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The studies of the 1980's that called for educational reform emphasized 

the need for more connections between schools and the institutions that prepare 

teachers (Carnegie Forum 75-77; Holmes Group 4-5, 56; Task Force on Teacher 

Education for Minnesota's Future 20, 44-45). One of the ways such connections 

strengthen teacher education programs is an increase in awareness of school 

culture. The differences between university culture and school culture are great, 

even "formidable" (Goodlad 11; Sarason 15-19), but also easy to overlook, and 

the difficulties that sometimes overwhelm beginning teachers are in many ways 

the problems of making the transition from the one culture to the other. 

In an effort, then, to help prospective English teachers at Mankato State 

University become more familiar with school culture, we agreed to a "teacher 

exchange." Cindy Kortuem, an English teacher at Cleveland High School, 

Cleveland, Minnesota, taught an English methods class at Mankato State 

University. During that same quarter, John Banschbach, who ordinarily teaches 

the methods class, taught two of Kortuem's classes, both sections of eighth grade 

English. Our experiences demonstrated the value of such a school-university 

connection and enhanced the education of at least one of the groups of students. 

Cindy Kortuem: Teaching English Education 

Having prospective English teachers taught by those living the day-to

day experience is extremely valuable. Theories and methods taught by those 

within the college climate sometimes do not make sense until some hands-on 

experience takes place. Besides teaching the creation of a lesson plan and units 

to the methods class, I stressed teacher effectiveness with an emphasis on 

classroom management, time management, assessment and a micro-teaching 

experience. 

Because I was still teaching my other classes at Cleveland at the same 
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time as this methods class, it was easy to use my most recent examples of class

room assignments, conflicts, and successes with the methods students. From the 

feedback I received from these students, I learned that they seemed truly inter

ested in hearing my war stories, from the latest saga concerning the lunchroom 

duty battles to the behavioral-problem students' current conflicts with the 

classroom teacher or authority figure. Sharing these day-to-day experiences with 

the class seemed extremely beneficial. These real examples gave a practical 

viewpo~nt that had credibility. The other valuable experiences for these poten

tial tea'chers were the teaching of a ten-minute literature lesson to the rest of the 

class and a week of field experience with cooperating public school teachers. 

The field experience was their first exposure to actual hands-on practice where 

they corrected assignments, gave spelling tests, and worked one-on-one with 

students needing extra help. Judging from the response of the class, this experi

ence was invaluable. 

Using the everyday public classroom teacher for college methods courses 

is an innovatio~ that should occur more often. Similarly, the methods professor 

should be required to teach in the public classroom from time to time. Our 

future teachers need to be exposed to the real and the practical. Leaming 

theories first without gaining any control of classroom management techniques 

through experience does not help in the education of our youth. Our prospec

tive teachers need more field experience first, and then perhaps the theories will 

be more meaningful. To help future teachers be better teachers we need more 

exchanges such as the one I participated in. Exposure and awareness for all 

involved can only be of great benefit for our future. 

John Banschbach: Teaching Eighth Grade 

My immediate goal in this exchange was to test the practicality of my 

methods courses. I had taught high school sophomores and juniors, but I had 

never taught junior high students, and I needed to find out whether the teaching 

strategies considered in my methods courses would be effective with junior high 

students. I found that several of the strategies could not be used with these 

students. But more important than this is what these failures taught me about 

school culture. 
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In my methods classes I talk to students about constraints, about the 

elements of a community, a school, a student body, or a teacher that limit what 

the teacher does in the classroom. I learned much about constraints. For 

example, as a high school teacher, a college teacher, and a presenter of work

shops to teachers, I have always used small group techniques extensively. They 

were, in fact, a mainstay of my classes, because they engage students in learning 

through speaking and they help to create a student-centered classroom. While I 

had found that, in some situations, small group techniques were not productive, 

I had never, before this found them counterproductive. I tried to use small 

groups with the junior high students twice; both times a critical mass of students 

found them a statement that the rules in the building had been annulled. When 

I asked other teachers about this later, one teacher told me that he occasionally 

used small groups with these classes, but he moved the desks himself so that they 

did not become "bumper cars." Since I had wanted to begin to develop a 

reading-writing workshop over the course of the eleven weeks, my inability to 

use small groups led to a wholesale revision of my plans. 

My experience with small group techniques was an instance of a larger 

constraint that typified my experience for the eleven weeks I was there. I found 

that the students had very firm ideas about what was significant education and 

what was not. Small group discussion was not significant education; worksheets 

were. The students had spelling and vocabulary workbooks which, in my one 

departure from school policies, I chose not to use. I instead developed spelling 

and vocabulary lists from the stories the students were reading, focusing on 

words in context and of importance to the stories and creating various exercises 

to help students become familiar with the words. After nine weeks, I simply ran 

out of the time and energy needed to create any more exercises, and I told the 

students to get out their workbooks. There was a collective sigh of relief. They 

got their workbooks, they began to do the exercises, and they were, for one of 

the few times during the quarter, simultaneously engaged and content. 

In the end I was reduced to six activities that the students found to be 

significant education: lecture, tests and quizzes, worksheets, oral reading com

bined with what we called discussion (that is, my questions, their answers), 
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silent independent reading, and journal writing. This was in part an expression 

of the students' need for stability and routine (Sizer 174-176; Lipsitz 9-10). One 

of my mistakes was in fact one of the goals of the exchange, my desire to test the 

strategies of my methods class. This resulted in the repeated introduction of 

activities that were new to them, the disruption of the routine they were familiar 

with, and the lack of a new routine. They responded by insisting on the familiar. 

And, since the stability of the familiar made them more willing to learn, I too 

found it valuable, even though workbooks, for example, contradicted my ideas 

about effective teaching. 

In addition to students' expectations about schooling, the other con

straint that struck me most forcibly was the difficulty of getting to know the 

students well. Knowing students individually is especially important with 

students in early adolescence and is a major principle of middle school organiza

tion (Eichhorn 59). But both school procedures and my own purposes made it 

difficult to know the students. The classes were 53 minutes long, with five 

minutes for students to change classes; that is, there was no time to talk to 

students individually beyond one or two sentences (see Sizer 19, 82). I did not 

see the students outside of class. I was not involved in extracurricular activities, 

and since it was a rural community, the students boarded their buses immedi

ately after school. Finally, since I came to the school more concerned with 

teaching strategies than with students, I did not make getting to know the 

students the priority it should have been. 

Schools and universities differ in "purpose, function, structure, clientele, 

reward systems, rules and regulations, ambiance, ethos" ( Goodlad 14). We have 

focused here on the 'difference in clientele. While this teacher exchange was 

obviously beneficial to us in its specifying differences between school and 

university cultures, there needs to be greater links between schools and teacher

preparation programs than such exchanges. Despite the information provided 

him as a result of this exchange, a student teacher explained that only during 

student teaching did he realize that "students were individuals" with "personal 

interests and personal lives." This young man was bright and committed to 

teaching well, yet, until the experience of student teaching, working in schools 
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had remained for him an abstraction. It may be unrealistic to expect that, at the 

end of their teacher preparation programs, student teachers are as familiar with 

school culture as they are with university culture, but, clearly, that should be the 

goal. 
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