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ABSTRACT Often teaching practice is seen as a single, linear process and not as a multi-connections process with
focal points at various sub-components of the process. Within each component, education world-wide is faced with
pressures which are controlled and managed at most or partly or never managed. Although these pressures or
challenges are numerous and complex, the level of challenge or pressure varies. In this paper the researchers argue
that teaching practice as a component of teacher education needs to be framed as communities of inquiry, in order
to underscore the interconnectedness and reflexive nature of the teaching practice environment, and how such an
approach would enhance organisation and insights into the teaching practice process, and could therefore be
applied as an organiser of teaching practice (TP) in an open distance learning (ODL) context.

INTRODUCTION

Just like the Industrial Revolution, which
called for the redesign of schools in order to
prepare a labour force for new forms of work and
citizenship, the present global technological
period calls for new forms of education to pre-
pare a locally and globally-oriented workforce
and citizenry. Wagner (1993: 24) reiterates this
as follows:

“Now, in another era of rapid economic and
social transformation, the business world finds
that it must adapt to new technologies, chang-
ing markets and global competition. This new
revolution in the workplace, in turn, suggests
fundamental reforms for education.”

Not only should educators consider the com-
petencies required for active social change and
citizenship, but also changes in both the capac-
ities of students and incentives for learning.
Educators must further face ongoing changes
in the workplace, in the requirements for global
citizenship, in the nature of knowledge creation,
and in the needs and concerns of students
(Wagner 1993).

Tabulawa (2008) concurs with Wagner. He
avers that “the 21st century education programme
needs to develop a self-programmable learner,
who has attributes such as creativity, versatili-
ty, innovativeness, critical thinking abilities,
problem-solving skills and a positive disposi-
tion towards teamwork – all attributes deemed
essential in today’s changing work environ-

ment.” It is for this reason that the education
system envisaged developing and cultivating
such attributes, as well as other attributes that
are of critical importance in democratic societ-
ies, and are aimed at social advancement and
the wellbeing of society, which must be robust
and focused. Among other important educational
aspects, the teacher education component must
be based on democratic and open-ended inqui-
ry knowledge-creation processes, which regard
teachers not only as key role-players in the lean-
ing process, but also as co-learners with their
learners – both mainstream and physically im-
paired learners.

Although this trajectory does not make ref-
erence to learners with disabilities (LD), it is our
understanding and conviction – via the paper’s
evidence of effective teaching practice as com-
munities of inquiry – which educators and teach-
ers in LD learning institutions could benefit from
this discussion and become better informed. The
researchers are of the opinion that communities
of practice – both an inclusive and inquiry prac-
tice approach in teaching and learning – are bet-
ter grounded in ensuring that LD is not margin-
alised from the circle of multi-connected part-
ners and reflexive processes of teaching prac-
tice inquiry. Note that the concept of “commu-
nities of inquiry” is deliberated further on in this
paper, but now the researchers shall turn to brief
nuggets of teacher education and teaching prac-
tice, communities of practice and distance edu-
cation (“Nuggets”, because these issues are
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explored in depth in separate subsections fur-
ther on in this paper).

VARIED  INTERPRETATIONS  OF  THE
CONCEPTS  UNDERPINNING  THIS

EXPLORATION

In order to focus and delineate the scope
and depth of this exploration, it is necessary to
discuss the following concepts:

Teacher Education: Numerous clarifications
of what teacher education is and what it entails
are advanced by various scholars of education.
Perraton (2003: 4) seems to understand teacher
education as an education that considers the
expectations of both educators and their pupils;
helps educators serve as role-models; transforms
education and, via education, society; further
develops changed attitudes of educators and
learners with regard to their work and education
respectively; and encourage their self-confi-
dence and creativity. This notion of what those
involved in teacher education should cultivate
in learners, seems to reiterate Wagner (1993) and
Tabulawa’s (2008) observations with regard to
the goal of education.

Perraton (2003: 4) further alleges that, “in
order to educate and train with this goal in mind,
teacher education and training programmes
ought to entail four elements, namely the im-
provement of the general education background
of student teachers; the growth of the students’
knowledge and understanding of the subjects
that they will be teaching; the pedagogy and
understanding of children and learning; and the
development of practical skills and competen-
cies.” Of note, is the fact that the balance be-
tween these four elements varies in relation to
the education background of the student teach-
er; the level at which she/he will be teaching;
and the professional development stage she/he
has reached in her/his teaching practice experi-
ence. These elements are obviously honed dur-
ing the teaching practice period, and thereafter
in the scholarship of teaching and learning
(SoTL) process.

In this paper, teacher education is seen as a
deliberate programme to professionally transfer
skill to a human resource that will develop edu-
cators who are capable of cultivating self-confi-
dence and self-programmable learners, with at-
tributes such as creativity, versatility, innova-
tiveness, critical thinking, problem-solving skills

and a positive disposition towards teamwork.
These are learners who are taught not only to
depend on another to provide them with jobs,
but to create jobs for themselves and others.
Note that teamwork is of critical importance for
multiple connections of partners in a teaching
practice process that is reflexive.

Teaching Practice: Teaching practice is ei-
ther seen as an aspect of work-based learning or
as meaning the same “thing” as work-based
learning, irrespective of the context of practice.
Koosimile, Monyatsi, Ngwako and Chakalisa
(2003: 3), state that teaching practice is a teach-
ing “internship” and/or “fieldwork” undertaken
by “prospective teachers”, and it forms an es-
sential component of all the teacher education
programmes offered by an education institution.

The (former) Department of Education’s doc-
ument, Government Notice No. 30353 (South
Africa  2007: 3) views teaching practice as work-
integrated-learning (WIL), and describes WIL
as incorporating “periods of required work that
integrate with classroom study”. However, the
University of the Sunshine Coast (2014) regards
both WIL and internship as components of work-
based learning. The University of the Sunshine
Coast also refers to WIL as “work experience in
industry or industry-based learning”, while
Flinders University in Australia refers to WIL as
“work-based” learning. However, the Universi-
ty of South Africa (Unisa) (2008) seems to have
greater clarity as to what WIL experiences con-
stitute. Unisa (2008) states that WIL “is an um-
brella term, used at Unisa to include experiential
education/teaching strategies, such as clinical
training/teaching practice, internship, profes-
sional practice, experiential training/learning,
supervised learning/practice and work-based
learning”.

Therefore, in this paper, teaching practice is
viewed as an aspect of WIL and not as the whole
of WIL. It is seen as an example of one of the
kinds of WIL that takes place in an education
context. Hence, the term, WIL, is seen as too
broad to encapsulate teaching practice experi-
ence obtained in schools. Therefore, the collab-
oration is referred to as “communities of inqui-
ry” (interconnectedness of components as re-
flexively reflected upon to guide ongoing or-
ganisational and execution of tasks towards im-
proved outcomes). Teacher education depart-
ments are therefore expected to define and out-
line the philosophical underpinning of their
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teaching practice endeavours, in order to en-
sure that clear and focused understanding is
not merely meaningful, but also based on a sound
theoretical education foundation.

Distance Education: Matthews (2002: 2)
posits that distance education is a movement
that seeks to expand the traditional university in
order to overcome its inherent problems of scar-
city and exclusivity. Hall (in Matthews 2002)
claims that distance education is also a creative
political response to the increasing inability of
the traditional university structure to grow, and
went on to point out that “distance education
dealt with the problem of too many students in a
single physical space”. He further attests that
distance learning is emerging as mainstream ed-
ucation (2000: 2). The researchers note that the
term, “distance learning”, seems to be used in-
terchangeably with “distance education” by
Matthews (2002). Garrison (1989: 2) claims that,
“while virtually every attempt to define distance
education refers to the separation of teacher and
student, many (scholars) also reflect upon other
illuminating perspectives”, such as that (1) dis-
tance education implies that the majority of edu-
cation communication between teacher and
student(s) take place non-contiguously; (2) dis-
tance education should involve two-way com-
munication between and among and student(s)
for the purpose of facilitating and supporting
the education process; and (3) distance educa-
tion uses technology to mediate the necessary
two-way communication.

Given the diverse nature of the teacher-edu-
cation-student cohort in higher education, good
teaching practice needs to be seen as the inter-
connectedness of all components, in order to
allow for reflexive inquiry. It furthermore ought
to encompass a range of delivery methods in a
variety of contexts for a wide range of students.
These multiple student-centred learning ap-
proaches (for example: blended learning; learn-
ing connections; peer-to-peer knowledge ex-
change; and learning teams) are aimed at en-
abling students to access a range of flexible
learning options (UniSA Progress Report 2005).

Boyer (1990) reiterates this view, as well as
the need for an education process that provides
learners with multiple models for success. He
further argues that insights, provided via multi-
ple ways of looking at issues in teacher educa-
tion (and teaching practice), provide valuable
insights for teaching and gives the assurance

that cooperative “work-together scenarios” are
encouraged at distance education (and open-
learning institutions, rather than the enforcing
of narrow and rigid teacher education discours-
es, whether at a non-open distance learning
(non-ODL) institution or in an ODL environment.
However, Matthews (2002) cautions that there
are factors that could be perceived as challeng-
es in distance learning, namely: the quality of
distance learning; distance learning being per-
ceived as labour intense; questions as to how
effective distance education is; the competen-
cies of the drivers of distance learning; peda-
gogical versus commercial forces; the high-lev-
el of staff training; the development of learning
support materials; inaccessible libraries; equity
of access for students; inadequate reflection,
conversation and intellectual dialogue; main-
taining sufficient student contact; intellectual
property rights; inadequate financial aid poli-
cies; and globalisation. These factors will not
be entertained in this exploration. However, the
researchers acknowledge them as some of the
challenges that need to be well-coordinated with-
in the multi-connections of the components and
reflexive inquiries that form part of the teaching
practice. The researchers shall now engage our-
selves with the ensuing subtopic, so as to try
and indicate the link between communities of
inquiry and teaching practice.

THE  LINK BETWEEN  TEACHING
PRACTICE  AND  COMMUNITIES

OF  INQUIRY

Fulton (2006: 354) argues that “the making
of a teacher relates to two major categories: the
institutional context in which pre-service train-
ing takes place (also the institutional context of
the school); and the programme of pre-service
education and training (namely the purpose,
content and approach to teacher education in
general and in ODL in particular).” Teaching prac-
tice as being both an aspect of the content and
the process of teacher education is given prior-
ity in this exposition. However, the aim is not to
give a detailed statement of aims for teacher ed-
ucation and training, as this would not be uni-
versally appropriate, nor could the universally
appropriateness of these aims always be appro-
priate for a contextually-based setting.

Reiterating this observation, Fulton (2006:
346) posits that “it is unlikely that a detailed



102 MAGO W. MAILA  AND VICTOR J. PITSOE

statement of aims for teacher education and
training would meet with universal approval be-
cause of the value judgements that are inevita-
bly involved”. He then pronounces on what it is
believed to encapsulate, as well as that which
embodies the teacher education and training
agenda world-wide as:
 the ability to fit into the existing school sit-

uation with some degree of security; master
knowledge to teach, as well as expertise in
the methodology of teaching; and having
acquired communication and interpersonal
skills;

 the ability to review new curricula, new
methods, as well as new learning activities,
and to respond in an informed and thought-
ful manner to proposals for change; and

 as the basis for future professional devel-
opment, such as knowledge and skills (ped-
agogic and academic needs).

Fulton emphasises the need for student
teachers to come out of their education and
training programme, fully conscious of the fact
that they need to commit themselves to profes-
sional development (2006: 346). This is a neces-
sary caution, since the majority of teachers see
professional growth in their teaching merely
through monetary value, and not so much as
acquiring valued capabilities towards their de-
velopment as humans. It is during the pre-ser-
vice stage that student teachers should be in-
troduced to quality teacher development initia-
tives so that, by the time they enter the teaching
profession, they are fully aware and ready to
develop themselves in a lifelong process, in or-
der for them to remain quality educators in the
changing global education landscape.

Needless to say that some educationists ar-
gue that the guidance and evaluation of stu-
dents during their practical teaching – that is
the teaching practice experience – are seen as
wanting, and that the range of teaching practice
activities should perhaps be broadened, so as
to give student teachers the opportunity to learn
a wider “repertoire of skills than those neces-
sary to teach formal lessons”. This could offer
the opportunity, not only to provide student
teachers with a repertoire of skills to teach, but
also with capabilities to develop professionally
within a context of lifelong learning. Fulton fur-
ther argues that student teachers often complain
that they are not taught how to teach, when in
fact they mean they did not get the chance to

put their knowledge into practice and discuss
their efforts reflexively with skilled and sensi-
tive tutors or mentors. The researchers concur
with Fulton that the continuing interaction be-
tween student and mentor ensures that students
can try out their skills, knowing that they will be
given assistance to overcome the difficulties
they may face. Hence, the importance of well-
trained mentors and supervisors – that is those
who visit the student teachers in the schools to
assess their teaching practice experiences and
progress, and who form part of the communities
involved with teacher training programmes.

The researchers also agree that, “if teaching
practice is to help towards producing effective
teachers, then opportunities will have to be pro-
vided for students to practice a wide range of
skills related to the classroom and to the school,
to discuss reflexively the planning of lessons
and programmes with mentors from both colleg-
es and schools, to use insights from theoretical
study and to analyse classroom tasks and take
appropriate action; that is to earnestly stimulate
the student teacher’s role in learning to teach
more convincingly” (Fulton 2006: 353). Accord-
ing to Perraton (2003: 3), teacher education and
training have a two fold relationship with schools,
namely to influence them and to react to them.
Student teachers visiting schools are expected
to be mentored by experienced school teachers,
both should become directly involved in teach-
er education and, “whilst this involvement may
reduce the likelihood of conflict between teach-
er colleges or teacher training universities and
schools, this relationship has also been criti-
cised as a weak opportunity of changing school
culture through external influence”. This is prob-
ably not a fair criticism, because schools influ-
ence society in an immense manner, and they
are, in return, influenced by society, because
they exist within societal perimeters of societal
knowledge.

In this paper the researchers argue that com-
munities of inquiry are the various multiple stake-
holders in teaching practice, and provide the
interconnectedness of these via reflexive pro-
cesses of continuous and informed change. The
researchers can only caution that any influence
should always be aimed at improving the quali-
ty of teacher education practice, and should not
be abused for selfish reasons and personal
gains. Examples are when student organisations
go on strike just because they do not want to
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write end-of-year/semester examinations, or
when teachers down tools because a colleague
has been found guilty by a court of law of stu-
dent sexual harassment. It is therefore neces-
sary that effective communities of inquiry pro-
cesses entail the following:
 Learning Connections: These are all the

stakeholders in a teaching practice activity.
They are policymakers, accreditation offic-
ers, curriculum developers in education,
education managers, academics, quality
assurers in education, publishers of teach-
er education resources, school managers,
teachers (mentors of student teachers in
schools), and community members with a
vested interest in teacher education. A de-
liberate effort to note and acknowledge the
contributions of these learning communi-
ties cannot be over-emphasised with a view
to meaningful and successful teaching prac-
tice. The researchers, however, need to cau-
tion that not all these communities might be
required for all the activities that teaching
practice is charged with.

 Work Experience Learning: This activity
is defined differently, because of its con-
text- based meaning. In industry, it is also
referred to as an “apprenticeship”, as train-
ees are expected to acquire work experience
during their time spent in the industry. In
teacher education, some scholars refer to it
as “work-integrated learning”, because the
student teacher is expected to acquire teach-
ing skills and competencies. Whatever the
researchers prefer to call this activity, the
outcome seems to be the same, namely to
gain first-hand work-related experience of
that which the trainee/student teacher will
need upon taking up a teaching post, fol-
lowing training. This experience is one of
the many components of teaching practice.

 Blended learning: Although some student
teachers might not have access to some of
the available technology to improve the
quality of their teacher education and train-
ing, technology remains a corner-stone of
blended learning – that is blending non-
technological and technological pedagogi-
cal methodologies in learning. Perraton
(2003: 18) reiterates that, “in making an edu-
cational choice, the key distinction is be-
tween the use of technology to distribute
teaching materials, and allowing two-way

mentor-student communication and, possi-
bly, student-student, interaction”. This doc-
ument (2003: 18) further argues that “tech-
nology is useful only if both the institution
and the learner have appropriate access to
it”.

 Collaborative Learning: It involves part-
ners, who are, most of the time, influencing
and controlling the learning process or the
knowledge acquired as learning communi-
ties. Note that the learning experiences are
also shaping the actions of student teach-
ers and of all those involved.

 Whole-school Learning: It involves inte-
grated learning, by the school communities,
of all the facets of the school. Learning com-
munities need to understand multiple per-
spectives and interdisciplinary approaches
to knowledge and knowledge creation. In this
paper, whole-school learning also integrates
learning from teacher training universities.

Boyer (1990: 80) aptly captures the effective-
ness of shared communities of inquiry upon
observing that a campus-wide, collaborative ef-
fort with regard to teaching would be mutually
enriching. A similar case can be made for coop-
erative research, as investigators talk increas-
ingly about “networks of knowledge” – even
though individual creativity is recognised and
affirmed, and actions or processes of learning
are reflexively debated by communities of teach-
ing practice. Integrative work, by its very na-
ture, cuts convincingly across disciplines and
components of knowledge production process-
es. The researches concur with Wenger that
communities of practice could be perceived as
groups of people who share a common concern
or a passion for something they do, and learn
how to do it better as they interact regularly via
the activities they are involved in and that they
are trying to shape (Wenger 2006). But instead
of teaching practice regarded as a community of
practice, the researchers hold that communities
of inquiry are more than just a “community” –
that is components in one community. The re-
searchers argue that different communities are
brought to one focal point of interest, namely an
inquiry regarding their teaching practice task.
The emphasis is on the inquired reality and not
so much on the community.

The characteristics that Wenger proposes
for a community of practice are seen as charac-
teristics of each of the various communities of
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inquiry, and they constitute a vehicle for devel-
oping strategic capabilities, aimed at successful
teachings practice outcomes. Caution is, how-
ever, expressed about the fact these have been
adapted for communities of inquiry:
 Communities of inquiry enable collaborat-

ing practitioners to take collective responsi-
bility for managing the knowledge they need,
recognising that they are in the best posi-
tion to do this.

 Communities of inquiry create direct links
among practitioners and between learning
and desired outcomes, because the same
people or communities participate in the
community of inquiry, as it is broken down
into units of tasks.

 Practitioners can address the tacit and dy-
namic aspects of knowledge creation and
sharing, as well as the more explicit aspects
thereof.

· Communities of inquiry are not limited by
formal education structures. They are able
to create connections among people, across
organisational and geographical boundaries,
with the aim of focusing on the investiga-
tion of the scholarship of teaching and learn-
ing (SoTL), as student teachers acquire their
teaching practice experience.

SCHOLARSHIP  OF TEACHING  AND
LEARNING (SOTL)  AND
TEACHING  PRACTICE

Confusion among academics about what ex-
actly constitutes the scholarship of teaching and
learning (SoTL) is regarded as an obstacle to
greater educator involvement in SoTL at any
institution (McKinney 2007). Hence, the pletho-
ra of views on what constitutes SoTL, the re-
searchers offer a few caveats in this paper re-
garding this aspect of the discussion. Boyer
(1990: 16) argues that scholarship means engag-
ing in original research. Taking scholarship and
teaching further, Nelson and Robinson (2006:
78) posit that SoTL is the “purposeful construc-
tion of a community in which scholars can con-
verse about the creation, dissemination and ap-
plication of research into teaching and learning
that enhances both student learning and facul-
ty experience with teaching”.

In the context of this paper, this means those
communities of scholars, for example the De-
partment of Teacher Education (at a university)

and the Department of Educational Studies (at a
university); embark upon joint research efforts
in teaching practice.

Because teaching practice is perceived as a
component of SoTL, or as integral to teaching
and learning, McKinney (2007) seems to agree
that SoTL is not scholarship unless it is integral
to research into teaching and it is made public.
This view is congruent with the notion that re-
gards the purpose of SoTL as the application of
what the researchers learn in order to enhance
student learning and development (2007: xix).
What the researchers learn could be in the class-
room – how the researchers teach; what and
why; the how, why and what our students learn;
and the how and why our classrooms are organ-
ised in the way they are – therefore calls for
student teachers to learn and develop profes-
sional classroom research scholarships.

Of course there are varied interpretations of
SoTL that exist among different scholars in the
field of teaching and learning. McKinney (2007:
5) cautions that such diversity ought to be a
good thing, in that it brings to the fore the fact
that the functional nature and meaning of SoTL
would, in any way, vary in accordance with its
disciplinary, departmental, institutional and na-
tional context. Citing Huber and Hutchings
(2005), McKinney posits that the field or disci-
pline is likely to be stronger with a definition
and understanding of SoTL that are as inclusive
as possible (2007: 5). Boyer (1990: 5) proposed a
framework for SoTL, based on the scholarships
of discovery, application and integration. These
scholarships may be perceived as a teaching
and learning-based inquiry.

According to Hubber and Hutchings (2005:
1), SoTL is noted as “viewing the work of the
classroom as a site for inquiry, asking and an-
swering questions about students’ learning in
ways that can improve their own classroom and
also advance the larger profession of teaching”.
Matin, Benjamin, Prosser and Trigwell (in McKin-
ney 2007: 6) stated that SoTL relates to “en-
gagement with the existing knowledge on teach-
ing and learning, self-reflection on teaching and
learning in one’s discipline, and public sharing
of ideas about teaching and learning within the
discipline”. Weston and McAlpine (in McKin-
ney 2007: 6) observe that SoTL seems to pro-
vide a continuum of growth and development to
the practising of SoTL, and that this takes place
in three stages: “growth in one’s own teaching;
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growth in dialogue with others about teaching
and learning in the discipline; and growth in the
scholarship of teaching – developing scholarly
knowledge with substantial impact in both the
disciplinary and institutional settings”.

What the researchers mean by teaching prac-
tice (TP) as SoTL, is that what is happening in
classrooms during TP, should be reflected upon
by those involved in TP. It should also be care-
fully examined and documented, in order to im-
prove TP and further guide teaching and learn-
ing (teaching practice) in ODL institutions and
other higher education institutions offering
teacher education. Therefore, communities of
inquiry in teaching practice are regarded as enti-
ties that would enable interconnections among
scholars with similar interests (such as quality
teacher education), so as to collaborate on re-
search into different aspects of teaching prac-
tice, and to build meaningful learning spaces for
student teachers, while enhancing continuous
formative processes to shape their practices and
those of their students. The researchers, how-
ever, caution that SoTL goes beyond scholarly
teaching and involves the systematic study of
teaching and/or learning, the public sharing and
review of such work via presentations, publica-
tions or performances within academia and in
public, as well as sharing knowledge about
teaching, service and research that was accu-
mulated through teaching practice as communi-
ties of inquiry.

SoTL should be explicit in teaching practice
within an ODL teacher education context. Shul-
man (2004: 157) reiterates this view when they
argue that the rationale for undertaking SoTL
(in this case arguing in favour of teaching prac-
tice as SoTL) lies in professionalism, since it is
the professional obligation of teachers to be
scholars in their disciplines; even more so in
that SoTL is pragmatic, since it is practical and it
helps teachers in sharing their experiences
gained via practice and, in the process, improves
their teaching and learning skills. It is needless
to say that via SoTL, communities of inquiry
can provide the essential evidence of their prac-
tice, in order to make informed decisions about
education policy imperatives in teaching and
learning (teaching practice). Perry and Smart
(2007: 4) also attest to the “urgency for evidence-
based decision-making on practical issues relat-
ed to teaching and learning to replace the expe-
riential, anecdotal, ‘common sense’ sense evi-
dence used for decision-making in the past”.

CONCLUSION

Effective and result-oriented teacher educa-
tion and training is undeniably an important ser-
vice to humanity. Therefore, SoTL should be de-
fined in ways that recognise the interpretative
and integrative work of teaching and learning.
According to Boyer, to be a scholar is to be a
researcher – and continuous investigation into
teaching practice scholarship is the primary yard-
stick by which scholarly productivity is to be
shared and tested in shaping the course of teach-
ing practice. Our intention with this paper is for
the dialogue about teacher education and teach-
ing practice in ODL contexts to continue grap-
pling with the notion of teaching practice as com-
munities of inquiry, with a view to enhancing qual-
ity teacher education and training outputs.

No single entity can achieve much in the
practice of teacher education, but all parties with
a vested interested and parties, who can improve
their civic duty, are called upon to contribute to
this field and maintain the agency and creation
of cutting-edge knowledge, which is critical for
the present and future of humanity’s welfare.
The researchers have deliberately ignored weak-
nesses of communities of inquiry in this paper,
because our thinking is that, “working together
to achieve a common goal”, seems to outweigh
by far any weaknesses that might be inherent in
communities of inquiry. However, we encourage
readers who might want to engage themselves
in such literature to consult some of the works
cited in this paper, as well as other literature that
is pertinent to this observation. It is observed
that “teachers and students alike are profound-
ly moved by the desire to serve the democratic
community, and that all the colleges (higher ed-
ucation institutions) boast of the serviceable men
and women they have trained, and regard the
serviceable patriot as their ideal product”. Not
only are teachers and student teachers proud of
their achievements in providing a highly required
service to society, but society itself is very proud
to be part of the process and output.
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