119, Supervision of Instruction, A study of the pringi
wnderlying the organization and supervision of classvog
struction, the art and technique of schoolreom supervision
supervision of instruction in the different school subjects,
meins for improving teaching technique and the estiny,
of feaching efficiency., "
Two units; second semester,

120. Classroom Methods and Management in Elem
Schools, The more recent general methods, such as si
vised study, socialized recitations, and' the project
Major emiphasis on specific methods and devices in the §
cipal elementary school suhjects. Prereguisites: 100, 10
or 131, .
Three units; first semester, repeated second.

*123ab. Directed Teaching in Elementary Schools.
servation and experience in teaching under sUpervigic
lcast five hours per week for two semesters in th
elementary schools of the city. Prerequisites: Ag
content programs, recommendations, and eighteen @
hours in Education or a2cceptable equivalent work, ing
Education 120. y #
Four units each semester; both 1232 and 123b offere;

semester, ’ Adams and Critie Ta

125. Elementary Schoal Curriculum. A general r
made of the recent movements in curriculum revision
United States with emphasis on the general probiems i
and the scientific methods employed in making new -
of study. The results, with reference ta each of
mentary scliool subjects, are summarized, -

Two units; second semester.

© 126, Methods and Supervision in Primary Grade. A

in primary supervisioni and teaching designed to give -

ough survey of the wark of the first three grades a il - _ Pre-School Education, An introductory study of the
e -drom two to six years; factors of hig environment: his

‘and physical characteristics; standards of | grevwih-

il and nutritional tests; health; menta} hygtiene; habit

@ units; ﬁr,sl_ Semestel, tepeuted second, Adams

130, Educationa Psycholog; Introductory i !

Fy Course, desigg_md for sty eﬁ,ts who havﬁ.adAnno ];::g}:!o}::s?
ung in educatignal Ps¥chology, The cotrse gives a eﬁ-
mrw:ey_of the elements of educationaf psyclmlo.g"ry. e

ree units: first semester, repeated second. Raubenheimer

3t Growth ang Develqpmc_nt of the Child. ‘Eugenics and

n% the mental and physical development

rmc_:ple_s aund methads of preventive

Banization and practice in the promo-
d.

- Mental Differences and Educational Adj
s 4 | ustments,
Iysis of the causes of maladjustment, fnllo'wjed by stlrggt?;
S on methods of educat-aon‘ai'adjuﬂmcms. Diagnosiz of

oped in adjustment ang OpPportunity rooms. A i
) ! nalysis
Ntiated courses of study, Preveguisites: | 130 and {;éq

D units; first semester, Lefever

3. Educational Guidance ang Counseling in Elementary
160ls, Succcssfu[_ methads of analyzing  and 'ev'aluaﬁng
ifal endowmqnt, education:f effort, and sclu‘iolfachie;r'r‘—
1 bggt Practices in Meeting needs of the individual ch'ild
Sreqiisites s 132 oy equivalent work, ' '
S€ quarter ywnits, University College only. - Lefever

4 Psychology of Elementary School Subjects. Psy-

92y of learning in the tase of the prinei }
of 1 3 pat element
ol subjects, language, arts, arithmetic, handwriting, dz-:':.l:;-']tr

units; first semester, Ranbenheimer

*Applications fer sractice teaching must be submitfed io
the Dean of the Bchenl of Edueation the setzjon precedin
Practice teaching is to be: taken. ]
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68 Courses of Instruction Courses of Instruction . 69
the social and econemic factors on the other, involved in
isting boys and girls of high school age in determining
1 own capacities and in choosing a life carcer.

YO units; second semester. Bennett

formation and. character training. Summary of mover
organization, and techniques of the nursery school
Three guarter units. University College only.

136. Education for Par‘enthood. Relation of enviroimi
dand child behavior; technics of successful parenthoed; § 7. Pro " ; )
. . d i= - gressive Hdu : . <

lems of mental and physical health; the significance of 3 ; oses, and methods'ﬁﬂ::iuﬁrehﬁfmﬁﬂ.t’ oﬁ;sntioz?;" Sy
in the training of the individual; time budget of the me ; te support; business ioterests: and the ;ociagl vncz:ggn;
and family, = curricular aspecis of adult education. ' E

Three guarter wnits. University College only. e quarter units, University College only. T

137. Introduction to Statistical Methods. Statistical

ures and devices most commonly useéd in connection wi -  The Organization and Administration of Commeréial

cational work, Data will be taken from typical school: ation, Organization, adrinistration, and content of com.
tions. Opportunity will be given to obtain practice in th al education in secondary schools. Special attention is
of adding machines and other aids of computation. FPreregiag : to problems of heads of departments, prihcipals, and
138 or equivalent. ) & responsible for commercial education. '
Two units; first semester, repeated second. € quarter units. University Coliege only, Weersing

U - . 4

138. Educational Tests and Measurements. ‘The ud
interpretation of educational tests and scalcs in the adi
tration and supervision of instruction, simple statisticd
graphical methods, the interpretation and diagnostic v&
results obtained.

Two units; first semester, repeated second.

141. Social Aspects of Education. A study of th
of certain sociological concepts on educational th
practice, the place dssirable aspects of group liie haw - - 5 - ;
work of the school and the interrelation of the sch : Gl§§5f00m Mecthods and Management in. Secondary
ecommunity. ~ [ o Lypes of lessons and conventional methods; more
Two units; second semester. : : expetimental movements, such as supervised study, the

- zed class, the project method. The discussion of prin-

142. Education for Citizenship. An analysis of th Wwill be supplemented by observation of actual classrootm

and habits essential for good l::il‘.iz_eﬂship. fG“I_J\':’ed b Prevegquisite: 150 or 250. -
“of the part which each school subject and activity ha mits; first semecster, repeated second 7
development, Prereguisites: Senior standing and eigl ; Cl:a.wford Thompsen

in Education. To alternate with Education 242, : -
Two units; first semester. 37.  Directed Teaching in Junior High Schoal and in Spe-
143. Organization and Administration of Vocation i}‘}f;?&uc]t?g?%gcad tf:’lg%"ﬂ the prospective teachdr a
] A ctual clas : i
cation. ‘The purpose, history, °’gﬁn‘zjat§°“' af‘-g-"-r f a skilled critic teacher czignmgn{;—}zrfr;d?f the ggld
of vocational educat:c_m, g.nd its ariticu apnn vg‘:t J__:; for the manigetnent of a.,l:!aqs for st 1 l-:e rc—*s_'rp_qtl.su_
school system and with industry. Special attenhion iofs. Prirconisites) Baits, r 4 total of at least 40
given to the Smﬁh-Hugh(_:s IL.aw and other federal ay QN , €maor Stéﬂ.ﬁmg_ and twclve,umts
enactments bearing on this problem. -
Twa units; first serncster. )
144. Vocational Guidance. A study of the

principles of vecational guidance, followed by an
the psychological and educational factors, on th

a9 Secondary Education. The evolution, scope, and func-
i of sccondary education, relation to elementary and higher
Gation, student pnpulatmn,.curricular and extra-curricular
_zat:on..grthems and activities. Designed especially for
tsc;;z_.:jalr.t);:?g f;f the junior hsi;gh school and special sec-
Lt edentials. reveguisites: Six units i ation an
= s 8 in ]?.dugah_or; and
units: first semester, répeated second Weersing

o four bnits; first semester, re : i
L i 1 & peated second.  {Maxi-
credit 4 units.) Thompson and Critic Teachers

ationg for practice tfa«l:bin; must be submitte
g Sor 2 b ihmiitted to. and. approved by
rt'rlu:hirx:' ..“acﬁg:lbzi t:ﬁ;_l:,:aunn lgle seasian prér:gt_.!_rng’ that in which

From Course Catalog, University of Southern California, 1930, pp. 24-27, 44-47, 64-69. Copyright 1930 by University of

Southern California. Reprinted with permission of University of Southern California.
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University of Southern California, 1974

. 2]
38 DEGREES AND CREDENTIALS H BACHELOR OF SCIENCE IN GENERAL STUDIES 39

through 1974, a total of 16 Shankiand j’“’_"“d"" presented b)‘ .the Ed“ca‘iof‘ l_ndu“ﬁe-" i g SCHOLARSHIP A scholarship average of at least 2,00 () is required in all courses
Association through the American Association of School Administrators for distinguished 4, yompted at USC, in all courses in the School of Education, and in all upper-division
achievement in the field of school administration. In 1974, the Shankland Award was wi'e . cees in the credential major.
preseated for the first time in the history of the S5chool of Education to & woman. }
£ LIMITATIONS WITHIN A DEPARTMENT  Not more than 40 of the 128 units re-
All credential and degree programs of the School of Education are recognized and |

quired for graduation may be in any one of the following departments: art, education,
accredited by state, regional, and mational accrediting bodies, in 1970, the School of i music, physical education.
Education was reaccredited for all programs through the doctorate by the National Counail § ]
for the Accreditation of Teacher Education for the period 1970-1980. -4 CRADUATION WITH HONORS The minimum number of resident units for gradu-
ation with honors is 58, Average required for honors is as follows: for cum laude — 3.25;
;for magna cumn lavde —- 3.60; for summa cum Jlaude — 3.90.

CURRENT DEGREE PROGRAMS

The School of Education offers curricula leading to the degrees of Bachelor of Science §
in General Studies, Master of Science in Education, Advanced Master of Education, Doctor
of Philosophy with major in Education, Doctor of Education, and Doctor of Philosophyf |
and other doctorates with minors in Education. Description and requirements for these i COURSE REQUIREMENTS

degrees follow. Within the 128 units required by the University for a bachelor's degree, requirements
% f tor the Bachelor of Science degree in General Studies specify 84 units in the general studies
1 major and 24 units in professional preparation.

BACHELOR OF SCIENCE IN GENERAL STUDIES |

The degree of Bachelor of Science in General Studies is conferred by the University of
Southern California at the recommendation of the School of Education. Under present
California regulations, this degree meets the requirements for the multiple subject instruc-
torship credential, which is the credential required for elementary teachers. Students who
wish to secure a credential to teach in the elementary grades should plan to enter the
School of Education at the beginning of their junior year of college, and work toward the ' §
degree objective of Bachelor of Science in General Studies. Students who elect other
degree programs but who wish to teach at the elementary grade tevel must pass the
examination for the multiple subject instructorship credential, as set by the California’y
Commission for Teacher Education and Licensing. :

applicable to the major selected. For the degree of Bachelor of Science in General Studies,
® four areas are specified, as follows: Area I, English—speech; Area [I, mathematics and the
physical and life sciences; Area I, social sciences; and Area [V, the humanities and fine
q arts, including foreign languages. Poth lower- and upper-division courses are included in
lthe&! four areas. Generally, the four areas will include a minimum of 20 units in each of
three areas and 24 units in a fourth area (20-20-20-24 division). However, a division of
18-18-24-24 units among the four areas is acceptable. One of the areas must include 16
upper-division units, and a second area must include 8 upper-division units,

] Throughout the undergraduate program, the student should be enrolled in courses

In the following outline of courses in each of the four areas, certain courses are specified.
They or their equivalent must be included. When no course number is given, any course
- { in the departments listed may be completed, If, from time to time, it becomes necessary
to add specific courses, counselors in the School of Education {Waite Phillips Hall, 1103}
will supply the necessary information.

-l} b English-Speech

GENERAL REQUIREMENTS

LOWER DIVISION REQUIREMENTS  Students are admitted to the School of Educa-
tion For the degree of Bachelor of Science in General Studies and for the professionall
preparation program only after meeting the requirements for admission to the University,
as outlined in the Bulletin of the College of Letters, Arts, and 5ciences, and after complet-g 7

English 101 Freshman Seminar | in Writing and Literature
English 102 Freshman Seminar I in Writing and Literature or
English 400 Advanced Expository Writing

ing two Full years (60 units) of acceptable college work. The required lower-division waorkhl O"‘-'I"f the following Iiterature: COUI‘!?B'S .
may be done at the University of Southern California or at other colleges and universities. . English 260 English and American Literature since 1900
Entering freshmen and sophomores should enroll in the College of Letters, Arts, and ; English 261 Major Writers of English Literature to 1800

Sciences and plan their program to expedite their entry into the School of Education a5
juniors,

RESIDENCE The last 32 units for any bachelor’s degree awarded by the University of ]
Southern California must be earned while registered in regular standing at UsC.

English 440, 441, 442 American Literature courses
Speech Communication 424 Cultural Dimensions of Speech Communication
Electives may be chosen from the following departments:

i English, Classics, Comparative Literature, Linguistics, Speech Communication

3 English 262 Major Writers of English Literature since 1800
4



40 DEGREES AND CREDENTIALS

I Seicnoe-Mathematics
Mathematics 200 Elementary Mathematics from an Advanced Standpoint
At least two science courses must be included. Recommendations are:
Astronomy 100 Elementary Astronomy
Biological Sciences 100, 101, 102 Topics in Biology
Biological Sciences 106abl General Biology
Chemistry 102abl Comprehensive Introductory Chemistry
Chemistry 105abl General Chemistry
Grological Sciences 1051 Physical Geology
Geological Sciences 106L Historical Geology
Geaological Sciences 107 L Oceanography
Physics 100 Introduction to Physics
Physics 105abL General Physics
Colloguia, science “semesters,”

Sacial Sciences
History 200 The American Experience
Potitical Science 100 Theory and Practice of Amencan Democracy

and mathematics may also be elected.
.

or
Palitical Science 300 Principles, Institutions, and Great Issues of American Democ-
racy
Geography: Elective in geography; 300 Social Geography recommended
One course from any of the following departments:
Psychology
Anthropology
Sociology
Electives may be chosen from anthropology, economics, geography, history, politi-
«al science, psychology and sociology.

W. Humanities
Art 361 Introduction to Art and a music course or
Music Education 330 Fundamentals of Music and an Art course
Foreign language: Optional if entrance requirement is met.
Electives to complete this area may be chosen from any department above or from
Asian, Ethnic or Slavic Studies; or cinema, or drama, or philsophy, or religion.

Included in the program are two recommended areas of instruction (o concentrate on
current social issues, namely conservation (ecological studies) and ethnic studies. Selection
of at least one course in each of the following two areas should be included in the program
of studies and recommendations are listed:

Ecology and Conservation
Biclogy 102 Man and His Environment
Biology 300abed Biology Semester
Biology 385 Collogquium: Biology
Geography 430 Conservation of Matural Resources
Geological Sciences 230 Natural Resources and Man

i
1

[

1
1
1
|
1
1
|
i
1
]
1
]
]

ADVANCED DEGREES — GENERAL REQUIREMENTS 41

Etirnic Studies
Ethnic Studies 202 Minority Cultures in the United States
Ethnic Studies 250 Perspectives on Ethnic Studies
Anthropology 320ab Special Ethnic Studies in American Culture
Sociology 342 Race Relations
Anthropology 201 Introduction ta Social Anthropology

PROFESSIONAL EDUCATION

For professional education requirements, see below, Reguirements for Specific Creden-
tials, Multiple Subject Instructorship Credential,

Four units of credit in physical education may be applied to the 128-unit total reguired
for the degree.

BACHELOR OF SCIENCE IN GENERAL STUDIES —
TECHNICAL STUDIES (VOCATIONAL
SPECIALIZATION)

In order to meet a demand in American and foreign institutions for teachers and
supervisors with veocational specialization, the Uni v Pr i i
which includes a sound liberal arts foundation, a relevant diversified academlc major, and
professional training. A student interested in this degree objective must plan his four-year
program in his freshman year with counselors in Waite Phillips Hall, Room 1103, Fereign
students will be directed in this program by the Center for International Education, Waite
Phillips Hall.

cur slum

ADVANCED DEGREES — GENERAL
REQUIREMENTS

The following general reguirements pertain to award of the advanced degrees of Master
of Science (M.S. in Ed.), Advanced Master of Education (Adv. M.Ed }, Doctor of Philoso-
phy (Ph.D.) with major in Education, Doctor of Education {(E4.D), and Doctor of Philoso—
phy (Ph.D.) and other doctorates with minor in Education.

ADMISSION  Permission to register for courses in the School of Education does not
in itself imply that the student is accepted For study leading to an advanced degree,
Admission criteria are specified within each degree program.

RE-AIDNMISSION  Students who have not been in attendance for five or more years are
required to submit an application for re-admission to graduate study with master’'s or
doctoral degree objectives. Such application is made to the University Office of Admis-
sions.

GRADUATE RECORD EXAMINATIONS The aptitude section of the Graduate Re-
cord Examinations (GRE) is required of all applicants for admission to all advanced degree

From Course Catalog, University of Southern California, 1974, pp. 38-41. Copyright 1974 by University of Southern

California. Reprinted with permission of University of Southern California.

240



APPENDIX E: CIRCLE MAPS TO DEFINE FLORIDA SCHOOL DISTRICT-BASED
ALTERNATIVE CERTIFICATION PROGRAM CONTENT IN 2007
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Brevard County Public Schools ACP Circle Map

Included coursework,
field work, mentoring

and independent Three-day New

study Teacher Academy of
“survival skills”
Two three-hour included classroom
meetings were management and
required of ACP teaching students from
participants to follow varying socio-economic
up on training. levels.

A four-day summer
institute provided more
follow-up training in
lesson planning,
pedagogy and
classroom management.

Classroom
management follow-up
training was provided
in six-hour meeting.

Brevard County
Public Schools

ACP Content
2007

60-hour ESOL
Strategies training,
a specific Florida

12-hour course on
building relationships

ACP requirement, W%th st.ud.ents and dealing
was part of the with difficult parents
along with six-hour
program. Assessment training raining on parent
totaled 15 hours. relationships were
required.
Technology

integration training

totaled 12 hours. Other required trainings

of 12 hours each were

60 hours of Reading CRISS, Thinking M_aPS®
to Learn training was and Kagan cooperative
required for learning learning.

to teach reading in
the content area.

This was a specific
Florida requirement.
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Hillsborough County Public Schools ACP Circle Map

Participants completed
an 18-hour induction

training based on Harry
Wong’s work.

Teachers

completed an on- Induction training

line portfolio with included practice in

evidence of the 12 settipg up classroqm

Accomplished A 24-hour classroom rout'mes ansj planning

Practices. ) for instruction.
management was

required.

A three-hour Code of
Ethics training was
required.

Participants took

district-mandated Hillsborough
diversity training County Public
as well as crisis Schools “Transition into Teaching”

was a 24-hour training that
included content in human
growth and development,
learning styles, and the
role of the teacher.

prevention and

intervention. ACP Content

2007

Participants took 18
hours of technology

integration training. Teachers had the

opportunity to work with
the Sunshine State
Standards in Transition to
Teaching and learn how to
craft effective lessons.

The state-required Reading
to Learn 60-hour course
was included.

An effective teaching
strategies course was 18
hours long and focused
participants on lesson
planning and delivery,
communication,
classroom management
and subject area content
knowledge.
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Orange County Public Schools ACP Circle Map

Great Beginnings was
a 12-hour course prior
to pre-planning that

Participants included information
completed an on- based on Harry
line portfolio Wong’s work.
demonstrating the Great Beginnings
12 Agcomphshed included z(éode §f
Practices. Teachers completed Ethics training.

a nine-hour course

on human

development and

Integrating technology brain-based

and building a instructional A follow-up to Great
classroom Web page strategies. Beginnings was “Role
were taught in a 12- of the Teacher”

training including
laws relating to child
abuse and teacher
obligations.

hour course.

Orange County
Public Schools

Teachers took a six-hour
course in assessment.

ACP
Content
2007

The program included 12
hours of cooperative
learning training.

New teachers learned about
multiple intelligences and
critical thinking skills in a 15-
hour course.

Teachers worked with a subject area
content mentor to develop a resource
file for use in the classroom.

A six-hour diversity course
helped new teachers learn
to teach with different
learners in mind.

Participants took the

The 60-hour, state required state-required Reading to
ESOL Strategies course Learn course for

was included in the learning to teach reading
curriculum. in the content area.

A three-hour overview in
writing integrated lesson plans
was provided.
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APPENDIX F: FLOW MAP OF TEACHER PREPARATION PROGRAM CONTENT
FROM 1839 TO 2007 IN COLLEGES AND UNIVERSITIES WHICH ORIGINATED AS
TEACHER NORMAL SCHOOLS
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Colleges and Universities Which Originated as Teacher Normal Schools

Combined Flow Map

1830s 1840s 1850s 1860s
e Common schools were established as a system of free, e The Normal e Principals at the e Civil War and the
public education in America. School’s principal, first annual normal beginning of Reconstruction
e America needed more teachers for the common Cyrus Peirce, school convention e The teacher preparation
schools than private universities could supply. explained that he claimed that program expanded to two
e The Normal School was established in Massachusetts instilled the art of “Teaching is a years.
in 1839 to supply female teachers for the common N teaching in his pupils L)) profession based on a L, A second education
schools. by using four methods: science of education.’ foundations course, School
e The Normal School provided a review of common question and answer, e There was no Laws, was added.
school subjects and a model school for practice teaching. conversation, calling evidence of teaching e A combination education
e “Moral Philosophy” was the first education on students to analyze the “science of foundations and teaching
foundations course. the subject of the education” or methods course, “Theory
e “The art of teaching” was a priority, according to the les§on, and requiring behavioral sciences and Art of Teaching,” was
first principal, Cyrus Peirce. written analysis. until later. added.

1870s 1880s

e Civil War Reconstruction Era ~ The first graduate programs were established at Harvard and
Yale

e Framingham added a high school teacher education program and Peabody opened with such a
program.

e Peabody opened for males and females with a model school and a three-year program.

e Psychology was described at Framingham as “the science of the soul” and “a foundation for all
true teaching.”

e Peabody offered a quick review of common school subjects and the higher branches of
knowledge with reference to the “best ways of teaching them” or the art of teaching.

e Education foundations were “School Laws” and “Moral Science” along with a combination
foundations and methods course, “Theory and Art of Teaching.”

e Framingham and Peabody emphasized teaching methods with experience provided through
observation, teaching assistance and teaching practice.

—>

e Framingham and Peabody recognized in
writing that they did not fully prepare their
students for classroom success.

e Moral science was deleted and Psychology
was added at each college; these courses could
have included much of the same content.

o The State of Massachusetts prescribed the
normal school course of study to include
knowledge of content, teaching methods, and
the “right mental training” or “the science of
education and the art of teaching.”
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1880s (continued) 1890s 1900s
¢ Both schools included subject e Peabody Normal College’s Science and Art of Teaching department e Framingham
area content review in the first year included elementary education courses such as Theory and Practice, Science of and Peabody
of study, and Peabody included Education, Lectures on Pedagogy, History of Education, and Primary Methods experimented
some in the second year. e The secondary English education degree was added at Peabody, and was with general
e Peabody’s program of study was comprised mostly of subject area content coursework. teaching
increased to four years. —» e Framingham continued to have a general two-year program of study | methods
e Theory and Art of Teaching was comprised of psychology, history and principles of education, methods of courses, but
deleted from Peabody’s program of instruction and discipline and subject area teaching methods courses. ended the
study, while Science of Education o Framingham introduced an accelerated program for graduates of other decade with
and Art of Teaching replaced it colleges and universities or high schools of high standing who met certain subject-specific
Framingham. criteria. teaching
e History of Education was added a e The highly publicized article, Is There a Science of Education?, challenged methods
Framingham. beliefs and assumptions about teacher preparation programs. courses.

1910s 1920s 1930s 1940s 1950s
e World War I ~ The o All o All three colleges’ teacher o All three e Framingham required
cost of living increased three education programs were colleges Educational Tests and
and the value of the colleges four years long by the end of required three Measurements, but it was an
teacher’s salary required the decade. similar and elective at Peabody and Ball
decreased. additional e All required practice additional State.
e Ball State was > subject > teaching, but credit hours | different subject ¢ Classroom management
established and area varied. area teaching coursework was required at
included general teaching e All required coursework, methods Framingham and Ball State, but
teaching methods methods discussion or conferencing courses. not at Peabody.
courses in its program courses. alongside internships. o All three e Peabody increased the amount
of study along with e Ball State offered colleges began of credit hours students devoted
observation and additional practice teaching offering to practice teaching and
practice teaching. electives. additional observation.

electives.
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1960s
e The Space Race
may have spurred
more scientific
coursework.
e Behavioral
sciences coursework
was more prevalent
in all three programs
of study.
e Educational Tests
and Measurements
was made mandatory
at Peabody.

—»

1970s

e Framingham dramatically

reduced the number of
education foundations
courses required.

e Peabody and Ball State
required specific subject are:
content teaching methods
courses in elementary and

secondary programs.

e Framingham and Peabody
required two internships,
while Ball State required

one.

—»

1980s
e Few
changes
took
place in
any of the
three
programs.

1990s
e Framingham and Peabody
required elementary education
majors to have a concurrent major in
arts and sciences.
e Framingham secondary education
students majored in a subject area
content and minored in education.
e Peabody and Ball State secondary
education students majored in
education and a subject area content.
o Ball State University elementary
education majors concentrated
electives in one area.

2000s
e Few
changes
took place
in any of
the three
programs.
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APPENDIX G: FLOW MAP OF TEACHER PREPARATION PROGRAM CONTENT
FROM 1908 TO 2007 IN COLLEGES AND UNIVERSITIES
WHICH DID NOT ORGINATE AS TEACHER NORMAL SCHOOLS
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Colleges and Universities which Did Not Originate as Teacher Normal Schools

Combined Flow Map

1900s
¢ Indiana University’s (IU) School of Education
was established in 1908, which offered a two-
year program for elementary education and a
four-year degree program for secondary
education.
o University of Southern California’s (USC)
Department of Education was founded in 1909,
which offered a certification program in
secondary education.
e USC did not require its students to complete
an internship, but observation was available.
e The majority of coursework in both programs
of study was education foundations.

1910s
e The California State Board of Education
prescribed secondary education certification
requirements, which included a bachelor’s
degree, a year of graduate work in a major area
of study, and 15 credit hours in education and

1920s
e USC opened the Department of Education
to elementary and junior high certification.
o Students at USC were again able to obtain
certification within four years.
e Two teaching methods courses were

electives.

e AtIU all education students completed one

observation course and one internship.

o U required Measurement and Evaluation.
¢ U required additional behavioral sciences

courses as the decade progressed.

¢ One subject area teaching methods course was
required of secondary education students at IU.

required for all levels of programs at USC.
e High school education students at USC
earned a subject area content major along
with teaching credentials.

e [U added Introduction to Education.

e [U added classroom management and
other subject-specific teaching methods
courses.

1930s
e Massachusetts State College’s Department
of Education was founded and a general
secondary education certificate could be
earned.
¢ Internships were electives at Massachusetts
until the mid-1940s.
¢ U students were required to concentrate 20-
24 electives in a field other than education.
¢ [U’s elementary program of study contained
an even balance between education
foundations and teaching methods courses.
e USC’s elementary program of study
contained just three teaching methods courses.

1940s
e Massachusetts offered one teaching
methods course as an elective.
e Tests and Measurements was an
elective at Massachusetts.
e [U’s education programs were all
four years.
o [U continued to include classroom
management and added unit planning
in its Principles of Instruction course.
e USC elementary education students
completed principal and subordinate
programs of study.

1950s
e Massachusetts began offering a degree program for
elementary education.
e Massachusetts elementary education students chose
between a major in elementary education or a minor in
elementary education with a major in a subject area
content.
e Massachusetts secondary education students majored
in a subject area content and minored in secondary
education.
e All USC education students earned a major and a
minor, and all degree programs were five years long.
¢ IU increased time required for observation, assisting
in classrooms and internships for all programs.
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1960s
e USC increased the number
of subject area teaching
methods courses required.
e Massachusetts opened a
laboratory school for practice
teaching on campus.
e Massachusetts urged
freshman to take observation
courses.
¢ A major restructuring of

1970s
e UMass reorganized the School of Education into 11 Learning
Centers based on broad education topics.
e UMass graded students in all education courses on a pass-fail
basis.
e UMass students were afforded a high degree of freedom in
choosing the elements of their education programs.
e USC elementary education students were required to earn a
Bachelor of Science in General Studies.
e USC’s elementary program reverted to four years instead of five
e USC required three field studies and an additional internship for

1980s
e Few
changes
took place
in any of
the three
programs

researched.

1990s
e USC
paired
internships
with teaching
methods
coursework.
e USC
required
more subject
area teaching

programs began at all education students. methods
Massachusetts. e [U’s programs of study remained much the same as they had in courses.
the previous decade.
2000s

e UMass elementary
education students
completed a major in
the liberal arts and
sciences and teacher
education.

e USC elementary
education students
continued to earn a
Bachelor of Science in
General Studies
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APPENDIX H: FLOW MAP OF TEACHER PREPARATION PROGRAM CONTENT
FROM 1839 TO 2007 IN SIX RESEARCHED COLLEGES AND UNIVERSITIES
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All Researched Teacher Preparation Programs

Combined Flow Map

1839-1869
e Framingham was the first normal
school to open in America,
dedicated to producing teachers for
the common schools.
e Framingham’s first program of

program.

increased to two years.

1870-1899

e Framingham added a program for high school teacher education and Peabody opened with such a
e Peabody’s program began with three years and increased to four, while Framingham’s program

e Psychology was described at Framingham as the foundation for all true teaching.

study took one and a half years, —» e Framingham and Peabody emphasized teaching methods with experience provided through
involved instruction in the art of observation, teaching assistance and teaching practice.
teaching, and made use of a model e Framingham and Peabody reviewed common school subjects, but Peabody offered higher-level
school for practice teaching. courses.
° .By.the 1850s, normal S_Ch001 e Framingham and Peabody recognized in their course catalogs that they did not fully prepare
pr1nc1p'flls declared teachlqg a teachers for the classroom.
profess.lon based on the science of e Framingham introduced an accelerated program for graduates of other colleges and universities or
education. high schools of high standing who met certain criteria.

1900-1929 1930-1959

¢ Indiana University, the University of Southern California and

Ball State University were established.

e USC did not require education students to complete an internshig

until the 1910s when California prescribed the course of study

requirements.

e The prominence of subject area teaching methods courses varied

within and among programs from year-to-year.

e Tests and Measurements came into existence in the researched

schools. Some required it, while some offered it as an elective.

e The art of teaching language disappeared from course catalogs,

although teaching methods courses were available.

e [U’s Principles of Instruction course covered classroom
management.

—»

e The University of Massachusetts Amherst was established in
1932 with a secondary teaching certification program and had
elementary and secondary degree programs by the 1950s.

¢ Internships were electives at UMass in the 1930s, but by the
1950s all researched schools required observation and
internships.

e USC education students earned a major and a minor in a
five-year program during the 1950s.

e UMass elementary education students majored in education
or minored in education with a major in a subject area content.
e Colleges and universities that began as normal schools
required students to take coursework, discussion hours, or
conferencing hours concurrently with internships.
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1960-1989
e UMass Department of Education
underwent major reorganization in the 1960s
and 1970s. Students were given more
freedom to build their own program of
study.
e USC education students earned a BS in
General Studies.
o All programs researched involved either
one or two internships.
e Some programs involved additional
observation hours or assisting in classrooms.
e Few changes were made to any of the
programs in the 1980s.

1990-2007
e USC elementary education students earned a BS in
General Studies.
e UMass elementary education students earned a degree
in liberal arts.
¢ Internships were paired with teaching methods courses
at some schools which began as normal schools and some
that did not.
o Alternative Certification Programs in Florida were
based on a model with specific requirements.
e ACPs in Florida contained mainly teaching methods
coursework, with heavy emphasis on classroom
management, diversity and differentiation, and methods
of teaching reading.
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