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The search for more effective teachers for schools· inevitably 

leads to a closer scrutiny of what goes on 

institutions, the source of teacher supply. 

institutions inevitably respond with reforms 

in teacher education 

/reacher. education 

and changes, often 

singling out what is most visible for. change ·to satisfy a critical · 

public•
( 

Crucial elements, 

learnin environment within 

such as 

teacher 

core programmes, the teaching

education and personnel remain 

substantially the snme. There are cogent reasons for the way teacher 

education responds to criticisms or to t_he call to produce quality 

teachers. The lack of a substantive body of theoretical _and ·empirical 

knowledge is · a severe handicap to teacher education reform. 

Organizational dynamics al so makes · it difficult to bring about 

substantive changes. Moreover, effective teaching in schools is not 

solely dependent on quality graduates front teacher education 

institution. Other factors are involved and are beyond the control 

and jurisdiction of teacher education institution. The outcome of all 
. ' 

these is that reforms, major or minor, do not seem to have a long-term 

or substantive impnct on the quality of teachers produced. Teacher 

education in Singapore will .be presented in the framework of change 

towards excellence and the problematic areas encountered will be 

discussed in Sineapore's determined thrust towards quality education. 

By and large, the challenge to teacher-education comes from a 

vocal and articulate public consequent upon disaffection with the per

formance o� the education system. Such a disaffection·or what is com

monly labelled · "a crisis in confidence" in the public school system 

•
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appears to occur with cyclic regularity (Presscisen, 1985). Often, 

howeve�, the triggeririg mechanism for the disaffection comes from phe

nomena or events outside the education system itself, events in search 

of solutions. Predictably, the education system, more often than not, 

is identified as the one major societal' institution that contains 

within itself the solution to the prob_lems. In one sense, it does 

reflect the public's faith in what formal �ducation can do in contri

buting to the solution or, at least, to the partial solution of the 

problems, whether the problems have their sourc�s outside of the 

system or within it. Ironically enough, the greater the faith in the 

system's capability, the greater the fall or the more severe the cri

ticism should education fail to deliver the goods. 

The alternating blind faith and disenchantment with formal edu-

cation is not shared by teacher education. In recent history, teacher 

education has never enjoyed the status and respect which ought to have 

been accorded the main source of teacher supply to scho.ols (Watts, 

Doyle, 1982; Alter, McCormick. and Joseph, 1984). At tempts at teacher 

education reform did not produce any significant change in the quali-

ties of teacher output; nor have the attempts been successful in 

changing the negative perceptiotis of teacher education. This is not 

surprising as the reforms or changes are often cosmetic in nature 

rather than substantive, failing to_ get at the roots of the problems 

inherent in such an enterprise as teacher education (Reilly and 

Haworth, 1983). In the UK, attempts at changing the image of teacher 

education and of teachers through institutional shifts fron non�egree 

a warding institutfons to degree awarding colleges of education affi-

1 iated to universities did not have the desirt::_d effect .• The displace

ment of the Certificate in Education by the "Bachelor of F.ducation was 

not seen as a successful attempt to upgrade the quality of teachers. 

Low admission criteria, a non-rigorous programme which lacks a strong 

intellectual base, low demandingness in terms of programme require-

ments for certification, poor teaching and the lack of a firm 

notion of what professionalism means and implies for teacher education 
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and teacher educators did not gain the many cohorts of B Eds the 

respect and status that was hoped for when the reform was implemenied 

(Education, 1984). There are of course strong exceptions to the above

generalization but unfortunately the exceptions, the stro·ng B Eds from

some of the exceptionally good colleges, were submerged in the 

mediocre products of mediocre colleges. 

If the prestige and sto.tus normally attached to Universities 

can solve the status dilemma of teacher education, then it would have 

been a non-problem. Departments of education located within univer

sities do not enjoy the respect of departments in th_e traditional 

disciplines such as the sciences or the arts. Prejudice may have

played a part in the lo\.l regard accorded to professors of education 

departments. The common perception is that both the educational 

programmes and the research output of the education departments are

qualitatively poor vis-a-vis the other departments, Neither is it 

manifestly clear that the quality of teaching of professori of educa

tion is any better than. that of professors who have not gone through 

the professional mill of obtaining a teaching certificate. 

The problems which in.here in teacher education are perennial, 

long-standing and, some would say, .intractable. Ar:iongst others the

chief source of the problem stems from a lack of a definitive theory

of teaching and learning. Bruner 's (1966) seminal work entitled

"Towards a theory of instruction" represents but a first step towards

a theoretical formu·lation of teaching. It provides useful insight and 

understandings but much more needs to be done before teachers can have 

a definitive theory to guide practice. The latest edition of the 

Handbook of Research on Teaching (Wittrock, 1986)~ running into 

hundreds of pages again provides useful insight and understandings 

i nto the activity called tenching but falls far short in terms of a

theory of teaching. Indeed, after having read the book, one is left 
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with many more questions t'o be answered than the answers to so10e ·of 

the vexing questions (Burns, 1983-85). If the theory of teaching has 

yet to be formulated, then it is not likely that a theory of teacher 

education is in the offing. Then what definitive guidance has teacher 

educators to guide them in their mission of educating teachers? 

If the theoretical formulation of teaching is still in its 

infancy and of no help to teacher educators, perhaps teacher education 

could tap into the rich body of literature on learning theories as a 

basis for teach er �ducation? Indeed, teacher education has been doing 

precisely this for decades on the assumption, perhaps mistakenly, that 

a knowledge of learning theor_ies would ipso facto yi'eld knowledge (•n 

how to teach. Whilst there must be a relationship between learning 

and teaching theories, the precise nature of that relationship is not 

known. Some maintain that teaching and learning are 2 sides of the 

same coin; to know pne implies knowing the other. This is obviously 

an overclaim; to know how others learn need not necessarily imply 

knowing the patterns of teaching behaviour that lead to learning. 

Whilst learning theories certainly provide some insights into and 

understandings of a critical area of education, they are silent on the 

how-to-teach dimension. Indeed even if we know what effective 

teaching is, there remains the prob1em of knowing how to teach others 

how to teach, a double hurdle that will tease the best brains in the 

world to come up \�ith an answer. To complicate matters further, 

learning theories are not homogeneous; claims and counter-claims by 

proponents of eaci1 of the major families of learning theories add to 

the confusion. Indeed, the editorial in TEACHER EDUCATION, No. 19, 

October 1981, states that education has no ·theory of 'learning; what 

we have is "a. raft of plausible notions about how teaching should best 

be conducted in order to produce learning, heavily impregnated by 

value judgements regarding aims and means of education, all with some 

supporting evldence, and all laden with caveats ns to why they don't 

always work". 
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Symbolic of, a profess ion in . disarray is the futile debate and 

controversy over whether teaching is an art, a science or a craft 

(Tom, 1984; Dm,e, 1984). At one level, such debates may help to 

clarify the issues; at another level it adds to the confusion for the 

proponent of each perspective argues persuasively for his own point of 

view irrespective of the facts of the case. It appears that te::icher 

education is anybody's game. Yet the resolutiori of this controversy 

is not unimportant; each perspective, if it is proven right, implies a 

different arrangement for teacher education. But there is no hope 

that a consensus is forthcoming. 

must resolve the controversy if 

seamleis and shapeless. 

Those engaged in teacher education 

teacher education is not to be 

Operating in a theoretical vacuum (Gilliss, 1981; Clabaug!l, 

Fed en and. Vogel, 198!,) tends to leave teacher education vulnerable to 

eddies and currents of new fads and stray notions which happen to have 

mainstream support. Several examples come to mind. In the 60s when 

Competency Based Teacher Education ·ccBTE) caught the imagination of 

the education world, it gained many converts. It was touted as the 

sure cure for all the ills of te.1cher education and of ineffective 

teachers. The fact that it was a model borrowed from technical educa

tion which had a different agenda and different imperatives did not 

alert those in teacher education to the weaknesses of CBTE. By the 

latter half of the severities, its enchantment wore off. It simply is 

not the answer to the problem of ensuring effective teachers. 

Throughout history, one can cite the numerous fads and/or movements 

which have caught and will continue to catch education and teacher 

education by storm. In more recent years, other movements and/or fads 

are dra\.ling in or beginning to draw in adherents to such apparently 

persuasive new perspectives with labels such as knowledge-based 

teacher education, research-based teacher education, and field-based 

teach er ed uc,3 t ion. The outcome of whatever proposal, however, is 

problematic� The louder the claim of success of one or the other, th� 

more one is suspicious of the validity of that claim. The skeptic cay 

ask whether the claims are not associated with the claims of what 

snake oil can do or any other.miracle cures. 
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The forgoing pages paint with a broad brush some of the fun

damental problems which confront teacher educat ion in its search for 

quality. Unless we can do a "Flcxner" to teacher education, and this 

.is not likely now or in the forseeable future, teacher education is 

not likely to make dramatic progress in achieving some of the implied 

goals of the current movement towards excellence. The apparent hope-

lessness need not necessarily imply abandoning teacher education as a

futile exercise as evidenced by so�e States in. the USA in supporting

the "deregulation" movement. Out of hopelessness should not come

despair but a strong resolve to venture forth and contribute towards

the resolution of at least some of key vexi'ng problems. A very apt

paragraph from Medley (1977) should spur teacher educators on: 

"Very few decisions worth making can be put off until there is 
adequate information to base them on. In medicine ano poker, 
most act ions mus t be taken, most decisions made, on insuf
ficient data. Patients die, and money is 'lost, because action 
is taken when data are inadequate but more patients an4 more 
money would· be lost if no action were taken at all ••• " and_

"I f Columbus had waited until he had a complete and accurate 
map of the world before setting sail his little fleet would 
still be sitting in Genoa". 

(Medley 1977) 

It is in the spirit just cited above that the Institute of 

Education, Singapore, set sail in the little charted sea with contra

dictory pointers and false mrkers into reformulating teacher educa

tion for Singapore. In thi s task, IE does not abandon tradition for 

new fads ; neither does it ignore new developments in theoretical 

thinking or new areas of breakthrough in research relevant for IE's 

purpose� It takes cognizance of historical events within and outside 

of Singapore, of systemic needs of the education system which it ser

ves and of socio-political dynamics within the Institute in order to 

chart what is possible and attainable at least for now and what is 

realizable-in the short and long run. It neither thinks nor works in 
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grand isolation from the system it serves in terms of the range, level 

and nature of its programmes designed for personnel within the system. 

Close articulation of what is supplied and demanded makes for a 

greater likelihood of meeting needs with a higher satisfaction in the 

quality of teachers supplied. 

Articulation is a key operating concept which informs 

programme/course and job responsibility fit. It operates at the 

programme/course development phase and it serves as a criterion of 

success of the programme/course at the programme/course evaluation 

phase. At the programme development phase, it ensures that component 

courses within a programme are interconnected or linked to ensure that 

what is done •in one course is articulated with another (as far as it 

is logically and substantively possible to do so); this is to counter 

the pervasive criticism of teacher education programmes which seem to 

be characterised by fragmentation of conceptual schemes which logi

cally and substantively are interconnected. I will illustrate the 

Institute of Education's attempts at achieving articulation. At 

another level, the macro-level as it were, articulation is attempted 

to link programme offerings with job responsibilities to ensure at 

least some goodness-of-fit between the programmes offered and. the 

nature of the responsibility an officer is entrusted with. 

Another key operating concept is relevance, a concept which 

came to the fore in the accountability movement in the seventies. 

Both these concepts are perfectly legitimate ones in the attempt to 

ensure that the education provided is worth the money expended. 

Unfortunately, they have been interpreted narrowly and perversely to 

t he extent that they emaciated education, reducing it to a dehydrated 

form devoid of the richness in experiences and cultural content. 

Relevance has legislated many legitimate activities out of existence; 

accountability is reduced to assessment and evaluation in the worse 

sense so that what is assessable is taught, and what is not has zero 



8 

value. It is important to examine the operali zation of concepts irt 

the context of two other concepts, that of manifest and latent func

tions, to ensure that there is no discrepancy between the two func

tions. The follow-through analysis using these two concepts should 

alert programme developers in teacher education to the possible nega

tive consequences of applying either the "articulation" or "relevance" 

concept in decisions on the "what", "why", "when" and "how" questions 

which have to be answered in the processes of curriculum development. 

It is obviously clear that developers need to be alert to dysfunc

tional signals or indicators to avoid emaciating or distorting a 

programme. The detailed discussion above is necessary because the use 

of concepts, apparently useful, may yet result in changes in teacher 

education which may not have the pay-off envisaged. If changes are 

not for the better, then there is no justification for the allocation 

of scarce resources to bring about change that is counter-productive. 

The danger signals must be taken seriously. 

The close articulation between training programmes and job 

demand at different points in a teacher's career path has received 

scant at tent ion. In the past, the assumption that a good classroom 

teacher can ipso facto take on the job of a head of department (HOD) 

or that of a vice-principal/principal has not been seriously 

questioned. Hence the practice of promoting a teacher to a leadership 

position either on the basis of seniority and/or on the basis of being 

judged a good tenchcr. · There is no good reason either on theoretical 

grounds or empirical evidence that that practice is defensible. In 

the first place, the areas of knowledge and skills necessary to be a 

good teacher are different and distinct from, though a necessary 

adjunct to, those required by a good principal or a HOD. Indeed, a 

good teacher has to be a leader of children whereas a good HOD or 

Principal. has to be a leader of men, a good manager of the school 

�urriculum, .a good planner and one who could move the school to 

greater and greater heights of achievement. This simple recognition 

provides the impetus to work out close linkages between programmes 
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required and job requirements, a very necessary step to forestall the 

Peter's Principal from operating. Schematically, the articulation of 

�rogrammes and job demands is illustrated below: 

IE and the Career Path of Cert Ed Teachers 
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Pre-service teacher education tends to carry with it the 

baggage of its past legacy to the extent that certain practices become 

entrenched and therefore resistant to change. Such effete practices 

are buttressed by vested . interest, shored up by strong· psycho-social 

d ynamics within the training institution as to almost guarantee their 

continued existence. Even a cursory glance at some of the long

standing and pervasive criticism by· trainee teachers and those in the 

schools will show how immune training colleges or university depart

ments of education is to criticism. It is quite clear that few insti

tutions seriously addressed the problem of the theory-practice 

dichotomy. Those engaged in teaching "theories" or the "foundation" 

course are quite contentep with their little familiar plots and are 

not concerned over the lack of connectedness between theory and prac

tice (Miller and Taylor, 1984; Vonk, 1985). Stude'nt teachers soon 

learn that the world of the lecture room is very different from the 

world of the classrooms and very quickly and sensibly settle down to 

soak up the practical wisdom of practising teachers. Those respon-

sible for supervising student teachers in classroom practice do not 

see it their business to link theory and practice. How then do they 

ensure that effective practice is going on? Do they draw upon the 

same practical wisdom as practising teachers or upon that body of 

knowledge and skills derived from their rich fund of theoretical 

knowledge? 

The lack of articulation is not confined to the theory-practice 

linkage. Within the "foundation" courses themselves, fragmentation 

ensures that each is a discrete unit and if a relationship exists bet

ween some of the elements in the courses, it is purely coincidental 

and accidental. The sociologist of education speaks past the psycho

logists of education; the philosopher of education is concerned over 

its own turf; the sociologist and the psychologist do not count. No 

wonder then, that the student teachers experience confusion worse con

founded as they emerge as certificated teachers. On the criterion of 

relevance, the "foundation" courses do not measure up well either. 
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The content in the "theories" course is conventional and/or tradi-
•·

tional. In some of the more reputable university departments of edu-

cation, the "theories" are taught as intellectual systems of knowledge 

desirable it: themselves, that is, the approach is academic, no dif

f erent from the way conventional disciplines are treated in the uni

versities. More often than not, the professional significance of 

these theories is hardly dealt with. If the theories course is the 

intellectual backbone of the teaching profession, then it ought to be 

able to demonstrate its impoct on the professional quality of the 

teachers trained. 

Articulation between the so-called "methods"· course and the 

"theories" course is equally tenuous. Indeed, by and large, methods 

·courses appear to be "stand alones" and references to the theories

expounded in �he foundations course, if made at all, are at best rare.

From the student teachers' point of view, the methods course is rele

vant in the sense that they can see the usefulness of what is taught

in the training colleges and what is required in the classroor.is.

Again articulation between methods courses and teaching practice has

not been deliberately planned and implemented so that supervisors of

teaching practice seldom if ever refer student teachers to the methods

expounded in classrooms. In terms of rigour, it is perhaps the least

rigorous of the co�ponent courses in the teacher education programme

('Petric, 1985). Lacking a clearly identifiable intellectual base,

practical wisdom and rules of thumb .dominate the methods course. The

issue really is whether such courses· should continue to be based on

nothing more substantive than what is labelled commonsense. Should

not "methods" be related to pedagogy, both generic and· content speci

fic? Should not methods be propounded within the framework of human

developmental phenomena and sociological realities? ls the state of

the art in pedagogical science so primitive that methods courses

appear to have been frozen at the age of innocence?
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It is against the backd�op of well-documented weaknesses and 

flaws in teacher education programmes, that the Institute of Education 

embarks on the venture to minimise, .and if possible, to eradicate some 

of the more severe weaknesses. The teacher education scene, though 

subject to an endless stream of criticism, is not entirely hopeless. 

There is cautious optimism and some self-confidence amongst teacher 

educators that teacher education can achieve excellence within the 

limits of the state of the art. Recent advances in research in the 

area of effective teachers, effective schools, teaching and cognitive 

psychology of learning and other related areas give hope that teacher 

education can emerge from the age of innocence. But teacher education 

must organise to take advantage of the "new" knowledge made available 

to teacher education and "new" methods of skills learning. But most 

important of all is.the psychological will to want to do so, the will 

to help galvanised the organization set-up and energised teacher edu-

cation staff to move forward wi�h confidence and self-assurance. 

The Institute of Education has developed a "pedagogical 

model"*, or what may be called a conceptual map, for pre-service 

teacher education. There is no claim that the model i� a cure-all or 

a panacea for all the weaknesses which bedevil teacher education. 

What the model does is an attempt to see teacher education 

whole, to achieve a comprehensive overview of what is involved in 

teaching in the school situation and in the teacher education context. 

It specifies the key variables and more importantly, the interplay or 

dynamics of . the key variables· in interaction with one another singly 

or in clusters. It stresses and focusses on the complexity of -the 

teaching-learning s:ttuations both in -the school setting and in the 

teacher -education context. The double-headed arrows have .a special 

* The model was developed by Dr Sim Wong Koo!, Director of the
Institute of Education.
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significance: it reminds teacher educators in a forceful way that 

teaching and learning is dependent upon the structuring of the 

environmental configuration involving key players, events and things. 

Adding to the complexity is the number of attributes and charac

teristics ·or elements which the key players, events and things 

possess. It is the trained ability to recognise the cues of th�se 

attributes and the meanings for education which these attributes 

represent in terms of the kind of environmental configuration best 

suited for teacqing and learning that makes a difference between good 

teaching and poor teaching. You may recognise that I am talking of 

the concept of isomorphism, of matching attributes, characteristics 

and elements so that teaching and learning are carried out in a har

m onious fitting together of disparate parts. In practical transaction 

terms at the classroom or school level, pupils have'been described as 

slow in understanding, inattentive, low intelligence, poor attitude, 

poor aptitude and other common descriptors. Often these are misnomers 

used by teachers whose trained capacity and ability for reading cues 

and for structuring a matching environmental configuration are 

1 imited. Such limitation is traceable to the shortcomings of the 

teacher education programme they have undergone. 

A very unusual and interesting feature of this model is the 

conceptual map on the left,· labe�led B. It is the mirror image or 

conceptual map of A, which refers to··the variables in interaction in 

the school context. It signifies all the variables which make a dif

ference to the quality of teaching-learning in the school context as 

the very ·same variables which make a difference to the quality of 

teaching-learning in· the teacher education context. The close jux

taposition of the two halves of the model serves the very significant 

purpose of raising to the conscious level that the quality of 

teaching-learning in the school context is influenced by what goes on 

•
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in the college of education or universely context. It is unusual in 

the sense that most models of teacher education focuses on the school 

context, ignoring the quality of t�aching-learning in the college con

text on the assumption that the environmental configuration of the 

college of education or university department of education is sound, 

an assumption that bears little reality to the quality of teaching-

learning in the teacher education context. Indeed, with very few 

exceptions, teacher educators tend to pontificate or preach the key 

principles of teaching-learning completely oblivious to the fact that 

these very principles are violated and ignored in the teacher educa

tion context. It would certainly be. interesting to ascertain empiri

cally, if that is necessary at all, whether teacher educators practise 

what they would like to see their student teachers do when teaching in 

schools. The model is predicated upon the assumption that unless the 

teacher education environmental configuration reflects the very best 

practices., the attempt to teach others how to teach would lose its 

credibility. Again the concept of isomorphism is in operation here; 

The question is whether what goes on in teacher education matches what 

is expected of student teachers in the classroom/school. The model is 

an attempt to minimise the "do as I tell you to do and not as I do" 

syndrome. 
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The Pedagogical Moael which involves the conceptual mapping of 

the field is but a first step, albeit an important one, towards the 

development of pre-service programmes for teachers. Translating the 

model into a teaching-learning programme is fraught with difficulties 

and pitfalls. Different frames of reference traceable to one's 

background knowledge and experience, old habits of thinking, deep

seated and sometimes vague anxieties. at having to confront a new and 

unknown event, and, worse of all, obso�escence in professional 

knowledge and skills may all have their impact on the final shape of 

the programme predicated upon the pedagogical model. It took almost a 

year after many dialogue, workshop/seminar and work sessions that the 

programmatic model was built up and fleshed out. It was no mean 

achievement but the Institute is under no illusion that the task ends 

here. It is common knowledge now that the conceptualised curriculum 

would be different from the perceived curriculum which in turn may 

bear little resembl ance to the implemented and the achieved curricu-

1 um. It is necessary to openly acknowledge that slippages may occur 

all the way from the initial conceptualisation to the final phase when 

trainee-teachers are exposed to it. What it does imply is that pre

cautiona�y measures have to be taken to ensure as great a measure of 

fidelity as possible to the conceptualised model or at least to reduce 

the discrepancy between the model and the programme. 

The model for the programme is presented schematically below: 
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The Programme which has been developed has been labelled the 

Practicum Curriculum; the choice of label is significant. It calls 

attention to the main focus of the programme: the Practicum. In a 

very real sense, it represents a shift in focus in the education of 

teachers: the shift is towards a sharper focus on the practice of 

teaching leading to specified outcomes and away from the conventional 

practice of a theory/principle-learning teacher education curriculum. 

T he Practicum Curriculum, however, is not to be mistaken to be a 

wholly skills programme akin to the competency-based teacher education 

programme of the late 60s and early 70s. Rather the Practicum 

Curriculum represents an attempt to bring out a judicious balance of 

"theory" and practice that one may inform the other. In brief, whilst 

the focus is on practices (teaching is a practical profession), the 

whats, whens, whys and hows of practice are given their proper 

perspectives that teaching may become a learned profession rather. than 

t he mechanical doing of 'things. After all, teaching does consist of a 

series of well-orchestrated acts and events deliberately enacted to 

bring about learning. 

The Practicum Curriculum as a term does not of itself suggests 

the format or model for developing a Teacher F.ducation curriculum. 

Knowledge and practices/skills have to be organised in a cohesive and 

d efensible form for effective transmission and learning. Several 

models are available; IE staff have chosen the model stemming from 

the body of literature pertaining to teacher's roles. Teachers per

form various tasks, a very wide range; tasks can be analysed and 

categorised into roles. Put in another way, roles yield tasks and 

tasks yield clusters of skills. The intelligent performance or use of 

the skills to perform certain tasks and hence fulfill certain role 

obligations require knowledge of theories� or principles. Hence the 

justification for both theories and skills in the Practicum 

Curriculum. Diagrammatically the use of roles as the main organising 

principle for the PC may be represented thus: 



Subjects PEP(C) PEP(F) 

.,..,;,, _,,.,,::, 
Principles <--- Skil ls <--- Tusks 1'oles1 .__;: T

'i
ks1 ,I � 

1
1s1 ,I -> Pr1nciples1 ,I

Principles +- Skills <--- Tusks Role5i -> To
r 

2,i -> 
il

s2,l -> Pr1nclples2,l

Principles <--- Skills <---Tusks E---c1'oles3 ➔ TosksJ,l -> SkillsJ,l -> Pr1nclples3,l

Educational Component(s) 
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The_ above mod _el does not. suggest or determine the disposition 

of knowledge and skills. One way is to adopt the "discipline" 

approach where bl ocks of knowl edge and skil l s  are subsumed under the 

conventional contributory discipl ine of psychology, sociology, history 

and phil osophy without any attempt ,to establish the inter

connecte dness of principles derived from e ach discipline. The 

integration is left to stude nts and the probability of fragmentation 

of knowledge leading to inability to see its relevance and utilise it 

is high. 

approach 

The other al ternative .is to adopt the phenomena-focussed 

where the focus is on the phenome non in the 

c l assrooms/schools and knowledge derived from the various discipl ines 

presented as an integrated whole to il luminate and explicate the 

phenome non le ading to unde rstanding and ability to use the principles 

germane to a particular phe nor.iena and the �kills which flow from the 

principles. 
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The long preamble is necessary to obviate possible misun

derstanding of what the Practicum Curriculum is all about. There are 

five major components in the programme each designed to achieve a spe

cific end and each linked to the other to take care of 'the articula

tion issue talked about earlier in the pa�er. 

The foundation component, entitled the Principles of 

Educational Practice [PEP(E)] speaks to the "whys"· of practice; it is 

a theories/principles course. It is not organised around the conven

tional disciplines of psychology, sociology or philosophy of educa

tion, each sufficient unto itself. Instead, it is phenomena focussed 

and knowledge from the various disciplines are drawn upon to help 

illuminate the phenomena. For example, the phenomenon of classroom 

management only makes sense· to trainee-students if principles from the 

above-named disciplines are drawn upon in talking about classroom 

management. A single discipline approach provides a one-dimensional 

understanding of educational phenomena wh.ereas a multi-disciplinary 

approach provides multi-,-dimensional understanding of the same phenome

na; and life in schools is multi-dimensional. 

Complementing the PEP(E) component but not quite the other side 

of the coin is the component entitled t.he Practice of F.ducational 

Principles, PEP(C). It sets out systematically to focus on the "hows" 

of practice, the "skills" component of ten neglected in teacher educa

tion programmes (Floden and Felman, 1981; Raths and Katz, 1982). It 

serves the other very important function of a bridge component between 

PEP(E) and the · so-called "methods" courses which in the Practicum 

Curriculum is labelled the Curriculum Stud-ies Options (CSOs). The 

choice of the. label CSO instead of the usual nomenclature "methods" is 

deliberate. It is not the "methods of teaching" course as practised 

in the past. The emphasis is on the "subject curriculum", the tota

lity and sum of experiences ithat exposure to this or that particular 

subject brings along with it.. It is not generic method or pedagogy, 



23 

which is the focus of PEP(:C), that is its main concern. Its main con-

cern is with specific method or methods intimately related to the con-

tent matter. This means that only the subject specialist with 

pedagogical knowledge is the one who can best demonstrate how a par-

ticular content concept, knowledge, facts or principles can be best 

rep:".'esented to pupils of different age groups with different home 

backgrounds. It comes close to what Lee Schulman characterises as 

content pedagogy. 

Another component, the F.duca tional Studies Options (ES Es) may 

be looked upon as an of.f shoot of PEP(E). The assumption is that if 

trainee-teachers can select an area of interest to themselves to study 

in depth, they are likely to develop an abiding interest in educa

tional studies. This is an indepth study and ends in an assignment 

which requires not only library research but also the collection of 

data to help illuminate the educational area under study. This is to 

help student teachers see a corner of the educational world as it is 

and not through the eyes of authors of books alone. 

The most important component of all is the PRACTICUM, the prac

tice of teaching. All courses lead to that one most important justi

fication for the existence of t·eacher education colleges or university 

departments of education which explicitly claim to train teacherso 

The knowledge for knowledge sake is a red herring in teacher ed uca

t ion; knowledge and skills are to be used, to be applied, to produce 

enlightened professional practice. 

teacher ed�cation. 

Inert knowledge has no place in 

Beyond the model much more needs to be done, if change is to be 

substantive and not cosmetic. Coming up with a good model is dif-

ficult enough as it requires scholarlincss in putting together 
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scattered concepts and principles to form a meaningful whole and a 

discriminating eye to distinguish key variables from less significant 

ones. The model has to be comprehensive enough to encompass all that 

counts in teacher education and yet parsimonious enough to be easily 

understood and implementable. Difficult as model development is, 

making it work is a daunting task which requires time, patience, per

severance and so1:1etimes compromises, at-least in the short run. 

The success of programme implementation, whatever the oodel 

which undergirds the programme, depends on the people who have to 

implement it. f.ducatiori, so it is sa-id, is as much a science as an 

art; forgot ton or of ten overlooked is that success in education 

d epends as much on professional commitment or faith. Professional 

commitment or faith depends on securing people's beliefs and value\ 
and moving these closer to the beli�fs and value systems which 

· undergird the assumptions behind the model (Combs, 1988). The best

strategy, so it has been pointed out, depends on the creation of an

open system (as opposed to that of a close system) where there can be

an informed exchange of ideas, notions,.· problematic areas and likely

solutions. Solutions in search of problems where problems are non-

existent or not recognised are seldom welcome (Katz, et al 1981).

Solutions proferred when problems _are encountered and are in need of

solutions to relieve ten;ion are often accepted. The task to create

commitment therefore lies ahead.

A programme predicated upon a new model often sets. up its own 

demands or requirements particularly in terms of knowledge and skills, 

of new delivery systems and of new _arrangements in power rela-

t ions hips. Unable to meet the demands of the new programme, staff 
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could easily perceive its implementation as threatening and therefore 

reject it. An institution that intends to oove towards excellence 

must actively prepare for it. Staff resources with a · right mix of 

expertise at the level required are crucial for programme implemen

tation success. The Institute indeed has a comprehensive staff deve

lopment plan since 1981 for its staff to acquire Masters or Ph Ds 

either locally or abroad. Staff should be well-placed to anticipate 

change, participate in the change process and re�ain on top of change 

rather than be overwhelmed by it. The above notwithstanding, there 

are certain critical areas of knowledge and skills of teacher educa

tion that are still in short supply; critical because these areas are 

decisive in determining the level of su·ccess that the programme is 

likely to attain. Amongst others, the critical areas refer to both 

theoretical and empirical knowledge of teaching and learning and prac

tical wisdom in classroom practices. These are necessary for teacher 

·educators to act as exemplars or models of good teaching. The next

critical _area refers to the supervision of teaching. Knowledge of

t eaching/lea,rning married to prac.tical wisdom in classroom practices

are necessary but not sufficient condition for good supervision of

teaching. These are areas of knowledge and skills that are not to be

found in conventional courses in conventional universities.

I f  the objective of teaching practice teaching is to improve 

teaching, then. one should have the 11technology" to do the job. To 

teach well does not necessarily imply that one can teach others to 

teach well. · Indeed this is. the critical missing link in the super

vi�ion �f teaching and in other areas of the college curriculum such 

as in the Curriculur:i Options area where the· teacher educator has to 

teach another person how to teach a subject_ well. Much more intensive 

effort has to go into the formulation of a theory of teaching others 

how to teach followed by empirical research to validate the theoreti

cal formulation. 
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Quite clearly, if the teacher educator is to do an adequate 

job, then he ought to have both scholarship (Wisniewski, 1986) and 

practical wisdom in classroom practice. If a professor of medicine or 

surgery is expected as a matter of routine to demonstrate medical or 

surgical procedures to his students, then teacher educators must be 

able to do likewise. 

Two more concerns which may be central to ensure effectiveness 

of programme seem to have been overlooked. It is customary practice 

for professors of educa�ion t_o religiously point out what is wrong 

with current practices in schools by juxtapositioning such practices 

against their panorama of "theories;'. Everything about school pr ac

t ices seems in need of repair: from the structure of schooling, 

school curriculum, assessment, streaming or tracking, class grouping, 

subject teaching, ad· infinitum. What they advocate is dependent .on 

what the .. fad is at that time: it could be initial teaching alphabet, 

structural English, communicative English, creative writing, open

school concept, family groupings in class, di�covery/i�quiry approach 

to science and maths, and a whole host of others. Such wild swings 

confuse practising teachers on the one hand and frustrate novice 

teachers on the other; often they are expected to spearhead change 

and bring about reforms, acting against the grain of current practices 

in schools, so to speak. Are medical students trained ·as· zealous cru

saders of change, in order to- move into hospitals and transform 

current practices? Or are they socialized into current medical prac

tices so that they can build up a strong foundation of practice, deve

lop a higher level of knowledge and skills and improve medical 

practice over the years? 'Paradoxically enough, colleges of education 

and university departments of education seldom if ever consciously 

ensure that. all the basic principles of • good practices are meticu-. 

lously adh�ted to in their own environments. The task of socialisini 

trainee-teachers into the highest standards of current practices is 

difficult and problematic enough without the unrealistic expectation 

that they spearhead changes in practice. 
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The next concern which goes beyond the boundaries of any 

teacher education programmatic model is that of the personality of 

those who teach, whether it be teaching in schools or in teacher edu

cation institutions. After a spate of intense interest in the 60s 

(Barr, 1961; Getzel and Jackson, 1963; Ryans, 1960; Withall and 

Lewis, 1963) in the personality factors in effective teaching as 

reflected in the plethora of research. in. the area, int.ere st in per

sonality factors receded when piece after piece of research could not 

demonstrate that there is a relationship between personality traits 

and effective teaching. The fact that research· fails to uncover a 

relationship between the two need not necessarily impiy that there is 

no relationship between the two phenomena. Research methodology was 

then primitive and likely to remain relatively primitive for some time 

to come. But practical wisdom seems to indicate that certain per-

sonality qualities count and may be decisive factors in determining 

the difference between a good and an indifferent teacher, everything 

being equal (Henjun, 1983). If this assertion is correct, then it has 

implications. for both the selection and training of potential 

teachers. Selection is to ensure that certain minimum base-line 

qualities are there, such as a caring attitude, warmth, entnusiasm and 

emotional stability, in brief, a people's orientation attitude, and 

training/education must somehow provide the experiences to nurture and 

· enhance these qualities. Obviously enough, the people who 

train/educate them ought to have these qualities as well. Beyond the 

programmatic model, this facet of teacher education must rank high on 

the age·nd a • 

Moving teacher education towards excellence is not an easy 

task. It is complex and multifaceted with many factors interlaced. A 

sound programme without equally sound imple112enters could only yield 

1 ess than excellent results. Other .obstacl-es to excellence include 

administrative· rigidity and· inadequate ·resources. These are faced up 

to in order to seek out solutions to problems embedded .in whatever 

source to ensure that effective teachers are available for the school 

system within ·the limits imposed by the state-of-the-art in teacher 

education. 



28 

REFERENCES 

Barr, A.S. "Wisconsin Studies of the Measurement and Prediction of 
Teacher Effectiveness: A Summary of Investigations" in 
Journal of Experimental F.ducation, 30, June 1961, pp. 1-156.

Bruner, Jerome S. ToYards a Theory of Instruction. 
Belknap Press of Harvard University, 1966 •

Bruner, Robert n • 
Framework 
Chapter 2. 

The Process and Context of Teaching: 
in Evaluation � F.ducation, V. 

Camb., Mass.: 

A Conceptual 
7-9, 1983-85,

Clabaugh, Gary, K; Preston D. Fed en & Robert Vogel. "Revolutionizing 
Teacher Education: Training Developmentally Oriented Teachers" 
in Phi Delta Kappan, May 1984, pp. 61-62.

Combs, Arthur W. "NeY Assumptions for F.ducational Refor01" in 
Educational Leadership, 45:5, 1988, pp. 38-40.

Dawe, Har.ry A. "Teaching as a Performing Art" in Phi Delta Kappan, 
Vol. 65, April 1984, PP• 548-552.

Education Digest: Teacher Training, Vol. 164, No. 19, Nov 1984.

Floden, R.E. & Feiman, S. "Should Te·achers be taught to be Rational?" 
in Journal of F.ducation E2,E__Teaching, Vol. 7, No. 3, 1981,

PP• 274-83. 

Getzels, J.W. & Jackson, P.'W. "The· Teacher's Personality and 
Characteristics" in Gage (Ed.), Handbook of Research on 
Teaching. Chicago, Rand-McNally & Co., 1963, pp. 506-82.

Gilliss, 'Geraldine Channon. 
in Teacher F.ducation, 

Teacher F.ducation - Today and Tomorrow 
No • l 9 , 0 ct 1 9 8 1 , p • 9 • 

Henjun, Arnold. "Let's Select 'self-actualizing' Teachers" in. 
EDUCATION, Vol. 104, No. 1, Fall 1983.



29 

Jonathan Alter;- John McCormick & Nadine Joseph. ''Why Teachers Fail", 
Newsweek, 104, 24 Sep 1984, pp. 64-70. 

· Katz, L.G.; J .D. Raths; C. Mohanty; A. Kura chi · & J.
"Follow-up Studies; are they worth the trouble?" in 
of Teacher F.ducation, 22, 2, pp. 18-21. 

Irving •. 
Journal 

Medley, Donald M. Teacher Competence and Teache-r Effectiveness-: A 
Review of Process-Product Research. Washington D.C., American 
Association of Colleges for Teacher F.ducation, 1977 • 

Miller,. Peter J. & Gerald D. Taylor. The Theory-Practice Relationship 
in Teacher F.ducation: · Need There Be Any? in The Alberta 
Journal of F.ducational Research, Vol. 30, No. 4, Dec 1984, 
p. 333.

Petric, Hugh G. F.ducational Reform and Teacher F.ducation in 
Excellence in F.ducation: Perspectives on Policy and Practice, 
ed. Philip G. Altbach, Gail P. Kelly & Loi!! Weis. Prometheus 
B o6ks, 1985, p. 234 • 

.. Presseise�, Barbara z. :unlearned Lessons: Current and Past Reforms 
�School Improvement. . Philadelphia and London, The Falmer 
Press, 1985. (See Chapter 2.) 

Raths, James D. & 'Lilian G: Katz. ."Th� best of intentions for the 
education of teachers" in Journal of F.ducation for Teaching, 
Vol. 8, No .• �•- 1982, pp. 275-280. 

Reilly, David & Shirley Haworth. 
Need for Coordination" in 
1983, PP• 326-332 • 

"Improving Teacher Education: the 
F.ducation, Vol. 103, No. 4, Summer· 

Ryans, David G. Characteristics of Teachers 1 Their Description, 
Comparison and Appraisal� Washington, D.C. ISBN, 1960 • 

Tom, Alan R. Teaching as a Moral Craft. N.Y., Longman, 1984. 

Vonk, Hans.· "The Gap between Theory and Practice" in European 
Journal of Teacher F.ducation, Vol. 8, No. 3, �985, pp. 307_-:317. · 



30 

Watts,,Doyle. Can Campus-Based,Pre-service.Teacher·Education Survive? 
.in Journal of Teacher ·'Education, Vol. 33, No. 1, 1982, p. 50. 

Wisniewski, Richard. "T-he Ideal 'Professor" in 'Phi Delta I(appan, 
Dec '1986. ·, 

�Uthall, John -& w.w. Lewis. "Social. Interaction in the Classroom"· in 
Gage ('Ed.);. Hand book • of lleseat;ch 0p1) Teaching.· Chicago, 
Rand;..MeNally & Co •• 1963, .PP• 683-/14 •. 

Wittrock, Merlin :C. (F.d .·) .Handbook of Research on Teaching, 3rd ed., 
N .Y., Macmillan·, i986 • 


	APCTE-1988-EngSP_cover
	APCTE-1988-EngSP_o



