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Educat i onal Reconst ructi on
and Today’ s Teacher Educat i on

By Frank Andrews Stone

Most teacher education is now being redesigned and substantially changed.
Yet, based on experiences with one innovative program, | contend that many
proceduresand much that isbeing taught remai nsthe same. Although theformat of
instruction may be different, the conventional theoretical rationale is remarkably
persistent. Therefore, some aspects of the new teacher education demonstrate in
practiceeducational reconstruction’ semphasisonsocial theory and action, butwith
considerable ambivalence and inconsistency.

Begi nni ngl nterns

On Thursday, September 9, 1993, | am hurrying across the campus through a
light rain for the first seminar with juniors in our

I teacher education program. Last spring they applied
Frank Andrrews Stoneis  for admission into the three year teacher education

a professor emeritus of sequence as sophomores. Their being selected re-
international educationat  quires that they have better than average academic
the University of achievement and have a successful interview with a
Connecticutanddirector  faculty screening committee. Now, as| walk through
emeritus of the Isaac N. the classroom door a few minutes before the 3:30
Thut World Education p.m. schedule, I’ msurprisedthat most of thestudents
Center on that campus. arealready there. There are 14 women and three men
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when all have arrived. As they introduce themselves, they name their liberal arts
undergraduate major field of study at the University. Aside from one person in
special education, they seem to be evenly divided between future careers in
elementary and secondary education.

The basis on which they have been grouped into this particular seminar isthe
geographical location of the Professional Development Center (PDC) where each
student will be interning one day a week this semester. Most are assigned to an
elementary school, the Middle School, or the Edwin O. Smith High School, all in
Mansfield, Connecticut, the hometown of the University. Several will be working
in nearby Ashford, arelatively rural community, and one in Tolland, a next door
“bedroom” suburb of Greater Hartford.

These young peopl e appear to be the products of having been raised intowns
similar to those where they will be interning this semester. They all seem to be of
European extraction, although, knowing something about the cultural diversity in
Connecticut, | suspect that plenty of variety exists among them. I'll have to get to
know them better, but doubtless several are the children of recent immigrants.
Others will probably be of Yankee stock resident in southern New England since
the colonial era. They identify themselves as being socio-economically middle
class, whichisn’t surprising because most of the peoplewho preparefor careersas
educators come from this stratum of society.

All of the studentsin my classare new to teacher education, so | take aminute
to explain to them how the components of our Holmes Group-type program inter-
face. Two early mornings each week, in addition to their liberal arts classes, these
young peopl e have already begun attending core courses. Thefirst semester of the
junior year, for example, they begin by studying aone credit module, “Learning1.”
It is an introduction to behavioral and cognitive psychology. They will also have
two other core modules on “Multiculturalism, Equity and Excellence,” and “ Excep-
tionality I.” Subsequent core instruction will concern educational technology, the
social context of schooling, and assessing learning. Asuniversity seniorsthey will
study a module on “Philosophical Tools for Teachers,” and have more advanced
instruction on “Assessment of Learning” and “Exceptionality.” Their teacher
education coreasseniors, additionally, includes subject specific pre-preparation to
be elementary, secondary, or special educators. Thisnew format, in operation only
since fall 1991, integrates their Bachelor’s and Master’s degrees into a five-year
program. Eachindividual earnsadegreeintheliberal artsand sciencesfollowed by
agraduate year of full-time study in education leading to certification and aMaster
of Artsin Education degree.

The core courses, which all of our teacher education students take together
regardlessof their anticipated educational specialization, are one of thethree major
components. Theother vital aspectsof the new teacher education arethe students’
clinical experiencesasinterns at PDCs throughout athree-year period. Everybody
internsin avariety of social contexts. An important part of their clinic experience
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will bein inner city/urban settings such as East Hartford, Hartford, or Windham.
This extensive three-year student teaching component is designed to have four
phases: introductory (where this group of juniors is beginning), initial teaching,
take-over, and wrap-up. The phasesare analyzedin the handbook that each student
receives (Teacher Education Preparation Handbook, 1993).

Theweekly hour and ahalf long seminar, | tell the students, is supposed to be
the* peanut butter” joining their coreand clinicwork. Threetypesof activitiesoccur
in the seminars. First, all students are asked to maintain a cumulative Pedagogy
Journal throughout their junior and senior years of clinicsand student teaching. It
is in the seminars that the internship experiences that have been recorded and
interpreted can be shared and compared. Thestudent journals areto containwritten
reflections and analyses. Their basisis the conviction that by thinking about and
deliberatingonour actionsaseducators, wecan bring about “ changeineducation—
on a personal, classroom, and school level” (Teacher Education Preparation
Handbook, p. 9).

Each of the instructors or instructional teams of a core module drafts some
possiblediscussion questionsconcerningissuesthat wererai sedin classthat week.
These can be the basis of some of the seminar interaction. | also offer to the people
inmy group to focus on concernsthat the student interns may be having that aren’t
directly related to either their journa entries or the core material. | explain, for
instance, that |1 have found other types of psychology besides behavioral and
cognitive theories helpful in my own teaching. | briefly describe humanistic psy-
chology, gestalt, and phenomenology. Several students express their interest in
knowing more about how these alternatives operate in classroom management and
aslearning strategies. If we're able to examine them abit, | think, this may help to
loosen the tenacious grip that the advocates of behaviorism have on our current
teacher education program.

The seminar students are then asked to express some of the things that they
hope to learn as interns at their PDCs this semester. | write their responses on the
chalkboard. They say that they hope to learn how to work well with their cooper-
ating teachers. They hopeto find out how to communicate effectively with parents.
They would like to be able to overcome their initial nervousness and stage fright.

The conversation slows down as the initial speakers have their say. At that
point, | ask if they aren’t also anxious to learn how to relate well to students who
havedifferent socio-cultural backgroundsthantheirs. Don’t they hopetobeableto
teach inner city African-American and Puerto Rican kids? How about refugees and
new immigrants? Or children of single parent families on welfare who live in
housing projects? One young woman replies that these issues are on her mind
because she plans to have a career in urban education. Another person correctly
pointsout that their first PDC assignmentsarein middle-class, white suburbia. Soon
theroomissilent until | take out my camera, asking that students photograph one
another for the seminar log.

. _________________________________________________________________________________________]
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What the seminar members have said istrue, but it has impressed me how, at
least in the beginning, these 17 teacher education students are focusing primarily
on the microcosms of immediate interpersonal relations and classroom dynamics.
They don’talsowanttotakeinto considerationtheinstitutional structureof thelocal
school. Not much attention is paid to the neighborhood or community asthe sites
of much informal learning. They don’t talk about the social crises being encoun-
teredinour state and nation. | don’t hear much of aglobal perspectivebeing articu-
lated either. Hopefully, these broader social and intercultural dimensions will be
recognized asthe students proceed with their teacher education. For many reasons,
however, that is not their starting point.

The Soci al Gont ext of Qur Teacher Educat i on

The professional preparation of new teachers takes place in aframework that
is much broader than any one university, school, or particular classroom, cooper-
ating teacher, and group of students. What happens in immediate interpersonal
relations, infact, isalwaysbeing affected by thelarger flow of events. It isnecessary
inorder to comprehend the motivation for reforming teacher education to know that
an Educational Enhancement A ct was passed by the Connecticut State L egislature
in 1986. It mandated substantial increases in Connecticut teachers' salaries, while
offering only temporary state grantsto assist townsto implement thispolicy. Thus,
for the first time, ateaching career began to appeal to young people as being as
financially remunerativeasmany other competing options. Subsequently, whenthe
recessi on deepened and town budgets became hard-pressed, there was an ambiva-
lence about the wisdom of this decision, but it is still in force.

Asaresult of the Act, however, teachers now had to be able to demonstrate
enhanced qualificationsand effectiveness. They wererequiredtoeither scoreabove
average on the Scholastic Achievement Test (SAT) or pass a basic competencies
examination. It is also now necessary that they succeed on examinations of their
subject areaknowledge. After being hired asbeginning teachers, eachindividual is
provided with an experienced teacher as a mentor. Certification has also become
differentiated, with participation in inservice professional development activities
required for renewal. Teaching in a Connecticut public school system after thelate
1980s, therefore, has become much more demanding and challenging than it was
previously.

Most of these changes, of course, are not uniqueto our state. Rather, they are
linked to national and global innovations that followed the public’'s becoming
aware of the educational crisiswith the publication of A Nation At Risk and similar
reports starting in 1983. Suddenly, people realized our national problem of
extensive functional illiteracies. They began to recognize that too few in the
American work force had been prepared to cope well with rapid technological
change. Most of our citizens lacked adequate skills for critical thinking, and
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frequently their moral development had been neglected as well. They knew little
about world geography or global economics. Most of our citizens were standing
helplessly by while thousands of production jobs were transferred overseas. The
end of the Cold War, for instance, left Connecticut still dependent on defense
industries that were now outmoded.

Many Americanscontinuetolack fluency intheforeignlanguagesthat arevital
if the United Statesisto function in the global marketplace. Thusanew generation
of professional educatorshaveto be prepared who are capabl e of addressing these
urgent problemsin our society. Thisiscertainly part of therationalefor developing
the Holmes Group-type of teacher education that wasintroduced at the University
of Connecticut in 1989.

The difficulty now being encountered, however, is that the high academic
achievers who are being admitted into the teacher preparation program are the
products of 1970s and 1980s schools. Their own formative learning may not have
included dimensions that are now considered essential. Worse, in most cases
today’ steacher education studentsattended school sthat weredefactoracially and
socio-economically segregated. They grew up in an American society that is,
overall, multicultural and pluralistic, but they were raised in homes and neighbor-
hoods generally more culturally homogeneous than heterogeneous. They have
inherited an informal legacy of white, middle-class cultural hegemony, of which
they may not even be aware, that is difficult for them to loosen and shake off.

Y et, concurrent with the beginning of our new approach to teacher education,
what promisesto bealandmark school desegregation casewashbeing openedinthe
Connecticut Superior Court. Supported by the National Association for the Ad-
vancement of Colored People (NAACP), ten families became the plaintiffsin Sheff
vs. O’ Neill (theformer Governor of Connecticut). Their suit aiming at court ordered
desegregation of the Greater Hartford Area schools has gone to trial, and the
decision should be handed down this fall. It concerns the very PDCs where our
students are interning and is based on thisrationale:

Racial and ethnic segregation in the schools of Greater Hartford is obvious,
flagrant, and getting worse. Well over 90 percent of Hartford's school children
belong to minority groups. Well over 90 percent of the school childrenin suburban
towns surrounding Hartford are white. One-third of the educators in Hartford’s
public schools belong to minority groups. In only one suburban school system
does the number of minority educators exceed 5 percent.

The underlying cause of segregation in Hartford and everywhere else is racism.
Even in the absence of malice, segregation is sustained by the legacy of centuries
of racist attitudes and by institutionalized racial discrimination.

The pattern of separate and unequal schoolsin the Hartford areais not new. Nor
is awareness of the pattern new. Since the mid-1960s Connecticut governors and
other state officialsresponsiblefor public education have known about the school
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segregation problem. The U.S. Civil Rights Commission has documented the
problem and called for solutions. School superintendents, the Hartford Board of
Education, the State Board of Education and the Connecticut Legidature have at
various times noted the problem, investigated it, and proposed remedies.

These public officials have had the power to correct racia imbalance in the
schools. But they have failed to act. The pattern of segregation istoday far worse
than it waswhen official sfirst began deploring it aquarter of acentury ago. (“ Court
Action Needed...,” 1989)

Sheff vs. O’ Nelll achieved extensive coverage and debate in the mass media.
The testimony given at thetrial portrayed the negative impact of defacto segrega-
tion on the region’s schoolchildren. A module of instruction about multicultural
education wasincluded in our new teacher education program from the beginning,
but it never produced either a careful examination of the Sheff vs. O'Neill press
coverageor attendanceat thetrial duringthemonthswhenitwasgoingoninnearby
West Hartford. Twenty-three articles, mainly from The Hartford Courant from
1989 to 1993, were compiled and arranged chronologically for use in a small
graduate seminar on “Contemporary Theories of Education” that | taught last
spring. Theargument for them being analyzed by these graduate studentswasthat
they contained philosophical content and were “illustrative of the devel opment of
lines of argumentation and logic in Sheff vs. O’ Neill” (Stone, 1993).

The findings of the seminar were that originally it was being argued that the
suburban schoolswerejust as culturally imbalanced aswere theinner city institu-
tions. This position, however, changed as the evidence mounted that comparable
instruction and resources weren’t being provided in the urban schools. It also
became apparent that far more of the minority children in the Hartford Public
Schools were underachieving in the basics: reading, writing, and arithmetic. The
plaintiffs in the lawsuit claim that voluntary school desegregation plans are
insufficient because basic constitutional rights are at issue. They don’t want to
prescribe how to achieveit, but believe that court involvement is needed in order
tocreate” anintegrated system of quality public educationfor all theschool children
of Connecticut” (“Court Action Needed...,” 1989).

Among the possible remedies that Judge Harry Hammer could require might
be intra-district, regional schools, magnet schools, and suburban-urban-rural
regions. Extensive testimony by many nationally recognized experts such as
William Trent of the University of Illinois and Gary Natriello of Teachers College,
Columbia University, isfound in the transcripts of thetrial. The datathat they give
and their recommendationswoul d beval uablefor our teacher education studentsto
know. Although copies of the anthology of Sheff vs. O’ Neill newspaper clippings
weresharedwithteacher education colleagues, it seemsthat littleof itscontentsever
reached our preservice students (Noel, 1992).

The Sheff vs. O'Neill case, however, brought about “An Act Improving

14



Stone
|

Educational Quality and Diversity” passed by the Connecticut L egislature to take
effect on July 1, 1993. It does not dictate a state school desegregation plan, nor is
it a mandate for forced busing. Rather:

the new plan sets forth a process through which local officials, parents, teachers,
students, and business and civic leaders meet in each community to assess the
needs of the school district and discuss proposals for contributions the school
district and community can make (toward quality integrated education) to the

region. (Questions and Answers, 1993, p. 3)

Eleven regions are established in Connecticut, and thelocal community phase
thisfall isto befollowed by regional planning sessions. A “voluntary, cooperative
interdistrict Education and Community Improvement Plan” isto be the outcome of
this 18-month process (Questions and Answers, 1993).

Thus, the state authoritiestried to get ahead start prior to the handing down of
the Sheff vs. O’ Neill decision. The processthat is enjoined in the newly passed act
provides a prime living laboratory for teacher education students. Efforts will be
madeto inform them about theissuesat stake and facilitatetheir participatinginthe
community and regional planning processesasalogical extension of their interning
in local schools (PDCs).

TheEducat i onal Reconst ructi onGdnnect i on

Recently educational reconstruction hasbeeninterpreted asaperspectivethat
is based on four premises.

First, advocates of educational reconstruction assert that all philosophies,
including educational ones, are culturally based; such philosophies grow out of
identifiable cultural patterns that are shaped by living in a particular place in the
world at a given time.

Second, cultureis adynamic processthat constantly grows and changes.

Third, human beings can and do refashion their cultures to promote more
optimum possibilities for humanity’s development and fulfillment.

Fourth, education—broadly conceived as popular, lifelong learning aswell as
schooling—is a powerful means of radical social transformation (Gutek, 1974,
p. 163 as adapted).

Intheannouncement of an essay competition cel ebrating the 25th anniversary
of the founding of the Society for Educational Reconstruction, it is said that
educational reconstruction:

..is articulated in the writings of Theodore Brameld, George S. Counts, and
William O. Stanley. Other voices of educational reconstruction include Kenneth
D. Benne, Elise Boulding, William Boyer, Morris Mitchell, and Myles Horton.
Some of the characteristic diction and typical conceptsof thesewritersincludethe
recognition of our current global crisis, the advocacy of involving educators and
educational programsin resolving social problems, the viewing of conflict asa

. _________________________________________________________________________________________]
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potentially valuable vehicle through which operational consensus can be ob-
tained, and the commitment to engageinutopian thinking andanthr opother apy .
Educational reconstruction is distinguished from many aternative views by its
insistencethat rhetoric andtheory areinsufficient until applied andtestedinaction.

Its locus is not discourse, but planned, intentional praxis that is refined and
improved through collaboration and reflective experience. (“Announcing An
Essay Competition...,” 1992, pp. 1-2)

Thisway of thinking and acting, to some extent, could be claimed asthe basis
for Holmes Group-type teacher education. The new programs are much more
activist than were the old ones. University faculty now collaborate with the
professional teachers of the PDCs. Most teacher education professors are now
spending at least a fifth of their working time in the school, rather than in their
offices or classrooms on campus. So the question can be raised, “Is educational
reconstruction the un-named philosophy underlying Holmes Group-type teacher
education?’

We cannot, of course, generalize from a case study of only one teacher
education program. Y et some of its aspects probably are fairly widespread. Also,
it was not feasible to conduct extensive research regarding the role of educational
reconstruction even in this single instance. Interviews, however, were conducted
with two educational studies colleagues, a younger male and an older female
professor. They have both been very active in our new teacher education program
as coreinstructors, seminar leaders, and resource people at PDCs. It happens that
the schools where these two people have been working are both in inner city
Hartford.

The male informant said:

Thefoundationscomponent of teacher education at the University of Connecticut
takesplacebasically infour onecredit modules... Thefour coursesare* Multicultural
Education,” the “Social Context of Schooling,” “Philosophical Tools for Teach-
ers,” and"“ Professional Ethicsfor Educators.” Andthat’ sspread out throughout the
three years of the teacher education program. The common thread that holds all
these four courses together is absolutely consistent, in my view, with a social
reconstructionist view. We're really teaching the only courses in the teacher
education program, so far as | know, that envision students working in a socio-
economic, cultural, political sort of context. In a sense, al the other courses, as
useful asthey may be, aretechnical courses. And, perhaps, “technicist” courses.

He goeson to say:

And, in my view, only in educational studies courses are students asked to ook
beyond that and examine issues from acritical perspective. Y ou know...not just,
“How can | teach the curriculum better?’ but, “What isin the curriculum?Why is
it there? How does this fit with making the society a better one?’

Later on in the interview this informant was asked:
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...How do you think that teacher education students—we’ ve now had threeyears
of thisprogram, sowe' refairly well intoit—how would you think that they would
be aware or conceive of educational reconstruction? If that term is encountered,
what do they think about it? Do they have anything that they would conceive to
be reconstructionist in nature?

The reply was:

They have heard the term. Whether they remember the term is a different matter.
But they wouldfeel, | think, if you asked them what educationisall about, thevast
majority will articulate a view of learning and the educated person that is
essentially an educational reconstructionist position. (Interview with Timothy G.
Reagan, 1993)

This professor goes on to mention the participation of some of our teacher
education studentsin apilot program for inner city students from Hartford. It was
held at Paul Newman'’s “Hole-in-the-Wall Gang Camp” in rural Ashford. The aim
istotake"“at risk” urban kidsout of the city and givethem several weeksof learning
to get along with each other and rel ate better to other people. The program has an
academic component, but it is really about socialization. Our second-year teacher
education studentswerehel pingto providetheseinner city youngsterswiththekind
of middle-class experience that they otherwise would not have. This commitment
onthe part of our studentswas above and beyond their regular clinical interning. It
demonstrates that they do respond to opportunitiesto engagein socially relevant
action, althoughthey probably don’ t associatethiswith educational reconstruction.

Another project in which this professor has been involved is developing a
globa studies curriculum with faculty members at Bulkeley High School in
Hartford. After more than ayear of planning and studying about world issues, the
new program will beintroduced at the high school thisyear. It has been especially
designed for students who are predominantly African American and Puerto Rican.
Bulkeley High School islocated near the South Green and “ Frog Hollow” neighbor-
hoods of the city where there has been gang warfare thisfall. After four shooting
deaths of gang members, the state police had to be called in to help the city force
bring the situation under control. This, then, is part of the reality that an effective
global studies curriculum must address.

The new global studies curriculum at Bulkeley High School containsaunit on
the processes used to bring an end to apartheid, the official policy of racial segre-
gationinthe Republic of South Africa. Thestudentsal so study about human rights
issues in other African countries. There is instruction regarding Asian affairs, in
particular issues in China, Japan, and the Philippines. Another aspect of this
program is examining the impact of world religions, particularly the rise of more
strident forms of Buddhism, Hinduism, and Islam. All of these faiths are now
represented by good-sized communities of believersin the Greater Hartford area.

Another extensive interview was al so conducted with afemal e professor who
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has had several years of experience with the new teacher education program. She
talked about her work at an inner city elementary school in Hartford:

| decided to go into Maria Sanchez (Elementary School) this year becauseit isa
brand new school, just off of Park Street in probably theworst part of Hartford. It
isabeautiful physical facility. When you walk into the school, it is gorgeous, and
they have aparking lot under the school. For anumber of reasons, they do it that
way. | had studentsinmy junior seminar whowereinternsthere, sol hadtoobserve
them anyway. And there was one master’s student who was there on a special
project.

| got talking to these people, realizing that this is a very good situation for our
studentsto goin and |earn about education. Sanchez is95 per cent Hispanic. When
the school was set up theprincipal, at | east people say, had her pick of teachersfor
the new school. So she picked...she had been an assistant before...so she picked
those who she believed were the very best people. So you have a very dynamic
faculty. Y ou go around talking to the teachers, and there is areal spirit that they

are putting together something new....
Thisinformant goes on to interpret what she observed in the field:

Basically what they aredoing in the school isthat they are participatinginwhat is
happening at alot of schoolsaround the country. That isrestructuring or participa-
tory management. Teachers have much more voicein policy decisions. But at the
sametimetheprincipal hasto becomfortablewiththat. Someruleover schoolslike
they were their own fiefdom. The ideais to work together with teachers.

Well, they brought in an outside consultant at Maria Sanchez, and she set up all
these meetings. They have grade-level and inter-grade meetings, aswell as subject
areameetings. Sothat it facilitatesfaculty cooperation. Inthefirst year of operation
they aretryingtodoalot. Attheschool they aretryingtocomeupwithacompletely
different mode of decision-making....

On the one hand you see a lot of excitement about decision-making. But on the
other hand you see quite abit of stresson the part of theteachers. (Interview with

Patricia S. Welbust, 1993)

A large part of the interview concerns this informant’s activities at thisinner
city elementary school. Sherecountsvisiting class, conferring with administrators,
talking with the school psychologist, and interacting with the school children. She
also had many conversations with the teacher education studentsinterning at the
PDC. Thus, she believesthat considerable change was happening not only at this
new institution, but also inthe processesrel ated to our teacher education program.

The diversity of special needs among the children who attend the Maria
Sanchez School is atopic that this person spoke about. Children come, she says,
with many cultural, economic, emotional, mental, and physical inhibitions to
learning. While trying to recognize, diagnose, and meet these challenges, sheis
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convinced that the future educators are becoming much more sensitive and skilled
than if their student teaching had been limited to suburban, white, middle-class
America

A special education center that hasbeen established inthe school isdescribed.
At first the approach was to keep the special needs children in their regular class-
rooms. The special education teacherswould cometherein order to help the class-
room teacher. This, however, didn’t work out well because the exceptional child
wasn' t receiving sufficient attention. So an alternative approach wasinstituted that
seems to be more effective in this situation.

This professor hopes to be able to collaborate with teachers at the Maria
Sanchez School who want to do some qualitative research. The teachers want to
investigatewhat theimpact of theschool’ spoliciesand practicesareonthechildren.
Theproblem hasbeen, however, that duringthefirst year they weresimply too busy
to implement their desire to become teacher researchers.

When askedtogiveher personal perspectiveof educational reconstruction, this
informant, who is professionally an educational anthropologist, replied:

..My comprehension of it is that reconstruction is involved with education—
formal, informal and so on—uwith the aim of social action for change. And my
understanding isthat thereis no (predetermined) agendafor that change....in other
words, one could be engaged in awhole lot of different goals for change. The fact
isthat it isactive and affecting the change process directly. It reminds me of what
the Quakers do...direct social activism.

Regardingtheinfluenceof educational reconstructionontheteacher education
students, she concludesthat they are proudly committed to change in the schools.
But they actually know very littleabout educational reconstructionasabroad social
philosophy. Thereisplenty of active participation on their part, in other words, but
most of it isn't directly linked with any theory in the individual’ s thinking.

Tent at i ve@ncl usi ons

It is obvious from the information and interpretations presented in this article
that teacher education takes placein adynamic socio-cultural context. Considering
the apprentice-like heritage of traditional student teaching, however, it is not
surprising that studentswho areentering the Holmes Group-typeteacher education
program still focus primarily on the immediate classroom and particular cooperat-
ing teacher to whom they have been assigned as interns at a PDC. Only later,
especially when they areworking in aninner-city setting, arethey likely to become
aware of the broader cultural, economic, and political aspectsof the public schools
in American society.

A clear finding is that some philosophical tension exists among the teacher
educationfaculty. Thedominant perspectiveremainsthat of conventional scientific
positivism. Thisiswhat the future educators are inducted into, although many of
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them articulate a much more social activist posture. Referring to their educational
formation, one of the informants asserted regarding our students that:

..they’ d be more likely to use the terminology of behaviorism because semester
after semester, not only from their educational psychology courses, but they also
hear it in schools. They are using the terminology and arguing about the termin-
ology in ways that are really not behavioristic in nature.(Interview with Reagan,

1993)

This same professor recognizes that little tangible is currently being taught
about educational reconstruction. He claims, however:

Inasense, what | think we have managed to do successfully isto subvert what they
are learning in other courses.

His contention is explained by pointing out that many of the students’ field
experiencescontain touchesof educational reconstruction. Unnamed, he perceives
itisimpliedintheissuesandinnovationsthat they encounter. Thisteacher educator
concludes:

It might be nice for them to have all the terminology that we might think of. But
on the other hand, if | have to choose between them having the knowledge and the
values, | prefer them having the values.

His perspective is doubtless a comforting outlook for faculty engaged in
teacher education. It points up, however, two pressing needs. First, much more
dialogueand coll aborativework might produce sufficient operational consensusso
that teacher education could cease being intellectually bifurcated. Second, teacher
education materialsin the 1990s ought to include clear, up-to-date articul ations of
educational reconstruction as a cultural philosophy option. There must also be
engaging accounts of this rationalein action. Lacking them, it isunlikely that this
potent method of applied inquiry will be of much benefit to the new generation of
professional teachers.

My mind swings back to the 17 neophyte interns | began meeting with in a
weekly seminar at the start of thefall semester. They arevery talented students, but
they are getting mixed messages. Little in the program encourages them to do the
critical thinking and reflective social analysisadvocated by educational reconstruc-
tion. Several weeks ago, for example, they were totally unaware of the new state
legislation requiring discussions about how local school systems can best achieve
quality, integrated education. Whenthey did begintoinquireabout what ishappen-
ing regarding this mandate in their PDC, it seems that little is yet taking place.

The message being relayed to our seminar isthat in these suburban communi-
tiesandinstitutionstheissuesthat arethebasi sof Sheffvs. O’ Neill aren’t considered
to be very important. So, lacking another influence on their thinking and conduct,
these prospective teachers are being inducted into the educational establishment.
They, too, along with the authors of A Nation At Risk, will concludethat thecrisis
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has to do with winning a global competition and re-establishing economic domi-
nance, rather than changing our fundamental educational processes to make them
more just and empowering for all of our citizens.
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