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A COMPARISON OF TEACHER EDUCATION

IN IRAN AND THE UNITED STATES

CHAPTER 1

THE PROBLEM

Introduction

Iran is a new nation with a long history and cultural
tradition. It faces many problems in the social, cultural
and economic development of its people. One of the greatest
of these problems, both in importance and in scope, is the
improvement of its educational system in order to meet the
needs of a young generation involved in the process of inclu-
sive reform: social, economic, and political.l

No matter how one views the concept of national develop-
ment and its relationship to human resources, the need to
develop an appropriate educational system is essential. The

teacher in such an education system performs a significant

function since his role is to perpetuate society's heritage

lIn January, 1963, upon the initiative of the King of
Iran, comprehensive administrative, economic and social re-
forms were undertaken in the country. These reform programs
have since then been known as the "White Revolution." (Au-
thor).

1
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and simultaneously to energize human resources toward social
progress. In recognizing the crucial role of teachers in
social and cultural change, Lynch and Plunkett indicated that
from teachers must come much of the vision, expertise and
cultural sensitivity to interpret and respond to pressure for
change and initiate qualitative development in education.l

If the premise that the teacher is a central element in
the formal education of a nation's human capital and that the
level of education cannot rise far above the quality of the

teacher in the classroom,2

then the selection and preparation
of these teachers are of significant social concern. Concerted
efforts must be made, therefore, to produce the best teacher

a nation can afford.

Furthermore, teacher education provides a vital link
between a nation's institutions of higher learning and the
public they are designed to serve. Not all youth, even in
the most affluent societies, can personally and directly be
enrolled in a college or university. The benefits of higher
education to the majority of the population are thus general-

ly transmitted by the teacher who is a product of this higher

education. The institutions that educate teachers, the teacher

lJames Lynch and H. Dudley Plunkett, "Introduction,"
in Teacher Education and Cultural Change: England, France,
and West Germany, by James Lynch and H. Dudley Plunkett
(Hamden, Connecticut: The Shoe String Press, Inc., 1973),
p. 15.

2John S. Brubacher, A History of the Problems of Edu-
cation, second edition (New York: McGraw-Hill Book Company,
1966), p. 465.
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educators themselves, and the governmental departments con-
cerned with teacher education are thus clearly a part of the
nation's overall strategy in the development process.
To meet the educational crisis facing both the develop-
ing countries and the industrialized nations, Dr. Philip H.
Coombs of the International Institute for Educational Planning
suggests not only the development of innovations, but a habit
of innovating in education.l In this process he draws atten-
tion to the central role of teacher preparation:
Educational systems will not be modernized until
the whole system of teacher-training is drastically
overhauled, stimulated by pedagogical research, made
intellectually richer and more challenging, and
extended far beyond preservice training into a system
for continuous professional reward and career develop-
ment for all teachers.?
Educators and all those concerned with the education of
a nation should be encouraged to develop the capacity to build
institutions that will train teachers who will themselves be
innovators of educational and even community development.

Perhaps the strongest statement comes from Freeman Butts.

Writing in Education and the Development of Nations, he declares

that the education of teachers must be viewed as belonging at
the very heart of any human resources development plan that

hopes to contribute to the modernization and building of a

lPhilip H. Coombs, The World Educational Crisis (New
York: Oxford University Press, 1968), pp. 164-169.

2

Ibid., p. 168.



free nation.l

Questions have been raised that relate in one way or
another to teacher preparatory programs in Iranian colleges
and universities. Recent projects and innovations indicate
the government's awareness of the problems existing in the

preparation of teachers. Point seven of the Charter of the

Education Revolution2 in Iran emphasizes the importance of

teacher education in the attainment of the naticn's goals:
As teacher-training plays a fundamental role in
the country's education planning and social and
scientific progress, all institutions concerned
with teacher-training programs should make every
effort to strengthen them and adjust them to the
needs of the nation.3
Over the ten year period from the academic year 1965-66
to 1975-76, the number of students in all elementary schools
increased from 2,564,568 students to 4,468,299 students in
grades one through five. Enrollment at the secondary level

for the same period increased from 508,959 to 2,139,179.4

lR. Freeman Butts, "Teacher Education: A Focal Point,"
in Education and the Development of Nations, ed. by John W.
Hanson and Cole S. Brembeck (New York: Holt, Rinehart and
Winston, 1966), p. 375.

2In October, 1967, Education Revolution, as the sixth
complementary point to the Charter of White Revolution, of
January, 1963, was declared.

3Ministry of Science and Higher Education, "Charter of
Education Revolution," in Education Revolution Conference, by
Ministry of Science and Higher Education, (Ramsar, Iran:
Ministry of Culture and Art Press, August, 1968), p. 14.

4Statistics recomputed from data in Summary of Educa-
tional Statistics: 1975-1976 by Ministry of Education,
(Tehran, Iran: Department of Coordination for Educaticnal
Plans, Bureau of Statistics, 1976), p. III. (In Farsi)
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An increase of this magnitude in student enrcllment, and
further future expansion of the educational system, empha-
sizes the crucial position of teacher education in Iran.

Because of the increasing emphasis on the Iranian edu-
cational system, this project is aimed at examining and
comparing teacher education programs in Iran and the United
States. The comparison is made with a view to formulating
recommendations for the improvement of teacher education in

-

Iran.

Need for the Study

Teacher education has been debated at several regional
and annual conferences on the evaluation of the Revolution in
Education in Iran. However, there is a dearth of literature
which deals comprehensively with education for secondary
school teachers.

From the research literature, there is a need to explore
and develop more effective ways of preparing educational
personnel to meet the challenges of a changing society, and
for focusing the thinking of teacher educators on concept-
ualizing the nature and scope of professional education at
the secondary level. Teacher education programs for the
future should cater to the new teacher roles, utilize tech-
nology to create new approaches to teaching and take into
consideration the needs of the learner, especially in terms

of the masses now entering secondary schools in Iran as a
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result of free secondary and higher education.l

There has been an absence of emphasis in teacher prop-
aration in Iran on social problems which exist; such as lack
of respect for the profession of teaching, little sense of
service to the country and humanity, and doubtful attitudes
about the ideals of democracy. Teachers must be alert to the
need to develop a sense of responsibility for educating the
child according to his individual abiiities and needs and for
guiding him wisely to the solution of his own problems. Only
when these goals have been accomplished can Iran be recognized
among the educated nations of the world.

A review of the literatﬁre reveals that there is a great
concern for the improvement of teacher preparatory programs
in both Iran and the United States, and much effort is being
expended to upgrade existing programs. The review of the
literature, both American and Iranian, and the concern of this
investigator for the improvement of teacher preparation programs
in Iran, have prompted the problem of comparing teacher educa-

tion programs in Iran and the United States.

lIn September, 1974, education was declared free for
the first eight years of schooling. Vocational/technical
secondary schools are free too, but academic secondary
schools and university education would be free to students
who pledge two years of government service for each year of
education. Ministry of Science and Higher Education. Remarks
by His Imperial Majesty the Shahanshah Aryamehr and the Re-
solution of the Seventh Conference on the Evaluation of the
Revolution in Education, (Ramsar, Iran: Ministry of Science
and Higher Education, September, 1974). p. 9. These provi-
sions are crystalized in the form of the 15th point of the
White Revolution.
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Considerable research was conducted using, among other

sources, the following in order to see if any study was un-

dertaken regarding teacher education in Iran compared with

that in the United States: Dissertation Abstracts, Doctoral

Dissertations Accepted by American Universities, American

Doctoral Dissertations, Research Studies in Education, and

American Dissertations on Foreign Education. None of these

sources showed any study comparing teacher education in Iran

and the United States.

Statement of the Problem

The problem of this study was to identify and analyze
the major characteristics of secondary teacher education pro-
grams in Iran in comparison with programs of teacher education
institutions in the United States. More specifically, the
study proposed to:

1. 1Identify the current status and characteris-

tics of the secondary teacher education programs
in Iran.

2. Make a comparison of the official Iranian Teacher
Education Programs with teacher preparation prac-
tices recommended for institutions engaging in
teacher education in the United States.

3. Develop recommendations directed toward the
improvement of Teacher Education Programs in
Iran.

The major aim of the study was the development of

recommendations, in terms of fundamental principles, that are
applicable to the development of an excellent program of

teacher education in modern Iran; cor the formulation of policy

alternatives for program reform in Iranian teacher education.



Scope of the Problem

This study has certain dimensions, and limitations,

which need to be stated in order to make the investigation

feasible.

1.

The scope of the investigation was as follows:

Teacher education, in this investigation, includes
the preparation of teachers for secondary schools.
It does not involve programs for the preparation
of elementary, vocational, or college teachers.

Some aspects of the cultural history of Iran wexre
investigated to furnish background information
essential for interpreting the current status of
Iranian teacher education.

There was particular emphasis on the problems of
teacher education in Iran, and the recommendations
of contemporary writers for solution of these pro-
blems.

Operaticnal Definitions

Teacher Education: A term which encompasses all
that an institution does in the preparation of
teachers, including admission and selection,
curriculum, and requirements for graduation.

Educational Program: A sequence of courses and
experiences designed to prepare the teacher
specifically for the responsibilities of parti-
cular types of teaching positions, as well as to
fulfill appropriate certification requirements
for teaching. This includes the entire pattern
of general academic preparation, specialization
for teaching fields, and professional courses in
education.

Education: Education in this study is a general
term for the specifically classified professional
courses offered in teacher colleges for the prep-
aration of teachers and relating directly to
educational philosophy, psychology, history,
sociology, and comparative studies of education.
Teaching practice, curriculum, methods of instuc-
tion,; administration and supervision are also
included.



4. Student Teaching: The period of guided teaching
during which the student takes increasing responsi-
bility for the work with a given group of learners
over a period of consecutive weeks.

5. Curriculum: The arrangement or organization of the
planned experiences directed by schools and colleges.
Specifically, it is the composition of the respective
subject-matter fields or school disciplines.

6. Teacher Training Colleges: Teacher-preparing insti-
tutions, supported by the state (Iranian government
or tax, state, and federally supported institutions
in the United States) to educate secondary school
teachers through a four-year curriculum.

Procedure and Source of Data

The survey method, as described by Van Dalen,l was used

o.
Q.
o
n
0
]
(W
5

in this project. It is a means cf collecting detaile
tions of existing conditions with the intent of employing the
data to justify conditions, or to make plans for improvement.
The basic procedure in collecting the data for the conduct of
this study was to examine the literature on the history and
practice of teacher preparation in Iran and the United States.
The literature was reviewed to identify those practices
considered to be desirable for preparation of secondary teachers
in general, and for Iranian institutions of teacher education
in particular.

The literature on suggested reform and innovations in
the preparation of secondary teachers was examined also to
identify those qualities considered essential for successful

teaching in the secondary schools.

1Deobold B. Van Dalen, Understanding Educational Research:
An Introduction, 3rd Ed. (New York: McGraw-Hill Book Company,
Inc., 1973), p. 196.
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Other sources of information were the writings of in-
dividuals concerned with the improvement of education in Iran
and the United States. Professional books, bulletins and
periodicals which discussed the study of teacher education
were also reviewed. From these various sources the investi-
gator gathered and analyzed data to develop recommendations
for policies and practices relating to teacher eudcation in
Iran. Because this study deecls with subject matter that needs
to utilize primary materials in Iran, many of the documents
that are cited as sources for the material in this investigation
were in Farsi (the modern term for Persian), the Iranian
official language. This is acknowledged throughout this
investigation by a reference in the footnctes to the terms
"in Persian" or "in Farsi", which are used interchangeably.
This means that the original source has been translated into
English by the writer of this study. Primary materials con-
sisting of government documents and publications were collected
in Iran by the author through visiting government offices and
educational institutions. Other primary materials were
collected by conducting personal interviews of government

officials and educators in Iran.

Treatment of the Data

The quantitative and the qualitative forms of expression

were used in presenting the data in this study,1 while tables,

lipid., pp. 195-196.
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figqures, and charts, were utilized to assist in interpreting
the data. The data were compared and contrasted to identify
similarities and differences, and the findings of the study
provided the bases for recommendations for improvement of the

Iranian programs of teacher preparation.

Organization of the Study

The introduction, need for the study, statement of the
problem, scope of the problem, definitions, procedure and data
treatment are presented in Chapter One. In Chapters Two and
Three, documents were selected and interpreted to present a
brief history of education in Iran, and its present structure
of curriculum in teacher education programs. In Chapters
Four and Five, a short historical background as well as the
present approaches of American systems of teacher preparation
are presented. In Chapter Six, comparable elements of teacher
education programs in Iran and the United States are examined
and interpreted. The methodology of comparative education
should allow an adegquate perspective for this investigation,
and the conclusions of this study and the investigator's
recommendations for improvement of the Iranian programs of

teacher preparation are presented in Chapter Seven.



CHAPTER II
BACKGROUND OF TEACHER EDUCATION IN IRAN

Social institutions including educational institutions
are shaped by their environment. Geographic, historic, and
cultural elements profoundly influence the organization and
philosophy of social institutions. For this reason, this
chapter is a discussion of such elements as they have influ-

enced the development of teacher education in Iran.

Focus on Geography
1

Iran, also known as Persia,” is located in Western Asia.
On its northern border lies the continental mass of the Soviet
Union, to the west its neighbors are Turkey and Iraqg, and to
the east are Pakistan and Afghanistan. The Persian Gulf and
the Gulf of Oman constitute its boundaries to the south.
Iran's present~day borders have been established as a result

of a series of wars in which she had been unable to preserve

her territorial integrity and therefore suffered some losses

lIn March, 1935, the official name Iran was adopted to
replace the Hellenistic name of Persia. It means "Land of
the Aryans." See George Lenczowski, The Middle East in World
Affairs, 3rd ed. (New York: Cornell University Press, 1962),
p. 182.

12
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of territory from the invasions of aggressive and militarily
powerful neighbors.1 This historical experience of wars was
due in large part to the strategic location of Iran as a link
between the Far East, especially India, and as an area of dis-
pute between the Russians from the North and the British to
the South.2 Today, Iran still plays an important roie in great
power politics, and those involved in the direction of her
foreign policy are aware of the tremendous pressures on Iran
by other nations and must therefore see to it that Iran must
continue to survive as a free nation.

Iran, with an area of 628,000 square miles, is approxi-
mately as large as France, Britain, Germany, Italy, Belgium,
and Holland combined. However, this size of Iran is actually
much smaller than it was as late as the 19th century.3

Iran is mostly a plateau, which may be described in
general terms as high land some 4,000 feet above sea level,

strewn with mountains.4

The plains have flat to gently roll-
ing surfaces, and not much vegetation on them. Forests,
desert scrub, or tufts of grass cover most slopes of the
highlands. The rugged high mountains (6,000-18,000 feet

above sea level) make up almost one-half of the plateau and

are intersected by deep valleys.

1Donald N. Wilber, Iran, Past and Present (Princeton,
N. J.: Princeton University Press, 1975), p. 40.

2

p. 2.
3

Richard N. Frye, Iran (New York: Henry Holt Co., 1953),

4

Wilber, op. cit., p. 4. Ibid., p. 8.
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Iran's climate is diversified, primarily because of its
topography. Rainfall, the result of atmospheric depressions
moving eastward from the region of the Mediterranean Sea,
ranges from fifty inches in the region southwest center of
the Caspian, to eight inches in the interior and the south,
to less than two inches in the desert area.l

Thunderstorms, so familiar to the Americans, are gquite
rare. Winter temperatures are very low in the north but warm
in the south. Summers are hot in all parts of Iran except at
the highest elevations.

In the 1976 preliminary census, there was an estimated
32,900,000 people in the country.2

Iran is a Moslem nation with the people using the Persian
language as a means of communication. However, there are many
other religious denominations that exist in the country and
the non-Moslems enjoy full social and legal rights under the
Iranian Constitution-~-the first of its kind to be drafted in
Asia. The practice of the principle of religious freedom is
symbolized by the fact that religious minorities are represented
in the Majlis (the National Consultative Assembly) by their
own deputies. There are two Christian deputies, one

Zoroastrian, one Jewish, and one Assyrian. No restrictions

1Harvey H. Smith, William W. Cover, John B. Folan,
Michael L. Messenburg, Julius Szentadoyany, and Suzanne Telki,
Area Handbook for Iran (Washington, D.C.: U.S. Government
Printing Office, 1971), p. 17

2The Europa Yearbook, World Survey, 1977 ed., s.v.
"Iran."
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are placed on economic enterprise or social activities of

members belonging to minority groups in Iran.l

Structure of the Government

The renaissance of Iran began with the Constitutional
Revolution of 1906, when an Imperial Decree was issued to
convene a Constitutional Assembly. This Assembly adopted the
Constitution of Iran on December 30, 1906.2

The nature of the state, authority, rights of citizens,
legitimacy, and organization of the government are set forth
in the Constitution of 1906, supplemented in 1907, and later
amended in 1925, 1949, 1957, and 1967. The Constitution
launched a new era turning Iran from medievalism toward the
modern world.3

The Constitution provides for a government composed of
three branches: the executive, the judicial, and the legisla-
tive. The executive power is vested in a cabinet and with the
governmental officials who act in the name of the Shah, the
constitutional monarch and the commander-in-chief of the armed
forces. The judicial power is exercised by the hierarchy of

courts from the district courts up through the Supreme Court.

The legislative power is vested in the Senate and the National

1Ministry of Information and Tourism, Basic Facts about
Iran 3rd ed. (Tehran, Iran: Ministry of Information and
Tourism, Publications Department, November, 15/4), pp. 118-119.

2

The Europa Yearbook, op. cit.

3H. H. Smith, et al, op. cit., p. 243.
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Consultative Assembly. Bills do not become law until signed
by the Shah.l

The Cabinet, headed by the Prime Minister, is composed
of several ministers.l The Prime Minister is appointed by
the Shah with the approval of Parliament, which must also
approve the composition ¢f the Cabinet. The ministers have
a joint responsibility for the affairs of the country.

The Parliament is bicameral. The National Assembly
changes with the increase of the population inasmuch as one
deputy should represent every 100,000 inhabitants.2 In the
July, 1971 election, there were 268 deputies in the Assembly.
The Senate has 60 members, half of whom are appointed by the
Monarch and the other half are elected by popular vote. Half
of the members of the Senate represent Tehran.3

The country is divided into a number of territorial
administrative units directly responsible to the central
government through their respective ministries. According
to the latest state division (March, 1974), Iran is divided

into twenty-one provinces, two independent Governorate-Gen-

erals, 153 counties, and 461 municipalities.4

lyilber, op. cit., p. 229.

27bid.

3Ministry of Information and Tourism, Basic Facts About
Iran, p. 56.

4The Europa Yearbook, op. cit.
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Cultural History

In order to understand a people with a life span of
2,700 years of recorded history, and with a fate and civili-
zation transcending in importance its national borders, one
needs a comprehensive interpretation of its history to explain
the unity of its national ego. To the uninformed such a
history would seem to be fragmented and devoid of any harmony.
It is, of course, beyond the scope of this study to explore
and interpret the recorded past of Iran during the last two
and a half milleniums. However, a short account of Iran's
history is included in this investigation in order to complete
the background information about Iran as part of an attempt
to develop an understanding of the educational system of that
country.

The most significant fact of Iran's history is the suc-

cession of foreign invaders who intruded into the country.
Some of the great powers of the world invaded the country.
In spite of these invasions, Iran managed to reassert its
national individuality and has been able to preserve its
cultural and political entity after periods of national crisis.
In the words of Edward G. Browne:

Again and again Persia has been apparently sub-

merged by Greeks, Partians, Arabs, Mongols, Turks,
and Afghans; again and again she has been broken up
into petty states ruled by tribal chiefs; and yet

she has re-emerged as a distinct_nation with peculiar
and well-marked characteristics.

lEdward G. Browne, The Persian Revolution; 1905-1909
(London: Frank Cass & Co., Ltd., 1966), preface, xiii.
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The earliest Iranians were Aryans who migrated westward
from Central Asia onto the Iranian plateau in the seventeenth
century B.C. These Aryans--the word means nobles or lords--
were nomadic and spoke an Indo-European language. They raised
horses and cattle.1 Between 1500 and 1200 B.C., groups of
these people moved down into the Indian subcontinent while
others remained on the plateau.

The Iranians apparently reached the plain to the east
of Hamadan after 1200 B.C., which is now a western province.
These people were first mentioned in an Assyrian inscription

of 844 B.C.2

The history of Iranian monarchy, however, dates
from 559 B.C., when Cyrus the Great ascended the throne.
Cyrus the Great united the Iranian tribes, defeated the Median
king in 550 B.C. and established the Achaemenian Dynasty after
a series of successful military campaigns.3

The empire founded by Cyrus had no equal in the past
history of the Iranians in its extent, organization, artis-
tic achievement, religious tolerance, and respect for human
rights. In the estimation of D. N, Wilber:

. . . it is apparent that in the field of pubklic

administration, political organization, continuity

of government and tolerance of race and creed the
Achaemenids far surpassed the Creek city states.,

lWilber, op. cit., p. 25.
21bid., p. 26

3George G. Cameron, History of Early Iran (New York:
Greenwood Press, 1968), pp. 212-~-227.

4

Wilber, op. cit., p. 29.
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The Archaemenian empire lasted until 320 B.C. when it was
destroyed by Alexander the Great. Another Iranian group, the
Partians were overthrown by the Sassanians, who revived the
Achaemenian empire. The grandeur of the Sassanians was invaded
by Arab Moslems in the 7th century A.D., and the advent of
Islaml opened a new era in the history of the nation.

Before Islam was introduced to Iran, Zoroastrianism had
a great impact upon the education and sociaiization of the
people. For almost thirteen centuries, the Zoroastrian religion
formed the nucleus of Iranian education.2 Although the roots
of this religion car be traced as far back as the fifteenth
century B.C., its real founder was Zoroaster who appears to
have lived about one hundred years before the Iranians esta-
blished their empire.3 This prophet of the ancient Iranians
said:

e« « o« 1f an alien, or a friend or a brother should

come to you in pursuit of knowledge and learning,
accept him and teach him what he seeks.4
Education had three dimensions in ancient Iran: physical,

moral, and religious. It was a public affair, aimed primarily

1Islam is an Arabic word for submission, with reference
to the will of God.

2Issa Sadig, Modern Persia and her Educational System
(New York City: Columbia University, Teachers College, Bureau
of Publications, 1931), p. 32.

3Edward Burns and Philip Ralph, World Civilization: From
Ancient to Contemporary (New York: W. W. Morton & Co., 1964),
pp. 92-93.

4Ministry of Information, Iran (Tehran, Iran: Ministry
of Information Press, 1971), p. 167.
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at preparing the youth to become hardy and experienced soldiers
in order to defend the empire. In Achaemenid times the young
men were taught not only how to ride and shoot the bow, but
to appreciate the truth and to distinguish between good and
evil.l

Zoroastrianism taught purity and immortality of soul,

as well as the ideas of resurrection from death and the final
judgment of the soul. Emphasis was placed also on freedom of
will to choose between good and evil, the principles of good
thought, good words, and good deeds. Morality, right conduct,
and good human relations had a special place in the religion
and were thus reflected in educational processes. Education
in the Zoroastrian era was not restricted to the elementary
level, but also included the higher branches of learning.

In addition to ordinary schools, there were important scien-
tific and cultural centers of education, such as:

. . . Hellenistic, Alexandrian, Syrian and Hindu
philosophy and science had spread out to the Sassanian
centers of learning . . . . When the tradition of
Greek education had all but faded away in Europe in
the early Christian centuries, when the academy of
Athens was closed in 524 by Emperor Justinian, . . .
it was in Sassanian Persia . . . that Syrian,

Alexandrian, and Jewish scholars found refuge. There
they preserved these traditions, improved upon and
added to them, and later passed them on through
Islamic scholarship to European educators.?2

The most famous of these centers was the Jundi-Shapur

academy. Scientific, literary, and cultural activities

lyilber, op. cit., p. 202.

2Mehdi Nakosteen, History of Islamic Origins of Western
Education (Boulder: University of Colorado Press, 1964), p. 17.
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flourished at Jundi-Shapur. This center of learning impressed
the Arabs. It was especially famous for medicine. There and
elsewhere many books were translated from Greek, Sanskrit and
Syrian into Pahlavi (middle Persian Language).l

The libraries of Zoroastrian temples included many sci-
entific and ethical books written in the Pahlavi language,
many of which were later translated into Arabic, and centuries
later into Latin, and still later into Eurcpean languages.2

For several centuries, Jundi~-Shapur University was a
great intellectual center for the study of medicine, philosophy,
mathematics, and astronomy. The academy, an intellectual
sanctuary for many great scholars, gradually lost its impor-
tance in the late 880's. At that time scientific works
appeared in Baghdad and Samarra, and also in Cordova and other
Spanish and Sicilian academic comm.unities.3

It should be noted that because of the structure of
Iranian society and the inter-relationship of the various
classes, the education of children was not universal. Reading
and writing were usually given to the upper classes as their
prerogative. Nevertheless, individuals still had the oppor-
tunity to move upward in social status through educational

endeavor and evidence of educational ability.

1Richard N. Frye, The Golden Age of Persia (New York:
Harper & Row Publishers, 1975), p. 22.

2Nakosteen, op. cit., p. 17.
31bid., p. 22.
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Classical Education in Tran

Frequent wars against Byzantium and problems of suc-
cession to the throne weakened and exhausted the military
power of the Iranian Empire thus threatening its political
stability during the first part of the seventh century A.D.l
During this period, a new religious force swept over the
western part of the Arabian Peninsula.2

At about 610 A.D., when many Arab tribes worshipped
nature gods, Mohammad introduced the religion of Islam. In
622 A.D., he and a small band of followers were forced to
flee from Mecca and to Medina where he had already made con-
verts.3 I+ is this flight that marks the beginning of the
Islamic calendar. By 632 A.D., the year of his death,
Mohammad had united most of the Arabian peninsula, both
religiously and politically. Within the space of a century,
his successors had brought a vast area from China to North
Africa and Spain under Islamic rule.4 By the eighth century,

the Middle East enjoyed a civilization culturally far superior

to that of Western Europe.5

lFrye, Persia, p. 55.

2H. H. Smith, op. cit., p. 46.

31bid., p. 214.

41pid.

5Joseph Syliowicz, Education and Modernization in the
Middle East (Ithaca, N. Y.: Cornell University Press, 1973),
p. 51.
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Toward the end of 634 A.D., the first Arab and Iranian
confrontation took place.l By the death of Yazdegird III
in 651, the last of the Sassanian rulers, the armies of the
Sassanid Empire gave way before the onslaught of inspired
Muslim forces.2 After seventeen years of resistance, all
the Iranian domain came under Arab administration.

After the adoption of the Muslim religion in the 7th
century, Iranian education was based upon the Koran. The
Mosques or affiliated religious primary schools were the
chief centers for schooling outside the home.3 These schools,
taught by Muslim priests, were supported by individual phi-
lanthropy or by religious foundations. The curriculum included
religious instruction from the Koran, reading, writing, and
some simple arithmetic.4

Islam fostered the growth of knowledge and learning.
Everybody had access to at least elémentary education irres-
pective of race or social status. The utilitarian nature of
the mosque made universal elementary education almost a reality.
Teaching in the mosque usually took place after each prayer,
five times a day. Therefore, opportunities for primary edu-

cation were readily available to children who wished to take

advantage of them. The monitorial methods of teaching were

1Frye, Persia, p. 57.

21bid., p. 67.

3H. H. Smith, op. cit., p. 165.

4Wilber, op. cit., p. 202.
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employed. In later years when education became more popular,
each mosque was able to establish its own library.

The first public building in the smallest moslem area
is a mosque. Wherever Islam spread in the first century of
its dramatic growth, the tradition of the mosque as a center
of worship went along with it. Therefore, it was natural
that the early Caliphs would in time see the significance of
the mosque not only as a place for worship, socialization and
unifying functions, but as a center for instruction of the
young. Within the first three centuries Baghdad possessed
3,000 mosgues. In the fourteenth century an estimated 12,000
of them were in existence in Alexandria alone.l Therefore,
the best means to actualize universal elementary education
could not be anything other than mosques.

Before long, many mosques acquired fame as centers

of learning and scholarship, developing into important
institutions with large libraries and thousands of
students. . . . lectures on such subjects as the
Koran, law tradition, Arabic philology, history, and
sometimes even medicine were given to large audiences
comprised of young studentsé mature townspeople, and
travellers passing through.

Before the establishment of schools as an organized
center for educational activities across the nation, other
centers such as writing schools, the mosque schools, the
palace schools, bookshop schools, and the library salons were

in operation. These schools had their limitations: the cur-

riculum was narrow, they did not always attract the best

lNakosteen, op. cit., p. 47.

2Szyliowicz, op. cit., p. 53.
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teachers, physical facilities were not conducive to learning,
and conflict between educational and religious purposes was
frequent. These and other factors such as progress and
diffusion of knowledge, a zeal to promote higher learning,
and a larger cadre of qualified and learned men to teach led
to the establishment of organized schools as such.

Schools as organized educational institutions did not
develop until the 1l1lth century. The opening of the first
public school in 1066 by Nizam-al-Mulk (a great Iranian
prime minister in the administration of the Seljug sultans),
though not the first school in Islam, marks the transition
from the mosque schools and the beginning of a system of
public education.l

The public school had a slow start. It began at first
with only one teacher. It provided rooms for students and
was supported by endowments. Later, it grew and had not only
several instructors, but also preceptors or tutors who over-
saw the memorization of texts. A system of licenses, each
one to teach one book, and a differentiated faculty was de-
veloped. These schools which gradually came to be the centers
of higher learning, were expanded to promote not only the
cause of education, but also to serve political indoctrination
motives as well. They united various religious factions and

produced the justification for the rule of the sultan.2

lNakosteen, op. cit., pp. 38-41.

2Frye, op. cit., p. 229.
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Although these institutes of higher learning may have
been founded as early as the ninth century, the first real
college developed in Naisabur, Iran, early in the eleventh
century.l But the most famous college, which in time became
the model for the whole college system, was Nizamiye in
Baghdad, founded by Nizam-al-Mulk. Large sums of money were
invested in the establishment and maintenance of these schools
with generous scholarships, pensions, and rations granted to
all worthy students. 1In fact, Nizam-al-Mulk supplied the
schools with libraries, the best teachers he could find, and
made education almost universal.2 These schools were well
distributed from East to West. They became standardized and
other people built many more and named them after Nizam-al-
Mulk.

The curriculum was broad and comprehensive but reli-
giously oriented. Though the emphasis remained upon the
Koran, religious traditions, and Islamic law, such subjects
as logic, mathematics, geometry, astronomy, music, the natural
sciences, medicine, literature, rhetoric, and grammar were
also taught.3

It is proper to note that Koranic learning should not

connote a cheap and pedantic education nor exist as an end

lBayard Dodge, Muslim Education in Medieval Times
(Washington: Middle East Institute, 1962), p. 19, cited in
Szyliowicz, op. cit., p. 63.

2

Nakosteen, op. cit., pp. 38-40.

31bid., pp. 52-56.
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in itself. It is believed that religion, in general, brings
with it dogmatism and some sort of narrow-mindedness. Never-
theless it should be asserted that in the golden age of Islam
(750-1150) cultural-educational activities did not permit
theology and dogma to limit schclarship. Searches were con-
ducted into every field of human knowledge, learning was
respected, and the scholar honored. It was during this period
that the science and philosophy of the CGreeks, pre-Islamic
Iran, and Hindus were introduced to the western world.l

This intellectual vitality and enlightened scholarship
continued as long as religious leaders did not become part of
the bureaucracy or concerned with their own self-aggrandizement.
Once the control of the intellectual 1ife came to rest within
a group that resisted innovation and change, education declined.
Emphasis was placed upon scholasticism, and freedom of inguiry
was discouraged. Conservatism prevailed, and movement developed
to prevent change in educational processes. This eventually

led to educational, artistic, and intellectual stagnation.

Introduction of Modern Education

Contact was re-established with some European countries
in the early seventeenth century when the West tried to halt
the Ottoman Turks' expansions and threats by keeping them

preoccupied in the East:

l1bia., pp. 37-38.
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The Holy See sent emissaries to the Court of the
Shah to inquire if the Turks could be kept preoccu-
pied in the East.l

From this time in Iran, interest grew in foreign ideas,
languages, and way of life; on the Western side, a fcceling of
expansionism and extension of influence in other countries
took a firmer root. A prime example was the case of Iran with
the two contending rivals, Russia and Britain, which cost Iran
a vast part of its territory.

For Iran to preserve her independence in the face of
this strong challenge, it was vital that reforms be under-
taken in many areas. According to Eslami-Nodushan:

It brought them to consider that, if they wished

to prolong their independence and resist encroach-
ment of foreigners, they must be armed with the
modern technology and implements of Europe .2

Accordingly, students were sent to Europe, the first
printing press was brought to Iran, and publication of a
newspaper was started.3 These efforts and the urgent need
for military officers, high level trained administrators,

and officials, culminated in the founding of the first modern

school in Iran, the Dar-al-Fonun (Poly-technic Institute)

in 1851 by Amir Kabir, the able prime minister of Naser-ed-
Din Shah who had acceded to the throne in 1848. He perscnally

supervised the entire project, and recruited teachers from

1Amin Banani, The Modernization of Iran, 1921-1941
(Stanford, California: Stanford University Press, 1961), p. 6.

2Mohammad Ali Eslami-Nodushan, "The Influence of Europe
on Literary Modernization in Iran," Middle East Journal 23
(Autumn, 1969), pp. 52Y-534.

3

Ibid., p. 530.
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France, Austria, and Iranians who had been abroad for training

since 1811.1

The spirit of the institution was from the out-
set French, as was the language of instruction.
Fields of study included such military subjects as
artillery, infantry, cavalry, and military engineering
as well as medicine, science and mathematics.<4

The school enjoyed a high esteem and regard from the
start. Although it was expected to start with thirty students,
the demand was so great that one-hundred and five students,
all sons of the aristocracy, were enrolled.3 Of this number,
sixty-one studied military subjects.

The ages of the students admitted ranged from fourteen
to sixteen years. They studied for six years or more.

Tuition was free and the students also received a special al-
lowance plus two suits annually, as well as free meals daily.4
In fact, this was Iran's first government supported school of
higher learning. A picturesque description of the school 1is
given by an English visitor to the school in the late nine-

teenth century:

The first room entered was the French classroom,
where, under a Persian teacher, a large class was
reciting and taking gocd hold of the language. The
walls of the room were covered with very fair pencil-
sketches and cil paintings, the work of the pupils.
In the English room Professor Tyler showed us a class
of bright boys translating our mother-tongue. These,

1szyliowicz, op. cit., pp. 170-171.

21bid.

3Reza Arasteh, "The Growth of Higher Institutions in
Iran," International Review of Education, 7 (1961l), p. 328.

4

Ibid.
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with Russian, Arabic, and Turkish are the foreign
languages taught. Had we come in the morning the
sciences would have been on the programme. There
was scientific apparatus and a small library repre-
senting many languages.

The extent of the curriculum, the drill, and the

evident success of the instruction in the Shah's
college were a great surprise to us. The number in
attendance was two hundred and fifty composed of
Persians and Armenians, with a few Hindus. All the
native races and religions are admitted. All are in
some degree supported. Some are given only a few
tomans, while others have full support, the morning
and evening meals being provided at the college.
His majesty's object in maintaining the college is
to prepare educated officers for the army and the
civil services.

The college flourished and served as a higher education
institute until the end of the nineteenth century when it was
changed into a high school. The establishment of Dar-al-fonun
represented a landmark in the introduction of modern education
into the country. It influenced all aspects of the system,
even to the extent of changing the style of literary works.2
Most of its 1100 graduates not only occupied top governmental
positions, but were very influential and active in the intel-
lectual and political movements, and in bringing about the
1906 revolution which replaced an absolute monarchy with a
constitutional monarchy.3

The success of Dar-—al-fonun encouraged the establishment
of a number of higher institutes of education in other parts

of the country, championed by different ministries. Military

lS. G. Wilson, Persian Life and Customs {(New York:
Fleming H. Revell Co., 1895), pp. 151-152.

2Eslami-Nodushan, op. cit., p. 530.

3Arasteh, Growth of Higher Institutions, p. 330.
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schools opened in Tabriz (1884) and Esfahan (1886). The
Ministry of Foreign Affairs established a School of Political
Science in 190l1. The Ministry of Economy opened its College
of Agriculture in 1902, while the Ministry of Education was
responsible for the establishment of a School of Fine Arts in
1911 and a Boy's Normal School in 1919, Not to be outdone,
the Ministry of Justice opened its school of Law in 1921.1
This new orientation of education was largely the result of
Iran's contact with the West and its attempts at organizing
a modern military and bureaucratic establishment. However,
the educational contribution of missionaries to Iran should
not be overlooked.

Christian missionaries are to be credited for educa-
tional and medical contributions along with their religious
activities both before and after the advent of Islam. As
Waterfield2 indicates, many of'the doctors and other learned
men who made the University of Jundi-Shapur famous were
Christians. When the Caliph Ma'mun {(813-33) founded an in-
stitute of higher education known as the "House of Knowledge",
one of its famous heads was a Christian scholar called Abu

Zayd Hunain.3 However, since the notion of nationality and

religion were closely allied in pre~ and early Islamic era,

l4. H. Smith, op. cit., pp. 165-166.

2Robin E. Waterfield, Christians in Persia, (New York:
Barnes and Noble, 1973), p. 18.

3

Ibid., p. 36.
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no place was left for Persian Christians. Because it was
difficult for a Persian to be a Christian at the same time,
difficulties were created for Persians who wanted to be
Christians. 1In time, when Islam swept Iran, to be a Persian,
one had to be a Musliim. This compelled the monks to direct
their energies to evangelism.

The first educational institution established as such,
Wilber believes, was opened in 1836 in Rezaiyeh,2 after the
Reverend Justin and Mrs. Perkins of the American Board of
Commissioners, reached Tabriz in August, 1834 where they
quickly established a school which used the monitorial system
to make up for staff shortage.3

By 1841 the mission had opened seventeen schools in

sixteen different villages and in 1851 Mr. Stockings,
superintendent of the schools, reported the existence
of forty-five schools with 871 pupils of whom 203
were women.4

However, if it had not been because of competition with
Catholic missionaries, as Perkins noted, they would never
have opened even half of those schools because of pecuniary
reasons.5

At Tehran Alborz College, the outgrowth of the American

High School for boys since 1925, was granted a charter by the

1pid., p. 37.

2Wilber, op. cit., p. 202.

3Waterfield, op. cit., pp. 103-105.

41pid., p. 109.

>1bid., p. 110.
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Board of Regents of the State of New York in 1928, and thus
enjoyed the status of an accredited liberal arts college.
According to Wilber:
The development of this institution was the life
work of the late Samuel Jordan, Principal of the
school from 1899 and president from the time it
became a college until his retirement in 1940.1
At the same time in relation to Alborz College, Sage
College for Women was operai:ing.2 In addition, primary and
secondary schools were sponsored by the Alliance Israelite
Universelle and the Alliance Francaise. By 1926 there were

3 In addition to

forty-five foreign-sponsored schools.
American schools, British, German, French, and Russian schools
were in operation in various parts of the country.

Reza Shah the Great (the founder of the Pahlavi Dynasty,
ascended the throne in 1925 and ruled until 1951, when he had
to abdicate the throne in favor of his son, the present mon-
arch) was much concerned with the creation of a sense of
national identity, which deeply affected the Iranian school
system. He emphasized education's political socialization
function. This ambition to build an Iranian nation cost

missionary schools their operation in the country. In 1939

and 1940, all these schools were nationalized to halt the

1Wilber, op. cit., p. 203.

2Ibid.

3Ali Mohammad Kardan, L'organisation scolaire en Iran
(Geneva: Imprimerie Reggiam et Jacond, 1957), p. 45, cited
in Szyliowicz, op. cit., p. 173.
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spread of Soviet propaganda through the media of the Russian
schools.1

Since the end of World War II the government regulations
have been relaxed and several foreign sponsored schools have
been authorized to operate in Iran. There are some twenty
foreign schools operating under bilateral educational agree-
ments or under the regulations of the Ministry of Education.

The impetus from the missionary schools, to some extent,
caused the initiation of modern education in Iran. They pro-
vided a powerful incentive for the government to improve its
own standards of education. As mission schools grew in number,
the government began to take steps to erect better schools of
its own. In time, the schools equalled the foreign schools,
making their presence unnecessary in Iran.2

Interest in educational reform also increased towards
the end of the 19th century. Although the Ministry of Edu-

3

cation was founded in 1855, the government's systematic

attempt started with the establishment of the Council for

4

National Schools in 1898.° This body, consisting of prominent

lSzyliowicz, op. cit., p. 242. All these schools were
nationalized and foreign missionary teachers expelled from
Iran on the ground that the Russians would be entitled to
open their own schools if the other nationalities retained
theirs.

2Reza Arasteh, Education and Social Awakening in Iran:
1950-1968. 2nd ed. (Leiden: E. J. Brill, 1969), p. 123.

3

Wilber, op. cit., p. 202.

4Banani, op. cit., p. 89.
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men of the day, opened ten schools in the same year,l and
by 1901, twenty-one such schools had been established,
seventeen of which were located in Tehran.2

The early part of the 20th century further witnessed
a series of new laws concerning education. Attempts were
embodied in Articles 18 and 19 of the Constitutional Law
of 1907, which provided for compulsory modern education for
all Iranians and for the establishment of a Ministry of
Science and Arts to organize all schools within the country.
In 1910, in the second session of the Congress, the Ministry
of Education was reorganized, the need for compulsory
elementary education was reemphasized, and it advocated the
collection of educational statistics, adequate teacher
training, adult education, study abroad, the establishment
of libraries, and the publication of textbooks. Again,
when the Fundamental Law of the Ministry of Education was
passed in 1911, these principles were reaffirmed.3

All these developments, however, were on a very small
scale. Iran entered the first decade of the twentieth
century essentially a feudal society and many educational
as well as other reforms that had to be implemented were not

yet initiated. Iran still lacked an adequate infrastructure

libid.

2Szyliowicz, op. cit., p. 173.

3Arasteh, op. cit. A full text of the laws may be
found in pages 135-142 of this book.
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of human and physical resources, and any rcformer determined
to build a modern cducational system would essentially have
to begin anew.

At the same time, the grip and influence of the conser-
vatives and some narrow-minded religious reactionaries were
too strong to let any real innovative educational movement
save the system from stagnation. Banani put it this way:

The extensive planning and the organizational

reforms of the Constitutional era bore few practi-

cal fruits. Inertia brought on by clerical influ-
ence, political instability, scarcity and mismanagement
of funds, and the lack of gualified teachers and
administrators posed nearly insurmountable obstacles.
The only real achievement of this period was the

founding of nine more state elementary schools and
the sending of thirty students to Europe.l

Education Since 1921

The aftermath of World War I brought about drastic
changes in the political configuration of the Middle Eastern
countries.2 However, national sentiment in Iran was strong
enough to withstand the challenge of colcnial powers, and
in 1921, Reza Shah emerged as a self-made capable leader.
Within four yvears, in December, 1925, the Constitutional

Assembly proclaimed him as the King of Iran.3

lBanani, op. cit., p. 91.

2The Ottoman Empire disappeared and such new countries
as Syria, Lebanon, Iraq, Palestine, and Jordan reemerged and
at the same time, they became mandates of France and England.

3Banani, op. cit., p. 43.
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Under Reza Shah the Great, Iranian education underwent
numerous and significant changes. The first step, after the
creation of the High Council of Education in 1821, was to in-
tegrate and centralize the existing schools into a hierarchical
structure and to make education, which varied from school to
school, uniform in all elementary and secondary schools. To
achieve this, in 1921 the Ministry of Education drew up the
first full program for elementary and secondary education
ever existing.l It consisted of six years of elementary edu-
cation and two cycles of secondary, three years each, patterned
after the French Lyce"e.2

These efforts were faced with the same perennial obstacles:
lack of gualified teachers and administrators, and the most
pressing of all, the traditional social context of the time.

The first teacher-training institution patterned after

the French é&ole normale and two other secondary school level

centers were turning out teachers since 1918. The output of
these institutes, however, could not meet the needed number of
qualified teachers. 1In addition, the low remuneration and
status of teachers attracted few persons to the profession.
These circumstances left the state of teaching with teachers
who were mostly poorly trained. Consequently, traditional
educational methods and philosophies were again grafted into

potentially modern institutions.3

lrpia., p. 92.

21bid., p. 93.

3Szyliowicz, op. cit., p. 236.
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To alleviate the problem, the Congress appropriated
funds to send 100 students abroad annually over a period of
five years. Of this number, 35 percent were to become teachers.
Altogether, by 1934, 640 students had participated in this
program--studying mainly in France--of whom 200 had become

1 Another step was the teaching

secondary and college teachers.
act of March, 1934. Legislation enacted in that year envis-
aged the founding of twenty-five teacher colleges in five
years. In fact, the goals of the act were exceeded; thirty-
six colleges were founded, many new teachers entered the
profession, and vast improvement took place in the social
position and salary of teachers.2
Important changes occurred, particularly in such fields
as communications, industry, transportation, and social
relations during Reza Shah's reign. The country became in-
tegrated. He stopped the country from disintegrating between
warring factions which were ignited by foreign agitators. A
degree of secularization occurred as he adopted various measures
to limit the influence of the religious institutions. Secular
legal codes were adopted. The nucleus of a modern educational
system was built. The position of women changed somewhat and
an economic base laid. During his term in power, Reza Shah

laid the foundations for further changes in many areas of the

society and culture as he painfully but inexorably moved Iran

1Arasteh,Education and Social Awakening, p. 87.
2

Banani, op. cit., p. 94.
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into the twentieth century and exposed the country to modernity.
However, despite the efforts to make education the cornerstone
of the reform program, much was left to be done. Banani has
summarized the educational attempts of the period as follows:
Indeed the entire period from 1921 to 1941 must
be considered a time of experimentation and gradual
expansion of school curriculum rather than of immediate
achievements.l
Reza Shah's abdication of power in 1941 and the Allied
occupation of Iran, which lasted until 1945, created severe
economic and political dislocations within the country. It

was several years before Mohammad Reza Shah Pahlavi, the pre-

sent monarch, who inherited his father's throne in 1941, began
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drastic changes. His gocal has been t
a modern dynamic society.

Manpower planning has always been the most persistent
nagging problem of the country. Since 1948, a great deal of
attention has been given to this topic in the National De-
velopment Plans.2 The third plan (1962-1967) of these series
provided the first comprehensive educational program in the

country's history; it was designed to resolve faulty planning

and administrative deficiencies that had plagued the country

lBanani, op. cit., p. 93.

21n order to allocate resources to achieve specific re-
sults and goals, Iran's economic development since 1948 has
been largely channelled through "Development Plans" of a five
or seven year duration. Plan and Budget Organization is the
national development agency through which these plans are
carried out.
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and to integrate the quantitative expansion of the system
which had taken place in the preceding decade.

The plan, which was regarded as the first part of a
twenty-year program to modernize education and to relate it
to the country's manpower requirements specified the long-
range goals that were to be achieved as qualitative improve-
ments in the existing system and expansion of free and
compulsory education opportunities to all Iranians between
seven and twelve years of age. The Plan identified several
major areas of concern if the long-range goals were to be
achieved, including: the expansion of the teaching staff
and the upgrading of its qualifications; the improvement of
educational facilities; the rewriting of curriculae to re-
flect the new educational philosophy which de-emphasizes
memorization; the preparation of new teaching materials to
enable teachers to apply the new teaching philosophy; and
an increase in financial resources to be obtained by tapping
local funds.l

By 1968, which marked the beginning of the Fourth
National Development Plan (1968-=1972), the goals of the
Third Plan were only partially reached. The state of the
achievements of the Plan were officially described as follows:

Although relative progress has been made during
the Third Plan period . . . about 40 percent of all

1George Baldwin, "Iran's Experience with Manpower Plan-
ning: Concepts, Techniques, and Lessons," in Frederick.
Earbison and Charles Myers, eds., Manpower and Education (New
York: McGraw-Hill, 1965), pp. 160-161.
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primary and secondary school teachers still do not
hold the qualifications required for teaching at
their respective levels.

Teaching methods are still old-fashioned and in-
adequate, and academic text-books, other than those
used at the primary school level, do not conform to
modern scientific educational progress. . . . A
large number of school buildings are not suitable
for their purpose, . . . a considerable number of
schools still operate on a two-shift system. . . .
The number of dropouts, especially in vocational
and technical schools, is high, and the average number
of hours that teachers actually work is less than
the desired level. These and other factors have
resulted in the per capita cost of education being
very high, particularly in vocational and industrial
schools . . . About 40 percent of children of pri-
mary school age and about 80 percent of adolescents
are at present not receiving education.l

The Fourth Development Plan (1968-1972), was a most‘
drastic step toward remedying problems of the educational
system by a total overhaul reorganization of the system from
a 6-6 system to a 5-3-4 structure. (The new system of edu-
cation will be presented in more detail in the next section.)
The new plan aimed to eliminate the lack of resonance between
educational outputs and the country's manpower requirements
and to raise standards.2

The Fourth Plan assigned the highest priority among the
social objectives to education. The plan aimed to enroll 93
éercent of the elementary school age group in the cities and
55 percent of the rural children of the same age group by the

3

end of 1972. The plan also projected to triple the number

1§purth National Development Plan, 1968-1972 (Tehran,
Iran: Plan Organization, 1968), pp. 262-263.

2

Ibid., p. 264.

31pia., p. 266.
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of students in vocational schools (to increase the number of
students from 17,000 at the end of the Third Plan period to
50,000 at the end of the Fourth Plan, 1972)l and to double
university student enrollment.

The executive branch of the Ministry of Education under-
went drastic changes as well. The excessive administrative
centralization was found responsible for much of the ineffi-
ciency, imbalance, and shortcomings of the educational system.
Therefore, the reorganization of the ministry to delegate
authority and responsibility to local chiefs of education in
each province was suggested. This was aimed: to encourage
the local population to participate actively in the admini-
stration and supervision of educational affairs and to obtain
their financial support for the expansion of educational
facilities; to reduce administrative personnel in Tehran
and limit the Ministry's activities to planning, establishing
overall standards, preparing programs and supervisory duties;
to transfer qualified personnel from administrative to
teaching jobs; and finally, to speed up the tempo of activ-
ity by adopting modern administrative, financial and personnel
methods and procedures.2

Iran is now in the last two years of its Fifth Development
Plan (1973-1978). However, it is still far from achieving the
objectives of the Fourth Development Plan. Many serious

problems still remain in the nation's educational program.

1 2

Ibid., p. 268. Ibid., p. 274.
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The Present System of Education

Authority and Responsibility-~-Under the provisions of

the organic Education Act of 1911, responsibility for national
education was vested solely in the Ministry of Education.
Accordingly, all educational institutions and activities, in-
cluding private and public schools, universities and indepen-
dent institutions of higher learning, were under the Ministry's
supervision.1

This extreme form of centralized authority not only
stifled any kind of ingenuity and creativity on the part of
individual, local needs, and needed innovations, but placed
an increasingly heavy strain on the management of the Ministry.

With the passage of the Educational Act of 1968, the
Ministry of Science and Higher Education was established to
assume part of the educational responsibilities. To further
the distribution of responsibility, other ministries created
in the recent past, accepted some of the educational activities
along with their own functions.

Rather than describing the functions of each ministry
in detail, certain responsibilities of a number of them will
be summarized as follows,

The Ministry of Education is charged with the promotion
of pre-school, elementary, and secondary education, both

public and private; to establish curricula and administer school

lMohammad Ali Toussi, Present Education System in Iran
(Tehran, Iran: Ministry of Education, General Department of
Planning and Studies, 1968), pp. 3-4.
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examinations; to write and approve textbooks; to plan the
public school budget; and to approve all expenditures. 1In
addition, vocational education, literacy promotion, the
education of exceptional children, extra-curricular activities,
physical education, and hygiene in the schools as well as
adult education and trade schools are under this ministry.l
It is also responsible for preparing and educating teachers
for the kindergarten, elementary and guidance level of schools
in Iran.2

This Ministry is headed by the Minister of Education who
is a political appointee and a member of the Council of
Ministers. He is aided by a number of under-secretaries and
general directors who exercise technical and administrative
supervision over the sub-sections of the Ministry of Educa-

tion.3

The High Council of Education also assists the Ministry
in an advisory and legislative capacity in matters relating
to elementary and secondary eduoation.4

The Ministry has provided for the establishment of pro-

vincial administrative units vested with extensive authority

1Area Handbook for Iran, pp. 168-169; Iraj Ayman,
Educational Innovations in Iran (Paris: UNESCO Press, 1974), p.

2UNESCO, Further Education of Teachers in Service in
Asia: A Regional Survey (Bangkok: UNESCO Regional Office of
Education in Asia, 1973), p. 89.

3Toussi, op. cit., p. 4.

4The Educational System of Iran /Reprint/ (Washington,
D.C.: Institute of International Studies, U.S. Department of
Health, Education and Welfare, 1974), p. 3.
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and responsibility, each of which, in turn, delegate authority
to district and sub-district offices of education.l Although
they are all responsible to the Ministry of Education, the
1968 Act for the Regionalization of Education provided for
some degree of local autonomy. This legislation empowered
local educational administrations to have educational councils
popularly elected in each region.2 These councils are re-
sponsible for their regions' financial and administrative
affairs as they relate to education, in matters such as pay
increases, staff promotions, building schools, and providing
instructional materials.3

The Ministry of Science and Higher Education is respon-
sible for post-secondary education, scientific research and
development, and through continuous evaluations, plans and
coordinates higher learning programs. This Ministry controls
all colleges, universities, and institutions of higher learning
even if they are part of or sponsored by other public or
private agencies. The Ministry approves the degrees, curri-
cula, faculties and rules and regulations promulgated by
these institutions.® This Ministry is in charge of the

preparation of teachers for secondary schools.5

lToussi, op. cit., p. 4.

2Ayman, op. cit., p. 10.

31pid.

41pia.

5UNESCO, Further Education of Teachers, p. 89.
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The Ministry of Culture and Fine Arts contributes sig-
nificantly to the enhancement of Iranian education. The
programs of this office are designed to promote the cultural
and aesthetic aspects of education. The Ministry also sponsors
various academies of language and arts and is responsible for
archaeological excavations and studies, museums and national
treasures.1

The Ministries of Cooperatives and Rural Affairs, Labour
and Social Work, Public Health, Roads, Post, Telegraph and
Telephone, Agriculture, Economy, Interior, and Foreign Affairs,
and a host of independent agencies have established educational
institutions to serve manpower needs through in-service train-
ing. However, the first two ministries, namely, the Ministry
of Education and the Ministry of Science and Higher Education,
enjoy and exert the major influences over educational authority

in Iran.

Structure
Education in Iran is comprised of four levels--elementary,
guidance or middle school, secondary, and post-secondary in
order to achieve the following aims;

1. To provide an equal opportunity for all
Iranians, men and women in all classes of
the population, urban or rural, to receive
instructions and to take their rightful
place in society.

2. To train a sufficient number of workers,
technicians, engineers, specialists, and
executives able to run the economy in the
interests of national development.

1Ayman, op. cit., p. 6.



48

3. To train young people to participate actively
and effectively in political and social life,
to make judicious use of their social rights,
to respect the law and to become useful members
of a free and progressive society.

4. To develop the cultural and artistic talents
of young people so that they may contribute
to the enrichment of the Iranian cultural
heritage and civilization.

5. To ensure the physical development, health,
and vitality of future generations.

6. To instill in young people faith in a morally
sound and rational form of social ideology,
and foster in them the human qualities and
virtues inspired by spiritual principles and
by religious instruction.
Part of the program in most provinces includes kindergartens,
vocational education, adult education, and schools or classes
for the gifted, the retarded, the handicapped, and the psy-
chologically disturbed children. The organization and cur-
riculum of private schools are similar to those of the free
public schools. The school year for all levels usually begins
in mid-September and ends in mid-June. School is in session
six days a week, with Friday as the weekly holiday. Some
higher learning institutions operate on the semester basis.2
The preceding discussion simply dealt with some of the

general ideas concerning education in Iran. Some of the

peculiarities of each level are summarized as follows:

1UNESCO, World Survey of Education, Vol. V (Paris:
UNESCO, 1971), p. 607.

2

The Educational System of Iran, p. 2.
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Elementary Education

Elementary schools provide education for five years.

The minimum entrance age is six. The compulsory attendance
law, first passed in 1907 and reiterated in 1911, 1932, and
1943, committed the government to the implementation of com-
pulsory free primary education.l However, none of these were
fully put into effect; as a consequence, the rate of illit-
eracy was extremely high.

In September, 1974, at the Seventh Conference on the
Evaluation of the Revolution in Education, private elementary
and middle schools which were using the standard curricula
of the Ministry of Education were recommended to be national-
ized, with the full expenses covered by the government.2 This
resolution, which is one of the many attempts to eradicate
illiteracy, along with the free meal program, had a great
impact on school enrollment. The average annual rate of
increase of students rose from 6 percent in the previous years
to 13 percent and from 15 percent to 27 percent for elementay

and guidance schools, respectively.3 Total enrollment from

lToussi, op. cit., p. 8.

2Ministry of Science and Higher Education, Remarks by
His Imperial Majesty, the Shahansha Aryamehr and the Resolu-
tion of the Seventh Conference on the Evaluation of the
Revolution in Education (Ramsar, Iran: Ministrv of Science
and Higher Education, September, 1974), p. 20.

3Ministry of Science and Higher Education, Zighth
Conference on the Evaluation of the Revolution in Education,
Ramsar, August 30-September 4 (Tehran, Iran: Ministry of
Information & Tourism Press, March, 1976), p. 51. (In
Persian)
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kindergarten through graduate school reached an all-time high
of 7.8 million in the academic year 1975-1976, of which 4.5
million were elementary school students.1 Further increases
in school enrollment are expected for the next several years
because "any individual who is prepared to serve in the
country's social and economic development programmes and
posts a service bond will be entitled to free seccndary and
higher education as well as educational grants."2

A standard curriculum, approved by the High Council of
Education, is followed by primary schools,3 The main objec-
tives of this curriculum are to teach the basics of knowledge

and help the child to develop a proper mental, emotional and

physical health along with a firm basis in moral values.4

Guidance Cycle
Until 1971, Iran used the 6-6 plan with six years each
for both the elementary and secondary school programs. Since
the educational system was not responding to the country's
progress in terms of manpower training and producing qualified
scientists and technologists, the need for reform was obvious-

ly felt:

lMinistry of Education, Summary of Educational Sta-
tistics: 1975-1976 (Tehran, Iran: Department of Coordination
for Educational Plans, Bureau of Statistics, 1976), p. III.
Figures are rounded up. (In Persian)

2Plan and Budget Organization, A Summary of Iran's
Fifth National Development Plans 1973-1978 (Revised, May,
1975, p. 200. (In Persian)

3

Toussi, op. cit., p. 9.
*1bid., p. 11.
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Previous education policy had as its aim the

training of administrators while almost entirely

neglecting the training of technicians, engineers,

and industrial management staff.l
During 1964-65, the Ministry of Education held a number of
meetings asking for professional views of professors and
specialists to investigate the possibility of major education-
al reform.2 These deliberations culminated in the introduction
of the present system of education with the emphasis on
guidance cycle and secondary education as instrumental and
essential in the coordination of the educational system and
curricula with new social needs.

The guidance cycle part of the new system has been put
into effect on a gradual basis since 1971.3 After satisfac-
torily completing five years of elementary education, a pupil
of eleven or twelve years of age starts the "middle" or
"guidance cycle" of three years duration. This level of
education is devoted to exploring the students' aptitudes
through exposure to various experiences with basic principles
of different trades and skills at the time as they absorb
theoretical knowledge. During this period the talents of all

students will be evaluated, their enthusiasm for technical

and vocational work wilil be kindled, and they will be given

lUNESCO, World Survey of Education, p. 607.

2A.yman, op. cit., p. 27.

3UNESCO,‘Teacher Education in Asia, A Regional Survey
(Bangkok: Regional Office for Education in Asia, 1972),
p. 128.
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the proper kind of guidance so that students can be channelled
into different types of secondary education depending on their
interests and abilities, and the needs of the country.l

The curriculum is uniform and general in nature. It
consists of the following subjects:

religious and moral instruction, social sciences
(civics, geography and history) Persian language
(reading, writing, composition and grammar), experi-
mental sciences, mathematics, introduction to tech-
nical and vocational education, foreign language
physical education, and arts.Z2 ’

As mentioned above, the curriculum of this period in-
cludes technical and vocational courses in addition to the
theoretical ones. This is in order that conditions conducive
to the development of pupils' interests in technical and
vocational fields will be created and more students will be
directed towards the technical and vocational fields which
are required for an industrial economy.

Although education has virtually been free after the
free education act of 1974 at all levels of educational
institutes patronized by the government, nevertheless, the
elementary and guidance cycle are both free of tuition and

free from any obligations to serve the government. However,

at present, only the five year primary course is compulsory,

lPlan Organization, Progress Report on Development
Projects in the First Three Years of the Fourth Plan {(March,
1968-1971) (Tehran, Iran: Plan Organization, Bureau of
Information & Public Relations, n.d.), pp. 93-94; Ayman,

op. cit., p. 27.

2Ministry of Education, 139th Session of the Ministry
of Education, December 5, 1974, p. 5 (In Persian)
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and when the enrollment of all children of primary school age
is completed and the country's finances permit, the first
eight years of schooling will be compulsory in rural and urban
areas throughout the country.l This ideal is projected to be
completed by the end of the Fifth Development Plan (1973~

1978) .2

Secondary Cycle

The secondary level of education in Iran is organized
as a four-year program: academic or technical/vocational,
both of which are divided into two stages. The first stage
consists of a three-year course and the second for one year.
The latter is mainly devoted to providing further speciali-
zation in either academic courses or in technical/vocational
training. In other words, it is intended to be either
terminal in nature or to prepare students for the universi-
ties.3 This plan, which established the new system of
secondary education, was approved by the High Council of

Education in August, 1975.4

1UNESCO, World Survey of Education, p. 608.

2Plan & Budget Organization, A Summary of Iran's Fifth
Development Plan, 1973-1978 (Revised), (Tehran, Iran: Plan
Organization, May 1975), p. 199. (In Persian)

3Ministry of Education, The New Secondary Education
System in Iran (Tehran, Iran: The Department of Research
and Curriculum Develcpment, August, 1975, mimeographed), p. 9.

4Ibid., p. 2; Ministry of Science and Higher Education,
8th Conference, p. 56. .
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Academic Secondary Education

Academic secondary education is usually given to sepa-
rate schools that offer the following four fields.l

1. Mathematics and physics

2. Experimental sciences

3. Literature and culture

4. Social studies and economics

In order to provide students with further opportunities
to evaluate and choose their major field of study appropriate
to their abilities and interests, the first year of academic
secondary school has been divided into only two main branches,
humanities and sciences. Thus, after the completion of the
first year, those who were in sciences can continue in either
experimental sciences or mathematics and physics on the basis
of their achievements and interests or shift to social economics
or literature and culture after taking a qualifying test.

This degree of flexibility is provided for those who start

with humanities as well.

Vocational/Technical Secondary Education

The aim of technical schools is to train second class
technicians and foremen for industry, services, and rural
vocations and agriculture. In meeting the great variety of

manpower needs of the country, technical/vocational education

lMinistry of Education, The New Secondary Education in
Iran, p. 9.

21bid., p. 12.
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offers fifteen major branches and forty<two specializations
or sub-.«branches.1

The government has made a concerted effort to increase
the number and quality of wvocational schools. In the aca-
demic year 1975-1976, there were 147 industrial technical
schools, 118 rural technical and vocational schools, 265
technical services schools (27 girl technical services, 210
commercial and banking, 28 secretarial), and 71 higher tech~-
nical institutes in operation under the supervision of the
Ministry of Education. There is a total number of 129,726
students.

Additional investment in the areas of technical and
vocational training is aimed at the achievement of an equili-
brium between the supply and demand for technical and skilled
laborers. Realization of this goal is expected to extend well
into the years of the Sixth Plan. It is projected to increase
the number of centers to reach the capacity for training 600,000
skilled laborers, both new manpower and in-service training of
existing employees for industrial services, and agricultural

sections, by the end of the Sixth Plan.2

At the same time,
the centers and schools for training technicifans will have a

capacity of 1,200,000 persons.3

l1pida., p. 10.

2Plan and Budget Organization;'Fiffh.Develogment Plan,
p. 200. ) o R

3

Ibid.
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The second stage of one year, or the last year of secon-
dary education, both academic and technical, is planned in the
light of the following considerations:

1. All abler students in the academic and
technical schools should have access to
higher education by studying necessary
prerequisite courses related to their
specializations during the last year
of secondary education.

2. Education in the last year should be
concentrated on specializations rather
than general courses.

3. Provision should be made for those who
have followed academic streams, but are
not willing to continue their studies at
higher institutions of education, learn
some marketable skills.l

t+

The advantages of this new system of education are many
if it is implemented and practiced systematically. It pro-
vides, besides being flexible and interchangeable, many
educational choices for students of various age groups and
social backgrounds who would otherwise drop out because of
poor motivation, on the one hand, and limitations of the
system, on the other. It helps to reorient the social out-
look of the country toward a dynamic independent nation.

As mentioned before, Iran's economic development in the
post-World War II period has been largely channelled through
planning programs of a five-or seven year duration. Perhaps

the restructuring of the educational system to include the

guidance cycle and the administrative reform to decentralize

lMinistry of Education, The New Secondary Education in
Iran, p. 12.
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education within the country should be considered as the most
important proposals of the Fourth Plan. In a social context
where "White-Collar" occupations in general and admission to
the university in particular, are the very first priority of
people; where limited coordination, cooperation, and planning
are the major bottlenecks to efficient administration, such
structural reforms are a must.

It is necessary to divert students into technical and
vocational specialties of the country's manpower needs are
to be met and the pressures for admission to the universities
reduced. However, if meaningful educational change is to be
achieved in this context, an efficient educational bureaucracy
that can not only stress structural reform but also consider
the functional variables involved in the implementation of
different programs is vital.

To create such a perspective within the existing context
of Iranian educational administration presents a massive and
complex challenge. Even though the new-found attention that
is being accorded to education and the administrative changes
that have been made are promising, it takes a prolonged, com-
prehensive and determined effort, administered by able and
dedicated officials at all levels, to mobilize the nation for

progress and independence.

Higher Education
The educational system in Iran has such a structure that

each level of education prepares the student for the next.
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High school graduates with a high academic standing as the
first prerequisite, who pass a test of intelligence and
general information as the second one,l may enter a junior
college, a technical institute, a professional school, a
four-year college, or the undergraduate division of a univer-
sity.

Iran post-secondary education institutions offer diverse
programs and vary in size and scope of degree offerings. Some
are privately controlled, affiliated to ministries or other
government organizations, but most are operated by the govern-
ment. There is a great degree of uniformity in standards and
practices. An institution charter, issued by the Ministry of
Science and Higher Education--in some cases the Parliament
passes formal charters as in the case of Pahlavi University--
prescribes procedures and sets the degree of autonomy of the
institution in matters such as appointment, promotion, and
dismissal of faculty members; setting standards for student
admission and retention; establishing curriculum and granting
degrees.

Most coclleges and universities are administered by a
governing body or board, usually known as a board of trustees
or regents made up of ex-officio members and regular members

legally responsible for the operation of the institute.2

1Ministry of Science and Higher Education, Eighth Con-
ference, pp. 55-56.

2Office of Councils, A Guide to the University of Teacher
Education, 1975-1976 (Tehran: Teacher University Press, 1975),
pp. 19-25. (In Persian)
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Decisions regarding policies, management, and personnel
are made by the board of trustees, but the president of the
university, with the administrative staff, is the executive
responsible for operating the institution. The board is also
responsible for nominating the president of the university
who is then officially appointed to the position by a royal
decree.l The president, with the assistance of one or more
vice~-presidents, directs the general administration of the
institution.

In the academic year 1975-76, the higher education sys-
tem of Iran was comprised of 207 institutions: twelve univer-
sities, eighty "B.A. granting" colleges, and 115 junior
colleges and technical institutes2 with a total enrollment of
151,905 students (109,111 boys, 42,789 girls).3 Of this
nuﬁber, fifty-two percent were in Tehran; twenty-six percent
were in the cities of Esfahan, Ahwas, Tabriz, Mashad, and
Shiraz; and the last twenty-one percent were scattered in
other cities of the country.4 In addition, there were 650
foreign students studying in Iranian institutions of higher

learning in the 1975-76 academic year. The majority came

l1pia.

2Institute for Research and Planning in Science and
Education, Statistics of Higher Education in Iran: 1975-76
(Tehran: Institute for Research and Planning in Science and
Education Press, 1976), Vol. 1, pp. 4-5. (In Persian)

3

Ibid., p. 3.

41pid., p. 1.
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from Afghanistan, Pakistan, Iraqg, the United States, Tanzania,

Jordan and others.l

Summa.

In this chapter an effort has been made to outline the
system of education in Iran, starting from the ancient period
to the present national system of education. Since the pre-
Islamic history of Iran has always been remembered with national
pride, this section was included as well as education during
the first centuries of Islamic influence.

The modern era of education, being of recent past, is
included because education during this period has the most
bearing on the present system of education in Iran. The
historical review of general education during these periods
should be helpful in understanding teacher-education programs.
Only through the historical background can it be seen that a
need for educated teachers was felt during the mid-19th
century and that a beginning was made during the early 20th

century.

l1bid., pp. 83-87.



CHAPTER III

DESCRIPTION AND ANALYSIS OF SECONDARY TEACHER

EDUCATION PROGRAMS IN IRAN

A brief historical summary of teacher education and then
a description of the sources of teacher supply for all levels
are presented in this chapter in order tc establish the basis
for analyzing the strengths and weaknesses of teacher education
programs in Iran.

Prior to 1918, from what has been presented in Chapter
II, it can be inferred that teaching in Iran could not be
considered a profession.l Until then, the great majority of
teachers continued to teach without professional preparation
and in most cases without much education of any kind. The
qualifications required for teaching were simply possession
of some knowledge of the subject matter, maturity, a pious
and religious attitude, good conduct, and authority over

children.2

1In 1918, the first teacher training college was founded
for preparing elementary school teachers. 1In Issa Sadig,
Modern Persia and Her Educational System, p. 76.

2

Ibid.
62
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It was in 1913 that the movement toward the institution-
alization and organization of the education of teachers began
in Iran. This started with the establishment of the normal

schools. Patterned after the e€cole normale of France, the

first normal school was established by the Minister of Edu-
cation in 1918. It was intended primarily to prepare teachers
for a few modern elementary schools which had been opened in
that same year. The output of this institute and a second
one opened a year later to prepare female teachersl could not
meet the needed cadre of qualified teachers. In addition, the
low remunceration and status of teachers attracted only a few
teacher trainees. These circumstances did not help improve
the qualifications of the teachers who were usually poorly
prepared. In 1929, of the 2,428 teachers in the entire
country, 93 percent of them were ineligible for salary increase
or promotion owing to their lack of qualifications.2
To alleviate the problem, the Congress appropriated
funds to send one hundred students abroad annually over a
period of five years beginning in 1928. Of this number,
thirty-five percent were to become teachers. By 1934, two

hundred of a total of 640 participants in the program had

become secondary and collegiate teachers.3 Another step

1Ali Dehghan, Teacher Education in France, England and
Iran (Tehran: University of Tehran Press, 1950), p. 94. (In
Farsi)

2Kardan, L'organisation Scolaire en Iran, p. 89, cited
in Szyliowicz, op. cit., p. 236.

3

Arasteh, Education and Social Awakening, p. 87.
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taken by the Government was the passage of the Teacher Edu-
cation Act of March, 1934. According to this Act, the
Government was authorized by the legislature to undertake
the following activities:

1. Establish twenty-five normal schools in five years--
the first concrete effort ever made to prepare teachers for
teaching in elementary schools.

2. Improve Tehran Teachers College. As a result, the
institution was able to extend its programs, upgrade its in-
struction and improve upon its status.

3. Stabilize the social and economic status of the
normal school graduates. Therefore, laws providing for
tenure, promotion, and retirement benefits for teachers were
enacted.

4. Increase the salary and promote the position of
those elementary and secondary school teachers who were not
holding teaching certificates.1

Thus, teaching in Iran began to take on the attributes
of a profession. There was a serious attempt to break away
from the past when teaching was an occupation requiring no
special preparation other than the possession of general
knowledge. With these developments, "a new, relatively secure
and respectable professional class, admirably placed for
furthering the national goals of the regime, was created, and

a corresponding change in social attitudes came about."2

lDehghan, op. cit., p. 95.
2Banani, op. cit., p. 262.
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Sources of Teacher Supply

As was mentioned earlier, Iran has always had to contend
with the problem of recruiting and training teachers whenever
attempts have been made to bring about changes. Although
relative progress has been made during recent years, neverthe-
less, in the 1975-76 school year, there was a shortage of
120,000 and 7,553 school teachers in the elementary and sec-
ondary schools, respectively, based on a minimum class size
of thirty pupils per teacher in both elementary and secondary
schools.l And yet the prospects for the near future are
worsened because of the passage of the Free Public Education
Act of 1974 (see Chapter II, p. 51 ), which will encourage
more student enroliment in the years to come.

This shortage of teachers is not only the most serious
problem limiting the quantitative expansion of the system
over the next few years, but it also constitutes the country's
largest manpower shortage. The success or failure of any
educational project is dependent upon the ability, skill,
knowledge, and motivation of the teacher. The highest pri-
ority must be attached to the expansion and improvement of
teacher education institutions by responsible authorities.

At this time of writing the normal source of teachers

were as follows:

1Rahim Sheikh-ul-Islami, A Report on Teacher Recruit-
ment (Tehran: Institution for Research and Planning in Science
and Education, 1976), pp. 3-7 (In Farsi).
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1. f%ribal Normal Schools

2. Normal Schools

3. Kindergarten Teacher Training Centers

4. Teacher Training Centers for Guidance Cycle

5. Bachelor or Higher’Degree Granting Institutions
The education of teachers at all levels is under the direction
of the Central Government. The Department of Teacher Training
of the Ministry of Education oversees the process of educating
teachers at the elementary and guidance levels, while the
institutions preparing secondary school teachers are under

the auspices of the Ministry of Science and Higher Education.

Elementary Teachers

Tribal Teacher Training Center

The Tribal Teacher Training Center admits only students

ct

from tribal communities to undergo a one-year course after
finishing their elementary education. A graduate of a tribal
teacher training center is expected to return and teach in
his community.

The curriculum for prospective tribal teachers is
flexible, attuned to the needs and nature of their future
careers. In addition to common subjects, some educational
psychology, teaching methods, and areas of study specially

relevant to tribal life, such as health and sanitation, are

included.
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At the present time, there is only one such center
located in Shiraz, with an enrollment of one thousand during

the 1975-76 school year.1

Normal Schools
Education at a normal school in Iran gualifies its
recipients to teach classes which comprise the first level
in the school system. These centers offer a two-year program
for students who have completed ten years of schooling. A
student participates in approximately forty classroom hours
per week of courses from the following list:
Pedagogy and psychology, Persian languages and
literature, mathematics, experimental sciences,
foreign language, social sciences, religion and
ethics, arts and crafts, physical education,
teaching methods and practice teaching.?2
The Iranian government provides various forms of incen-
tives to attract more students to the teaching profession. A
law passed in 1975 entitled all students in normal schools and
teacher training centers to subsidies ranging from $130 to

3

$140. This and other factors, such as free education and

large numbers of unemployed high school graduates, resulted

1Ministry of Education, Summary of Educational Statis-
tics: 1975-1976, p. 4.

2“By—Laws and Curriculum of the Normal Schools," Ap~
proved by the High Council of Education, 103rd Session, Tehran,
June 25, 1973, pp. 8-9, Mimeographed (Farsi).

3Ministry of Education, Department of Teacher Training,
Allocation of Students of Educational Districts to Normal
Schools and Teacher Training Centre: 1976-1977 (Tehran: Min-
istry of Education, Unit of Planning, Issue No. 14, July 1976),
p. 1. (In Farsi)
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in increased enrcllments. Thus, the number of students en-
rolled at teacher training institutions under the supervision
of the Ministry of Education totaled 48,000 in 1976-1977, or
an increase of more than 8,000 students compared to the total
enrollment of such students during 1975-76.l

During the school year 1975-76 there were 110 normal
schools in Iran with a total number of 20,094 students.2
Fourteen more newly founded, with a capacity of 1,200 students,
were expected to start their educational acitvities during
the 1976-77 school year.3

Normal schools are not co-educational, although two new
building complexes, each comprising a boys' normal school and
a girls' normal school in close proximity, share some of the

facilities.?

Kindergarten Teachers
Teachers for kindergartens are trained in special normal
schools of which there were twenty-seven in operation with

3,992 students during the school year 1975-76.5

11bid.

2Ministry of Education, Summary of Educational Statis-
tics: 1975-1976, pp. 3-4.

3Ministry of Education, Department of Teacher Training,
Allocation of Students, 1976-1977, p. 1.

4M. W. Stephano, Teacher Training for the Elementary
and Guidance Cycle Schools of Iran (Tehran, Iran: Near East
Foundation, 1972), p. 3.

5Ministry of Education, Department of Teacher Training,
Allocation of Students: 1976-1977, p. 3.
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Only high school graduates are admitted to these special
normal schools. The candidates are selected on the basis of
a qualifying examination, an interview, and the projected need
of areas where kindergartens are available. Those selected
undergo a one~year program of training before they are assigned

to their posts.

The Literacy Corps

Another source which attempts to add to the supply of
teachers is the Literacy Corps. This orcanization functions
especially in rural areas where the urgent needs of both
children and adults for basic education are easily recognizable.
The implementation of this ambitious project has not only helped
to alleviate the teacher shortage in rural areas, but has also
contributed to upgrading the teaching profession.

The Literacy Corps was created by the Royal Decree of
October 13, 1962. It was devised as a crash program which
concentrated primarily on elementary education in rural areas
of the country where 76 percent of the children of school age

1 Equally important is

did not have any access to education.
the service of Corps teachers in the capacity of advisors for
social, cultural, and economic betterment of that segment of
the population.

The implementation of this program was made possible

by giving secondary school graduates the option of doing their

lPierre Furter, Possibilities and Limitations of Func-
tional Literacy: The Iranian Experiment (Paris: UNESCO, 1973),
p. 10.
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military service as primary teachers in rural areas and vil-
lages after a six-month period of initial training.1

During the orientation period, the trainees continue
their military training and take subjects such as Persian
language, arithmetic, science, teaching methods, and educa-
tional psychology. In addition, other courses such as rural
hygiene, rural development, vocational and agricultural
development, and economics are also taught. This constitutes
the core of the training to be prepared for eighteen months
of service as first level school teachers.

In order to expand the scope of the program, the Women's
Literacy Corps was introduced in 1968 for female secondary
school and university graduates. During the 1975-1976 school
year, there were over 14,316 Literacy Corpsmen of the twenty-
fourth, twenty-fifth and twenty-sixth groups and 7,971
Literacy Corpswomen of the twelfth, thirteenth and fourteenth
groups teaching 665,116 pupils in 14,732 Literacy Corps
schools.2 Additionally, 126,612 adults, with thirty-three
percent women, attended classes conducted in Literacy Corps
schools. Furthermore, some of Literacy Corps teachers served
in ordinary schools.3

According to official reports, about 80 percent of the

first groups of Literacy Corps members remained in the employment

libida., p. 11.

2Ministry of Education, Summary of Educational Statis-
tics: 1975-1976, p. 9.

3

Ibid.
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of the Ministry of Education as regular teachers in the rural
areas upon the completion of their military service. With
subsequent groups over the years the number has remained over
50 percent. Thus, the Literacy Corps has provided the Ministry
with a steady stream of thousands of new teachers available
for the ordinary first-level school.l
But, impressive as they are, these statistics
reveal only part of the real impact of the Educa-
tion Corps on rural schooling; in practice, a
number of children who would no doubt never have
attended school without the Education Corps, com-
plete their education in an ordinary school after
starting in an Education Corps establishment.Z
The program provides incentives for the more diligent
Corps members. A number of them are given scholarships to
study for a Bachelor's or Master's degree in order to be

prepared for supervisory or counseling positions in either

3
rural or urban areas.

Guidance Cycle Teachers

The initiation of guidance cycle4 as an integral part
of the new educational system necessitated teachers specially
trained to work at this level. The minimum qualifications for
teaching at this level is the Associate Degree granted by

Guidance Cycle Teacher Training Centers.

1UNESCO, Further Education of Teachers, p. 92.

2Ayman, op. cit., p. 21.

3J. Hallak, N. Cheikhestani, and H. Varlet, The Finan-
cial Aspects of First-Level Education in Iran (Paris: UNESCO,
1972), p. 15.

4Supra. Pe 51
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The first centers were planned and established in 1969;
offering specialization in five groups of subject matter:

1. mathematics,

2. experimental sciences,

3. Persian languages and social sciences,

4. foreign languages, and

5. vocational and technical education.1
In 1975-76, there were twenty-four of these centers in operation
with an enrollment of 15,027 students.2 It was predicted that
this number would increase to 19,400 trainees for the following
school year.3

The course of study is of two years duration. Some
basic admission criteria have been established which have to
be met by applicants:

1. Graduate of a high school

2. Twenty-five years of age or younger at the time

of enrollment (age limit for in-service teachers
is thirty)
3. Physical and mental stability

4, Take part in an entrance examination

1Detailed Curriculum for the Guidance Cycle Teacher
Training Centers (Tehran: Ministry of Education, Department
of Research and Curriculum Planning, March 1972), Preface.
(Farsi)

2Estimated Statistics of Normal Schools and Teacher
Training Centers: 1975-1976, (Tehran: Ministry of Education,
Office of Teacher Training, Issue No. 13, March, 1976), Pre-
face (Farsi). '

3

Ibid., p. 1.
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5. Be a Moslem or member of another officially recog-

nized denomination.l

The organization and structure of the program at these

centers can best be described as a composite of these compo-
nents: (a) general courses; (b) areas of specialization; and
(c) electives. Elective courses for each major, although
limited in number, are designed to be closely related to the
area of specialization of each student. This is intended to
provide adequate depth in and understanding of, the subject
matter which he plans to teach.2 All students, regardless of
the specific branch of study in which they are enrolled, study
the following general subjects:

General Psychology, Educational Psychology, Principles
and Methods of Education, History of Education, Compa-
rative Education, Principles of Guidance and Counseling,
Practical Arts, Physical Education, Religious Education,
Foreign Language, Test and Measurement in Education,
Farsi (reading, writing and speech)3

It is expected that the general courses will develop

and provide an adequate understanding of adolescent development,

learning processes, and organization and curricula currently

1Constitution of the Guidance Cycle Teacher Training
Centers. Approved by the High Council of Education, 105th
session, (Tehran: Ministry of Education, February 1973), p. 1
Mimeograph. (Farsi)

2Detailed Curriculum for Guidance Cycle Teacher Train-
ing Centers. Approved by the High Council of Education, 145th
session (Tehran: Ministry of Education, April 1975). Mimeo-
graph (Farsi) A detailed description of courses required for
each branch of study and its corresponding electives is pre-
sented in the document.

3

Ibid., p. 1.
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employed in schools in order to enable teachers to effectively
work with, and teach, adolescents.

The Associate Degree may also be earned by in-service
teachers who have had at least three years of teaching experi-
ence and possess high school diplomas. The course work is
exactly the same except that it must be covered in four summer
sessions or in evening classes during three academic years,
depending upon the locality of the teachers and availability
of facilities.

At the present time, all guidance cycle teacher training
centers are non-boarding institutions. However, all students

receive a monthly stipend of $140.l

Secondary Teacher Education

The complex known as the University of Teacher Education
which educates school personnels at the bachelor's, master's
and certificate program levels is the major source of secon-
dary teachers in Iran. Other single-purpose teacher educaticn
institutions are Revolution Corps University, Shemiran Higher
Institution, Arak Science Institute and four Teachers Colleges.
Among multi-purpose institutions which bear a share of respon-
sibility in secondary teacher education are Tehran, Pahlavi,
Azarabadeghan, Ferdowsi, Jundi-Shapour, Esfahan and Razi
Universities. It is expected that in the future these uni-

versities will play a greater role in teacher education than

1Ministry of Education, Allocation of Students to Normal
Schools and Teacher Training Centers, 1976-1977, p. 1.
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has been the case in the past. The College of Education at
Tehran University is the harbinger; it has been offering
doctoral programs in History and Philosophy of Education since
the school year 1974-75. It is probable that other institu-
tions of higher education will follow the same course of
action in the near future.

All teacher education institutions have been approved
by the Iranian Government. A brief description of the goals,
structure and organization of the University of Teacher Educa-
tion is presented below. This information should provide a
general background about the nature of the organizational

climate of teacher education in Iran.

The University of Teacher Education
Objectives
The University provides a statement of objectives
specific to its functions as follows:
-- To prepare qualified teachers for Normal
Schools, Guidance Cycle Teacher Training
Centers, and Teacher Colleges;
-- To prepare school administrators;
-- To plan, organize and conduct programs for
preparing secondary school teachers;
-- To prepare educational specialists;
-- To prepare school counselors;
-- To furnish educational materials and advisory

services for students;
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-—- And to conduct experimental and research
studies in education.1

History, Background and Growth of the University

The goals and objectives described here have developed
and evolved during the fifty-seven years of the history of
the University of Teacher Education. That history began in
19182 when the first unit for teacher education called
"Central Teacher Training" was established in Tehran.

This institute, with its affiliated elementary school
for practical experience of prospective teachers, prepared
elementary school teachers until 1928. It offered a curri-
culum equivalent to that of high schools as well as instruc-
tion in logic, psychology, and methods of teaching. In 1928,
because of an increase in the number of high schools and a
dearth of secondary school teachers, this institution was
elevated to college level under the revised names of "Teachers
College", and a year later "Higher Teacher Training College”,
to prepare secondary school teachers. In 1929, the constitution
of the institution was established by legislative action.
Accordingly, its curriculum and administrative structure were

organized and students were given subsidies. It admitted only

1Report on the Accomplishments of the University of
Teacher Education in the Academic Year 1975-1976, prepared for
the 9th Conference on the Evaluation of the Revolution in Edu-
cation (Tehran: University of Teacher Education Press, 1976),
p. 11 (In Farsi).

2Sadig, Banani, Dehghan give "1918" as the year the
first normal school was established, however, many other au-
thorities have established "1919" as the correct date.
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high school graduates who were required to complete their
course of study in three years. Its first graduates were ab-
sorbed by the Ministry of Education in 1931.

The change from normal school to college status was
legitimate because the school did offer college level courses,
a major portion of which were academic in nature. Students
had a choice of major fields in the arts or sciences. The
aspiring teachers were offered, for the first time, courses
in philosophy and history of education, foundations of secon-
dary education, sociology of education and educational
psychology.

In 1934 this unit of secondary teacher training was
dissolved and incorporated into a new institution called
University of Tehran. As a result, those high school graduates
who volunteered for the profession of teaching would enroll
either in the College of Liberal Arts or Sciences after passing
a competitive entrance exam and a special test for prospective
teachers. These students were entitled to subsidies. They
followed the regular college curriculum in addition to some
professional courses in education.

In the fall of 1955, the Higher Teacher Training College
separated itself from the University of Tehran and regained
its autonomy. It started a new era in its educational activ-
ities and in 1963 adopted a new name, "The National Organization
for Teacher Training and Educational Research." Its new

responsibilities included:
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l. To prepare secondary school teachers;

2. To offer programs for certificates for school

principals and supervisors; and

3. To do educational research.

The education of teachers beyond the bachelor's degree, mas-
ter's degree and graduate diploma in specialized subjects
(mathematics) has been in operation since 1967.

The complex known as the National Organization for
Teacher Training and Educational Research was at one time
under the direction of the Ministry of Education, but since
its elevation to full university status since the academic
year 1974-19275 as the University of Teacher Education, it has
been under the direction of the Ministry of Science and Higher
Education.

One of the major aims of the University is to expand
secondary teacher education at the national level. The Uni—
versity is responsible for integrating all facilities in the
nation for the training of teachers and for the promotion of
serious educational study and research. In addition, at the
present time, colleges of education are being established
under the University auspices in different cities, based on
meeting the priority of local needs. The University is also
expanding its facilities by adding a new complex which is
expected to accommodate six thousand students, and with the

®

ultimate future capacity of ten thousand.
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Administrative Structurel

The University of Teacher Education is a member of the
Iranian system of higher education which, under the direction
of the Ministry of Science and Higher Education, coordinates
all collegiate institutions constituting the University.

By constitutional enactment the Boafd of Trustees of
the University, consisting of seven members, are as follows:
1. The Minister of Science and Higher Education
or his fully empowered representative
2. The Minister of State and Head of Plan and

Budget Organization or his fully empowered
representative

3. The Secretary of the Central Council of Uni-

versities and Colleges

4. Four perceptive and insightful personalities

who can effectively enhance the developmental
expansion of the Universiﬁy.

The first three serve as ex-officio members whereas
the last four are appointed by royal decree with the advice
and suggestion of the Minister of Science and Higher Educa-
tion. They are appointed to serve for a term of three years
and can be reappointed.

The Table of Organization showing the administrative

structure of the University is illustrated on the following

page.

lAll the information in this section is adapted and
translated from the University of Teacher Education Bulletin
1975-1976, and other publications of the institute.
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The academic organization of the University is derived
in part from its general objectives. The Board of Regents of
the University, in conjunction with the stated objectives of
the institutions, have approved the new organization of the
University. It is composed of the following colleges:

1. Graduate College

2. College of Education

3. College of Liberal Studies

4. College of Sciences

Educational Specialties1

The University has been assigned as its major responsi-
bility the preparation of gualified teachers for public
secondary schools. Essential to this preparation are the
activities of planning, organizing, and conducting programs
in teacher education. It has to expand qualitatively and
quantitatively before it can fully accomplish its objectives.
However, in the academic year 1976-1977, the University
offered educational specialization in the following programs:

1. Persian Language Arts

2. Foreign Languages

3. Social Studies (History and Geography)

4. Mathematics

5. Physics

6. Chemistry

7. Biology

l1pid.
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8. Geology
9. Educational Psychology
10. Educational (Specialists)
11. School Guidance and Counseling
12. Health and Physical Education
Faculty

If the central objectives of a university are to be
achieved, it will be through the work of the faculty. The
Faculty of the University of Teachers Education is composed
of professors, associate professors, assistant professors,
lecturers, and instructors in education and the President
of the university, ex-officio. The chief administrative
officer of each college is the Dean.

Table 1 gives a composite picture of the faculty by
showing the number of members occupying each professional
rank, degree held, and whether such employment is full or
part-time.

The general requirements for admission to college in-
clude (a) having met conscription requirements; (b) having
graduated from high school; and (c) having passed CEE. Besides
the above requirements, candidates for admission to secondary
education teaching courses also have to meet the following:

1. Should not be more than twenty-four years old;

2. Pass physical examination; the handicapped or

partially deaf or blind are not admitted;

3. Not holding any jobs, either governmental or non-

governmental jobs;



TABLE 1

UNIVERSITY OF TEACHER EDUCATION FACULTY DISTRIBUTION BY RANK AND ASSIGNMENT

£8

g:‘i’gee 1974-1975 School Year 1975-1976 School Year
Doctorate Master's Bachelor's Doctorate Master's Bachelor's

Rank Pr.T. P.T. F.T. P.T. F.T. P.T. r.T. P.T. F.T. P.T.| F.T. P.T.

Professor 25 ! 27

Associate !

Professor 29 2 { 29 1

Assistant !

Professor 34 1 21 ) 34 25

Instructor 1 41 35 54 21

Foreign

Teachers 4 1 1 1

Total 93 1 64 35 91 81 22

Source: A Report on the University of Teacher Education Accomplishments:

1975-1976, p. 84.




84
4. Not enrolled at another educational institution
at the same time; and

5. No financial support or housing is guaranteed.l

A student admitted under these requirements is expected
to enroll in the first semester after admission. Failure to
do so means that the candidate has to meet all the reguirements
the following year.2

Other than the faculty of professional rank, the Univer-
sity has within its employ several other categories of person-
nel who perform a variety of functions. Thirty-one highly
qualified faculty members are assigned research and development
duties. Several faculty members are sent abroad to expand
their studies in special fields. In the summer of 1975,
according to a contract with the University of California,
Los Angeles (UCLA), eight experienced members of the University
of Teacher Education spent two weeks visiting and participating
in educational activities of that institution. The following
summer, another group of eleven faculty members performed the
same function.

In order to provide the University with quality professors,
a number of qualified students are sent abroad annually to
attain higher degrees and broaden their perspectives. During

the year 1975-1976, a total of seventy-six students were given

scholarships to study in the United States, England, and France.

lA Guide to University of Teacher Education: 1975-1976,
pp. 43-96.

21pid., p. 44.
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Student Admission and Retention

Open admission policy, so familiar to Americans, is
beyond the experience of college aspirants in Iran. The num-
ber of students admitted to colleges and universities is
limited because of inadequate facilities and accommodations
with the result that a great number of applicants have to be
refused admission. The Ministry of Science and Higher Educa-
tion has had to organize admission to the different educational
institutions on a national scale and the Testing Center of the
Ministry holds Centralized Entrance Examinations (CEE) in the
form of written tests once a year in the summer for this pur-
pose.l Each candidate indicates on his entry form, the fields
in which he wishes to pursue his studies in the order of his
preference. The list of successful applicants is published
by the colleges and universities after the results, assessed
in points, are known.

The tests and materials of the CEE are composed of
objective tests combined into a test battery. The battery is
supposed to measure "intelligence", abilities of the applicant
in the Persian language and a foreign language, natural and
social sciences, and mathematics at the high school level.

The combination of these subject matters varies depending on

the areas of major emphases of high school graduates.

lAbbas Bazargan, Selection of College Freshmen in Iran,
(ERIC Document Reproduction Service No. ED 106 353, April,
1975), p. 3. (Paper presented at the Annual Meeting of the
American Educational Research Association (Washington, D.C.:
March 30-April 3, 1975.)
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Due to the recent expansion of existing facilities, and
the establishment of new universities, there are plans to ban
CEE and to introduce a comprehensive qualifying examination
at the conclusion of the secondary education course for high
school graduation and to assert the student's ability to ben-
efit from the university education.l

A student is eligible to continue his studies if he
maintains a grade-point average of 2.0 or higher (based on a
4.0 scale). Otherwise, he will be placed on probation. If
the grade-point average of each of the three successive se-
mesters or four alternatives ones is less than 2.0, the

2

~Amee I Ce Sl ememad £ — S e e et o
student is dismissed from the program.

Structure of Curriculum Content in Iranian
Secondary Teacher Education Institutions

A review of available information provided by the sec-
ondary teacher education institutions in Iran have made it
possible to identify the components of their curricula in terms
of general education, professional education, and area of
specialization.3 These components are specifically outlined

in some catalogues while intertwined within the total scope

lMinistry of Science and Higher Education, Eighth Con-
ference, p. 121.

2
p- 54.

3All the information presented in this section are
drawn and translated from college catalogues and from materials
gathered from personal interviews, except where otherwise stated,
that the author had with educational authorities and educators
during his last visit to Iran.

A Guide to University of Teacher Education: 1975-1976,
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of the system, but some colleges had not outlined the course

work for each aspect of teacher education.

General Education

Institutions of higher learning involved in the prepara-
tion of secondary school teachers in Iran generally provide a
foundation of general education for beginning students.

Each student completing a certificate program is required
to take some general education courses. The reason for this
is the belief that a teacher should have a broad cultural
background and be well-grounded in a wide variety of general
subject areas. The areas from which a teacher trainee may
draw his twenty hours of general education are listed as

follows:

General Studies Components

1. Persian Language and Professional Writing
2. Cultural History of Iran

3. Foreign Language

4. Experimental Sciences

5. Mathematics

6. Social Studies

7. Psychology

8. Humanities

9. Health and Physical Education
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Each institution in which teacher education students are
enrolled meets the general education requirement in a different
way, as each has a different facility and acts as a matter of
expediency. For example, students at the University of Teacher
Education can select four hours (2 + 2) in the area of Social
Sciences from courses in Archaeology, History, Geography,
Economics, Psychology, Sociology, and others. At other in-
stitutions, the options are more limited. All universities
and colleges, however, seem to accept generally the importance
of the general education elements in the teaching program and

have therefore included courses in that area.

Professional Education

The secondary teacher education institutions in Iran
have been assigned the major responsibility of preparing qual-
ified teachers for the public secondary schools. To meet this
responsibility, these institutions have offered courses that
provide professional understanding of child and adolescent
behavior as well as train the teacher to effectively work with,
and teach, students.

Professional education courses usually encompass psy-
chological and social foundations, methods and materials of
teaching, and field experiences. All the trainees must take
both the psychology of adolescence and £he psychology of child-
hood. These two courses are designed to provide the student
with the opportunity to study the findings and methods of

psychology, child development, and other behavioral findings.
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All majors must take courses in educational psychology
and learning, courses which are designed to provide the student
with a body of knowledge about teaching and learning which will
lay the basis for his performance as a teacher.

In addition, there are also courses which give the stu-
dent an orientation about the organization and structure of
the educational system of Iran. The following course outline
describes the professional educational requirements at the

University of Teacher Education.

Professional Education

Education 590707 Scientific Philosophy and 2
Scientific Methods

Education 6001902 General Psychology 2

Education 590102 Educational Statistics 2

Education 600201 Psychology of Childhood 2

Education 590201 Comparative Education 2

Education 590203 Test and Measurement 2

Education 600202 Psychology of Adolescent 2

Education 590202 History of Education 2

Education 600301 Education Psychology and 2
Learning

Education 590303 Principles of Guidance and 2
Counseling

Education 590302 Audio Visual 2

Education 590304 Educational Administration 2

24

Source: Adapted from: A Guide to the University of
Teacher Education: 1975-1976, p. 91.

The professional education sequence for prospective
teachers varies somewhat from institution to institution and
even withiﬁ an institution. For example, the University of
Teacher Education, as is shown on page 89, requires twenty-

four semester hours of professional education excluding two
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hours of practicum while the University of Revolution Corps
requires its students to complete eleven hours of professional
education, in which two hours of practicum are included.

Another example is the case of students from other de-
partments who have interest in the education profession and
decide to select it as the minor area of study. These students
will follow the same pattern as the undergraduate students in
their respective colleges except that thirty semester hours
should be devoted to professional education. Thus, such stu-
dents are able to meet the certification requirements that
qualify them to teach an academic discipline at the secondary
school level. The total course requirements in professional
education ranges from eleven to thirty hours for all institu-
tions on a semester system. Of this number, an average of two
hours is devoted to student teaching.

At this time there is no university school for pre-service
experiences attached to any teacher education institution in
Iran. It should be noted, however, that the University of
Teacher Education has included in its new building plans at
Hessarak the construction of an experimental school which will
serve as an educational laboratory for the University.l Public
school sites are secured for student teaching practice.

Assignment of students to the practicum experience takes

place during their senior year. While the students are engaged

lComprehensive Plan of the University of Teacher Edu-
cation (Tehran, Iran: University of Teacher Education Press,
September 1974), pp. 38-40. (In Farsi)
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in their teaching experiences, they are under the supervision
of an instructor or professor from the College in which they
are enrolled. The supervisor is usually the general super-
visor, and occasionally the same person who acts as the

student's advisor.

Critical Aralysis

Almost all teacher education institutions accept the
importance of humanistic and behavioral elements in the
professional parts of the teaching program. However, the
approach is both inadequate and insufficient. Of the total
course requirements in professional education, which ranges
from eleven to thirty hours for all institutions on a semester
system, little time is devoted to practical aspects of teaching.

In the professional studies component of the curriculum,
a student becomes acquainted with methods of teaching, learn-
ing theory, and behavioral and humanistic studies. But, at
the same time, he is to be provided with the laboratory and
clinical experience necessary to understand the theoretical
principles which he needs to be able to apply in his daily
life. Without field experiences or without time devoted to
this phase of professional education, the student would not
have the opportunity toc examine and come to understand the
way schools operate and their role in the larger scheme of
things; he would not have a chance to observe, record, and
analyze behavior, i.e., pupil behavior, teacher behavior, and

the interaction of teachers and pupils. Therefore, it is
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crucially important to the professional career of a teacher
trainee to be provided with extensive practical experiences,
while at the same time his knowledge of theoretical princi-
ples is being increased.
The 'better' programs attempt to integrate studies
of learners with field work that illustrates devel-
opment principles. Genuinely advanced programs
integrate these studies with Methods Courses so that
instructional strategies may be considered in terms
of the learner's needs and predispositions.l
But more important to the success of the prospective
teacher is his experience with the cooperating teacher during
the practicum--not only the cooperating teacher's mastery of
his subject matter, interest in and rapport with his students,
and devotion to the teaching profession are important factors,
but he must also be willing to give his time and energy and
offer trust and support to the student teacher. While exer-
cising control, the cooperating teacher must, at the same time,
encourage the teacher trainee to be creative. The cooperating
teacher is in a most delicate and important position, his
sincere belief in the practice teaching effort is essential to
the student's success.
In the supervision of student teachers general supervisors
should be used as sparingly as possible in order to allow the

student's own advisor or professor to evaluate the student's

performance as much as possible. It is also an important

lMartin Haberman and T. M. Stinnett, Teacher Education
and the New Profession of Teaching (Berkeley, Calif.:
McCutchan Publishing Co., 1$73), p. 80.
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consideration that college supervisors be assigned a student
teacher load which is compatible with their other duties.

Finally, for those who supervise their own advisees,
the student teaching setting serves the supervising teacher -
in two ways. First, the supervisor is able to observe and
evaluate the student whom he has guided throughout the
teacher training experience. Secondly, this experience can
contribute to the confirmation of advice given to the student
at an earlier time in the instructional process. This self-
evaluation may lead to self-reservations in making different
recommendations to future advisees, or it may confirm the

wisdom of past actioans.

Academic Specialization

Another important component of the education of teachers
is academic specialization. In the area of specialization,
each student's course work falls into three categories, in-
cluding major area of study, minor area, and electives.

In this section, the typical curriculum of a mathematics
major at the University of Teacher Education is described.
Although there are some variations from institution to insti-
tution, these differences are minor. The purpose for including
it at this point is to demonstrate the dimensions of program
for a typical student in attempting to acgquire the knowledge
of his profession. The general studies component and pro-
fessional education courses are not included in order to avoid

repetition.
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Content for the Teaching Specialty (Major)

Course No. Course Title Credit Hr.
5307771 Logic of Mathematics and Sets 3
530770 Mathematical Constructions 3
530772 Sets of Numbers 4
530113 Analytic Geometry I 2
530114 Analytic Geometry II 2
530115 Calculus I 4
530117 Introductory Algebra 3
530116 Calculus II 3
530115 Calculus III 2
530210 Intro, Analysis 3
530211 Theory of Groups 3
530212 Topology 3
530216 Algebra I 3
530215 Algebra II 3
530311 Analysis I 3
530312 Analysis II 3
530316 Theory of Numbers 3
530319 Intro. Topology 3
530415 Analytic Functions 3
530418 Differential Geometry 4
Total - Specialized Education 60
Content for Minor Area of Study
Course No. Course Title Credit Hr.
530213 Differential Equations I 4
530214 Differential Equations II 2
530217 Linear Algebra 3
530313 Mechanics I 3
530314 Mechanics II 3
530321 Geometry & Linear Algebra I 3
530322 Geometry & Linear Algebra II 3
530416 Probability 3
530417 Statistics 3
530419 Basic Computer Prog. 3
530420 School Text Analysis 2
Total - Minor Area of Study 26

Note: The student can take Mechanics or Geometry and
Linear Algebra.

lThe first three numbers indicate the department offering
the course; the 4th number indicates the student's classification;
and the last two indicate the semester: odd numbers for fall
semester and even number for spring semester.
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Content for Ten Hours of Electives

Course No. Course Title Credit Hr.
500204 Mechanical Radiations 2
500210 Electricity 2
500411 Theory of Relativity 2
500412 Space Physics 2
500426 Astro-physics 2
530317 Linear Planning 3
530318 Non-Euclidean Geometry 2
530411 Differential Manifolds 2
530414 Algebra III 3
530421 Theory of Numbers 2
530422 Research Project 2
Ten thours of electives from courses listed above. 10

Critical Analysis

A student majoring in mathematics or any other discipline
must complete sixty hours of specialized education. The stu-
dent's minor field is expected to be related to his major area.
As depicted above, in addition to the sixty hours of mathematics
for specialization, twenty-six more credits in mathematics are
to be acquired by the students to fulfill minor area reguire-
ments. Furthermore, if the student chooses to further special-
ize his knowledge of theoretical and factual principles, which
is expected, he can take another ten hours of mathematics as
electives. In this manner, a student with ninety-six hours in
one area of concentration (from a total of 140 hours required
for a bachelor's degree) ends his pre-service education and
begins his professional career. These courses are more than
just subject matter; they are the legacy of a system of
education which believed that:

a. Teaching is telling;
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b. Memorization is learning;

c. Being able to repeat factual information in

examinations is evidence of understanding.l

An analysis of college catalogues reveals that the prac-
tical aspects of teacher education in almost all instituticns
is neglected and theoretical, and abstract subjects are em-
phasized. This, therefore, produces graduates who are not
adequately prepared to serve ac catalysts to bring about change
and innovation. Knowing a fact is not enough; one must be
able to apply it. Theoretical knowledge must be reinforced
and augmented by practical application whenever possible if
educational products are to be socially oriented rather than
merely scholastic.

Critics attack the separation of theory and practice.
Students should have the opportunity to interrelate them much
sooner than in the final year. Ideas about learning also
favor early integration. Smith proposes that professional
education provides students with practical experiences as well
as theory throughout a total pre-service program. He believes
that a training program for a beginning teacher should consist
of three interrelated parts: a theoretical component, a train-
ing component, and a teaching field component. He contends
that theoretical knowledge is abstract and has little appli-

cability to the real world. "If theoretical knowledge is to

lJohn W. Renner, Robert F. Bibens, and Gene D. Shepherd,
Guiding Learning in the Secondary School (New York: Harper &
Row, 1972), p. 43.
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become meaningful and relevant it must be adapted to suit the
unique reality that exists."1

At the risk of oversimplification, it could be sugges-
ted that the Iranian system of teacher education exemplifies
much of what was practiced at the turn of the century in
Western Europe or in the United States. It seems to have a
distinctive job to do: to pass on the salient, approved
items of knowledge which pre-eminently cultivates "the mind”
and to promote the old concept of teacher as an "all know-
ledgeable person." It has tended to neglect creativity,
personality development and self-realization. Students arc
overloaded with excessive subject matter at the expense of
total development: a development that can be brought about
by (a) providing opportunities for the student to take an
active part in the planning of the work, (b) creating a more
stimulating physical and social school environment, and (c)
promoting contacts between the educating institution and
society at large.

It is incumbent upon the teacher training system to
try to fulfill the demands which will be made of the teacher
in the future. The new curricula in Iran for the eight-year
compulsory school and the restructured secondary school have
already placed new demands upon the teacher. There are

certain aspects in the new secondary school curriculum of

1B. Othanel Smith, Teachers for the Real World (Washington,
D. C.: American Association of Colleges for Teacher Education,
1969), p. 70.
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relevance to teachers on which particular emphasis is expected
to be placed, e.g.:

-- To be more objective

-- To cooperate with the pupils

-- To plan for individualization of work

-- To be responsible for the total development

of the pupil
These goals are plausible, but the point of concern is whether
teacher-trainees are being given the resources and facilities
which accommodate the accomplishment of these tasks.

The present rather meager and formal curriculum tends
to stress disproportionately the intellectual acquisition of
subject matter to the exclusion of personal meaning (emotion-
al, intuitive, normative) for the professional practitioner.

It has not been formulated with reference to the present needs
and conditions of the Iranian people and Iranian teachers.

It is not related to the important issues and problems of
national life and does not give teachers a sympathetic under-
standing and insight into elements of national culture.

During the author's visit to some colleges and univer-
sities involved in the preparation of teachers, from interviews
with a few educators and individual students, it could be
inferred that most of the institutions confine their activities
to formal instruction, that the defects of educational system--
its narrowness, verbalism and lifelessness--are all reflected
in the spirit and work of the training institutions and during

their pre-service education. The prospective teachers cram
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ill-digested notes on irrelevant psychology; acquire a
smattering of educational theory; read a few extracts from
history of education which do not throw any light on the
progress of great educational movements; and develop hazy
notions about school management and practical teaching methods
which are outmoded.
Both in the universities and colleges there is heavy
use of lectures. This has two undesirable consequences. It
saps the intellectual independence of the teachers who want
to "cover the courses" instead of participating in the thrill
of creative learning and grappling with fruitful ideas on
their own. On the other hand, the professors are so engrossed
in writing and dictating notes of lectures that they have
little time for other activities, particularly small group
discussions without which ideas remain vague and confused.
There is no time provided in the curriculum for the
prospective teacher to develop the skill and ability to be
more concerned with diagnosis of pupils, planning, construct-
ing and evaluating learning programs and learn to work "together"
with students; become more the manager of the means to acquire
knowledge--the interpreter of that knowledge rather than
becoming the transmitter of that knowledge:
. . . /now/ instructional objectives /are/
characterized by movement away from what is to be
learned to an objective of learning how to learn;
away from acgquisition of isolated facts to an
objective of understanding the key concept, the
organizing structure of a discipline, and gaining

control over its methods of inquiry; away from
ability to memorize and recall to an objective of
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acquiring attitudes, skills and knowledge that en-

able rational approachgs to confroptqtions with 1

personal economic, social, and political problems.
It has been mentioned earlier that ninety-six hours, or almost
70 percent of the student's training period is spent on subject
matter-specialization, with little or no provision for other
aspects of importance. A change is to be made in this respect
in that the number of hours required for specialization is to
be reduced somewhat; more serious attention should be paid to
change of attitude--to develop new attitudes toward students,
work, and their colleagues. This change of attitude also
includes new attitudes toward educational innovations and

debate, toward new working methods and toward school levels

and subjects other than the teacher's own specialization.

In-Service Education

In-service education programs in Iran may be termed
"officially directed programs." The Department of In-Service
Education of the Ministry of Education is responsible for
planning and organizing programs for the further education of
teachers in service at each level: elementary, guidance
cycle, and secondary education. It initiates programs which
contribute to the continued professional growth of prac-
titioners. Through its leadership, consultative and regu-
latory functions, the Department of In-Service Education
usually facilitates the establishment of local, regional, and

nation-wide in-service programs.

lMargaret Lindsey and Associates, Teaching Behavior of
Supervisors in Teacher Education Laboratories (New York:
Columbia University, Teachers College Press, 1969), p. 3.
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The programs organized by this department range from
one week to three months, and in some cases they may be longer.
All in-service teacher education programs are financed by the
Ministry and no fees are paid by the participants. In add-
ition, the participants are given travel allowances during the
period they participate in the program.

The status of the Iranian teachers range from the uni-
versity graduates on the upper stratum to the poorly prepared
teachers below. Since economic advantage and prestige follow
every level of teachers' stratification, academic credits
leading to higher degrees and higher salary rates have been
used as means to encourage teachers to pursue these programs.1
In 1976, the Department of In-Service Education reported that
since its establishment in 1973, some 52,000 teachers, princi-
pals, and administrators participated in twenty-three refresher
courses, extension courses, and workshops to get acquainted
with the new curriculum, textbooks, and methods of teaching.2

In addition to programs offered in the country, oppor-
tunities are offered to take advantage of the experience of
other countries--where the educational horizon is far expanded,
and where scientific approaches to education are far more
marked. Accordingly, a number of elementary and secondary

school teachers are sent to the United States, England, and

1In-Service Education Programs: 1976 (Tehran: Ministry
of Education, Department of In-Service Education, 1976), pp. 1-
36. (In Persian)

2

Ibid.
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Italy to get acquainted with new approaches to educational
administration. Belgium is chosen as the site for some guid-
ance cycle and technical and vocational teachers to learn
more about laboratory and workshop equipment.l

Also the individual roles of the Iranian universities
in helping to promote professional aid and academic advancement
are significant. The programs are organized in collaboration
with the Ministry of Education. Evening classes and summer
courses are arranged for teachers, school administrators and
counsellors. At present, arrangements are being made with the
universities to provide accommodations for the participating
teachers who come from communities faced with secondary school
teacher shortages. These teachers are expected to return to

their communities after graduation.2

Teachers' Organization

In Iran there are no functioning professional associa-
tions that resemble those with which Americans are so familiar
in the United States. The government is skeptical about
giving teachers the opportunity to unionize or to carry on
collective bargaining in order to improve the economic status
of the members of the teaching profession. One may find it
difficult to understand why, in a relatively prosperous
country such as Iran, teachers do not follow the pattern that

has worked successfully in the United States to demand more

lIbid., Preface, p. III.

2Ibid., Preface, p. IV.
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economic benefits and encouragement for professional growth.

To understand the situation some historical background may be

helpful.

Teacher's Associations Prior to 1961
The first teachers' association, Mehregan, was initiated

by graduates of the Teachers College in 1932.l

Its primary
purpose was to bring together dedicated educators who were
concerned with improving the quality of education at all levels
and instilling in teachers a greater awareness of their pro-
fessional responsibilities.

Political turmoils in different times, however, had their

impact on the growth and working of teachers' organizations
in Iran. During World War II, the organization was infil-
trated by political ideologies.

As the poorest paid employees, the teachers were
specially good target for the Tudeh {(Iranian Communist
Party) and many of them sympathized with Tudeh objec-
tives, even if they did not join outright.Z2

In 1946, through an organized fifteen-day work stoppage,

licensed teachers demanded higher pay and benefits equal to
those of other occupational groups with similar academic

qualifications and responsibilities.3 After this successful

strike, the organization became more politically involved.

lLeonard Binder, Iran: Political Development in a
Changing Society (Berkeley and Los Angeles: University of
California Press, 1962), p. 196.

21bid., pp. 195-196.

31bid.
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This involvement led the Tudeh members to brcak away from
Mehregan and set up their own club in 1950. After the 1953
crisis, the Tudeh group was declared illegal and Mehregan
remained in good grace with the Government. At that time,
the tenor of the organization shifted to educational activities;
membership was open to all teachers and it provided services
to members with salary, rank and placement problems.

It should be borne in mind that government regulations
control entry into the profession and it is the government
that allocates prestige. That was literally true in the case
of this teachers' group. The leader of Mehregan's opposition
to the Tudeh party won him and the organization some favor.

He was elected to Parliament for one session. However, “his
speeches against the new o0il consortium and in favor of land
distribution cost him favor again, . . . and a rival teachers'

-

organization was established.” In 1961, he organized and
mobilized a teachers' strike which led to the fall of the
prime minister of the time and his cabinet. He was then named
the Minister of Education in the new cabinet. The doubling of
teachers' salaries can be considered as one of his major
accomplishments. The strike, however, cost the organization
its existence. Peter Avery put it this way:

The strike of teachers . . . was much more serious.

It broke out on 2nd May /1961/. Teachers were de-

manding higher pay; but their demands and what their
action could lead to were different matters and, in

l1bia.
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view of the latter, prompt steps had to be
taken. . .1

Mehregan was the largest group, consisting of about
5,000 members.2 This organization derived its power from
province-based affiliates that varied in size, influence and
viewpoint. Being a member of the World Confederation of Or-
ganization of the Teaching Profession, its immediate concern
was the raising of the standards of teaching as a profession
in Iran. But as noted above, it was not indifferent to the
pclitical atmosphere of the time.

In 1943, another organization, the Society of Graduates

3 Its members consisted of

of Normal Schools, was formed.
graduates of normal schools. This association arranged semi-
nars and conferences and played an important role in improving
the status of the teachers.

Other teachers' associations of lesser importance came
into being during Mehregan's active life. These were set up
to compete with Mehregan for political reasons. However,
since the 1961 strike and the banning of teachers' organi-

zations, there has been no evidence to indicate any autonomous

teachers' group.

lPeter Avery, Modern Iran (London: Ernest Benn Limited,
1965), pp. 492-493.

2World Confederation of Organization of the Teaching
Profession, WCOT Annual Report (Washington, D.C.: WCTOP,
1969), p. 53.

3Ministry of Education, Fundamental Rules and Regulations
for Graduates of Normal Schools (Revised) (Tehran: Ministry
of Education, 1946), pp. 2-3.
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The Present State

The observation has been made that the demands and strikes
of teachers for higher salaries and allowances proved trouble-
some to the government. Although the old resistance to teachers'
organizations is weakening a new approach of cooperation is
developing, official recognition of an autonomous teachers'
organization has not been forthcoming.

In recent years, the Ministry of Education has set up
the Society of Secondary School Teachers in their special fields
of teaching. It is a unique association blending governmental
paternalism, individual self-interest, and professional aspi-
rations. It is non-political, non-profit and unaffiliated
with tradé unions with membership open to those with special
subject matter interests.l It is intended to improve the
social and educational morale of secondary school teachers.
The association conducts and disseminates research findings
on new developments in science, mathematics, and other subjects
and new techniques in teaching. It has also provided for
maintaining working relationsips with similar organizations
in other parts of the world. And finally, it has an opportunity
to make suggestions and recommendations in curriculum and

textbook revision.2

l"By-Laws for the Establishment of Secondary Teachers
Organizations." (Tehran: Office of Education, Department of
Secondary Education Planning, February, 1972), p. 1. (In
Persian)

21pid., pp. 1-2.
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The number of breadth of activities carried on by the
Organization and its affiliates in different cities are
suggestive of other areas of concern to teachers which are
deliberately excluded. However, for a number of reasons the
organization has not been effective: it is established by
the Ministry of Education, it carries the imposition of
various pre-requisites, and there are activity limitations
and obligations associated with membership in the association.

Although almost all teachers in Iran are civil servants,
there are many drawbacks to the Organization's effectiveness
as an agency which ought to have the long-range best interests
of the teachers at heart. One of the most significant of
these drawbacks is that it is considered as an extension of
the Ministry of Education rather than as an organization
being sponsored and dominated by the classroom teachers or
even school administrators. A second problem is the teachexs'
own lack of knowledge about organization and the advantage
which may accrue to it. The majority have a poor conception
of the organization's administration. This lack of knowledge
breeds indifference, noninvolvement, and noncommitment to the
profession. A third weaknees is that none of the clauses of
the society's constitution makes any mention of the "promotion
of teacher welfare." There is little hope that an organiza-
tion will prosper if its activities do not affect and promote
its members' life and professional status, respectively.
Finally, and probably most significant of all, is the lack of

professional attributes in many teachers in Iran. Their low
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salaries and low positions in civil service have had the in-
evitable consequence of placing them down the list of pres-
tigious professions. It is incumbent upon the teachers'
association to make valiant and conscientious efforts to
improve the situation, to raise the status of the teaching
profession with respect to other occupational groups in the
country. As a result of such efforts on the part of the
Organization, the more talented college aspirants should be

eager to enlist in the teaching profession.



CHAPTER IV

THE BACKGROUND OF TEACHER EDUCATION

IN THE UNITED STATES

In the same manner that certain background information
related to Iran was presented in the previous chapter, it
seemed appropriate to set forth similar information for the
United States. This brief history will hopefully provide an
account of how the present system of teacher education came

to be what it is.

The Country and Its People

The United States, a federal republic in North America,
is officially known as the United States of America (U.S.3d),
but it is frequently referred to as the United States (U.S.),
or simply as America.l The boundaries of the United States
are evident from the map on page 110 of this chapter.

Territorially, the United States comprises fifty states
and the District of Columbia. Its possessions include the
Canal Zone, the Virgin Islands of the United States, American

-~

Samoa, Guam, and other small Caribbean and Pacific Islands.é

1Encyclopedia Americana (1973) , S.V. "The United
States".

2

Ibid.
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The counfry, made up of two belts of high land with a
vast low land between them, occupies an area of 3,615,122
square miles.1 It is longer than the continent of Australia
and nearly as large as Europe. Of single countries, only
Russia, Canada, and China exceed it in land area.

The United States is the world's fourth most populous
country. According to the 1970 Census it had a population of

203,211,926.°2

The society is highly urbanized and industria-
lized. In 1970 only five percent of the population lived on
farms; however farm production was more than adequate to meet
the needs of the entire population.

The United States of America, unlike Iran, is a younger
country and often referred to as the New World. It is new in
many respects. It is new in the sense that it was discovered
less than 500 years ago. It is new in the sense that the
people are "new"; although coming from the "0ld World"; they
have developed new patterns of life, in a comparatively short
time, which are typically American and are different but at
the same time similar to the 0ld world.

Iran, in any of its attempts to rejuvenate the nation,
almost always had to contend with the perennial problems of

traditionalism, attack upon the problems of economic survival,

and readjustments in its overt beliefs and institutions. The

lBureau of Census, 1970 Census of Population (Washington,
D.C.: Department of Commerce, 1972), Vol. 1, Part A, Section
1, p. 41.

2

Ibid.
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trend for America has been easier. A vast, undeveloped,
and open society needed to throw out hardly anything to start
out anew. "America, even in 1859, was still infant, still a
year away from its first maturational experience in blood,

the Civil War."l

The Formative Period: 1607-1865

Colonists came to the New World early in the seventeenth
century for some combination of economic and social reasons.2
A great value was attached to education from the very start.
Those who sought religious freedom and the love of God were
particularly concerned about education. For example, the
Puritans considered first the building of churches and schools
before the introduction of any other amenities. In 1é42, the
General Court of Massachusetts required that all parents and
masters undertake the education of their children. Five years
later, in 1647, Massachusetts passed the famous 0ld Deluder
Satan Act which placed educational responsibility on the local
governments.3 To them, schools were the best instrument of

social control and transmitters of philosophical and religious

values.

lSeymour W. Itzkoff, A New Public Education (New York:
David McKay Co., 1976), p. 83.

2John D. Pulliam, History of Education in America
(Columbus, Ohio: Charles E. Merrill Publishing Co., 1976),
2nd ed., p. 11.

3

Ibid., p. 30.
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These men saw in a formal system of education the
way to protect and propagate their system of values
down through the generations, protect their common-
wealth from random changes, give meaning and identity
to the various facets of their life style, and provide
a symbolic code by which the exigencies of life on
earth be met with intelligence and reason . . .l
The first American schools tended to reflect European
patterns. In time, the mode of education gradually expanded
to meet the needs of a dynamic society and to suit the American
Spirit. "Nevertheless, schools in the Colonies were not merely
transplanted but also revolutionized in spirit and sometimes
in form."2
Different patterns of education developed in the North,
the South, and the Middle Colonies. The Pauper school, the
old field school, the charity school, the dame school, the
plantation school, the academy, the Latin grammar school, and
many othersexisted, while the rich people had private tutors
for their children. What was most significant was that schools
existed in large quantities.3

Three levels of education were introduced in the colonies:

elementary, secondary, and post-—secondary.4 Elementary education
was provided by the dame and writing schools. They were pri-

vate-venture schools supported by small fees from parents and

lItzkoff, op. cit., p. 44.

2Pulliam, op. cit., p. 17.

31bid., p. 26.

4S. Alexander Rippa, Education in a Free Society, (New
York: David McKay Co., 1976), pp. 26-48.
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maintained by widows or spinsters in their own homes. In
reading and writing schools, reading, reckoning and elementary
accounts were taught. All teaching and learning were religious
in nature.l

Secondary education began in the Latin grammar schools.
Secondary schools received boys at the age of seven or eight
and instructed them mainly in humanistic and classical edu-
cation.2 As the name implies, much time was devoted to the
teaching of Latin to serve the needs of the church. The acts
of 1642 and 1647 of Massachusetts were of prime importance in
the establishment of the public school system in America. By
1751, a new type of secondary school, the academy, had de-~
veloped in Philadelphia. It provided practical experience
needed in the growth of commerce and navigation.3

American higher education began with the foundation of
Harvard College in the fall of 1636. The first of the nine
colonial colleges in America, it provided the Puritan church
with trained ministers. Indeed, all denominations wanted to
provide for a literate clergy.4 The Congregationalists built
Yale (1701) and Dartmouth (1769). The Episcopalians founded
William and Mary {1693) and Kings College (1754), which later

became Columbia University. The Presbyterians established the

lrpia.

2John S. Brubacher, A History of the Problems of Edu-
cation (New York: McGraw-Hill Book Co., 1966), pp. 404-406.

3

Pulliam, op. cit., p. 27.

4Rippa, op. cit., p. 82.
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College of New Jersey, which became Princeton, in 1746. 1In
1764, the College of Rhode Island was founded to provide for-
mal training for Baptist ministers, and later it was renamed
Brown University. Queens College which was founded by the
members of the Dutch Reformed Church in 1766, later became
Rutgers. As one scholar noted:
Indeed, the aim of training students for the
ministry was stated in the charter of all the
Colonial colleges founded before 1776, except the
College of Philadelphia, which was not specifically
under church control.l
The land ordinance of 1785, which provided the sixteenth
section of each township being reserved for the support of
education, offered incentives and extended educational oppor-
tunities in the new nation. Henceforth, every state that was
admitted into the Union had its share of land except Texas,
Maine, and West Virginia.2
The social status and the level of knowledge among
colonial teachers varied greatly. In most cases, much de-
pended on the level of instruction in which a person was
engaged.3 Beyond their education in subject matter, colonial
teachers did not have any professional preparation.4 However,

Quaker teachers received an apprentice training, which was

the first teacher education in America.5 Licensing of teachers

l1piq.

2 .

Ibid., p. 72.

3Brubacher, op. cit., p. 476.
41pia.

5Pulliam, op. cit., p. 26.
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was a matter of examining the candidate's religious orthodoxy
in addition to how well he knew his subject and could "govern"
a school.l

As educational emphasis shifted from training for the
ministry to education for citizenship during the national
period, a need for free tax-supported public schools arose.
The first important legislation to this effect was the Free
School Act of 1834 in Pennsylvania.2 During this period,
educational leaders such as Horace Mann, James G. Carter, and
Henry Barnard laid the groundwork for a free public school
system.

In 1839, teacher education became a reality with the
establishment of the first normal school.3 By 1865, modern
American state school systems were clearly formed, and teacher
education had received a great impetus as more teachers were
required for the thriving public schools. The public high
school also stood as an integral part of a unified system of
public education. It has been suggested that "more than any
other single factor this idea of a public school open to ALL

is the most distinctive feature of American education."4

1Brubacher, op. cit., p. 492.

2Rippa, op. cit., p. 128.

3Brubacher, op. cit., p. 479.

4Rippa, op. cit., p. 134.
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The Period of the Educational Evolution: 1865-1919

The period after the Civil War saw schools attempting
to respond to the great pressure of overcrowding that resulted
from compulsory education laws. By 1890, a total of twenty-
seven states and territories required parents or guardians

. In the first years after

to send their children to schools.
1900, the chief thrust of the reforms was in the schools serving
lower-class families. The immediate effects of industrialization
and urbanization disturbed that stratum of society drastically.
Their jobs changed and with their jobs, their mode of living.
For the children of thousands of people attracted to the city
by these new jobs, the schools made their most immediate and
fundamental adjustments.

| Probably the most radical changes in the early twentieth
century in response to new demands put upon schools was the
wide-scale introduction of vocational and technical courses;
a classical education for the majority had become a useless
luxury. Vocational schools continued to grow from 1907 to
1917 and culminated in the passage of the Smith~Hughes Act of
1917, which provided federal aid for vocational education.2

In the realm of teacher education much development also

took place. After 1860, the role of the normal school as the

institution for preparation of elementary school teachers was

l1pid., p. 170.

2Pulliam, op. cit., p. 91,
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generally accepted. Some normal schools such as Bridgewater
College in Massachusetts began to prepare both elementary and
secondary school principals. The popularity of the new trend
spread and the idea was extended to include the training of
high school teachers.l This move was accented by the in-
creasing high school student population, the pressing state
demand of educational requirements for teacher certification,
and the development of "education" as an academic discipline
in the state universities.2

The most striking feature of this area was the evolution
of the new conception of man and the subject matter as a
result of the impact of Darwinism and the new psychology.
Society as a whole was forced to reconsider man's situation
in the universe and to recognize its implications for educa-
tion.3 The educator who was willing to accept the implications
of both Darwinism and the new psychology found himself having
to make fundamental and comprehensive changes in his educa-
tional philosophy. As a result, three fundamental theoretical
justifications for a new approach to education appeared prior
to the First World War: G. Stanley Hall's monumental study
of adolescence in 1904; Edward L. Thorndike's work in

educational psychology between 1913 and 1918; and John Dewey's

le. A. Richardson, et al., The Education of Teachers
in England, France, and the United States (Paris: UNESCO
1953), p. 233.

21hid.

3Rippa, op. ¢cit., pp. 176-180.
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most explicit statement of his philosophy of education, De-

mocracy and Education, in 1916.

Present System of Education in America

Authority for Education
One basic strength of the American educational system
is its decentralized authority. The Tenth Amendment to the
U.S. Constitution states that:
The powers not delegated to the United States
by the Constitution, nor prohibited by it to the
states are reserved to the states respectively,
or to the people.l
Since responsibility for education is not mentioned in
the Constitution, basic authority for elementary and secondary
education rests with the states. Thus, each state has the
right and responsibility to organize and operate its educa-

tional system as it deems appropriate within the framework

of the rights and privileges guaranteed by the Constitution.2

State Responsibility and Control
Since each state plans its own educational system, their
practices and policies differ. Each state's department of
education, under policies set by that state's board of educa-
tion and chief state school officer, administers its educational

enterprise. The state board of education determines state

b

1Calvin Grieder, Truman M. Pierce, and K. Forbis Jordan,
Public School Administration, 3rd ed. (New York: The Ronald
Press Co., 1969), p. 56.

2

Ibid., pp. 56-57.
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educational policies in compliance with laws enacted by the
state legislature.1

Board members are either elected by the people or
appointed by the state governor and serve for terms ranging
from two to six years. The board's responsibility covers
general policymaking relating to such affairs as allocation
of school funds, certification of teachers, textbook and
library services, provision for records and educational statis-
tics, and the overall coordination of the state school system.2

The chief state school officer is called superintendent
of public instruction or state commissioner of education. He
may be elected by the people or appointed by the governor of
the state or by the state board of education. His term of
office is from one to six years during which he acts as the

head of the executive branch of the state school system.3

Local Responsibility and Control
As mentioned earlier, basic authority for education is
vested in the states, each of which (except Hawaii) delegates
the bulk of the responsibility for public school operation to

the local school districts within its jurisdiction. A unique

lInstitute of International Studies, Department of
Health, Education, and Welfare, Office of Education, Progress
of Education in the United States of America: 1972-73 and
1973-74 (Washington, D.C.: p. 23 (ERIC Document Reproduction
Service No. Ed 111 086).

2

Ibid.

31bid., pp. 23-24.
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feature, peculiar to American educational practices, is the
system of local control of schools.
The broad authority given local boards of
education allows public educational programs to
be responsibe to the will of the people and the
needs of the community. The teacher shares in
this authority, enjoying some measure of indepen-
dence in selecting methods and materials under
guidelines established by the state department
of education.l
There were 16,960 school districts in the United States
in 1973, (20,608 in 1969, 40,520 in 1960), and the number is
still decreasing as consolidation of smaller districts into

2 The number of school districts

larger units takes place.
varies among the states from one in the District of Columbia
or Hawaii to 1,238 in Nebraska.

Each local school district elects or appoints its board
of education members who operate the local school system

3 The activ-~

through the school superintendent and his staff.
ities of various voluntary organizations such as the parent-
teacher associations, the associations of local school boards,
and associations of teachers, contribute to the efficient

running of schools at the local level through their publications,

meetings, and workshops.

lipid., p. 25.

2National Center for Education Statistics, The Condition
of Education, 1976 ed. (Washington, D.C.: U.S. Government
Printing Office, 1976), p. 20.

3Grieder, et al, op. cit., p. 123.
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Sources of School Funds
The expenses of education are met through three main
sources: local, state, and Federal support.l' The proportion
of funds for educational expenditure from each source fre-
guently changes.2 The federal share was 6.9 percent in 1950~
60 and 9.8 percent in 1975-76. The 1975-76 figure showed a
decline for the federal share from a high of 11.9 percent in

1967-68.°

In 1976, the United States spent an estimated 75.1
billion dollars to support the public and non-public elementary
and secondary schools. Of this total, 36.5 percent céme from

the states, 7 percent from the federal government, 46.8 per-

I

cent from local sources {almest 2ll of the lcocal share was

raised by property taxes), and 9.7 percent from all other

sources. 4

The United States federal government does not have direct
control over public schools. However, the Northwest Ordinance

of 1785 set a precedent.5

Since then, a variety of programs
and procedures have been used by the federal government through
the U.S. Office of Education, to support educational activities.

Its focus is on the following objectives:

l1pid., p. 420.

21pid.

3National Center for Education Statistics, op. cit.,
1976 ed., p. 26.

41bid., p. 189.

5Rippa, Op. cit., p. 72.
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1. To equalize educational opportunity for groups
and individuals who are at an educational dis-
advantage by reason of their economic situation,
race, location, or physical or physical or
mental handicaps.

2. To improve the quality and relevance of American
education, primarily through assistance to re-
‘'search, develop experimentation, demonstration,
dissemination, and train.ng.

3. To provide relief for areas of special need-
limited general support to selected educational
entities, foundations, and activities such as

State and local education agencies, developing
institutions, and vocational and adult education.

1
Compensatory educational programs administered by the Office
of Education receive the largest proportion of federal funds.

In the fiscal year 1974, it was about $1.7 billion.

Organization of American Schools

American schools are organized into three levels:
elementary, secondary, and post-secondary education. In most
states, educational programs include kindergarten, vocational
education, adult education, and schools of classes for the
gifted, the mentally retarded, the blind, the partially seeing,
the deaf, the hard of hearing, and crippled children.2

Some communities provide nursery schools for three or
four year old children from one to two years before they enter
kindergarten. Kindergarten enrolls four or five year olds for
a period of one or two years before they enter the first grade.

Pre-kindergarten enrollment of three and four year olds in the

lInstitute of International Studies, op. cit., p. 21.

21pid., p. 26.
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population was 21.7 percent in 1975, while 84.1 percent of the
five years old age group participated in kindergarten in the
same year.l

Elementary schools provide a six year education and
admit children six years of age. In some communities, ele-
mentary schools run from the first grade through the eighth.

Secondary education provides at least 4 years of schooling,
and in some cases 6 years. No definite organization pattern
of school system is followed. Many of the points which are
used to justify the 6-3-3 plan are now cited in support of
the 4-4~4 plan, with a middle school consisting of grades 5-8
replacing the junior high échool.2 And yet the practice of
the "Two-Two Plan", with Grades 9 and 10 making up the lower
division and Grades 11 and 12 the upper division of high
schools, is not unusual.

Factors such as size of city, financial economy, pupil
transportation, administrative problems, and local preferences
have some bearing on school organization.3 As shown in

Figure 5, the 8-4, 6-3-3, and 6-6 plans are in operation.

Highexr Education
The history of American higher edcuation, as mentioned

earlier, dates back to 1636 (Harvard College) long before the

lNational Center for Education Statistics, 1976 ed.,
op. cit., p. 10.

2Grieder, op. cit., p. 16.

31bid.



125

Figure 5.--The structure of education in the United States
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establishment of the Office of Education. Since then, diversity
and independence have been salient characteristics of post-
secondary education in this country.

American colleges «nd universities offer a wide range of
programs. High school graduates may go to a junior or commun-
ity college, a technical institute, a professional school, a
four year college, or the undergraduate division of a university.
A community college, public or private, usually offers a 2 or
3 year program of study beyond the secondary level leading to
a certificate. Credits may be applied toward a bachelor's
degree in a 4-year college.l The growth and encouragement of
junior or community colleges is intended to counteract the
rising costs of colleges and universities. They were organized
to promote the democratization of the American college.2

The four-year college offers a curriculum in the liberal
arts and sciences and confers the bachelor's degree upon com-
pletion of the program. A college may be independent or an
undergraduate division of a university. Independent colleges
sometimes offer advanced degrees, particularly at the master's
1evel.3

The university is comprised of a college of liberal arts

and sciences that awards either a B.A. or B.S. degree, one or

more professional schools, and a graduate school that offers

lInstitute of International Studies, op. cit., p. 28.

2Brubacher, op. cit., p. 455.

3Institute of International Studies, op. cit., p. 28.
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opportunities for advanced study and research. Since no
single standard designates.an institution as a university,
the term "university" is part of the name of some colleges
or other institutions that do not offer doctorate degrees.1

Higher education has become increasingly accessible to
all segments of the population. In 1974, there were 3,038
institutions of higher learning in the United States with an

enrollment of over ten million.2

Summary

American education started in the seventeenth century
as an offshoot of the European system. Since that time it
has been modified to suit the nation‘s aspirations and purposes.
Unlike the Iranian system, American schools are locally con-
trolled. Early colonial schools in America were established
and controlied by local communities. This system of control
has persisted except that state legislatures enact educational
laws and set standards for the quality of education. This
practice of local control has resulted in variations in school
standards which have necessitated the development of various
profeésional organizations and voluntary accrediting agencies
for the purpose of establishing common standards.

There are three levels in the American educational

system: elementary, secondary, and post-secondary. The

lbia., p. 29.

2National Center of Education Statistics, op. cit.,
p. 187.
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American junior college is notable in regard to its purpose
of democratizing post-secondary education and extending edu-~
cation beyond high school for a higher percentage of people.
Elementary’and secondary education is free and tax-supported.
The present trend is toward the provision of tax-supported
free education from kindergarten to the end of junior'college
for all children and youths between five and twenty years of

age.



CHAPTER V

DESCRIPTION AND ANALYSIS OF SECONDARY TEACHER

EDUCATION PROGRAMS IN THE UNITED STATES

A brief historical summary of teacher education and
then a description and analysis of the requirements of
secondary teacher education programs in the United States
are presented in this chapter. Because of the massive scope
of subject matter, this chapter discusses only those factors
that have been selected as being contributive to the quality

of teacher education and training.

Brief Historical Summary

Teacher preparation and education has not always been
a function of colleges and universities. It is only in the
present century that universities and colleges have taken
over the major responsibility for the training and education
of teachers in the United States.

The development of normal schools early in this century
presaged the professionalization of teacher preparation in the

United States:

When did teaching in the United States begin to
take on the attributes of a profession? . . .

129
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Probably the period that reflected a clear break
with the pzast, in which teaching was considered
an incidental or part-time occupation requiring
no special preparation other than the possession
of general knowledge, was when the nation began to
establish normal schools--schools dedicated specif-
ically to_the preparation of elementary school
teachers.

Historically, credit for the initiation of normal schools
should be given to lay organizations and the efforts of one
single individual--the Reverend Samuel R. Hall,2 who estab-
lished the first such teacher training school in 1823. Other
notable personages who contributed to the normal school move-
ment were James G. Carter, Horace Mann, and Henry E. Dwight.
James G. Carter wrote articles that advocated the idea of the
normal scheoel., Horace Mann eloguently espoused the same idea
while Henry E. Dwight, who had visited a Prussian teacher
seminary, initiated the idea of securing legislation providing
for a public normal school. Such legislation was enacted
leading to the establishment of the first public normal school
in the United States which opened its doors at Lexington,
Massachusetts on July 3, 1839.3

During the two decades that followed the establishment
of this publicly supported normal school, eleven other schools

were established in the states of Connecticut, New York, Rhode

Island, New Jersey, Pennsylvania, Michigan, Illinois, and

lT. M. Stinnett, Professional Problems of Teachers
(New York: McMillan Company, 1968), p. 52.

2

Brubacher, op. cit., p. 479.

31bid., pp. 479-480.
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Minnesota.l By 1886, there were 103 state normal schools,
twenty-two city normal schools, two county normal schools,
and more than 100 private normal schools.2 In 1898, a report
of the Commission of Education stated that there were already
a total of 166 public normal schools with an enrollment of
44,808 students; 165 private normal schools with 23,572 stu-
dents; and about 25,000 potential teachers were enrolled in
universities, colleges, and high schools, bringing the grand
total of such students to 93,687.3
By the end of the 19th century, the normal schools had
become recognized as institutions for the chief sources of
teachers for the public schools. But, it was actually not
until well into the 20th century that people began to accept
the idea that teachers should have adequate training and
educaticn, so that for several decades the normal schools
provided only a minimum of training for prospective teachers.
As long as teaching paid such salaries as ten

dollars a month and for only three to seven months

of the year, it could scarcely demand any consid-

erable investment in preparation. Hence, the normal

schools were established, not to meet the demand,

but to create a standard. Their existence was a

reminder to the public and to the teachers that

preparation for teaching was needed. Their great

achievement was the development of the concept that
teaching could be a profession.4

lStinnett, op. cit., p. 407.

2Edgar B. Wesley, National Education Association: The
First Hundred Years (New York: Harper, 1957), p. 17.

3

Ibid., p. 31.

4Lucien B. Kinney, Certification in Education (New Jersey:

Prentice-Hall, Inc., 1964), p. 54.
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The normal schools offered instructions of a practical
nature in "schoolkeeping" as well as a review of the common
branches, with discussion of the methods of teaching them.
The normal schools also offered subjects in English, arithme-
tic, algebra, geometry, physiology, scripture, music, and
drawing.l Although many of these institutes enjoyed the
status of two-year colleges, their offerings were predominant-
ly at the secondary 1eve1.2

Normal schools were the principal agencies for the
training of elementary school teachers. At the same time,
due to the increasing popularity of the high school, there
was a great need for teachers to staff them. As a result of
this, normal schools made it a requirement for their students
to have a high school diploma for admission. This made it
possible for the normal schools to extend their programs,
up-grade their instruction, and offer courses at the college

1eve1.3

Transition to the Teachers' College
Around 1900, the state normal schools experienced a
transition. From 1911 to 1920, nineteen of these schools
changed their names to "teacher colleges" or "colleges of

education.” Between 1921 and 1930, 69 schools also changed

1Brubacher, op. cit., p. 481.
ZStinnett, op. cit., p. 408.
3Paul Woodring, "Development of Teacher Education," in

New Directions in Teacher Education (New York: The Fund for
the Advancement of Education, 1957), p. 4.
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their names. Between 1931 and 1940, the remaining schools
followed suit, thereby making the term "normal school" ob-
solete in the end.l The situation was described by one
observer as follows:

Once this transition /normal schools become

teachers colleges/ got underway, it moved quite

rapidly. Thus, in 1920 immediately after the

First World War there were in the United States

forty-six teachers colleges and 137 normal schools.

Only eight years later on the eve of the economic

depression the proportion had almost reversed it-

self, there being then 137 teachers colleges and

69 normal schools.?2

With the increase in the number of the teachers colleges,
teaching methods and standards improved. Several accrediting
associations, along with their committees and commissions en-
forced higher standards for high school teachers. Moreover,
teachers colleges were required to have training schools and
proper libraries; standards were set for buildings, and
indifferent financial support was considered as evidence of
an inadequate educational program.3 As a result of all these
conditions, the status of state teachers colleges was elevated
to that of degree-granting colleges.
State teachers colleges, however, did not last long.

During the 195Q0's and the late 1960's another transformation

was underway: the conversion of state teachers colleges to

multipurpose state colleges or state universities which granted

Lrpiq.

2Brubacher, op. cit., p. 485.

31pid., p. 486.
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liberal arts and other degrees as well as degrees in educa-
tion.l These institutions continued to be a major source of
supply for elementary teachers as well as high school
teachers. By 1970, the single-purpose teachers colleges

had become almost as obsolete as the normal schools.2

Teacher Education in Colleges and Universities

In spite of numerous difficulties, the professional
study of education slowly but surely made its way into the
academic strongholds of the college and university.

For example, there had always been conflict between the
colleges and the normal schools and later on between univer-
sities and teachers colleges. Still later, conflict developed
between colleges of liberal arts and colleges of education of
the universities. This conflict had its roots as far back as
the initiation of the idea of teacher education.

Indeed, even academies, though their teacher

training departments taught these subjects,
thought such instruction somewhat beneath their
dignity.3

Nevertheless, because of the increasing demand for
trained teachers, the systematization of curricula, and the
continued improvement of standards of teacher training insti-

tutions, education eventually came to be accepted as a disci-

pline. Gradually, education became a college subject. In

lMartin Haberman and T. M. Stinnett, op. cit., p. 48.
2Woodring, op. cit., p. 6.

3Brubacher, op. cit., p. 487.
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the middle of the nineteenth century, professional education
began to be incorporated in the curricula of higher education:

In 1852, Indiana University was the first to

yield to the demand for adding education to the

list of higher studies. The state universities

of Iowa and Michigan were not far behind. After

the Civil War the latter two institutions trans-

formed their chairs of pedagogy into departments

of education. Before the century was out, even

old foundations like Harvard and Yale offered

courses in education.l
The founding of Teachers College in Columbia University in
1892 was a significant event for the future development of
higher study in education.

It was at Teachers College that outstanding educators
and philosophers like Dewey, Thorndike, Kilpatrick, Bagley,
and others worked as faculty members.2 These able men edu-
cated other outstanding educational leaders, and through
their personal efforts and professional abilities established
the dignity and prestige of education as a discipline and a
science.

By 1910, most of the universities of the Middle West
had reorganized their departments of education into indepen-

dent schools of education.3 Of the single purpose teacher

education institutions, only five public and eleven private

lBrubacher, op. cit., p. 489; Stinnett, Professional
Problems of TeacheFfs, p. 409; Woodring, op. cit., p. 6;
Haberman and Stinnett, op. cit., p. 59.

2Woodring, op. cit., p. 8.

3Brubacher, op. cit.. p. 489.
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ones had survived in 1970.l
The history of Ayerican teacher education and the evo-
lution from normal schools to teachers colleges and depart-
ments or schools of education in the universities indicate
that there has been a gradual change from teacher "training"
to teacher "education" in the United States. 1In spite of
this tremendous growth, teacher education still faces many
challenges in the future. There is still need for hard work,
continued research, theory building and further expansion of
the literature of the field. There is also need for closer
cooperation between members of the different disciplines,
between universities, schools and the communities they serve.
Furthermore, requirements pertaining to standards and pro-
cedures need to be developed and established so that school
and college personnel can assume joint responsibility for
designing, conducting, and evaluating all pre-service and

continuing teacher education programs.

Teacher Education Institutions

According to Table 2, p. 137, the states reported a
total of 1,265 colleges and universities approved for teacher
education in 1974. Almost all were multi-purpose institutions
except for a few which were single-purpose teachers colleges.
A single-purpose teacher-education institution, private or

public, is estaklished exclusively for teacher preparation

lHabermann and Stinnett, op. cit., p. 57.



TABLE 2 - CLASSIFICATION OF APPROVED TEACHER EDUCATION INSTITUTIONS ACCORDING TO FUNCTION AND CONTROL

TEACHER'S COLLEGES? UNIVERSITIES PUBLIC PRIVATE JUNIOR
STATE GENERAL LIB. ARTS COLLEGESb TOTALS :
PUBLIC PRIVATE | PUBLIC | PRIVATE| EDUCATION COLLEGES
1 2 3 L 5 6 7 8 9
Alabama i1 2 1 12 26
Alaska 2 i 3
Arigzona 3 1 4
Arkansas 5 i L 7 b 21
Californis 20 14 5 26 62
Colorado 5 1 5 4 15
Connectiout 1 7 b 5 17
Delaware 1 i 2
Florida 9 5 8 22
Georgla 2 3 12 15 32
Hawaii 1 1 2 4
Idaho 2 1 2 3 8
Nlinois (e)3 11 9 1 39 63
Indiana 5 +] 23 3 37
Iowa 3 ‘l' 20 27
Kansas h 1 3 (d)12 20
Kentucky 7 1 1 13 22
Ilouisiana 10 It 1 5 20
Maine 5 1 9 15
Maryland 3 1 7 10 21
Massachusetts 2 2 7 10 32 53
Michigan 9 2 ) 15 29
Minnesota 3 2 6 14 25
Mississippi 3 5 8 16
Missouri 1 9 2 2 23 37
Montana 2 3 3 8
Nebraska 2 2 L 7 15

LET




TABLE 2 « Continued

PRIVATE

TEACHER'S COLLEGES UNIVERSITIES PUBLIC JUNIOR
STATE ' GENERAL LIB, ARTS| oo11EGES TOTALS
PUBLIC PRIVATE PUBLIC | PRIVATE | EDUCATION COLLEGES

1 2 3 4 5 6 7 8 9
Nevada 2 2
New Hampshire 1 2 11 14
New Jersey 1 3 8 10 22
New Mexico 5 1 2 1 9
New York 2 5 16 18 58 99
North Carolina 15 b 24 43
North Dakota 2 b 2 8
Ohio 11 11 3 S3
Oklahoma b b 8 3 19
Oregon 3 3 3 6 15
Pennsylvania 1 4 10 13 55 83
Puerto Rico(e) 1 b 2 7
FKhode Island 1 1 1 7 10
South Carolina 2 3 6 14 25
South Dekota 3 i 3 5 12
Tennessee 10 I 21 35
Texas 23 12 1 22 58
Dtah 2 1 2 1 6
Vermont 1 1 3 9 14
Virginia 4 2 10 17 33
Washington 2 b 3 6 15
Washington, D.C. 1 5 1 1 8
West Virginia 2 9 7 18
Wisconsin 13 19 32
Wyoming 1 1
TOTALS: 2 8 258 162 176 648 11 1,265

Source: Stinnett, A Manual On Standards, p. 130

8ET
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and is often called a teachers college.l The trend is toward
further decline of single-purpose teacher education institu-
tions. At the present time only ten, two public and eight
private, teachers colleges remain compared to sixteen, five
public and eleven private, in 1970.2

Multi-purpose institutions, in addition to maintaining
schools, colleges, or departments of education, also provide
programs for a variety of other fields according to their

function and level. Table 2 shows that of the 1,265 approved

teacher education institutions, 420 were universities (258

1W. Earl Armstrong and T. M. Stinnett, A Manual on Cer-
tification Requirements for School Personnel in the United
States (Washington, D.C.: National Education Association of
the United States, 1964), pp. 151-152.

zT. M. Stinnett, A Manual on Standards Affecting School
Personnel in the United States ({(Washington, D.C.: National Edu-
cation Association, Division of Instruction and Professional
Development, June, 1974), p. 129.

aSeparate, single-purpose institutions for teacher preparation.
Institutions included in this category in previous editions
because of name (teachers college or college of education)
may or may not be included here in this edition since some
also offer liberal arts and general studies and are now so
classified.

bInstitutions offering at least two but less than four years

of college preparation.

CIncludes two campuses of the National College of Education
listed separately.

dThe state chose to classify three private institutions named

"university" as liberal arts colleges.

©The institutional list for Puerto Rico is from Education
Directory, 1972-73--"Higher Education"--published by the
U.S. Office of Education. Although not included elsewhere
in this manual, information for Puerto Rico is included in
this chapter because of national accreditation of teacher
education programs at one of its institutions.
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public and 162 private); 824 general or liberal arts colleges
(176 public and 648 private); ten teachers colleges (2 public
and 8 private); and eleven junior colleges.

It is apparent from these statistics that the low state
of professional preparation of teachers which was characteris-
tic of the normal school period has evolved into a respected
and recognized endeavor of all types of institutions of higher
education.

The Control, Organization, and Accreditation
of Teacher Education Institutions

American public institutions of higher education are
established by statutory enactments or the constitutions of
the states in which they are located. There is no federal
or central authority that exerts any semblance of supervisory
control over them. Even within the states, each college or
university may be autonomcous and independent of state agencies.
Each institution, public or private, organizes its program
with a high degree of autonomy. This independence has neces-
sitated the assignment of a set of monitors in teacher educa-
tion to recognize "the responsibility to guarantee a minimum
level of acceptable performance on the part of the trainers
and achievement on the part of the trainees."l This process

of program monitoring has been labeled "accreditation" while

1David L. Clark and Gerald Marker, "The Institutionali-
zation of Teacher Education," in Teacher Education: The Seven-
ty-Fourth Yearbook of the National Society for the Study of
Education., part II, Kevin Ryan, ed. (Chicago, Ill.: University
of Chicago Press, 1975), p. 64.




141

monitoring individuals has been designated as “certification."l
The accreditation process, a uniquely American institu-

tion, was developed because of the absence of federal control

of education and the lack of authority by states to oversee

higher education, and also because of the strong demand for

the development of uniform, minimum national standards for

higher education.2

John Mayor, in his study, Accreditation in Teacher Edu-

cation, lists five purposes of accreditation:

1. Service to the Public. Accreditation is supposed
to guarantee to the citizen quality in an insti-
tution of higher education.

2. Institutional Improvement. Minimum standards, the
initial accreditation, and the periodic reevaluation
visitations are seen as major thrust for the improve-
ment of teacher education.

3. PFacilitating Transfers. The establishment of
national standards or norms allows college and
university admissions officers to make easier
and more rapid judgments regarding the admission
or graduation of a student, and the movement of
a student on to the next level of matriculation.

4. Raising Standards of the Profession. An important
objective of accreditation is to raise the standards
of education for the practice of a profession. Almost
every profession has adopted accreditation as a means
of suggesting how its practitioners should be pre-
pared, and as necessary, of enforcing its ideas.

5. Information for Prospective Employers. Accreditation
is taken as proof of the quality of training which a

l1biq.

2National Education Association, Teachers Can Change
Teacher Education by Influencing State Approval and National
Accreditation (Washington, D.C.: National Education Association,
Daivision of Instruction and Professional Development, 1976),
P. 3. (ERIC Document Reproduction Service No. ED 124 548)
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graduate from the institution has received.l

There are three levels of approval or accreditation in
teacher preparation: (1) state, (2) regional, and (3) national.
It is usually compulsory at the state level, where an institu-
tion must be approved by the state if its graduates are to be
eligible to receive certificates to teach. The regional
accreditating agencies evaluate the total institution, and
accreditation at the national level, through the National
Council for Accreditation of Teacher Education (NCATE) concerns
its evaluation of the teacher education programs.

The steps involved in accreditation are summarized by
the National Education Association as follows:

1. The accrediting agency decides what standards
or criteria of measurement it will employ.

2. On-site visitations to the institution are con-
ducted by a team of qualified experts to determine
if the institution's policies and practices meet
the established standards.

3. The accrediting agency publishes a list of insti-
tutions that have met its standards.

4. Periodic reviews are conducted to assure that

the institution continues to meet the established
standards.3

State Approval

In each of the fifiy states, the state department of

lJohn R. Mayor and Willis G. Swartz, Accreditation in
Teacher Education: Its Influence on Hicher Education (Washing-
ton, D.C.: National Commission on Accrediting, 1965), pp. 12-13.

National Education Association, Teachers Can Change
Teacher Education, p. 6.

3

Ibid., p. 4.
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education is involved directly or indirectly in the process
of accreditation or approval of the state's teacher education
programs.l In the majority of states, the state board of edu-
cation is assigned the responsibility for approving colleges
and universities for the preparation of teachers.2 In twelve
states it is the duty of the state department of education to .
accredit teacher education.3 In some states the chief state
school officer is charged with performing this function.
Table 3 shows all approved teacher education institutions and
their types of approval/or accreditation. In the states of
Montana and Nevada, as well as the District of Columbia, there
is either no formal process for state approval of the teacher
educaticn institutions or any legal authority for doing the
same. However, Montana and Nevada rely on the accreditation
of regional professional associations.4

The standards adopted by the states for the accreditation
of teacher education institutions are among the factors which
determine the content of their teacher education programs and

the regquirements for certification of teachers.5 According

lChapter 1 of Standards for State Approval of Teacher
Education, 1973 of the National Association of State Directers
of Teacher Education (Salt Lake City, Utah State Board of Edu-
cation, 1973), gives a comprehensive discussion of the state
departments of educaticn involved in accreditation and their
statutory authority.

Stinnett, A Manual on School Personnel, p. 129.

3Mayor and Swartz, op. cit., p. 24.

4Stinnett, A Manual on School Personnel, p. 124.

5Mayor and Swartz, op. cit., p. 25.
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TABLE 3 - NIMBER OF APPROVED TEACHER EDUCATION INSTITUTIONS AND

TYPES OF APPROVAL/ACCREDITATION

NIMBER OF INSTITUTIONS

TYPES OF ACCREDITATION

STATE APPROVED BY STATE REGIONAL | NATIONAL
ASSOCIATION {NCATE)

1 2 3 4
Alsbama 26 25 10
Alaska 3 3 0
Arizona b 4 3
Arkansas 21 20 14
California 62 62 16
Colorado 15 15 (b)8
Comnecticut 1?7 17 6
Delaware 2 2 0
D.C., Wash. (e)8 7 3
Florida 22 20 é
Georgia 32 32 15
Hawaii 4 3 0
Nlinois 63 54 26
Indisna 37 32 20
Iowa 27 27 18
Kansas 20 19 14
Kentucky 22 22 8
Louisiana 20 18 8
Maine 15 14 3
Maryland 21 21 6
Massachusetts 53 50 18
Michigan 29 29 16
Minnesota 25 25 22
Mississippi 16 15 7
Missouri 37 36 17
Montana (c)8 8 L
Nebraska 15 15 13
Nevada (e)2 2 1
New Hampshire 14 11 3
New Jersey (e)22 19 7
New Mexico g 8 73
New York 99 99 23
North Carolina 3 43 16
North Dakota 8 8 6
Ohio 53 51 20
Oklakome 19 19 15
Oregon 15 15 9
Pennsylvanis 83 83 27
Puerto Ricof ()7 5 1
Rhode Island 10 9 2
South Cerolina 25 21 2
South Daketa 2 12 8
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TABLE 3 « Continued

NOMBER OF INSTTTUTIONS | 11> OF ACCREDITATION
STATE REGIONAL | NATIONAL
APPROVED BY STATE

AT ASSOCIATION | (NCATE)?
1 2 3 M
Tennessee 35 34 13
Texas 58 56 24
Utah 6 6 5
Vermont 14 13 1
Virginia 33 33 8
Washington 15 15 11
West Virginie 18 18 10
Wisconsin 32 31 21
Wyoming 1 1 1
TOTALS: 1,265 1,215 522

Source: Stinnett, A Manual On Standards, p. 133.
TABLE 3 - FOOTNOTES

aNa‘l’.:l.oml Council for Accreditation of Teacher Hducation.

bColorad«'s listed separately three branches of the University of Colorado
and indicated national accreditation for each. The NCATE, however,
lists only the University of Colorado at Boulder: its records include
Colorado Springs end Denver btranch campuses a8 blanketed under the IC
system, whose central office and main campus are at Boulder.

®Either no legal authority or no formal process for approval.

dyassachusetts has been suthorized, by special action of the legislature,
to approve preparation programs but at the time of this report funds
had not been appropriated to do so. Consequently, there are no state
approved teacher education programs as described on page 131i. However,
the institutions listed are approrpiately chartered and approved for
granting degraes and their cowrses and credits are acceptable for
Massachusetts certification via the treanscript evaluation route.

®Two state colleges in their third year of operation are not yet fully
approved,

IThe institutional list for Puerto Rico is from Education Directory,

1972-73-="Higher Fducation"~.published by the U.S. 0ffice of Education.
Although not included elsewhere in this manual, information for Puerto
Rico is included in this chapter because of national acereditation of
teacher education programs at one of its institutions.
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to Stinnett, a growing number of states (35 of them) rely on
a combination of standards for approving institutions. They
use theirs in combination with regional (regional accrediting
association), National Council for Accreditation of Teacher
Education (NCATE), National Association of State Directors of
Teacher Education and Certification (NADTEC), and/or specialty
group recommended criteria (e.g., American Association for the

Advancement of Science).l

Regional Accreditation

As mentioned earlier, the regional accrediting agencies
are concerned only with accreditation of the institutions in
general. They do not really address themselves to the ques-
tion of whether these institutions are able to prepare students
for specific professions: "They have no legal base for their
activities, functioning as voluntary associations with only
institutions as members."2

A concern for the improvement of college admission
standards and requirements and the improvement of relations
between the secondary schools and colleges led to the crea-

3 The New

tion of the six regional accrediting associations.
England Association, created in 1885, assumed accreditation
functions in 1952. The Middle States Association, organized

in 1889, began the accreditation of colleges in 1921, and of

lStinnett, A Manual on School Personnel, p. 129.

2Clark and Marker, op. cit., p. 67.

3Haberman and Stinnett, op. cit., p. 173.
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secondary schools in 1928. The North Central Association,
inagurated in 1895, formally accredited secondary schools in
1905 and colleges in 1910. 1In 1895, the Southern Association
was organized but did not start accrediting secondary schools
until 1912, and higher institutions until 1917. The Northwest
Association, formed in 1917, accredited secondary schools in
1918 and higher institutions in 1921. The Western Association,
organized in 1924, accredited institutions in 1949.1

All these associations have similar accreditation prac-
tices. Their primary goal is to provide common standards.
All delegate the task of accreditation to two commissions: a
commission for accrediting colleges and universities, and a
commission for high schools.2 Five associations require the
institutions under review to undertake self evaluation and to
provide information to the visiting teams.3 All have set up
formal standards which are usually based on such educational
specifications as graduation requirements, size of the library,
the administrative staff, the institutions' sources of revenue,
faculty salary, training experience, teacher load, extra-
curricular activities, provisions for student health, and
follow-up study of alumni. All expect the team chairman to
write out the reports and to keep the recommendations secret.

Member institutions are expected to maintain membership standards

lMayor and Swartz, op. cit., p. 36.

21bid., p. 39.

3Ibia.
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and academic effectiveness, to supply information when needed,
and to report important academic changes. The visiting teams
are concerned with the total institutional accreditation and
not just a segment of the programs. The associations require
membership fees and regular maintenance subscriptions.1
In recent years, the regional accrediting associations
have shown a marked interest in and concern for teacher edu-
cation. All the associations are now requiring a minimum
teaching qualification of a bachelor's degree for secondary
schools.? About eighty-five percent of the fcur-year insti-

3 an

tutions are accredited by the regional associations.
interesting innovation recently introduced by the regional
accrediting associations was the creation of a Federaticn

of Regional Accrediting Commission for Higher Education charged
with the development of general procedures for the coordination
of the evaluation and accreditation of higher institutions.

The new body may develop to become an accrediting association

of national importance.4

National Accreditation
In 1945, the first movement of the organized teaching

profession for a more effective accrediting process was started

11bid., p. 44.
2Mayor and Swartz, op. cit., p. 46.
3clark and Marker, op. cit., p. 67.

4National Education Association, Teachers Can Change
Teacher Education, p. 1l4.
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by the NCTEPS with a series of meetings devoted to the study
of a national program for the accreditation of teacher educa-
tion institutions.1 The result of this movement was the 1952
meeting at Kalamazoo, Michigan with a design and support for
a National Council for Accreditation of Teacher Education.2
It was not until July 1, 1954, however, when the Council
started functioning as an active organization.3
The National Council for Accreditation of Teacher Edu-
cation is the only national accrediting agency recognized by
the National Commission on Accreditation.4 It evaluates and
accredits the professional component of teacher education
programs. The statement of purposes, policies, and procedures
of the council is as follows:
The National Council for Accreditation of Teacher

Education representing five constituent organizations

and open to associate organizations is a non-profit

voluntary accrediting body devoted exclusively to the

evaluation and accreditation of teacher education

programs. It is recognized by the National Commission

on Accrediting as the only national accrediting agency

for the field of teacher education, which includes

programs for the preparation of teachers for all

grades and subjects at the elementary and secondary
school levels and programs for the preparation of

lStinnett, Professional Problems of Teachers, p. 458,
and Kinney, op. cit., p. 91.

2

Kinney, ibid.
3Stinnett, Professional Problems of Teachers, p. 459.

4See T. M. Stinnett, Education in the States; Nation-
wide Developments since 1900 (Washington, D.C.: Council of
Chief State School Offices, 1969), pp. 407-24, and Mayor and
Swartz, op. cit., for the historical development of this
organization.
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school service personnel for thesc levcls.1

NCATE accredits only four-year institutions. Such
schools are eligible for an accreditation evaluation by the
national association, NCATE, if they fulfill the following
prerequisites:

1. They are approved by the appropriate State
Department of Education at the degree levels
and in the categories for which the accredi-
tation is sought.

2. They are fully accredited by the appropriate
regional accrediting associations.

3. Students have been graduated from the program
to be accredited so that an evaluation may be
made of the quality of the preparation.

4. "YEvidence of letter of intent to comply with
affirmative action guidelines of the United
tates Office of Education."

NCATE's efforts are geared to accomplish its designated
purposes:

1. To assure the public that particular institu-
tions--those named in the annual list--offer
programs for the preparation of teachers and
other professional school personnel that meet
standards of quality:;

2. To insure that children and youth are served
by well prepared school personnel;

3. To advance the teaching profession through
the improvement of preparation prograns;

4. To provide a practical basis for reciprocity
among the states in certifying professional
school personnel.

lNational Council for Accreditation of Teacher Education,
Twenty~-First Annual List (Washington, D.C.: National Council
for Accreditation of Teacher Education, 1974), p. 3.

2
“Ibid., p. 5.
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The Council gathers a great deal of information about
how the university is structured, how it defines its teacher
preparation functions, and how much education its faculty
members have. It looks for clarity and appropriateness of
the teacher-education objectives, for the adequate arrangement
of professional and academic courses, for the effectiveness
of student personnel programs, and student teaching facilities.l

Teacher education institutions seeking NCATE accreditation
develop a self-study report covering all the Council's stan-
dards. The institution arranges with NCATE for an on-site
visit of from two to four days duration by a team appointed
by NCATE but approved by the institution to be accredited.
The task ¢f the team, which carries the title of NCATE Visi-
tation and Appraisal Committee, is not to evaluate the insti-
tution but to validate the institutional report. This
Committee, representing a wide range of institutions and
specialties, recommends full or partial accreditation, deferral
or denial of accreditation to the NCATE Council.2

NCATE describes its relationship with the regional
accrediting agencies and state education departments as
follows:

The Council shares information with them /the
regionals/ and conducts joint or independent

1Mayor and Swartz, op. cit., pp. 55-56. For a complete
set of the most recent NCATE standards (1970) along with an
analysis of the standards, see Haberman and Stinnett, op. cit.,
pp. 182-250.

2Clark and Marker, op. cit., pp. 68-69.
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evaluations in accord with agreed upon policies
and procedures. The Council also conducts joint
evaluations involving teams representing State
Departments of Education, when this is desired.
In joint evaluations involving the Council and
the regicnal associations, the two organizations
have joint teams of evaluators and the institu-
tions prepare separate reports to each organi-
zation. Each accrediting agency takes separate
action on the institutions and publishes separate
lists of accredited institutions.

The 1974-1975 annual list of NCATE represents about
forty percent or 5402 of the total of 1,265 approved teacher
education colleges and universities (see Table 3, page 144)
leaving 725 without the Council's accreditation. Although
NCATE institutions are preparing about four-fifths of the
new teachers graduated each year, still a large number of
institutions not accredited by the Council present a real
problem to achieve the free movement of gqualified teachers
across state 1lines.

However, many educators believe that the work of NCATE
constitutes the real foundation for reciprocity. A growing
number of states are participating in reciprocity pacts.
Table 4, page 153 includes thirty-one states that grant
reciprocity privileges in the certification of teachers who
are gradvates of NCATE accredited institutions.

From an intensive study on the subject of accreditation,

two purposes or functions emerge. The first is to establish

a minimum level of competency by the practitioners of the

lNational Council for Accreditation of Teacher Educa-
tion, 21st Annual List, p. 6.

2

Ibid.
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TABLE 4 - STATES THAT PARTICIPATE IN RECIPROCAL TEACHER CERTIFICATION

STATE

RECIPRCCITY SYSTEM

Interstste
Certifics-
tion Proj.

NCATE NASDTEC

Northeastern
States Com-
pact (Elem.

Teachers)

1

5

Alabama
Alaska
Arizona
Arkanasas
California
Colorado
Connecticut
Delaware
D.C., Wash,
Florida

Maryland
Massachusetts
Michigan
Minnesota
Mississippi
Missowri
Montana
Nebraska
Nevada

New Hampshire
New Jerssy
New Mexico
New York
North Carolina
North Dakota
Ohio
Oklahoma
Oregon
Pennsylvania
Rhode Island

4 P DI Pd b4 Pd D BdIPd D4 DdPd M

b4 o< Pddd D4 Md

b4 DA Pddd DI DE D D4 DA D4 PAdd > P4 PIPd M J W
>

b4 PADd M

(a)x

()X
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TABLE 4 - Continued

RECIPROCITY SYSTEM

Interatate Northeestern
Certifica~ "States Com-
STATE tion NCATE NASDTEC pact (Elem.
Project Teachers)
1 2 3 4 5
South Carolina X
South Dakota X X X
Tennessee X
Texas X
Utah X X X
Vermont X X X (e)x
Virgiaia X X
Washington X X X
West Virginia X X
Wisconsin X X
Wyoming
TOTALS: 31 31 22 11
Source: Stinnett, A Manual On Standards, p. 25.

TABLE 4 - FOOTNOTES

%lnder the Northeastern Compact, Connecticut does not accept candidates
prepared in Massachusetts.

b

Under the Northeastern Compact, Maryland will accept both elementary
and secondary candidates from the other member states.

®Previously signatory states which for this survey did not report

participation in the Northeastern Compact.

doklahoma grants certificates to NCATE gradustes from the other 30
statss in the system,
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profession, thus providing the public with gqualified teachers.
The second purpose is to stimulate the continuous development
and improvement of the practioners' competencies. With re-
ference to the first purpose, Stinnett says that "It may be
that the NCATE has achieved the basic goal for which it was
established--the placing of a quality floor under institutional
programs of teacher education.“1 Wwith reference to the second
purvose, it is the opinion of Larson that:

As the universe of available institutions is

visited and accredited, that is, found to meet
some minimal standards, and as the second and
third rounds of visits occur, the agency's purpose
is likely to change gradually from one of applying
standards to one of institutional stimulation and
improvement.

This analysis of control and accreditation leads to the
conclusion that (1) most American teachers are trained in all-
purpose institutions; (2) these institutions have some measure
of autonomy from the state or federal agencies, and this in-
dependence enables the institutions to develop their individual
standards while endeavoring to meet the standards set by their
state departments of education and the voluntary accrediting
agency; (3) the recognition the states or the voluntary

accrediting agencies accord the institutions constitutes

accreditation or approval; (4) accrediting practices encourage

1T. M. Stinnett, A Manual on Certification Requirements
for School Personnel in the United States (Washington, D.C.:
National Education Commission on Teacher Education and Pro-
fessional Standards, 1970), p. 4.

2Rolf W. Larson, "Accreditation: Some Professional
Problems," Learning Today 5 (Summer, 1972), p. 31.
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the participation and involvement of many individuals and
groups in teacher edncation programs and also promote educa-
tional leadership; (5) accreditation stimulates institutional
efficiency and improvement of the teaching profession; (6)

it provides information to prospective employers with regard
to the quality of the training that the graduates have re-
ceived; and (7) it makes possible the employment of teachers

educated in other states.

Certification

All states have regulations which require certification
for teaching and for other educational positions. Certification
is the legal sanction granted by the state to an individual
to teach. It represents an effort on the part of the state
to prevent incompetent persons from directing the learning of
students and to give some assurance that public money is being
spent for the services of competent teachers. The idea of
certification is presented by Lucien B. Kinney in his mono-

graph Certification in Education as:

A process of legal sanction, authorizing the holder
of a credential to perform specific services in the
public schools of the state. Its widely accepted
purpose is to establish and maintain standards for 1
the preparation and employment of persons who teach.

Generally, teacher certification standards began to
improve as the states certralized responsibility for certi-

fication. At first the states issued single certificates that

1Lucien B. Kinney, Certification in Education (Englewood
Cliffs, New Jersey: Prentice-Hall, Inc., 1964), p. 3.
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entitled the holder to teach at any grade level, with no
differentiation between certificates for elementary and
secondary school teachers. This trend naturally caused a
tightening of standards for certification.l

Fluctuations in the quality of certification standards
took place because of such factors as World War I, the
Depression, World War II, and other events. The Depression
created a surplus of teachers, whereas the two World Wars
caused the waiving of certificate requirements in many states.
Some states found it necessary to issue emergency certificates
to persons who otherwise could not have met standards strictly
enforced for certification in crder to meet urgent classroom
needs.

Standards for emergency certificates employed by the
states ranged from a few weeks of preparation beyond high
school to the requirement of a master's degree. During World
War II it was estimated that approximately one in seven teachers
in the United States had been issued emergency certificates.2
In later years, the decision by the profession to correct this
situation has resulted in a steady decline of teachers with
substandard qualifications. In 1973, the National Education
Association estimated that 2.2 percent of elementary school
teachers did not have a college degree. For secondary schools,

the figure was placed at 0.7 percent. It was 1.4 percent for

lStinnett,‘ Professional Problems of Teachers, p. 426.

21pid., p. 434.
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both secondary and elementary schools. !l

2 com-

At present there is a general surplus of teachers
pared with the demand. The number of prospective teachers
from the 1974 graduating class seeking teaching positions
which totaled 223,450, were competing for only 108,400
teaching positions that were open to them. This meant a sur-

plus of 115,050 teaching candidates.3

The NEA disputes the
accuracy of these figures by stating that the supply of new
teachers at that time was actually smaller by 466,500 than the
number of positions needed to be filled to raise the quality
of schoel programs and services to minimum levels (adopt

quality criterion)? in the fall of 1974.°

lNational Education Association, Teacher Supply and
Demand in Public Schools, 1973 (Washington, D.C.: The Asso-
ciation, 1974), p. 38.

2By 1963, all states required at least the bachelor's
degree for secondary teachers. (See Stinnett, A Manual on
Standards, 1974, p. 1). Fourteen states also regquire con-
siderable advanced work, usually a fifth year, if new teachers
decide to maintain their positions after the initial period
of certification (see Stinnett, op cit., p. 1). The District
of Columbia requires a master's degree for senior and voca-
tional high school certificates. Arizona and California also
expect a master's degree as a standard, but this has not been
fully enforced (see Haberman and Stinnett, Teacher Education,
p. 19).

3National Education Association, Teacher Supply and
Demand in Public Schools, 1974 (Washington, D.C.: The
Association, 1975), p. 1.

4National Education Association, Teacher Supply and
Demand, 1973, pp. 20-22. Quality criterion estimates are
based on a minimum standard of staffing required for effec-
tive instruction, i.e., the number of new teachers needed
immediately (a) to fill new positions created to accommodate
enrollment changes and trends toward improvement, (b) to
replace teachers who leave, (c) to replace (or upgrade)




159

Eligibility for high school certificates, in all states
as shown in Table 5, page 160, is based upon the possession
of a bachelor's degree including prescribed work in profession-
al courses. The predominant practice is to issue certificates
that specify the subjects or fields the holder is qualified
to teach. The duration of certificates may be for terms of
five to ten years, although five years is the usual practice.
A total of twenty-six states issue life or permanent certifi-
cates.l

In the course of the years, many states have dropped
some general requirements--those that the applicant must meet
regardless of his field of teaching. Some of these require-
ments that have been dropped include age, loyalty oath, and

U.S. citizenship.2

Eighteen states require a general health
certificate and thirteen a chest X-ray or other tests for
tuberculosis. Eleven states require special courses such as

the history of the state; some may be satisfied by examination

teachers having substandard qualifications, (d) to reduce
misassignment, (e) to reduce overcrowded classes, and (f)

to reinstate financially induced program cutbacks and increase
provision for at least minimally comprehensive programs. This
criterion suggcsts a minimum class size of 24 pupils per
teacher in elementary schools and a minimum per teacher load
of 124 pupils per day in secondary schools.

5National Education Association, Teacher Supply and
Demand, 1974, p. 7. Completion of a master's degree is in-
creasingly being used as the minimum to be expected of persons
considered to be fully qualified teachers.

1

Haberman and Stinnett, op. cit., p. 23.

2Only twenty-five states will require U.S. citizenship
for certification. See Haberman and Stinnett, op. cit., p. 23.
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TABLE 5A - MINIMM REQUIREMENTS FOR LOWEST REGULAR TEACHING CERTIFICATE

(2) Elementary School

Professio-| siugent | Educational

General |41 Eiucat-| Tegching| Philosophy

STATE Education| don (Total | (Tnelu. | Psychology

Degree Semester ded in Sociology
(Semester| (Hours) | columns)| (Included in
Hours) Colwn &)

1 2 3 4 5 6
Alabama B 59 27 6 -
Alaska B AC AC AC AC
Arizona (a)B 40 24 6 3
Arkansas B 48 18 6 3
California (b)B AC (t)aAC (t)AC (t)acC
Colorado B AC AC AC AC
Connecticut (e)B 75 30 6 6
Delaware B 60 30 6 6
D.C., Washington |(d)B AC AC AC AC
Florida B 45 20 6 6
Georgia (e)B 40 18 6 -
Hawaii B AC 18 (£)AC -
Idaho B 42 4 6 (x)6
Illinois B 78 16 5 2
Indiena (h)B 97 27 8 10
Iowa B 40 20 5 -
Kansas B 50 24 5 12
Kentucky B 45 24 8 (3)-
Louisiana B 46 ) 4 9
Maine B 60 30 6 3
Maryland (k)B 80 26 8 6
Massachuszetts (1)B - 18 (m)2 -
Michigen (n)B 4o 20 6 (0)6
Minnesota B AC AC AC AC
Mississippi B 48 36 6 6
Miszouri B AC 18 5 7
Montana B AC AC AC AC
Nebraska (q)B AC AC AC AC
Nevada B - (r)18 6 -
New Hampshire B AC AC AC AC
New Jersey B k45 24 (t)- (v)-
New Mexieco (v)B 48 24 6 -
New York (w)B NS 24 (£)Ns -
North Carolina B 35-40% 15-20% - -
North Dakota B NCATE 16 5 -
Ohio (x)B 60 29 6 6
Oklahoma B 50 21 9 -
Oregon B - 24 6 -
Pennsylvanis (z)B AC AC iAC AC
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i 2 3 4 5 6
Rhode Island (a2)B - 30 6 -
South Carolina B 4245 21 6 3
South Dakota (bb)B 30 26 6 -
Tennoessee B 40 24 4 -
Texas B 60 18 6 -
Utah B AC 25 8 6
Vermont B AC 18 9 3
Virginia B 60 18 6 3
Washington (ce)B  |(ad) 704 | (ad)20% - -
West Virginia B ko 20 6 AC
Wisconsin B AC 26 5 AC
Wyoming B [ 23 C -

TABLE 5B - MINIMUM REQUIREMENTS FOR LOWEST REGULAR TEACHER CERTIFICATE

(B) Secondary School

General Proiessio-| Student Egr&:ﬁ;g
STATE Blucation Zﬁifg"' f;:g‘l’i“df Psychology
Degree | (Semester (Totsl Sen-| ed in Sociology
Hours) ter Hrs.)| Col. 4) (Included
ester * Ode in Column 4)
1 2 3 4 5 6

Alsbams B 4l 21 6 -
Alaska B AC AC AC AC
Arizona (a)B 40 22 6 3
Arksnsas B 48 18 6 3
California (b)B AC (t)aC AC (t)AC
Coloredo B AC AC AC AC
Connecticut (e)B 45 18 6 6
'Delgware B 60 18 6 9
D.C., Washingten | (d)M AC AC AC AC
Florida B 4s 20 6 6
Georgia (e)B 40 18 6 -
Hawail B AC 18 (£)AC -
Idgho B - 20 6 (2)6
Nlinois B 42 16 5 2
Indiana (h)B 50 18 6 6
Iowa B 40 20 5 -
Kansas B 50 20 5 12
Kentucky (1)B bs 17 8 (3)-
Louisiana B 46 i8 L 9
Maine B 60 18 6 3
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(B) Secondary School (cont'd.)

Profes- Student | Educational

General sional 'lieaching Philosophy-

Biucation| Education Inclu- | Psychology-

STATE Degree ! (semester| (Total | ded in | Sociology
Hours) Semester | Column (Included in
Hours) 4) Column &)
i 2 3 4 5 6
Maryland (k)B - 18 6 [
Massachusetts (1)B - 12 (m)2 -
Michigan (n)B 40 20 6 (0)6
Minnesota B - (p)27 (p)6 -
Mississippi B 48 18 6 6
Missouri B 40 18 5 ?
Montana B AC 16 AC AC
Nebraska B AC AC AC AC
Nevada B - 20 6 -
New Hampshire (@)B AC AC AC AC
New Jersey B 45 15 (t)=- (u)=-
New Mexico (v)B 48 18 6 -
New York (w)B NS 12 (£)NS -
North Carolina B 35-40% 15-20% - -
North Dakota NCATE 16 5 -
Ohio {(z)B o 21 6 [
Oklahoma B 50 21 9 -
Oregon (y)B - 20 6 -
Pennsylvania (z)B AC AC AC AC
Rhode Island aaB - 18 6 -
South Carolina B k245 18 6 -
South Dakota B - 20 6 -
Tennesses B Ko 24 4 -
Texas B 60 18 6 -
Utah B AC 21 8 6
Vermont B AC 18 9 3
Virginia B 48 15 6 3
Washington ceB |(ad)70% |(dd)20% - -
West Virginia B 40 20 6 -
Wisconsin B AC 18 5 AC
Wyoming B [ 20 c -
Source: Stinnett, A Manual On Standards, pp. 12-13

TABLE 5 = FOOTNOTES

THE LEGEND: A dash (-) means not reported. AC means approved cwrricu.
lum, B means completion of bachelor’'s degree. M means completion of

the master's degree. C means a course., NS means not specified. NCATE
means standards of the Nat'l., Council for Accred. of Teacher Education.
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“The requirement is 6 s,h, for the bilingual education certificate.

PFor the provisional certificate. Valid for six years and renewable for
three: teachers must complete an additional 18 s.h. for continuing
certification,

%0r equivalent.
P Quarter hours.,

qmonentary teachers in accredited schools must hold a certificate based
on the degree. Nebraska does issue provisional rural elementary and
commitment certificates on a minimum of 60 s.h., valid only for specif-
ically endorsed grades or subjects in designated classes of school
districts for a limited time.

TFor the five-year nonrenewable certificate: teachers must qualify for
the regular certificate, which requires 30 s.h.

A provisional conversion license may be issued to the holder of a bach-
elor's degree from a regionaily accredited institution but not in a
program approved by New Hampshire. A certificate will be issued on
completion of the conversion program and recommendation of the superin-
tendent attesting to competent performance and satisfactory professional
growth,

1‘.’t'.‘ollego requirement: not included in total professional education column.
YFducational psychology, included in total professional education.

VFor the provisional certificate. Valid for fouwr years and renewable
once for four years. Teachers must complete a fifth year of preparation
for continuing certification.

¥For the provisional certificate. Valid for five years only. Teachers
must qualify for permanent certification by completing a fifth year of
preparation.

*Total s.h.eeei24,

YFor the initial certificate. Valid for three years and renewabls once
for three years. Secondary teachers must complete a fifth year of
preparation for continuing certification.

Zror the provisional certificate, valid for three years and renewable
once for three years. Teachers must qualify for the permanent certifie
cate by completing 24 s.h. of postbaccalaureate work.

#%ror the provisional certificate. Valid for six years only. Teachers
must qualify for the profeasional certificate by completing a fifth
year of preparation (36 s.h. or a master's degree).
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and some only for particular teachers. Thirty-two states
charge a small certification fee ranging from one dollar to
twenty dollars.1

The once prevalent national or state proficiency exam-
ination as a prerequisite to certification is practically
obsolete. Only three states, Mississippi, North Carolina,
and South Carolina still require the National Teacher Exam-
ination. However, as Stinnett notes, court decisions have
tended to outlaw this requirement in states where it still
remains.2

While certification continues to rest in state hands,
there are new trends and powerful forces in progress that
seek to change the credit counting approach to certification.
Stinnett reports that the majority of the states (45 of them)
use the approved-program approach. Certification in this
case is based upon the recommendation of the institution

that the student has completed a program of teacher education

according to the minimum standards of the state. Accordingly,

l1bid., p. 19.

2Stinnett, A Manual on Standards, 1974, p. 5.

bbSouth Dakota still lists a non-degree elementary certificate.

Valid for teaching grades K-9, except in K-12 school systems.
The 1970 edition noted that this certificate was to be dis-
continued in 1972.

CCror the provisional certificate. Valid for three years and
renewable once for three years. Teachers must qualify for
the standard certificate by completing a fifth year of prep-
aration.

ddTen percent electives.
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This implies that the state exercises careful
scrutiny of a teacher education program before
approval . . . on the basis of a campus visit
and positive appraisal of a program by a team
broadly representative of the profession. . . .
It implies further that the institution's recom-
mendation of a candidate who has completed the
program is given major emphasis in issuing the
certificate.l

Another development is the stand that the NEA has taken
in the passage of teacher standards and licensure acts which
vest responsibility in state commissions predominantly com-
posed of teachers. A resolution of the NEA states that:

The Association believes_that, for maximum im-

provement in these areas /of uniformity and
reciprocity of professional certification and
accreditation standards and practices of educational
institutions/, broad and intensified participation
of the teaching profession is essential.

By 1976, only Oregon and California had moved in that
direction. Although some states prefer certain variations of
the NEA Model Act, it is believed that most states will adopt
this position.3

The most recent trend is a performance based certification
(PBC) approach. There appears tc be & move toward performance-
based teacher education as well as a call for PBC. On June 10,

1972, for example, the Texas State Board of Education, formally

committed the state to a Competency/Performance concept in

libia.

2Stinnett, A Manual on Certification, 1970, p. 6.

3Robert B. Howsam and others, Educating: A Profession
(Washington, D.C.: American Association of Colleges for
Teacher Education, 1976), p. 56, (ERIC Document Reproduction
Services No., ED 117053).
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teacher education and certification.l
Once this new approach is adopted, teaching qualifi-
cations would depend on the achievement of stated objectives
rather than the completion of a specific conglomerate of
courses. PBC, however, has been examined and analyzed as
follows:

The first question is, should teacher or pupil
behavior be used as evidence of teacher competence?
Here, the point is that teacher behavior is believed
to be a more appropriate basis on which to judge
teacher competence. The second guestion is, on what
basis should specific behavioral indicators of com-
petence be selected for observation? It is intel-
lectually unjustifiable at this time to establish
a particular set of behavior indicators of teacher
competence or certification criteria. Question
three is, under what conditions should teacher
behavior be observed in order to access competence?
Teacher behavior must be assessed in several contexts
and cover time if assessments are to be generalizable.
If the final questicn asks, what kind of measure of
teacher behavior should be used to assess competence?
Observation systems need to be identified and
developed which are characterized by strong reliability
and validity and by enough scope to reflect the
range and complexity of teacher-student interaction.

The above analysis comes to the conclusion that "the
empirical evidence to support the sufficiency of those
teacher behaviors to bring about significant gains in pupil

learning is generally lacking."3 The same view is evident

lW. Robert Houston and Robert W. Howsam, "CBTE: The

Ayes of Texas," Phi Delta Kappan 55 (January, 1974), pp. 299-
303.

2Ronald L. Van Sickle, "Measurement Issues and Com-
petency-Based Teacher Certification”, Paper presented before
the Annual Meeting of the National Council for Social Studies,
1975, Social Studies (1975).

31biq.
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in an article by Robert B. Howsam who raises the warning that:
Litigation is being brought against those agencies
which refuse to grant certification to individuals
on the grounds that they have not complcted a re-
quired sequence of preparatory courses. These re-
fusals are merely arbitrary unless certification
authorities can document the beneficial outcome
of such requirements in improving teaching skills.
Under these conditions, it would be wise not to close
off alternatives in teacher education by means of certification
requirements. Nevertheless, it is necessary that more research
be done in order to enable educators to frame sets of teaching

skills in ways that can be translated into comprehensive teacher

education programs and research activities.

Major Compenents in the Education of Teachers

The primary goal of teacher education is to change the
trainee's behavior. Teacher education seeks to change the
pre-service teacher's knowledge, skills, attitudes, and values
which have been determined essential for effective teaching.

A professional view of teaching is given by Robert B. Howsam

as follows:

/demanding/ complexities require rigorous preservice
preparation to be the foundation for career-long
professional develcpment. Teachers need to be well
educated in liberal or general studies, since All
school teachers are teachers of general education.
They must also be well versed in the discipline
connected to their teaching fields and their
learning implications for students. Teachers also
require intensive preparation in the conceptual
framework within which teachers can develop diagnos-
tic and planning skills. A broad repertcire of
teaching behaviors and skills must be another major

lHowsam, et al, op. cit., p. 124.
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focus of teacher education, incorporating both
theoretical and experiential components.

Eighty percent of the four-year institutions of higher
education or some fourteen hundred sites in the United States
operate teacher education. This means that teacher education
is conducted, in one fashion or another, in the full range of
four year higher educational settings. The extremes of the
range extend from the one-member teacher education faculty
in the small liberal arts college to the school or college
with two or three hundred faculty members in a university
offering preparation in education specializations through the
doctoral level.? This system of professional programs is
responsible for the initial certification of approximately
three hundred thousand new teachers each year.3

Variety is one characteristic that is most notable
when examining different teacher education programs. Despite
this variety, however, there are common characteristics among
teacher education programs that can be placed under three
categories: (1) general education, (2) specialized education,
and (3) professional education. The particular semester-hour
requirement within each of the three areas mentioned above
varies from one institution to another depending upon the

accredited approved program of each institution. So does the

lHowsam, et al., op. cit., p. 80.

2David L. Clark and Gerald Marker, op. cit., p. 55.

3The Education Professions, 1971-72 (Washington, D.C.:
U.S. Government Printing Office, 1972), p. 50.
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manner in which each is structured into the four years of
study.

The professional component as it is integrated in the
general college program may be understocd through a number of
graphic illustrations. The following designs are typically
fitted to the undergraduate program of the institution so
that the student may pursue teacher preparation without inter-
ference with any institutional cognate major he or she may
elect. As Clark and Marker observe, "in almost all institu-

tions preservice preparation programs for teachers are designed

Figure '© Relationship of general-speciai-professional
education: pattern A
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as an integral part of the undergraduate offering of the in-
stitution."1

Figure 6 represents the requirements of an additional
year of professional study after the B.A. The student receives
a master's degree for this fifth year. In this approach, al-
though the would-be teacher devotes a full year to professional
aspects of teaching, the program has its disadvantages--the
professional studies cannot be integrated with student's general
and liberal studies.

Figure 7 - Relationship of general-special-professional
education: pattern B
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Source; Haberman and Stinnett, op. cit., p. 87.

1Clark and Marker, op. cit., p. 55.
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Figure 7 represents a typical state college that calls
for course work in all three components during all four years.
The advantage of this pattern is the great opportunity for
integration of general, liberal, and professional education.
However, the relatively smaller emphasis on general and liberal
courses are considered as weak points. More commonly, however,
colleges offer the general education in the first two years
and the specialized and professional study in the last two.
This approach, represented in figure 8, is that offered by

large multi-purpose universities.

Figure B . Relationship of general-special-professional
education: pattern C
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Figure 9 represents a balanced five-year program. With
too much to squeeze into four years as noted before, with a

surplus of teacher supply, these programs are more promising.1

Figure 9. Relationship of general-special-professional
education: pattern D
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General Education
Prospective teachers enter the university like all other
students through a program of general or liberal studies. But
liberal education is of special significance to teachers, for,
as Howsam reflects, it should meet their professional as well
as personal needs.l One position about general education is

that taken by the AACTE in its 1969 Recommended Standards for

Teacher Education, a relevant portion of which is quoted as

follows:

. . .general education should include the studies
most widely generalizable. Far more important than
the specific content of the general studies is that
they be taught with emphasis upon generalization
rather than with academic specialization as a pri-
mary objective.. . . That programs cf study in
general education are individualized according to
the needs and interests of students . . . . The
professional part of a curriculum designed to
prepare teachers should be distinguishable from
the general studies component: the latter includes
whatever instruction is deemed desirable for all
students, regardless of their prospective occupa-
tion. . . . There is a planned general studies
component requiring that at least one-third of
each curriculum for prospective teachers consist
of studies in the symbolics of information and
ktehavioral sciences, and humanities.?

The following standards for the approval of general
education were developed by the National Association of State
Directors of Teacher Education and Certification (NASDTEC)

in Standards for State Approval of Teacher Education:

1Howsam, et al, op. cit., p. 82.

2American Association of Colleges for Teacher Education,
Recommended Standards for Teacher Education (Washington, D.C.:
American Association of Colleges for Teacher Education, 1969),
pp. 3-4.
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General education is based on those studies
known as the liberal arts, which embrace the
broad areas of the humanities, mathematics,
the biological and physical sciences, and
the social and behavioral sciences.

The content of general education selected
with discrimination from the aggregate of
human experience, should embody the major
idea and principles of various divisions

of knowledge as they bear on common con-

cerns.

Since general education is a developmental
experience achieved with the maturation of
the college student, it should be emphasized
throughout the baccalaureate program, and
continued in diminishing proportions into
graduate study.

In the belief that a general education
program relevant to the future is attained
by a carefully selected sequence of ex-
periences with increase in depth as the
student matures, each institution approved
for education of teachers shall be respon-
sible for building a sequential program

of general studies which will help the
college student attain an understanding
and application of:

a. Language skills as essential tools in
communication

b. World Literature with emphasis on, but
not limited to, the writings of English
and American authors

c. The aesthetic values in human experience
expressed through the fine arts

d. The scientific and mathematical concepts
upon which contemporary civilization
depends

e. Contemporary world culture

f. Social, geographic, political, and econo-
mic conditions and their impacts on cur-
rent problems in the nations and the
world

g. The growth and development of the United
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States as a nation and its place in the
world

h. The principles of physical and mental
health as they apply to the individual
and the community.
i. American culture and heritage.l
A survey jointly sponsored by the American Association
of Colleges for Teacher Education (AACTE) and the Teacher
Programs and Services Group of the Educational Testing Ser-
vices (TES) on undergraduate teacher education of 871 AACTE
member institutions in June, 1973, showed that the total
number of course requirements in general education ranged
from forty-six to sixty hours for forty-three percent of the
respondent institutions on a semester system as shown in

Table 6, Page 175.2

Table 6

Course Hours Required in General Education

(No = 440)
Elementary Teaching Secondary Teaching
No. of Inst. % No. of Inst. %
30 hours or less 24 6% 48 11%
31-45 hours 119 27% 109 25%
46-60 hours 181 41% 189 43%

lNational Association of State Directors of Teacher
Education and Certification, Standards for State Approval
of Teacher Education, 1971, pp. 19-20.

2Susan S. Sherwin, Teacher Education: ' A Status Report
(Washington, D.C.: American Association of Colleges for
Teacher Education, 1974), p. 64.
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Table 6--continued

Elementary Teaching Secondary Teaching
No. of Inst. % No. of Inst. %
61-75+ hours 75 17% 53 12%
NA 41 9% 41 9%
44 100% 440 100%

Source: Susan Sherwin, Teacher Education: A Status

Report, p. 1l4.

By comparison, an NEA report on 294 NCATE accrediting
institutions in 1957-58 showed a median requirement of forty-
six semester hours in general education, with a range from
eleven to ninety-seven hours.l Another study based on a
survey of 1960 or 1961 graduates from thirty-two schools,
showed a mean of 96.5 in the academic education for secondary
teachers as revealed by their transcripts.2

The course work in general education for secondary
education majors is shown below. The subjects are grouped
together into fields or categories.

From the literature concerning the area of general
education, it may be seen that the trend is toward the inter-
disciplinary approach and the integration of the various courses
usually offered in the general education sequence. Whenever

this is done, some believe that the courses are offered in a

1Stinnett, The Professional Problem of Teachers, p. 410.

2James Koerner, The Miseducation of Teachers (Boston:
Houghton Mifflin Co., 1963), p. 128.
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Table 7

Course Requirement in General Education
for Secondary Education Majors

Categories

Humanities

Social Sciences
Sciences
Mathematics

Health and
Physical Education
Other

Mean Course Hours
of Those Responding

No. Responding

14.
11.

-

OV O
oYyl O

10.4

558
578
505
367
435

277

Source: Susan Sherwin,

Report, p. 13.

manner more closely related to the newer instructional patterns.

Howsam recommends:

Teacher Education: A Status

That all prospective teachers participate in an
experience focusing on the nature and implications
of knowledge, in conjunction with general education
studies. Taught by an interdisciplinary team, stu-
dents will consider alternative ways of knowing,
unique structures of knowledge in the different
fields, linkages among concepts in the various dis-
ciplines, and the implications of these ideas for
teaching at elementary and secondary levels. The
instructional team should include at least one

member from professional education along with appro-
priate representation from other behavioral and
social sciences.l

Because of the rapid expansion of knowledge now available

in the various academic fields of teacher preparation, it is

the responsibility of educators to take advantage of this in

preparing teachers in the content or specialized areas of

1Howsam, et al., op. cit., p. 82.
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teacher education, by placing emphasis on the basic structure

of knowledge and on "learning how to learn."1

Academic Specialization

Another component of the education of teachers is study
in the academic specialization areas. Programs preparing
secondary teachers require candidates to do substantial work
in subject areas.

This idea is not new but the emphasis upon it has in-
creased in recent years. On one hand, recognition has been
given the importance of pushing the teacher's scholarship
bevond the level of the contents to be taught. On the other,
the importance of knowledge about knowledge is emphasized.

B. Othanel Smith supports this view as follows:

To sum up, the subject-matter preparation of the
teacher should consist of two interrelated parts:
first, command of the content of the disciplines
constituting his teaching field and of the subject
matter to be taught; and second, command of know-
ledge about knowledge.2

Knowledge about knowledge is:

The subject matter of each field of teaching is a
mixture of different forms of knowledge. All of the
fields contain concepts. Some contain laws or law-
like statements. OCthers contain values either as
major emphasis or as incidental to other forms of
content. It is important for the teacher to be

aware of these knowledge forms because studies
have shown that each is taught and learned in a

1Jerome S. Bruner, The Process of Education (New York:
Vintage Books, 1960), pp. 17-54.

2B. Othanel Smith, Saul B. Cohen, and Arthur Pearl,
Teachers for the Real World (Washington, D.C.: American
Association of Colleges for Teacher Education, 1969), p. 113.
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different way. Current programs of subject matter
preparation do not enable a teacher to identify the
forms of subject matter or to relate teaching be-
havior afpropriately to the way they are more easily
learned. '
Teacher education students and nonteaching majors gen-
erally enroll in the same classes together, although the
sequence of courses appropriate for a teaching major is often
different from regular academic majors. The parties involved
on the distinctions between the sequence for the teaching
versus the nonteaching majors are specified by AACTE's Rec-
ommended Standards:
The instruction in the subject matter for the
teaching specialties 1is the basic responsibility
of the respective academic departments; the
identification and selection of courses and other
learning experiences required for a teaching
specialty, however, are the joint responsibility
of appropriate members of the faculty in the
teaching specialty concerned and members of the
teacher education faculty.?2
Most states now require a major and/or minor subject
specialization for teaching in the secondary schools. But
the number of hours for the major or minor in all states is
far from uniform. The extent of requirements ranges from a
low of eighteen to a high of forty-eight hours for teaching

a subject full time.3 The exact number of hours taken for

the major field of study varies within some institutions

lipia., p. 127.

2American Association of Colleges for Teacher Educa~
tion, Recommended Standards for Teacher Education (Washington,
D.C.: The American Association of Colleges for Teacher Edu-
cation, 1969), p. 4.

3

Stinnett, A Manual on Standards, 1974, pp. 139-143.
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according to the selected field, there being in these instances
no attempt to standardize the requirement among the several
subject matter departments.

Secondary school teachers usually specialize in a parti-
cular field. English, mathematics, social studies, and sciences
are the subjects most commonly taught. Other specialities in-
clude health and physical education, business education, home
economics, foreign languages and music. Increasingly, teachers
are developing courses which deal with particular areas within
the broad subjects so students may acquire in-depth as well as

general knowledge.

Professional Education

The third component is the professional education which
prepares a person to carry out the role of the teacher success-
fully, whether in the classroom, the school, or the community.

Professional education courses usually encompass
psychological and social foundations, methods and materials of
teaching and field experiences. The total course requirement
is usually from sixteen to twenty-five hours. 66 percent of
440 institutions surveyed by AACTE/ETS fall in this category
as shown in Table 8, p. 181.

in the majority of institutions these requirements in
professional education have remained the same and will continue

to do so.l

The NASDTEC recognizes the following experiences as

lSherwin, op. cit., p. 16.
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Table 8

Total Number of Hours Required in Professional Education

15

26
36
46
56
NA

N = 440 {
Elementary Education Secondary Education |
No. % No. d
hours or 6 1% 23 5% '
less i
- 25 hours 81 18% 336 76%
- 35 hours 202 46% 52 12% !
- 45 hours 85 198 8 2% i
- 55 hours 20 5% 1 .2%
- 65 hours 10 2% 3 .7%
36 _8% 17 4%
Totals 440 99% 440 99.91%
—

Source: Susan S. Sherwin, Teacher Education: A Status

Report, p. 15.

being é&ssential in the professional sequences of courses:

1.

Knowledge of the processes of human growth,
development, and learning, and the practical
application of this knowledge to teaching.

Knowledge of research, methods, materials,
and media appropriate to teaching. The
special emphasis should be in the student's
field of teaching specialization.

Ability to teach effectively and to work
ethically and constructively with pupils,
teachers, administrators, and parents.

Understanding of the historical, philoso-

phical and socioclogical foundations under-
lying the development and organization of

public education in the Uniied States.

Understanding of the purposes, administrative
organizations, and operation of the total
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education program of the school.
6. Ability and willingness to analyze the
teaching act as a means of continually
improving his teaching skills.l
It is also recommended by the NASDTEC that each typical
course may include American Education, Methods of Teaching,
Philosophy and History of Education, and Educational Psychology.
Almost all institutions have at least one course requirement
in the area of Psychological and Social Foundations. The

means of course hours concerning psychological foundations are

shown in the following table.

Table 9

Course Requirements in Psychological Foundations
for Secondary Education Majors

N = 719 No. of Ins-
Mean titutions
Course Course Hours S.D. Responding
Gen./Intro. Psy- 3 -4 .9 359
chology !
Child Psychology 2 -7 .9 49 |
Adolescent Psychol- 3 -0 .7 259 ‘
ogy
Educational Psychol - 3 -2 1.0 504
ogy
Human Growth and 3 -4 1.1 205
Development
Tests & Measurement 2 -7 .8 237
Others 3 -6 2.1 43

Source: Susan S. Sherwin, Teacher Education: A Status
Report, p. 18.

lNASDTEC, Standards for State Approval, p. 21.
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Field Experience

The central and integrating element in the professional
education of teachers is the professional practice itself,
that is, teaching. When Conant made his study of teacher edu-
cation in the United States, the one common feature he noted
was practice teaching.l Field experience provides an oppor-
tunity to examine and come to understand the way schools
operate and their role in the larger scheme of things. It is
a period of observing, recording and analyzing behavior--
pupil behvior, teacher behavior (their own and others), and
the interacation of teachers and pupils. The AACTE's
Recommended Standards points out very strongly that:

. . If teaching is to be more than a craft,
teachers need to understand the theoretical prin-
ciples which explain what they do. . . . Whereas
the study of teaching and learning theory provides
the prospective teacher with principles of practice,
and the laboratory exercises illuminate and demon-
strate these principles, clinical experience
confronts the student with individual cases or
problems the diagnosis and solution of which
involve_the application of principles and theory
. . /and/ during [practlcum, the student tests
and reconstructs the theory which he has evolved
and . . . he further develops his own teaching
style. It provides an opportunity for the
student to assume major responsibility for the
full range of teaching duties in a real school
situation under the guidance of qualified
personnel from the institution and from the
cooperating elementary or secondary school.?

Field experience requirements for the certification of

lJames B. Conant, The Education of American Teachers
(New York: McGraw-Hill Book co., 1963), pp. 51-54.

2American Association of Colleges for Teacher Education
Recommended Standards for Teacher Education, pp. 5-6.
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secondary school teachers vary from state to state.

As the following table indicates, some schools require
as few as three semester hours, while others require an amount
in excess of fifteen hours. A majority (54 percent) reguire
between seven to fourteen hours. Students are required to
spend an increasing number of hours on field experience.l
Table 10 on p. 184 portrays more specific information about

these field experiences.

Table 10

Course Hours Required in Field Experience

N = 440
Elementary Teaching{ Secondary Teaching
No. 2 No. 3
3 hours 21 5% 26 6%
4 - 6 hours 75 17% 115 26%
7 - 9 hours 133 30% 164 37%
10 - 14 hours 104 24% 75 17%
15 + hours 59 13% 33 8%
NA 43 11% 27 6%

Source: Susan Sherwin, Teacher Education: A Status

Report, p. 17.

Table 11, p. 185 reinforces the increasing trend toward
field-based programs. There are also some notable variations.
Sherwin reports that more New England institutions have tutoring
in the sophomore year (64 percent) and student teaching in

the junior year (19 percent). More Middle Atlantic institutions

lSherwin, op. cit., p. 24.
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Table 11
Field Experience Offered by the Institution
N = 719
Freshman | Sophomore Junior Senior
. Year Year Year Year
Experiences 3 3 3 3
Student Teaching 0% 4% 7% 97%
Classroom Obser- 16% 58% 74% 31%
vation
Tutoring 15% 46% 61% 22%
Teacher-Aide 12% 48% 57% 15%
Experience
jCommunity Experi- 23% 42% 41% 21%
ence
{(Social Worker/
Club, etc.)
Interviews 4% 25% 442 26%
Other 2% 2% 5% 3%

Source: Susan Sherwin, Teacher Education: A Status

Report, p. 24.

offer community experience in the sophomore (56 percent) and
junior (55 percent). Generally, institutions in the East

and West South Central states have consistently lower rates

of participation in field experiences. Smaller institutions
generally offer more field experience earlier in the college
program; for example, teacher-aide (61 percent) in the fresh-
man year. Black institutions offer more community experiences
in all four years.l

Practicum or student teaching is performed almost wholly

in the senior year (97 percent, see Table 1l1), and a high

1Sherwin, op. cit., p. 25.
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percentage of institutions (74 percent) offer classroom ob-
servations in the junior year and fifty-eight percent in the
sophomore year along with relatively high percentages for
teacher-aide experiences in the junior year (57 percent) and

sophomore year (48 percent).

Selection and Retention

The selection of potential teachers is an essential
factor in determining quality and effectiveness in any
teacher education program, as well as the ultimate effect-
iveness of the teacher in the classroom. Since almost all
single-purpose teacher education institutions have transformed
into multi-purpose institutions, common standards for en-
trance are expected from all candidates irrespective of
vocational interests. An initial admission, however, does
not necessarily qualify students for admission to teacher
education. A formal application for admission to the program
must be made, in most cases, at the end of the sophomore
year, involving requirements in addition to those for ad-
mission to the college.1 The application is carefully
scrutinized, and if the applicant has the desired qualifications,
a recommendation is made for his acceptance in the teacher
education program. Subsequent evaluations and recommendations
at three or more points in the student's preparation are made.
If the student is considered to have the necessary qualitites--

personal, social, ethical fitness and academic ability--he will

lStinnett, Professional Problems of Teachers, p. 80.
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be approved for student teaching.l

Every institution, therefore, uses a number of criteria
for admitting students to its teacher education programs.
These criteria, both objective and subjective, reflect a
rational process for selecting students whose success in the
profession can be reasonably predicted.

In a recent survey, it was found that grades are still
the most frequently used criteria for selecting students for
teacher education.2 The other prominent criteria on which

most institutions based their selection are English and speech

proficiencies. The table below indicates several clear pat-
terms.
Table 12
Criteria Used by 386 Colleges and Universities
For Selecting Students into Teacher Education
Programs
Rank Criteria Frequency
1 College Grades 344
2 English Proficiency 238
3 Speech Proficiency 237
4 Academic References 205
5 Direct Experiences with Children/
Youth 172
6 References 164
7 Direct Interviews 161
8 Physical Examinations 158
9 "why I Want to_Teach" Statements 128
10 Varied Persorality Exams/Attitude Teits 84
7

'1bia., pp. 80-81.

2Stinnett, Professional Problems of Teachers, p. 80.
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Table 12--continued

Rank Criteria Frequency
11 High School Grades 59

12 Police Records 31

13 Loyalty Oath : 16

Source: Martin Haberman, Guidelines for the Selection
of Students into Programs of Teacher Education (Washington,
D.C.: Association of Teacher Educators and Eric Clearinghouse
on Teacher Education, 1972), p. 14.

Susan Sherwin also reported that a large majority of in-
stitutions require a minimum grade point average and recommen-
dations for entry into their programs (87 percent and 72
percent, respectively).l In both studies, varied personality
examination/attitude tests ranked very low.

The most interesting fact in these two studies is that
more than 68 percent of the respondents to the first survey
did not contemplate any changes in their system of selection2
whereas the second study, which took place about two years
later, noted that some of the institutions were reexamining
their admission requirements to strengthen their programs.3

A third study on a random sample of one hundred insti-
tutions of all North Central Association Cclleges and

universities accredited by the National Council for Accreditation

lSherwin, op. cit., p. 29.
2Haberman, op. cit., p. 16.
3Sherwin, op. cit., p. 10.
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of Teacher Education was conducted by Harold Brubacher in 1973.
His findings concerning the selection-retention program were
supported by questionnaire responses and a review of selected
literature.

1. Multiple criteria are more satisfactory than
any single criterion for both selection and
retention in teacher education.

2. Student progress should be reviewed at
periodic points throughout preparation.

3. Presently, nearly all institutions practice
selective retention in addition to selective
admission.

4. Scholastic aptitude, whether represented by
high school graduating class standing or by
college grade point average, is the most
commonly utilized selection-retention stan-
dard.

5. The personal interview and other forms of fa-
culty-student interaction should be employed
as a selection-retention technique.

6. Improved selection-retention criteria should
be developed.

7. Most institutions require students to apply
for admission to the teacher education program
at a specific time.

8. Few applicants are denied entry to teacher
education programs regardless of the size
or nature of the institution.

9. A need exists for better record keeping and
more comprehensive testing of prospective
teacher education candidates.

10. Evaluvations of the personality and character
of prospective candidates are necessary.

11. A joint administrative and faculty committee
to evaluate student progress in the teacher
education program is preferable to evaluation
by one person.
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12. A need exists to identify, early in the
program, persons not suitable to become
teachers. Early identification will aid
not only the profession, but will allow
rejected applicants the opportunity to
pursue an alternative career choice becfore
investing considerable energy and resources.

13. Performance in the laboratory phase of
teacher education was viewed as closely
related to ultimate teaching success.

14. More interviewing and counseling were
suggested as means of aiding students
in the self-selection process.

15. Earlier and expanded laboratory experiences
facilitate retention decisions, both from
the standpoint of self-selection and ins-
titutional screening.

16. An introductory course in education, in-
cluding the use of supply-demand data for
various teaching fields, provides an effective
orientation to the program and serves as
a screening device.

17. Performance-based programs whether adopted
wholly or incrementally, will received in-
creased utilization.

In-Service Education
The Need for In-Service Education Today

The American society is not static, but is ever changing.
The changing concepts of the aims and values of education,
the roles of the teacher and the functions of the school have
grave implications for in-service education.

The call for in-service education is the most urgent and

lHarold A. Brubaker, "Who Should Become a Teacher?
Current State of Selection-Retention Politics of Teacher
Education Institutions" {Bowling Green, Ohio: Bowling Green
University, Department of Curriculum Instruction, 1973), pp. 4-
5. (ERIC Document Reproduction Service No. ED 115 608.)
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demanding of the pressures exerted upon the education pro-
fession today. Because recent estimates indicate that 75
percent of the teaching force will be stable in the 1970's,
with the balance in constant change, it becomes very im-
portant that the quality and reach of inservice training be
enhan:ced.l Also because most persons who will be teaching
for the next twenty years are now in place, the need for the
future will not be for preservice education, but for in-
service education.2

There is support for the view that it is impossible
for any individual to learn all that he needs to know for
a career in education in a professional school in the writings

of Charles E. Silberman and Harold Howe.3

Teacher training
institutions have not yet learned how to turn out the perfect
practitioner and probably never will. Even if this were
possible, the perfect teacher of today might be very inadequate
for the future. Therefore,
Inherent in the whole notion of in-service
education is the belief that all professional

people can grow and develop; that once they
become professional adults, they do not or at

lHarold Howe, II, "Improving Teacher Education Through
Exposure to Reality," in Donald J. McCarthy and Associates,
New Perspectives on Teacher Education (San Francisco,
California: Jossey-Bass, Inc., 1973), p. 61.

2Donald J. McCarthy, "Responsibility of the Dean for
Reform," in Donald J. McCarthy and Associates, op. cit., p.
243.

3Charles E. Silberman, Crisis in the Classroom (New
York: Random House, 1970), p. 467; Howe, "Improving Teacher
Education," p. 53.
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least should not stand still.l
Consequently, the need for a set of "planned activities for
the instructional improvement of professional staff-—members"2
is obvious.

The purpose of in-service education is "to enable edu-

cators to acquire the competencies needed to (a) implement

education-improvement activities directed toward specified

student needs; (b) improve their own or expected goals of

professional development, which may or may not lead to higher

levels of certification; and (c) meet their own goals of

personal growth.“3

Incentives and Opportunities
In-service education practices in the United States
vary from state to state and from school system to school
system. Each local system or individual school is responsible
for making provision for the in-service education of its

teachers. To encourage classrcom teachers to identify their
y

lBen M. Harris, "In-Service Growth--The Essential
Reguirement, ® Educational Leadership, XXIV (December, 1966),
p. 257.

2Ben M. Harris, Wailand Bessent and Kenneth E.
McIntyre, In-Service Education: A Guide to Better Practice
(Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1969),

p- 2.

3Gene Bottoms, "Responsibilities of Local School Systems,
State Departments of Education, Institutions of Higher Edu-
cation, and Professional Organizations for In-Service Education,"
in Roy A. Edelfelt and Margo Johnson, eds., Rethinking In-
Service Education (Washington, D.C.: National Education
Association, 1975), p. 38.
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school problems and work cooperatively for solutions, some
local systems often set aside certain afternoons for joint
action by teachers. Also, special courses are offered with the
hope that teachers will be encouraged to pursue additional
learning experiences.1 More states and additionally more
local school districts now formally require secondary school
teachers to have earned a graduate degree or graduate credits
after their initial teaching certificates. Salary increments
and leaves of absence for professional reasons have been
used as the chief means to encourage teachers to pursue those
programs.2

Besides the leadership offered by the professional
leaders of the local community, various universities initiate
programs which contribute to the continued professional growth
of practitioners. These may take the form of follow-up studies
of the graduates, extension courses, workshops, or providing
consultants and specialists to the local school systems.

Professional organizations, being concerned that their
members maintain those qualities that characterize professional
persons, have been another source of in-service education.
Their leadership role necessitates taking an active part in
originating and promoting programs and stressing the impor-
tance of those programs with the school district and school

community. Offering courses and workshops on subjects of

lInstitute of International Studies, op. cit., p. 69.

21bid.
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interest, development of new curriculae materials and the
dissemination of information on new techniques are part of
that effort.1
Also, state education departments have been concerned
with the promotion, encouragement and development of in-ser-
vice programs for public school personnel. Through their
leadership, consultative, and regulatory functions, they
usually facilitate the establishment of local, regional, and
statewide in-service programs. Special training centers
providing resources and technical competence to local school
districts that cannot afford their own programs are among
efforts to enhance the capabilities of practicing teachers.2
The changes that ars taking place in education require
not only the attention of the educational profession, but
that of the nation. Teachers, administrators, professional
organizations, national and state governments, must provide
whatever resources are needed to meet the challenge of the
future.
The first revolution in American education was a
revolution in quantity. Everyone was to be provided
the chance for an education of some sort. That
revolution is almost won in the schools, and is on
its way in higher education. The second revolution

is underway. The next turn of the wheel must be a
revolution in quality.3

lipia.

2Ibid.

3Francis Keppel, The Necessary Revolution in American
Education (New York: Harper & Row, 1966), p. 1.
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The quality of education will be determined by the
competence of the teacher in the classroom, the program, and
the materials. In-service education can have a significant
effect on teachers and programs. The quality of in-service
education may be the most important factor in attempts made

for providing quality education.

Professional Organizations

A basic function of any profession is to provide the
specialized services which society has entrusted to it at
the highest possible levels of competence. To facilitate
the performance of this function, the members of the pro-
fession join in a professional association in order to
exercise some controls over preparation and admission of
members, to exchange knowledge and experience among practi-
tioners, and to protect society from incompetents. The
association also shields its members from competition of
the unqualified and elevates the character and service of
the profession.l

Educators, like other professicnals, have organized
many associations concerned with interests of their profes-
sional fields. These associations reflect the diversity and

complexity of education. The Education Directory 1976-1977

listed over 1,200 associations. One reason for the prolif-
eration of teacher organizations is that membership generally

is voluntary. Another reason for the large number of American

lStinnett, Professional Problems of Teachers, pp. 54-55.
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teachers associations is the wide variety of specialities in
teaching--science, math, and so on--with each specialty having
one or more associations, at both the national and state level.

For teachers in elementary and secondary schools there
are two major professional associations—--the National Education
Association (NEA) and the American Federation of Teachers (AFT).
There is at least one NEA affiliate in each state. There are
also nearly 500 state-wide NEA associations, most of which
serve special interests of teachers.1 In addition, there are
thousands of local assoications, assuming that there is at
least one association representing one of the 16,000 local
school districts in the United States.2

Social fellowship, better salaries and improved condi-
tions for teachers in the system, service to school and
community, and general advancement of the profession are among
the services usually rendered by local associations.3 At the
state level, education associations render their largest
service in interpreting educational problems to the public
and in promoting legislation favorable to the school system

and to the teaching profession.4

lT. M. Stinnett and Raymond E. Cleveland, "The Politics
and Rise of Teacher Organizations,” in Policy Issues in Edu-
cation by Allan C. Ornstein, Steven I. Miller, ed. (Lexington,
Massachusetts: D. C. Heath and Company, 1276), p. 88.

2

Ibid., p. 89.

3Stinnett, Professional Problems of Teachers, p. 372.

41bia., pp. 377-379.
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The NEA, organized on August 26, 1857, at Philadelphia,
was the first national organization of teachers in the United
States.l It was first called the National Teachers' Assoc-
iation. Thirteen years later it merged with other organizations
to form the National Education Association (1870). Finally,
an act of Congress in 1906 incorporated the association under
the revised name of the National Educaiton Association of the
United States.2

The association is a voluntary organization and has both
teachers and administrators for members, thereby establishing
the principle that the diverse professional groups involved
in education can effectively work together in one organization.
Teachers, teacher educators, principals, superintendents,
curricular specialists, and higher education personnel are
under NEA sponsorship. In 1975-76, membership reached the
historic high of 1,886,000 educators,3 or 75.4 percent of the
nation's teachers.

The NEA has remained the dominant teachers' organization
over its entire history. Its purpose is stated in the Pre-
amble to the Constitution of the NEA of the United States to:

. . . serve as the naticnal voice for education,

advance the cause of education for all individuals,
promote professional excellence among educators,

1National Education Association, NEA Handbook,.1976—
1977 (Washington, D.C.: National Education Association,
1976) , p. 147.

2

Ibid.

31bid., p. 8.
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gain recognition of the basic importance of the
teacher in the learning process, protect the rights
of educators and advance their interests and wel-
fare, secure professional autonomy, unite educators
for effective citizenship, promote and protect
human and civil rights, and obtain for its members
the benefits of an independent, united teaching
profession.

The NEA works through its Departments, Committees, and
Commissions which work toward raising professional standards
through national conferences, publication, and research.

Each department develops its membership criteria and
engages in special~interest activities which aim toward
elevating the work of the classroom teachers. The Department
of Classroom Teachers, for instance, accepts members who are
engaged directly in fuli time teaching duties. The department
maintains several publications and provides superior in-
service opportunities for teachers, and these activities
have served as effective laboratories for the development of
professional leadership. Other activities of the depart-
ment are annual regional conferences in six regions of
the United States in addition to its annual national con-
ference which is conducted on a college-credit, inservice
workshop.2 In short, the NEA Department of Classroom Teachers
is the medium for teachers to learn from participation in
professional organizations, from the local level to the NEA

and its affiliated international education organizations.3

l1pid., p. 152.

2Stinnett, Professional Problems of Teachers, p. 391.

31bid.
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Perhaps the greétest efforts expended by the NEA to
elevate and protect standards for admission to practice came
following the end of World War II. In 1946, the NEA establi-
shed the National Commission on Teacher Education and Pro-
-fessional Standards, frequently referred to as NCTEPS.
NCTEPS since its inception hac been actively engaged in the
advancement of professional standards including those standards
for institutions which prepare teachers. 1In an effort to
provide impetus for the professional standards movement, the
Commission encouraged state and local associations to organize
their own TEPS Commissions.1

The National Education Association exerts great influ-
ence on teacher certification. The prerequisite for membership
of at least a bachelor's degree and for a regular teaching
certificate must definitely influence certification criteria
of various states. For membership, the by-laws state that
"Active members shall hold or shall be eligible to hold a
baccalaureate or higher degree or the regular teaching,
vocational, or technical certificates."2

The Association strongly supports control of entry and
continuation in the teaching profession by members of the
profession. This position is formally stated in Resolution

F-1, adopted in 1969, as amended in 1975, as follows:

libid., p. 284.

2National Education Association, Handbook, 1976-77,
p. 138,
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The National Education Association believes the
profession must govern itself. The Association
also believes that each state should have a pro-
fessional standards board, with a majority of K-12
public school classroom teachers. Professional
standards boards should have legal responsibility
for determining policy and procedure for teacher
certification, approval of teacher certification,
approval of teacher preparation programs, recog-
nition of national accreditation of preparation
programs, and programs designed to improve teacher
education.

Another organization which holds simultaneously internal
and external relationships to teacher education is the American
Federation of Teachers (AFT). Though a considerably smaller
organization than NEA, the AFT, nevertheless, is very powerful.
The federation is organized along labor union lines, attempts
to unite teachers on the basis of their common economic in-
terests as well as their professional ties, and has helped
revolutionize the attitude of NEA leaders toward collective
bargaining and the use of sanctions. Since its founding and
issuance of its charters in 1916 by the American Federation
of Labor, the AFT has exerted an influence totally out of
proportion toc the size of its membership in the space of a
few years.

Among the objectives of the AFT in its constitution are
the following:

1. To obtain exclusive bargaining rights for

teachers and other educational workers,
with the right to strike.

1Ronald G. Corwin, "The New Teaching Profession," in
Teacher Education, the Seventy-Fourth Yearbock of the National
Society for the Study of Education, Kevin Ryan, ed. (Chicago,
Illinois: The University of Chicago Press, 1975), p. 233.
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2. To obtain for them all the rights to which
they are entitled.

3. To bring association of teachers into rela-
tions of mutual assistance and cooperation.

4. To raise the standards of the teaching pro-
fession by securing the conditions essential
to the best professional service.

5. To promote such a democratization of the
schools as will enable them better to equip
their pupils to take their place in the
industrial, social, and political life of
the community.

6. To promote the welfare of the children of
the nation by providing progressively better
educational opportunity for all.l

AFT's decision to promote collective bargaining in 1956

enabled the federation to rise rapidly in membership during

the sixties and seventies. By 1975, the "Union" could boast

of a membership of more than 450,000.2

Though the AFT historically has been more interested
in the working conditions of teachers, it has also made im-

portant contributions to the professional aspects of teaching.

According to Howsam,3 AFT

. . . publications indicate breadth of professional
interest, a depth in scholarly approaches to prob-
lems, and an increasingly important place for teacher
education--particularly as it relates to an intern-
ship program for beginning teachers.

1American Federation of Teachers, Constitution of the
American Federation of Teachers (Washington, D.C.: American
Federation of Teachers, 1974), p. 3.

2Howsam, et al., p. 70.

31bid.



CHAPTER VI

COMPARISON AND ANALYSIS OF SECONDARY
TEACHER EDUCATION PROGRAMS IN

IRAN AND THE UNITED STATES

In this chapter an analysis and comparison of the
secondary teacher education practices in Iran and the United
States is presented. This comparison is based on what has
been depicted and analyzed in the preceding chapters. How-
ever, an attempt has been made to incorporate wherever
appropriate selected new approaches, trends, and develop-
ments in the context of teacher education in the United
States which might be useful to teacher education program
planners and policymakers in Iran.

Before further proceeding (to analysis and compari-
son of the major aspects of the secondary teacher education
in Iran and the United States) it is important to remember
that regardless of how similar the pre-service education of
teachers may be in the two countries, there are certain
factors that must be considered before a comparison of the
two systems may be undertaken. First of all, the people of

these two countries live and work in two different contexts

202
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in which the activities of other individuals constrain their
own. Second, the conventions and assumptions upon which the
two systems of education are based are historically so
deeply rooted that this accounts for two apparently distinc-
tive teacher education processes. Third, it also must be
realized that teacher education and educators in the United
States have been influenced by developments and discoveries
in other systems of education. The same thing is true in
Iran. Fourth, the political and social systems of these two
countries are so dissimilar as to make it difficult for any
policymaker to undertake total change in any sphere of
policymaking such as the field of education.

I{ would be a mistake to assume that everything in
the area of teacher education in the United States is worth
copying or importing into Iran or that everything that has
been done in Iran needs thorough revision in order to insti-
tute significant changes in the system. Perhaps it is best
to sum up the essential difference between the two systems as
follows: whereas in America, it is the community that sets
the standards and values for teachers to perform, in Iran, it
is the teacher who orients the community to values and stand-
ards set at the national level by the government. This differ-
ence is important because it explains fundamental differences
in the behavior of teachers as a professional body in each
country. It explains, at least in Iran, why the programs

planned for the aspiring teachers are hardly discussed with
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the lay people or the practitioner, whereas in America, con-
stant efforts are made, through professional organizations,
teachers associations, lobbyists ana different schools of
education to encourage faculty and interested parties to
submit proposals for an array of programs. The extent of
local autonomy and decentralized authority for the public
control of education and teacher preparation in the United
States have hardly ever been practiced in Iran, where only
in recent years some measures of decentralization have begun.
This crucial fact, by itself, explains much of the
different position of the teachers in the two countries.
In the following sections, more differences and similarities

have been explored.

Teacher Education Institutions

For several decades, teacher education in the United
States has been fully incorporated into the universities.
Single-purpose and exclusive teacher education institutions
are practically non-existent at present in the United States.
In 1974, of a total cf 1,265 colleges and universities
approved for teacher education, all were multi-purpose in-
stitutions except that ten--two public and eight private--
teacher colleges remained, compared to sixteen--five public
and eleven private-~in 1970.1

The general outlines of the picture of the

1Stinnett, A Manual on Standards, 1974, p. 129.
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corresponding institutions in Iran, that of teacher educa-
tion establishments, are different. In Iran, more than
half of the secondary teachers are prepared in single-
purpose schools. It has been only in recent years that
universities have started to play a role in teacher prep-
aration and certificate programs. The promotion of the
National Organization for Teacher Training and Educational
Research to full status university in 1974, and the ex-
pansion of facilities along with the development of depart-
ments of education at other universities indicate the move-
ment toward multi-purpose institutions. While American
institutions of teacher education tend to offer programs
both at the elementary and secondary levels, in Iran,
elementary teacher education is not offered at the bachelor's
degree level.l Each of the four-year institutions intended
for teacher preparation educate only secondary teachers.
This limitation is due to the fact that almost none of the
normal schools have attempted to extend their programs, up-
grade their instruction and offer courses at the college
level. In the United States, many of the universities,
multi-purpose colleges and teacher's colleges are the out-

2

growth of normal schools. The recently established and

rapidly growing number of schools offering teacher education

lSupra, pp. 66-69.

ZSupra, pp. 132-134.
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programs in Iran, however, offer the feasibility of requir-
ing higher academic standards for elementary teachers and
the eventual transition of existing normal schools.

There has been tremendous pressure in both
societies on institutions of teacher education. The major
problem in Iran appears to be pressure for expansion. The
number of applicants increasingly tends to exceed the
number of available places. Rapid growth is likely to have
adverse effects on faculty-student ratio. Such growth is
being stimulated by a demand for more professionally pre-
pared teachers and the concern for huge number of pupils who
will eventually continue to secondary schools because of
the relaxing of tuition charges.

The teacher education programs appear, thus far, to
have been little affected by enrollment pressures and new
teacher roles, and evidence little change in their scope of
programs and the breadth of offerings over the past few
years in Iran.

There is evidence in every part of the United States
that the cries of inadequate preparation are being responded
to in a number of sensible, relevant ways. Certain innova-
tive teacher education programs are summarized here to illus-
trate the breadth of new trends in preparing teachers.

a) A definitive trend in American teacher education
is that of single institutions offering multiple programs

for prospective teachers. Certain teacher education
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institutions have developed highly diversified programs
which allow students a variety of choices depending on their
interests and aptitudes. Most notable among such institu-
tions are the University of Massachusetts, Indiana Uni-
versity and the University of California at Los Angeles.

Urban Teacher Education Program, Off-Campus Teacher Educa-

tion Program, Open Education, Explorations, Education in

Community Services, Integrated-Day Teacher Education

Program are some of the programs offered at the School of
Education of the University of Massachusetts.
b) One of the most recent innovations is field based

preservice teacher education (FBPTE). It is defined as:

an optimal mix of early and continuous develop-

mental experiences, sequenced to meet the atti-

tudinal and skill development needs of preser-

vice teachers that occur in realistic educational

settings with children.l
Teachers, administrators, parents, professional educators
and scholars from various disciplines cooperatively plan
and evaluate experiences of a FBPTE program. Eight respon-
sibilities are to be assumed by the university faculties

in planning, establishing and maintaining a FBPTE program:

1) to identify a rationale for establishing a FBPTE
program;

2) to design a program sequence;

3) to identify and select a variety of learning

1Hans Anderson, "Role of the University in Field Based
Preservice Teacher Education," Teacher Education Forum,vol. 4,
No. 9 (May 1976) (ERIC Document Reproduction Service No.
ED. 128304).
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experiences;
4) to design field experiences;
5) to identify sites and participating field agents;

6) to try-evaluate (continucus evaluation throughout
the program development stages);

7) to provide participant pay off; and
8) to protect the faculty (to be aware of the time/
energy factor because FBPTE programs are more time and
energy consuming than traditional programs).l
c) Another development which has had a profound
influence throughout the United States is the competency-
based approach to teacher education (CBTE), also called
performance-based teacher education (PBTE). These programs
have been established as a result of a dispassionate
analysis of the competencies required by teachers, followed
by systematic attempts to prepare prospective teachers for
their skills. BAccording to a recent issue of Phi Delta
Kappan CBTE promises four sets of goals.

Long Range: 1. To improve quality of instruction in
the nation's schools as a consequence of improved
teacher education.

Intermediate Range: 1. To prepare knowledgeable and
skillful teachers in a curriculum whose elements
have been tested for validity against criteria of
school effectiveness.

Short Range: 1. To identify tentative teacher com-
petencies to prepare instructional materials and
evaluation procedures, the teacher education

curricula and promote teacher behavior research.

Immediate: 1. Stronger relationships between teacher

Lipia.
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educators, public schools, and the organized

teacher profession.

2. Greater student satisfaction with skill-

oriented teacher education programs.

3. Increased accountability of teacher educa-

tion programs.l

d) There are still other teacher education institu-
tions where the emphasis is on "humanizing" the teacher edu-
cation experience, which often means that the prospective
teacher is expected to learn about himself as an individual
before he can interact effectively with learners.

This school of thought, exemplified by the works of
Arthur Combs and his Colleagues at the University of Florida,
is in direct opposition to some basic principles upon which
CBTE is based. 1In this program, teaching is considered as a
"helping profession" and the importance of the "self" of
the teacher is stressed. More explicitly, the teacher educa-
tion program at the University of Florida is based on the
following principles.

--People do only what they would rather do. That is,
people behave according to choices they make from

among alternatives they see available to them at the
moment.

--Learning has two aspects: a) acquiring new informa-
tion, and b) discovering the personal meaning of that
information.

--It is more appropriate for people to learn a few con~
cepts rather than many facts.

--Learning is much more efficient if the learner first
feels a need to know that which is to be learned.

lBenjamin Rosner and Patricia M. Kay, "Will the
Promise of C/PBTE Be Fulfilled," Phi Delta Kappan, Vol. IV,
No. 5 (January, 1974), pp. 290-29%,
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--No one specific item of information, and no specific
skill, is essential for effective teaching.

--People learn more easily and rapidly if they help
make the important decisions about their learning.

--Objectivity is not a valuable asset for a teacher.
What is needed instead is concern for students.

--Teachers teach the way they have been taught--not the
way they have been taught to teach.

~--Pressure on students produces negative behaviors,
such as cheating, avoidance, fearfulness, etc.

--Teachers would be more effective if they were self-
actualizers. They should be creative, self-motivated,
well-liked persons.

e) A particular strategy, called teacher education
centers, designed to facilitate the trznsition between pre-
service and in-service education is just beginning to
flourish in the United States. Teacher educators on campus
have effected arrangements with public school systems for the
suprort of center personnel who organize and implement both
the pre-service and in-service activities within the center.
One of the significant services of these centers is the
efforts directed at improving the supervisory skills of the
cooperating teachers so that they would become more effective
themselves as teacher educators.

Other activities of such centers are attempts to
provide answers for problems with which teacher edwuzation

has been concerned for a long time. Some of the goals of

lRobert Blume, "Humanizing Teacher Education," Phi
Delta Kappan, Vol. LII, No. 7 (March, 1971), p. 412.
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centers include:

--to link together pre-service and in-service
education into one continuing program;

--to integrate curriculum development and staff
development effectively;

--to facilitate communication between educational
constituencies (students, teachers, administra-
tors, college and university staff, interested
community) in order to make the best use of
available resources;

--to individualize professional growth--for the pre-
professionals as well as for the practicing
professionals.

It is expected that the Iranian educational author-
ities will expand provisions for the development of the
student, for the preservation and advancement of knowledge,
and for direct additional services which may enhance the
attainment of goals set to transform the country to a
dynamic and progressive one. In addition, each institution
will set as its objective the development and maintenance
of an environment wherein programs designed to achieve

generally agreed upon goals may thrive.

Control and Accreditation

In regard to the question of where the right and

responsibility to organize and operate the educational
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system resides, in the United States and Iran, it is neces-
sary to distinguish clearly between the nature of education-
al authority in the two systems. Since responsibility for
education is not mentioned in the Constitution of the
United States, the basic authority for planning, organizing
and operating the educational system rests with the states.?t
Institutions of higher education are established by statu-
tory enactments or the Constitutions of the states in which
they are located. There is no federal or central authority
that exerts any semblance of supervisory control over them.
Even within the states, each college or universii:y may be
autonomous and independent of state agencies. Finally, each
institution, public or private, organizes its program with
a high degree of autonomy. The result is less uniformity
in specifics than is the case among the Iranian institutions.
The two factors limiting the power of these institu-
tions are the financial control exerted by local or state
authorities who allocate funds received from taxes and

federal support in the form of grants,2

and the accrediting
agencies. Ostensibly, these two factors, directly or in-
directly, coordinate the activities of the universities,

colleges and junior colleges in the United States

The independence and autonomy of American higher

lsupra, pp. 119-120.

2Supra, r. 122..
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education has necessitated the assignment of a set of moni-
tors in teacher education to recognize "the responsibility
to guarantee a minimum level of acceptable performance on
the part of the trainers and achievement on the part of

the trainees."1

More explicitly, accreditation serves the
following purposes:

1. Service to the public. Accreditation is supposed
to guarantee to the citizen quality in an institution of
higher education.

2. Instituticnal improvement. Minimum standards,
the initial accreditation, and the periodic reevaluation vis-
itations are seen as & major thrust for the improvement of
teacher education.

3. Facilitating transfers. The establishment of
national standards or norms allows college and university
admissions officers to make easier and more rapid judgments
regarding the admission or graduation of a student, and the
movement of a student on to the next level of matriculation.

4. Raising standards of the profession. An impor-
tant objective of accreditation is to raise the standards of
education for the practice of a profession. Almost every
profession has adopted accreditation as a means of suggest-
ing how its practitioners should be prepared, and as neces-

sary, of enforcing its ideas.

lClark and Marker, op. cit., p. 64.
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5. Information for prospective employers. Accredi-
tation is taken as a proof of the quality of training which
a graduate from the institution has received.?!

In the United States, accreditaticn is usually com-
pulsory at the state level, where an institution must be
approved by the state if its graduates are to be eligible
to receive certificates to teach. 1In the majority of
states, the state board of education is assigned the respon-
sibility for approving colleges and universities for the

2 In some states the chief state

preparation of teachers.
school officer is in charge of performing this function.
In the states of Montana and Nevada, as well as the District
of Columbia, there is neither a formal process for state
approval of the teacher education institutions nor any legal
authority for doing the same. However, Montana and Nevada
rely on the accreditation of regional professional associa-
tions.3

The standards adopted by the states for the accredi-
tation of teacher education institutions are among the fac-
tors which determine the content of the teacher education

programs and the requirements for certification of teachers.

In recent years a combination of state, regional, national

1Mayor and Swartz, op. cit., pp. 12-13.

2Stinnett, A Manual on Standards, 1974, p. 129.
3

Ibid.
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and/or specialty group recommended criteria has been used
by a growing number of states.l
In addition to state accreditation, American teacher
education institutions may seek the recognition of the
regional accrediting associations, of which there are six.?2
These associations, functioning as voluntary agencies
with only institutions as members, are intended for the im-
provement of college admission standards and requirements
and the improvement of relations between the secondary
schools and colleges.3 They usually require the institutions
to evaluate themselves and to provide the information their
visiting teams require. The associations look for such
educationz2l specifications as admission and retention cri-
teria, graduation requirements, and other aspects such as
size of the library, the administrative staff, and sources
of income, faculty salary and training, experience and
teaching load and the provision for extra-curricular acti-
vities, for student health, and for the follow-up study of
alumni.
To establish common standards of teacher education
at the national level, the National Council for Accredita-

tion of Teacher Education (NCATE) was founded.4

libid.

2Supra, pp. 146-148.

3Haberman and Stinnett, op. cit., p. 173.
4Supra, pp. 148-156.



216

The Council conducts joint or independent evaluations in
accordance with agreed upon policies and procedures. It
looks for clarity and appropriateness of the teacher-educa-
tion objectives, for the adequate arrangement of profession-
al and academic courses, for the effectiveness of student
personnel programs, and student teaching facilities.?t

The 1974-1975 annual list of NCATE institutions
represents about 40 percent or 540 of the total of 1,265
approved teacher education colleges and universities (see
table 4, p. 153) leaving 725 without the Council's accredita-
tion. Although NCATE institutions are preparing about
four-fifths of the new teachers graduated each year, the
large nunber of institutions not accredited by the Council
present a real problem for the free movement of qualified
teachers across state lines. However, many educators be-
lieve that the work of NCATE constitutes the real foundation
for reciprocity. The trend is toward more states participa-
ting in reciprocity pacts. Table 4, p. 153 includes thirty-
one states that grant reciprocity privileges in the certifi-
cation of teachers who are graduates of NCATE accredited
institutions.

By contrast, Iran does not practice accreditation;
no voluntary accrediting agencies exist for that purpose.
As has been pointed out in the second and third chapters of

this investigation, the centralized systems of education that

lMayor and Swartz, op. cit., pp. 55-56.
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came into being since the late 1800's in Iran demand a
uniformity in planning and management procedures that tend
to favor certain kinds of educational programs--those that
are highly detailed with most of the curricular items
obligatory. The Ministry of Science and Higher Education
possesses broad authority. This Ministry controls all
colleges, universities, and institutions of higher learning
even if they are part of, or sponsored by, other public

or private agencies. The Ministry approves the degrees,
curricula, faculties and rules and regulations promulgated

by these institutions.?!

Although each institution of higher
education has a board of regents, the concern of these
.boards aprears to be with broad pclicies; generally in line
with those of the Ministry. In other words, the policies
and programs of each institution which is concerned with

the preparation of teachers are to be approved by that
Ministry. This is logical in the sense that the central
government is (a) the major source of financial support, and
(b) almost all the graduates of these schools are absorbed
by the Ministry of Education. Teaching faculty may meet,
deliberate and recommend, but the final authority legally
resides with the Minister of Science and Higher Education.

At the present time in Iran there are clear trends

toward locally-based decision-making. This shift to

1Ayman, op. cit., p. 10.
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de-centralized authority should improve Iran's present
conservative and peaked pyramid of hierarchies in decision
making processes. It may be also a more realistic approach
toward achieving change in education. The task may become
one of fostering and enhancing local innovation, rather than
implementing what mav be an alien instructional plan.

However, a critical issue 1is associated with uni-
formity as against flexibility in teacher education. To
what extent is it educationally and socially desirable to
mandate a single program, however effective it seems, and
thereby rule out competing alternatives? The lack of
knowledge of the effects of various teacher education
programs, as well as the apparently conflicting goals for the
educational systems in either of the societies seems to
favor the desirability of promoting diversity.

From an intensive study on the subject of accredita-
tion, two purposes or functions emerge. The first is to
establish a minimum level of competency by the practitioners
of the profession, thus providing the public with qualified
teachers. The second purpose is to stimulate the contin-
uous development and improvement of the practitioners’

competencies.

Student Admission and Retention

With reference to admission standards and qualifi-

cations, both countries regard high academic achievement as
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the best indication of likely success in teaching.1 Con-
sideration is also given to characteristics such as mental
health, emotional stability, maturity and personality.
However, there are some variations in the degree of emphasis
and process of selection in each country.

The selection of teacher trainees in the United
States is done principally in two sequential stages: (1) the
initial selection for admission to the institution; and (2)
subsequent selection for the teacher education program.
Screening after initial admission tends to be at the end of
the sophomore year and limited mainly to a consideration of
academic achievement. Subsequent evaluations and recommenda-
tions at three or more points in the student's preparation
are made. Evaluations usually take place at staff meetings.
Faculty members at some institutions keep records on students
in the form of a series of comments or grades. If the
student is considered to have the necessary qualities--
personal, social, ethical fitness and academic ability--he
will be approved for student teaching.2

In Iran, admission to the colleges and universities
operates through the Centralized Entrance Examinations
(CEE) once a year in the form of written tests. Each candi-

date indicates on his entry form the fields in which he

lSupra, PP. 186-190.

2Stinnett, Professional Problems of Teachers, pp.

80-81.
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wishes to pursue his studies in order of his preference.
In addition to the general requirements, candidates for
admission to secondary education programs should be (1)
twenty-four years of age or younger; (2) not holding any
jobs, either governmental or non-governmental jobs; and
(3) not enrolled at another educational institution ét the
same time. \Evaluations are usually in the form of mid-
term. and final examinations. A student is eligible to
continue his studies and be gqualified for student teaching
if he maintains a grade-point average of 2.0 or higher
(based on a 4.0 scale); otherwise he will be placed on
probation.

Structure of Curriculum Content in
Secondary Teacher Education

In the two countries under discussion, despite con-
textual differences, there are common characteristics among
secondary teacher education programs that make this compari-
son possible.

In common with the Iranian situation, secondary
teacher education programs in the United States can bé
placed under three categories: (1) general education, (2)
specialized education, and (3) professional education. The
particular semester-hour requirement within each of the three
ar:as mentioned above varies from one institution tc another
depending upon the accredited approved program of each

institution. So does the manner in which each is structured
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into the four years of study in both countries.

In both societies, each student completing a certifi-
cate program is required to take some genegal education
courses. The reason for this is the belief that a teacher
should have a broad cultural background and be well-
grounded in a wide variety of general subject areas.l Hours
required in the general education program, among American
institutions, ranged from foty-six to sixty semester hours
for forty-three percent of the 440 respondents from a sample
of 871 AACTE member institutions in June, 1973.2 In the
survey, however, extreme cases--less than thirty or over
seventy-five semester hours--were not unusual. This is in
contrast to the situation in almost all secondary teacher
education institutions in Iran which require twenty semester
hours of general education. However, in both éystems,
general education programs consist of courses in humanities,
social sciences, natural sciences, mathematics, health and
physical education. In most American institutions an inter-
disciplinary approach is used in the fields of English, the
social sciences, and natural science. The trend is toward
encouraging prospective teachers to participate in an ex-
perience focusing on the nature and implications of know-

ledge, in conjunction with general education studies.

lSupra, pp. 87, 173-178.

2Sherwin, op. cit., p. 64.
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Alternative ways of learning, unique structures of knowl-
cdge in the different fields, linkages among cconcepts in

the various disciplines, and thce implications of thesc idcas
for teaching are recommended by educators. !

Another point of contrast is the degree of emphasis
being placéd on the area of subject specialty of aspiring
teachers in the two countries. It is well evidenced from
the analysis of requirements for teaching specialization
that the education of secondary teachers in America is much
less subject-centered than it is in Iran, more attention
being paid to teaching method and material than to mastery
of thc subjects that have to be taught.

Hours in academic specialization taken by secondary
education students in the United States range from a low
of eighteen to a high of forty-eight for teaching a subject

full time.?

The exact number of hours taken for the major
field of study varies within some institutions according
to the selected field, there being in these instances no
attempt to standardize the requirement among the several
subject matter departments.

In contrast to the above, an Iranian student major-

ing in any discipline must complete sixty hours of special-

ized education as a result of the heavy emphasis on the

1Howsam, et al., op. cit., p. 82.

2Stinnett, A Manual on Standards, 1974, pp. 139-143.
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content for the teaching specialty. As is depicted in
Chapter III, p. 93, the student's minor field is expected
to be related or closely related to his major. This means
another twenty-six credit hours in one area of concentration.
Furthermore, if the student chooses to further specialize
his knowledge, which is expected, he can take another ten
hours of related courses as electives. In this manner,

a student accumulates as many as ninety-six hours in one ar-
ea of concentrated study in an academic field. These
extreme cases are prevalent in Iranian institutions, where-
as in the United States, if a student elects the standard
subject matter major of approximately thirty credit hours,
he is required to do at least one minor of fifteen to

twenty credit hours in another subject matter area. In

lieu of the standard major/minor plan, however, students

may pursue a comprehensive maijor in which case the minor is
not mandatory. Another possible arrangement in some schools
is for students to elect two thirty hour majors or a broad
field major of approximately fifty to fifty-five credit
hours instead of the conventional major/minor plan.

The third component is professional education which
prepares the student to carry out the role of the teacher
successfully, whether in the classroom, the school, or the
community. The extent of work in this area varies among the
institutions in the two societies, but the striking

difference 1s not so much in the theoretical as it is in the
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practical aspects of the secondary teacher education pro-
grams in Iran and the United States.

In both systems, students become acquainted with
methods of teaching, learning theory, and behavioral and
humanistic studies. Almost all of the trainees take both
the psychology of adolescence and the psychology of child-
hood in order to study methods of psychology, child
development, and other behavioral findings. All majors
take courses in educational psychology and learning, courses
which are designed to provide the student with a body of
knowledge about teaching and learning which will provide
the foundation for his performance as a teacher. In addi-
tion, there are also courses which give the student an
orientation about the organization and structure of the
educational system of each country. But a point of dispute
is whether prospective teachers are given enough opportuni-
ties to observe, record, and analyze behavior--pupil be-
havior, teacher behavior (their own and others), and the
interaction of teachers and pupils.

The total number of course hour requirements in
professional education is usually from sixteen to twenty-
five hours in American Institutions;l and for its

counterpart, Iran, it ranges from eleven to thirty hours for

1Sherwin, op. cit., p. 15.
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all institutions on a semester system.l Whereas in Iran an
average of only two hours is devoted to practical aspects,
in the United States the field experience represents approx-
imatély one-third to half (fifty-four percent require be-~
tween seven to fourteen semester hours)2 of the total pro-
fessional instructional program; and yet, students aré
required to spend an increasing number of hours on field
experience.3 This is due to the fact that "the 'better'
programs attempt to integrate studies of learners with
field work that illustrates development principles."4 As
indicated earlier, the majority of innovative programs are
drastically field oriented. Theoretical knowledge is
reinforced and augmented by practical application wherever
possible.

Critics attack the separation of theory and practice.
Students should have an opportunity to interrelate them
much sooner than in the final yeax. Idcas about learning
and the learner .also favor early integration. Smith be-
lieves that a training program for a beginning teacher

should consist of three interrelated parts: a theoretical

component, a training compcnent, and a teaching field

lsupra, pp. 88-90, 180-185.
2Sherwin, op. cit., p. 17.
31bid., p. 24.

4Haberman and Stinnett, op. cit., p. 80.
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component. He contends that theoretical knowledge is

abstract and has little applicability to the real world.
If theoretical Knowledge is to become meaningful
and relevant it must be adapted to suit the unique
reality that exists.l

In the pre-service education of prospective teachers
in Iran, there is not enough time provided for the de&elop—
ment of the skills and abilities needed to be more concerned
with diagnosis of pupils, planning, constructing and evalua-
ting learning programs and learning to work with the
students; for becoming more the manager of the means to
acquire knowledge, rather than merely the transmitter of
knowledge.

It ﬁas been mentioned earlier that subject-matter
specialization is heavily emphasized, while other aspects
of importance are somehow overlooked. A change needs to be
made in this respect in that the number of hours required
for specialization should be reduced somewhat; more serious
attention should be paid to the change of attitudes--to the
development of new attitudes toward students, work, and
colleagues. This change of attitude also includes new
attitudes toward educational innovations and debate, toward
new working methods and toward other school levels and sub-

jects other than the teacher's own specialization. Finally,

prcfessors who are involved in teacher education, whether in

1g, 0. Smith, op. cit., p. 70.
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the area of professional, general or specialized courses
should provide experiences necessary in overcoming tradi-
tional concepts.

The role of professors is instrumental to the
success of any improvement in teacher education. If they
are to perform their tasks efficiently and effectively
they need to be prepared for the new roles they are ex-
pected to perform. It is expected that educators will
model the behavior they want prospective teachers to
possess.

College instructors, professors and administrators
will need to broaden their perception of what better teacher
education calls for. As Houston has pointed out:

The people who design teacher education programs,
implement them, interact with future and inservice
teachers and evaluate the results of such programs--
these are the people whose roles, tasks and percep-
tions must be changed.

College instructors will need to alter their
schedules to permit them to visit schools and hold training
sessions, not only for the benefit of practicing teachers
but for public school teachers who will assist in super-
vising and guiding student teachers.

Determining who are the people best qualified in

terms of probity, expertise and performance +o become

1Robert Howsam and W. Robert Houston, "Change and
Challenge," in Competency-Based Teacher Education: Progress,
Problems and Prospects, ed. by Robert Howsam and W. Robert
Houston (Chicago: Science Research Associates, 1972), p. 1l4.
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teacher educators is a very important task. These are

the people to rethink, redesign and reinstitute policies,
practices and procedures in education. First-rate educators
are absolutely essential if the gquality of teacher education

is to be improved.

In-Service Education

The call for in-service education is the most urgent
and demanding of the pressures exerted upon the education
profession today. The changing concepts of the aims and
values of education, the roles of the teacher and the

functions of the school have grave implications for in-

service education.*

The nature of in-service education in Iran is
mostly remedial. The purpose of such a program is primar-
ily to enable teachers to bridge the gap between what they
are expected to know and do and what in fact their level
of knowledge and their teaching competencies are.

The Department of In-Service Education of the
Ministry of Education is responsible for planning and or-
ganizing these programs. Through its leadership, consulta-
tive and regulatory functions, the Department usually
facilitates the establishment of local, regional, and
nationwide in-service programs.

Unlike Iran, in-service education in the United

) }The rationale, views and ideas of educators con-
cerning in-service education are included in chapter V.
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States has almost passed the stage of being 'remedial' in
nature. It is an attempt to implement education-improve-
ment activities, improve professional development, and meet
the goals of personal growth.l Each local school system
or individual school makes provisions for the in-service
education of its teachers. To encourage classroom teachers
to identify their school problems and work cooperatively
for solutions, some local systems often set aside certain
afternoons for joint action by teachers. Also, special
courses are offered with the hope that teachers will be
encouraged to pursue additional learning experiences.2
More states, and additionally more local school districts,
now formally require secondary teachers to have earned a
graduate degree or graduate credits after their initial
teaching certificate. In common with the United States,
the roles of the Iranian universities are significant in
helping to promote professional aid and academic advance-
ment among the teachers through their departments of educa-
tion.

Professional organizations in both countries,
although in a more limited scope in Iran, have been another
source of in-service education. Offering courses and work-

shops on subjects of interest, development of new curricular

lBottoms, op. cit., p. 38.

2Progress of Education in the United States, p. 69.
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materials and the dissemination of information on new
techniques are part of that effort.

Also, state departments of education in the United
States have been concerned with the promotion, encouragement
and development of in-service programs for public school
personnel. Special training centers providing resources and
technical competence to local school districts that cannot
afford their own programs are among efforts to enhance the
capabilities of practicing teachers.l

Despite vast improvements in the qualifications of
teachers through in-service education in Iran, there still
remains much to be done in this area. There is still a
great need to upgrade the abilities of many of the teachers
hired to meet the "shortage" years which probably will
extend well into the 1i980's. Jobs have alwayvs been plenti-
ful for teacher education graduates, regardless of the
guality of their education or performance. These teachers
who still have twenty or twenty-five years of teaching to
be performed, deserve assistance in responding to the chang-
ing needs of the classroom and in learning to adapt their

teaching techniques to the findings of modern research.

Teacher Organizations

Teacher organizations both in Iran and the United

libia.
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States have undergone a dramatic change since the early
1960's; but the trend of change has been in opposing
directions. Whereas American teacher orgénizations have
become more militant (emphasizing political action,
collective bargaining and teacher strikes for higher pay
and better working conditions), the Iranian teacher associa-
tion has re-oriented its priorities away from the pro-
visions of concrete welfare benefits toward the articula-
tion of professional goals for its members. 1

There are two national organizations representing
teachers in the United States: The National Education
Issociation {NEA) and the American Federztion oi Teachers
(AFT). 1In addition, there are state organizations and
thousands of local associations, assuming that there is at
least one association representing one of the 16,000
local districts in the United States.?

Social fellowship, better salaries and improved
conditions for teachers in the system, service to school
and community, and general advancement of the profession are
among the serviqes usually rendered by local associations.?
At the state level, education asscciations render their

largest service in interpreting educational problems to the

1Supra, pp. 106-108.
2Stinnett and Cleveland, op. cit., p. 89.

3Stinnett, Professional Problems of Teachers, p. 372.
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public, publications, promoting legislation favorable to
the school system and to the teaching profession, fact find-
ing or research, teacher welfare and other services.1

Established in 1857, the NEA is the largest pro-
fessional organization in the world.2 Its membership now
numbers over 1.8 miliion, or 75.4 percent of the American
teachers.? There is at least one NEA affiliate in each
state. There are also nearly 500 state-wide NEA assccia-
tions most of which serve special interests of teachers.4

The NEA works through its seventeen headquarters
divisicns, thirty-four departments, thirty-five commissions
and committees, one council, and a staff of over 1,100
persons to carry out its policies.5 It has a research
division which is the only source of the most recent nation-
al data on education.

The thirty-four departments reflect the wide
diversity of the activities of the NEA. The largest is the
Department of Classroom Teachers which includes approximately

85 percent of the NEA membership. The department maintains

several publications and provides superior in-service

lIbid., pPp. 377-379. 2Supra, p. 197.

3National Education Association, NEA Handbook, 1976-
1977, p. 147.

4

Stinnett and Cleveland, op. cit., p. 88.

5Stinnett, Professional Problems, pp. 384-385.
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opportunities for teachers, and these activities have
served as effective laboratories for the devclopmﬁnt of
professional leadersnip. Other activities of the depart-
ment are annual regional conferences in six regions of
the United States in addition to its annual national con-
ference which is conducted on a college-credit, in-service
workshop.1

The publications of the Department of Classroom

Teachers include (1) the News Bulletin, which provides infor-

mation concerning the purpose, activities and achievements
of local associations and state departments of the class-

room teachers; (2) the Official Report which is published

annually to make available to members information concerning
the accomplishments of the NEA Department of Classroom Teach-

ers; and (3) a series cf Discussion Pamphlets. The titles of

some of these pamphlets are impressive and revealing. Among

others they comprise Teacher Tenure, Paying for Schools, Eth-

ics for Teachers, Credit Union for Teachers, Salary Schedul-

ing, School Marks and Promotion, Teacher Rating, Lifetime

Standards of Preparation, Democracy in School Administration,

Teacher Retirement, and Teacher Leaves of Absence. School

administrators are members of departments such as the
American Association of School Administrators, the National
Association of Secondary-School Principals, and the Depart-

ment Of Elementary School Principals. Other departments

11pid., pp. 390-391.
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. include art education, educational research, foreign
languages and speech.

The NEA exerts great influence on teacher certifi-
cation. The prerequisite for membership of at least a
bachelor's degree and for a regular teaching certificate
rmust definitely influence certification criteria of various
states. The association strongly supports control of
entry and continuation in the teaching profession by members
of the profession. A detailed description of goals, ob-
jectives and multiplicity of services provided for the
teachers of the United States by so large and ccmplex an
organization as the NEA is impossible here. It suffices
only té ncte that the NEA and its various units publish
more than twenty professional journals and more than two
hundred other publicaticns annually.

Another national teacher organization is the Ameri-
can Federation of Teachers. Organized along labor union
lines since its foundation in 1916, it attempts to unite
teachers on the basis of their common economic interests

1 The AFT has exerted

as well as their professional ties.
an influence totally out of proportion to the size of its
membership (450,000 in 1975) in the space of a few years.
As a competitor to NEA, it has helped to cause a dramatic

change that took place in the MNEA's policy toward

lSupra, pp. 200-201.
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collective negotiations.

Prior to the 1960's, the NE2Z had condemned
collective bargaining, strikes, and affiliation with labor
movements. The victory of the AFT in New York City, the
dissatisfaction of urban teachers with the NEA's limited
approach to improving teacher welfare gradually revolu-
tionized the attitude of NEA leaders toward collective
bargaining and the use of sanctions. During the 1960-51
school year there were only three teacher strikes nation-
wide, but by the 1970-71 school year the number had grown
to 180 nationwide. During the decade over five hundred
strikes occurred, and two-thirds of the more than 500,000
teachers who participated were members of the NEA or its
affiliates.?

In contrast to NEA and AFT, the Society of Secondary
School Teachers in Iran is sponsored by the Ministry of
Education; it is a governmental organization available only
to secondary school teachers with special subject matter
interests. Although it is intended to improve the social
and educational morale of secondary teachers, the associa-
tion is viewed by the typical teacher as an extension of the
larger system of government. This group is unaffiliated
with the trade union and it has no right to political

activities, collective bargaining, strikes or the use of

1National Center for Education Statistics, 1976 ed.,

op. cit., p. 131.
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sanctions. Being civil servants, the salary and working
conditions of teachers are affected only through acts of
congress. Congressional amendments or decisions at the
Ministerial level also affect the curriculum and the
adoption of textbooks in Iran.

An overall assessment of the effectiveness of the
Society of Secondary School Teachers in Iran is extremely
difficult because frequently there is a considerable
difference between what the Ministry of Education aims to
accomplish (the stated goals)1 through the association and
the work that is actually done. Probably the best way of sum-
marizing .the role of the teacher's organization in Iran is
to say that it is potentially instrumental in helping
teachers gain a greater awareness of their responsibilities
and importance in the development of their country. Through
its efforts to improve the quality of instruction and in
its support of educational innovations it can effect im-
portant changes in the educational system. As it attempts
to expand the orgnaization to unite both elementary and
secondary teachers and provides more services to the
teachers and nation it should become a more effective agency

in guiding policy-makers in the government of Iran.

lSupra, p. 106.



CHAPTER VII

SUMMARY, CONCLUSIONS AND

RECOMMENDATIONS

This chapter presents the summary, conclusions and
recommendations based on the study. The purpose, design
and methodology, findings and conclusions are presented
first. Recommendations are presented in the section which

follows.

Summary and Conclusions

summary

The purposes of this study were twofold: the first
was to identify and analyze the major characteristics of
secondary teacher education programs in Iran in comparison
with programs of teacher education institutions in the
United States. The second was to develop recommendations
directed towards the improvement of teacher education
programs in Iran.

For the purpose of the study, the survey method of
investigation was utilized. A collection of detailed
descriptions of existing conditions with the intent of

employing the data to justify conditions, or to make plans
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for improvement is required by the method.

To collect detailed data, the available literature
or. teacher education in the United States and Iran was
reviewed. Factors which seemed more ccntributive to the
guality of teacher and teacher education were extracted.

For the purpose of comparison, the following areas were
selected: (1) types of teacher institutions, their control
and accreditation; (2) selection and retention of education
students: (3) major components in the education of teachers;
(4) student teaching programs; (5) certification of teach-
ers; (6) in-service education programs; and (7) the influence
of teacher organizaticns on education and the education of
teachers. The cultural historv of the United States and

Iran provided backgrounds for understanding the current
status of teacher education programs in the two nations.

For purrose of analysis, the qualitative and the
quantitative forms of expression were used. Tables, charts
and figures were employed in presenting the data.

In the previous chapter the similarities and differ-
ences were identified and discussed and their implications
for the improvement of Iranian teacher education were pre-
sented. Certain innovative programs were also incorporated
into the comparison in order to illustrate new trends in

preparing teachers in the United States.

Findings

The specific results of the investigation pointed
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up some similarities and contrasts. The comparison revealed
that:

l. The United States and Iran were similar in the
way university and college courses were organized. The
introduction of credit hours as a way of reorganizing
Iranian institutions of higher education held promise for
greater flexibility.

2. In a typical four-year program 120 or 140 semes-
ter hours of credit in an American or an Iranian higher edu-
cation institution, respectively, had to be obtained. To
graduate, a certain standard had to be achieved. A minimum
grade point average of 2.0 was required in both countries,
but a substantial number of American institutions had been
demanding a higher average in a student's major subject.

The investigation also revealed some differences as
follows:

1. Almost all American teachers tended to receive
their education in multi-purpose institutions, whereas in
Iran secondary teacher preparation was mostly the work, not
of the universities, but of the colleges or departments of
education.

2. A high degree of selectivity operated in Iranian
collegiate education which served to place only the more
academically able students in college and university class-
rooms, while in the United States, the open admission policy

facilitated the participation of a high percentage of students
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in higher education.

3. The institutions of teacher education in Iran
did not have as much freedom of organizing their programs
and establishing their standards as their counterparts in
the United States. ‘

4. The normal pattern of teacher education programs
in the United States was much broader and less specialized
than its counterpart, Iran, where academic specialization
was heavily emphasized.

5. Professional education tended to be emphasized
more in teacher education institutions in the United States
than in Iran.

€. The same pattern of contrast alsc held for student
teaching which received little attention on a nationwide
basis in Iran, while in the United States, there was a ten-
dency to move teacher preparation programs, both preservice
and inservice, away from the campus to sites in public school
districts.

7. Other findings of the study revealed that Ehe
nature of inservice education in Iran was more remedial than
in the United States, where education-improvement activities,
professional development, and personal growth were emphasized.

8. Finally, it was found that while American teacher
organizations--as autonomous entities--offered professional

leadership at the national and state levels, they were grad-

ually becoming more influential in the design of teacher
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education programs. This was in contrast to the Iranian
case where teacher associations, organized along govern-
mental lines, had reoriented their priorities away from the
provision of concrete welfare benefits toward the articula-

tion of professional goals for its members.

Conclusions

The study brought out the need for change in the
structure and methodology of teacher education programs in
Iran. In the critical analysis of the Iranian teacher
education programs, the need for adjustment and modification
in order to produce competent teachers was stressed. The
professicnal education sequences, while concentrating on
behavioristic and humanistic studies, needed to incorporate
learning and teaching theory and some laborabory and clini-
cal experiences. While increasing the students' knowledge
of theoretical principles, their practical experiences

to be emphasized if the principle that a teacher's

€y

icede
education must be both general and specialized and both
practical and theoretical was to be practiced.

The importance of field experience, including student
teaching as the central and integrating element in the pro-
fessional education of teachers, as well as the crucial
position of the cooperating teacher during the practicum
needed to be emphasized in Iran.

The emerging roles of teachers need to be capitalized
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on 1if teachers in Iran are to be able to cope with the
array of differences among students now entering secondary
schools--differences in ability, attainment, interest, life-
style, motivational pattern and background. The education
of teachers should be centered on the roles they must play
in human resource development plans that hope to contribute
to the more rapid modernization and building of a dynamic
Iran. It was emphasized that a modern education would expect
teachers to be (1) competent in diagnosis of student needs
in order to prescribe the right kind of activities and re-
sources for learning; (2) counselors, helping students to
make decisions about specified courses and activities in
keeping with their interests, abilities and motivations; (3)
managers of the means to acquire knowledge and instructional
facilitators; (4) skiliful in the use of media for the in-
struction of students; (5) researchers and scholars, engaging
in activities as will enhance the teaching-learning process;
{6} imnovatcrs and receptive tc inncovaticons, produce changes
by encouraging, testing and bringing about changes in the
classroom and in the system; (7) persons, willing to em-
pathize with students, understand their values, help them to
develop self-awareness as a means of self-actualization.
Initiative should come from professors involved in
teacher education, whether in the area of professional,
general or specialized courses, in providing experiences

necessary to overcome traditional concepts. They need to
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broaden their perception of what better teacher education
calls for. College instructors, professors and adminis-
trators must be prepared for the new roles they are expected
to perform. Their expertise and performance are absolutely
essential in the preparation of competent teachers.

Changes are necessary in the status of the teachers’
organization. Its role is instrumental in promoting pro-
fessional excellence among educators, securing professional
autonomy, protecting the welfare of practitioners and en-
hancing the wellbeing of the children of the nation by pro-
viding progressively better educational opportunities for

all.

Recommendations

Based on the findings of this study as well as on
the literature on suggested reforms and innovations in the
preparation of secondary teachers, the researcher makes the
following recommendations:

1. A Task Fcrce should be established, charged with
the development of criteria for the evaluation of current
programs of teacher education in Iran. The criteria should
carefully consider characteristics of good teacher education
programs, especially those in the United States and the
identification of those competencies regarded as most crucial
for effective teaching in secondary schools. The Task Force
should also be responsible for: a) facilitating the collabora-

tion of professional educators, administrators, teachers,
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parents, and the general public as members of the Task Force;
b) institutionalizing the forms of this collaboration and to
devise ways and means of communication between the parties;
c) developing a commitment to the importance of the task
among all members of the Task Force; d) ensuring that
faculty members from each discipline are involved in the
task in ways they find rewarding; and e) improving new rela-
tions with public schools with emphasis on involving them
more directly in teacher preparation.

2. A basis of future programs of secondary teacher
education should be the broad areas of identified competen-
cies and expected teacher roles.

5. The programs of secondary teacher education should
be based upon planning which integrates the major compcnents
of the program, general education, specialization and pro-
fessional education in a developmental sequence.

4. The design of secondary teacher education should
include a continuous interlocking relationship between
practice and theory. This means contributive related field
experiences, and student teaching related to theory course.

5. Single-purpose colleges cf education should be
expanded to multi-purpose institutions with the content of
professional courses for teachers to be determined by members
of the profession; and specialized subject courses shculd
remain under the control of the professors of non-profession-

al subjects.
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6. A media center should be established, with
library facilities, housed within the complex or in close
proximity. The center should be used as a data bank for
the storage and retrieval of instructional materials. Pro-
vision should be made for the tiaining of college instruc-
tors and teacher trainees in the use of audio-~visual equip-
ment.

7. More provisions should be made for the re-
orientation of teacher educators to the responsibilities of
the teacher's role. Seminars and workshops whould be
organized to bring them up to date with the new approaches
to teacher education. Teacher educators should take an
active part in reorganizing their programs; they should
learn to operate as teams, and use an interdisciplinary
approach to teaching.

8. Annual follow-up studies of teacher education
graduates should be implemented to provide immediate feed-
back to the faculty regarding the perceived value of the
programs which they completed.

9. The total program for the preparation of secon-
dary teachers must be evaluated, not as an end in itself,
but as a means to provide a basis for continuous self-
appraisal on the part of those taking part in the process.
The goal is to incorporate mechanisms of self-renewal in
every aspect of the process of educating teachers.

10. Social maturity, scholastic aptitude, evaluations



246

of the personality and character of prospective candidates
should constitute the measures for both selection and reten-
tion in teacher education.

1l. An introductory education course should be
offered at the freshman level. Changes should ailow the
student to determine, at this level of éducation, if teachQ
ing is likely to be a desirable profession for him/her.

12. Teacher education should set its policies in such
a way that makes it possible to divert trainees who appear
to be non-promising or unenthusiastic about the profession
of teaching.

13. Students' class loads should be reduced so that
the habits of self-study, self-development, self-renewal
and self-direction can be emphasized.

14. The number of hours required for specialization
shoculd be reduced somewhat. More express attention and time
should be provided for laboratory experience, field ex-
perience and student teaching.

15. The educatior. courses and teaching practice com-
ponents of the program need to involve developmental, grad-
uated experiences, beginning as soon as students enter a
teacher preparation program.

16. A regularly scheduled seminar should be held,
concurrent with the student teaching experience and directed
by college supervisors, to include students of teaching,

principals, cooperating teachers, and other support
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personnel.

17. éoopcrating teachers must be provided the oppor-
tunity of participating in an inservice program, preferably
for credit, dealing specifically with the supervision of
student teaching.

18. Group dynamics, group conversations, refresher
courses and graduate work should constitute a continuation
of pre-service educdation of teachers. Critical appraisal
of phenomena and problems, following of educational research
and development work and knowledge of the most recent find-
ings in the field are also included.

19. The teachers' organization in Iran should be
reorganized and strong leadership provided in order to:

a) allow practicing teachers to participate more directly

in planning and developing programs of secondary school
teachers; b) develop the capacity of the teachers to take
part in the decisiqn—making process and to take responsibil-
ity for their own working situations.

20. Finally, the education of teachers must capi-
talize on the importance of respect for the human dignity
and personality of the student and respect for his right to
personal development. This demands the requisite objectivity
of teachers to provide neutral information on controversial
issues concerning attitudes toward life and views of society.

Because Iran is a different social, economic and

political entity than the United States, it is recognized
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that many recommendations made herein will be difficult to
implement. It is believed, however, that a purposeful move-
ment in the directions identified can be made and the net
result should be extremely beneficial to the educational

system and programs in Iran.
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