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ABSTRACT
The growing dissatisfaction with present approaches

to teacher education, the availability of increasingly analytic tools
in teacher education, and the demand for greater gccountability in
education generally have given rise to the concep’ of
performance-based criteria for teacher certification. Central to the
questicn of performance-hased certification is the issue of whether
performance beyond the knovledge level should be Gefined in terns of
teaching behavior, or some combination thereof. Issues that arise in
relation to either of these criteria include means of determining
desired outcomes, methods of demonstrating and measuring these
outcomes, and the relationship between the criteria and the teacher
training program. As one meves closer to the ideal of criteria based
on the products of teachsr behavior, the development of training
prograns and certification procedures necessarily become more
complex. {RT)
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Taacher Education, 1970

As teacher education enters a new decade it finds itsell undergoing

one of its most critical reviews, -Some of the factorsz that have preci-

pitated such close analysis zre of a kind that have tended to "push"

toward change:

1.

the apparent inability of our public educational system to do

that which it has bzen cormissioned to do for large segments

of our population--wituess the mational concern over inability
to read, lack of vocational preparatior and in-school dropouts;

the increasing concern on the part of school cfficials with the
inability of begimning teachers to meet fully the expectations
of a district, and the fact that it requires a district to in
essence subsidize one or two years of "on-~the-job" training

for new teachers; :

the increasing concern on the part of school administrators with

the financial burden of supervising student teachers;

the growing demand by the teaching profession for self-regulation
and a central voice in matters of certification and preparatory
program planning; ' ‘ ' ’
the increasingly fr-.uent charge by students that teacher educa-
tion programs lack "relevancy', and the increasing suspicion on
the part of both students and teachers of teacher education
programs that are staffed by a college faculty who rarely see
the inside of elementary or secondary classrooms; and,

the,general demadd;fdr accovatability that is appearing thrdugh#'
out education. - : : _ o

Other factors have tended to "pull" the profession towards change. These~

include:

l.

the programs within the Bureau of Educational Personnel Develop-
ment U.S. Office of Education, that are desigrod to reform the
educational systen—--witness the TTT Program, the FEducational
Leadership Training Program, the Protocol and Training Complex

"Programs;

the efforts of the National Center for Rezearch and Developmert
in Education (formerly the Bureau of Research), U.S. Office of
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Educatiom, to reshape teacher education through ..o support of
the Elementary Teacher Education Models program;

3. the efforts cf AACTE, with OE support, to provide mew directions
for Teacher Education—~witness their support of the preparation
of the book EEEEB§£§_£E£.EEE.BEEE,World’ their sponsoring of a
series of nation-wide conferences to dicseminate the work of
the Elemertary Models Program, and the assumption of responsi-
bility for taking to the nation as a whole that which emerges
from the Texas Performance Based Teacher Educatiom Project;

4., revised standards recommended for Teacher Education and approved
Ly the Natiomal Council for Accreditation of Teacher Education
in January of 19703

5. the availability of new patterns of education that have been
tried and tested in the public schools, for example, differen-
tiated staffing patterns, the individualizatiom of instruction,
team teaching; and,

6. the leadership being shown by the Teacher Corps in its move to
make all Teacher Corps programs performance—based, field centered
and personalized. :

In combination these various factors have triggered-more gelf-analysis,
more searching for new directions, more confusion and uncertainty--and
more excitement and hopefulness--than has been sesn in teacher education
for a long while. It has also provided greater clarity as to the options

available to teacher education in its search for mew directions.

The purpose of this paper is to spell out some of these alternatives.

Alternative Strategies

Two broad strategies for the origin and operation of teacher educa-
tion programs are currently in completion: that which can be called an

experience based strategy and that which-is being called a performance

based strategy. ‘Most teacher education programs in operation today can
be considered as cxpurience based, for by-in-lavrge they involve a specified

number of courses or Course hours in specified areas of study and a

L&:“
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"'student teachihg experience," The 1970 Stendards and Practices Statement™
recommends course work in the area of general studies, content of the
teaching speciality, humanistic and behavioral studies, ieaching and
learning theory with laboratory and climnical expetience, andva “"practicum"
experience.

All such specifications arz simply classes of experience in which
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o not specify that which is
to be taken from such experiemce. Put in another way, they do not specify
what prospective teachers need to know or be able to do or be able to
accorplish in order to become certified. Ptograms designed on the basis
of such specifications are not performance based except so far as the
requirement of a particular grade point average in courses taken can be
considered a performance measure. Nor are they represcntative of an
accountability model, for they are not accountable for anything other

than providing a particular set of experiences!

Performarnice based programs differ from those that are experience
based 1n that the outcomes expected tg derive fron them are spac cified.
Operationally this means that the knowledge, skills, attitu.des. sensiti~
"it'ee, conpetenc1°s,"etc. thet prospectlve teachers are expected to have
uéon completlon of a teachet educaLan program‘ere sPec1f1ed and the
indicators acceptable as evidence of the realigation-of those outcomes
are made public., Performance based programs -do not deny the Significance.

of experience, but they openly recognize and treat experience as a means

1 Recommended Standards for Teacher Education., The American Association
for Colleges of -Teacher Education, One Dupont Clrcle, Washington, D. C.,
March, 1970.
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rather than as an end. . They treat experience as a variable to be manipu-
lated in the realization of given ends, rather than as an end in itself.
By so doing perforuance based programs are open to continuous change on
the basis of feedback as to the success they are having in realizing the
ends that they are committed to accomplish. By c}early specifying the
ends for which they are to be held responsible performance based programs
can = held accountable in the fullest sense of the term.

Thé historic concern Qith iné%i;utional resources as a basis for
accreditation, for example, the academic preparation of faculty, their
teaching experience, their scholarly performance, the "quality" of
studeﬁts admitted.to a program, library facilities, etc. (see pp. 7-12
of the‘1970 étandards for Teacher Education),'is even further from an

accountability model than is an experience based approach. It is also

further from a performance based model. While there is some logic to

such an approach, that is, in order to provide the experiences ﬁeeded
to Eringbabéut the outcomes desired a sound resource’base must exist,
the pr&vision of such a base in no way assures the realization of the
outcomes desir~” | consequence, while performance based programs
must be deepiy cancerned with_the resources that they can bring to the
task they face, assessing a program’s,fesource base‘beasmes'critical
oaly when the outcomes eXpected from thaﬁ'program are 1ot being met,

. In terms of their rélatioﬁship to an accountabilicy model resource
based, experience based aﬁd performance based étrategias in teacher

education can be conceptualized as follows:

Resource Experience . ®erformance
Based - - Based é, _Based

public accountabildity

W




Alternation Foci Within Ferformance
Based Teacher Fducation Programs

Assessing the desirability of moving te a performance based model
of operation within teacher education, the designers of such programs
must decide upon the focus they are to take. 1In board terms performance

‘based programs can assume any. one, OT any combination, of three foci

knowledge, skilil oy ty to’ carry cut tnc tasks that need to

b

the abil
be performed within a particular school setting.

.Historically, teacher eduation programe'have-focused heavily upon
knowledge as the primary basis for certification. Ceurses within the
discipline that constitutes one's teaching speciality, in the liberal

{ | arts, in teaching methods, human learning, child development, etc.
have become standard requirements throughoet teacher education. Often
they fepxesent the only requirements for certification, V¢ ae term

or one semester student teaching experience. The basic assumption under-

¢ lying such an approach to teaeher education is that knowledge of subject
'matfer, teaching methods, childrens learning, eec.~—as measured.by course

grades or more reflned performance meaeures——coupled with a brief testing

of the ablllty to apply what is known in ‘a student teachlng 51tuat10n and
é a’ subjectlve Judgment as to the acceptabil:ty of a partlcular student to
the teaching profe551on, is an acceptable bﬁsjg for predicting the eucceSS
of a prospective teacher. The reverse assumpﬁion is also epplied: there
is no need to systematically gather evidence as to the ability of a

prospective teacher to behave in specified ways, or of his ability to

carry out the funciions for which he will be 1espon01ble within a school

once he is certified. Schematically; such an as sumntlon can be 1]1ustrated

TR T A e SR A

as follows: ' -

P

T




O

ERIC

Aruitoxt provided by Eic:

‘ Knowledge of Ability to i
Subject Aress iz sufficient as a Perform the !

e ey 2 e s 2 -— —n——————

; that relate to Tasks Required;
Teaching predictor of Waen Teaching

While such an assumption is becoming less and less acceptable to
many in the profession, it is still acceptable to some. Accordingly
some teacher education programs can focus only at the knowledge level

and can be performance based~~if knowledge outcomes are specified and

the indicatoxs to be used as evidence of the rnalizatiym of thoge outcomes

are made public. Performance based programs are not dependent uporn the

focus of performance criteria.

As indicated above, an increasing number of persons in the profession

are unwilling to accept the assumption +hat because one "knows' somethim
P p g

‘he ecan necessarily apply it. Or, put in other terms, an increasing

number of persons in the profession are becoming uncomfortable with the
magnitudé of inference between krowing and doing, and are asking for

evidence that prospective teachers can do that which is expected of them

.as well as know that whick has been specified for them. The move to

focus upon what a prospective teacher can do as well as what he xnows
rests on four interrelated assumptions:

1. knowing, and the ability to apply that which is known, are two
different mattérS,'and the certification of teachers should
focus as much upon that which a prospective teacher is able
to do as it does upon that which he knows;

2. the criteria for assessing that which a prospective teacher
can do should be as stringent, as systematically derived, and
as explicitly stated as the criteria for assessing that which
he knows; .

3. the assessment of both that which is known and that which can |
be done must be carried out and described systematically; end,




4. vhen a prospective teacher has demonstrated that he knows and
can do that which is expected of him, and only then, will he
be granted certificatjon.

Accepting the reasonableness of such assumptions there is still the
problem of deciding what is meant operationally by a prospective teacher
"being able to do'". As interpreted by most teacher education programs

that have moved heyond knowledge as a basis for certification, being

able to do has meant being able to perfoim specified teaching behaviors.
Such a focus parallels closely the mergence of the study of teaching
behavior as a subject for researchz, and with it the translation of the
categories of behavior used in research into training systems to be

“mastered by preservice or inservice teachers, or to be used by supervi-
sing teachers. The arguments. for adopting teaching, behaviors as a basis
for certification are roughly as follows:

1. The reasonableness or logic of focusing upon what a teacher
does instead of what he knows, believes, or feels, since what
he does is a reflection of what he knows or believes or feels;

2. Since it is a teacher’s behavior that is the primary deter-
minant of teacher influence, it is important that prospective

" teachers be able to behave in ways that are desirable;

3. The research that has been done on teacher behavior has laid
out categories of behavior that are observable, measurable,.
and relatively easily mastered; and, ‘ ’ :

4. Because such a focus has a good dcal of cormon sense about it,
and because it permits systematic measuremeut, it provides one

means for meeting the requivement of accountability in teacher
education.

2 ¢t Simon, Anita and Boyer, E. G. (Eds.) Mirrors For Behavior. An
Anthology of Observation Instruments. Vols. I - XI1V. Philadelphia,
Pa., Research for Better Schools, Inc. 1970.
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Schematically, these assumptions can be illustrated as follows:

" Knowledge of . Behaviors i that are g Performing - !
; Subject Areas ,H__,fi _____ Used By l————i—-i__~-! the Tasks i
{ That Relate to |prerequisite | Teachers §prerequisite's Required When ;
} Teaching to ' . i to Teaching i

A program derived from such sssumptions will have two foci: knowledge

and teaching behavicr. If it is to be a performance based program it
Will have to make explicit the knowledge and teaching behaviors that
prospective teachers will have to demonstrate, and the indicators accep-
table as evidence of their realization.

while a teacher education program that incorporates both a knowledge

_and a teaching behavior focus satisfies most persons in the profe531on

at this point in time there are some who point out that such a program
still involves a great deal of inference making. Their argument is that
simply because a prospecflve teacher is able to. behave in certa1n ways

is no assurance that he will be able to perrorm the tasks confronted in

an ongoing educational setting, and that teacher education programs should
therefore adopt still another focus, nanely, the requlrement that proqpec—‘
tive teachers demonstrate that they can perform cr1t1cal 1nstructlonal
'and non—ln tructlonal tasks before they are c°rt1f1ed ‘ The ratlonalc

behind such a p01nt of view is the one to one relatlonshlp it repreSents

-between performance prior to certification and perrormance subsequent to

ic. 1If a teacher is toc be accountable for bringing about spec1t1ed
classes of learner outcomes or non-ins ttuctional outcomes subsequent to
certification, it would seem reasonable to require that prospective
teachers demonstrate that they can bring about such outcomes prior to

certification. There are a number of advantages to such a position:

a
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1. it representé or provides an absolute criterion of teaching
effectiveness, aud thereby meets tne ultimate test of program
(and teacher) accountability;

2. while doing so, it accommodates individual differences in
teaching performance or style in that it allows for wide varia-
tion in the means of achieving the outcomes for which teachers
will be held responsible once they take a job;

3. it allows for the fact that at this point in time we are not
at all.clear about the specific teaching behaviors that bring
about specified outcomes in pupils,. or the specific behaviors
that bring about selected"noninstructional outcomes, but it
does require that effective behaviors and/or instructional
programs be developed and utilized;

4. it forces the entire educational system, as well as teacher
education, to be clear about the goals or objectives of educa-
tion, and to become clear about the means for the realization
of those objectives; and,

5. it takes much of the guesswork out of hiring new teachers, for
each teacher would have a dossier which summarizes in detail
what he can or cannot do at the time he receives-certification.

If pressed to defend the position on the basis of education not being
clear about is goals or objectives, or not being clear about how the.
means by which the objectives that it is clear about are to be realized,
the answer is simply '"then thaf's a task that education must get on with,
and a teacher education program SO designed will contribute.fo‘that task."

What would a performance based teacher education program look like

that Had as its focus all three performaﬁceflévéls?a What would indicators
of successful performance at the teaching task level look like? These
and other gquestions that are critical to the designer of perfdrmance’
based programs are spelled out in the instructional module prepared for
the Teacher Corp (from which this paper was adapted) and'in the report

on the feasibility of implementing the ComFieid model on a state-wide

basis in Oregon.3

3 Schalock, H. D, Kersh, B. Y. and Horyna, L. L. (Eds.) A Plan For Manazing

the Develooment, Implementation and Cperation of a riodel Elementary
Teacher FEducation Program. Final report of a Phase: Il study in the.

U.S.0.E. sponsorad Elementary Models Program. Superintendent sf Doruments,

U. S. Government Printing Office, Washington, D. C.

L _9_‘
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The Problem of lLanguage

In talking about resource based vs. experience based vs. performance
based teacher education, and alternative foci within performance based
programs, é language has to be created which permits descriﬁtion, discri-
mination, etc. As yet such a language has not been agreed upon. The

suggestions that follow are offered as a means of moving toward that end.

E"iesdE§Eé" “E%SE?IEHEQ“ Performance
Based vs. Based vS. Based
Programs Programs _| Programs
Per formance {/—ﬁiﬁé%i;ége e §§1ii_¢*“\ /“’ Task Ty
criteria are \\Ngeferenced‘/ Referenced \\eLerenced 'j
People who meet
the performance Knowledgeable Skillful 'Competent

Some Questions that Accompany
Alternation Choices as to Strategy and Foci

A wide range of questions arise in relation to the development,
implementation and operation of performance based teacher education
.programs, fo"th v.impose a set of demands. or constralnts that are con-
siderably dlfferent-than those impeéed by-experlenc - szdﬁkﬁqgrams,l
The problem of meaeurement, program accountablllty, shlftlng from a
course — credit ~»time-dependent - normative evaluation mode to a learning
module =-credit - time free - eriterion evaluation mode are cases in
point. Because of space limitations these kinds of problems will not
be dealt with here. Proposals relative te the solution of such preblems

will be found in the Phase 1 and 11 reports from the ~lementary models

projects. In the pages which follow only questions which bear upon

~10- : _ : ;1 '
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certification will be raised (although these obviously bear upon ques-—
tions of program implementation). These will be treated separately for
ﬁrograms which focus primarily at the knowledge level, for programs
which focus on both knowledge and skill, and for programs which focus

upon all three levels of performance criteria, that is, knowledge,

skills and tasks.

—

Questions That Derive From a Primary Focus on Knowledge

As a Basis for Certification

1. What knowledge should prospective teachers demonstrate in
order to be certified? Who is to determine these? The
teacher education community? The schools? The community?
The State Department of Education? What role should students
have in determining such outcomes?

2. What would indicators of the successful mastery of knowledge
oulcomes look like? Behavioral cbjectives? Who would identify
such indicators? Who would apply them to the assessment of
student performance?

'3, How much variation in knowledge outcomes would be permitted
across students? Across or within areas of concentration?
How much variation in criteria on a given outcome? Would
all students be expected to perform to the same degree of
maztary on those outcomes they hold in common?

4. Is there auy reason for having a field centered program when
performance criteria focus only on knowledge? o

5. How does one justify the omission of skill and task referenced
criteria in such a program?

TImplications That Derive From a2 Yocus rcn Knowledge:

and Skill as 2 Basis for Certification

The addition of skill referenced performancé-criteria complicates

the certification issue considerably. Not only must all of the questions

outlined above be confronted, but the following as well:

1. What classes of teaching behavior are prospective teachers to
be able to demonstrate? And who is to dotermine what these
classes of behavior are to be? The teacher education communi ty?

'

f -
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* The State Department of Educatigci? The professional education
associations? Thc citizens within a community, county or state?
ki role should the students of teaching have in the identifi-
cation of such behaviors?

2. What will the "effectivc performance of specified teaching
behaviors" look like? That is, what will the criteria be for
the successful performance of a given teaching behavior? Who
will determine these criteria? How will & behavior be assessed
to determine if it meets these criteria? And who will do the
assessing?

3. In what settings will the bebavior be demonstrated? In "film
eimulated" classroom sertings? Tn "micro-teaching' situationg
where children are brought to an experimental classroom Or
laboratory? With small groups of children in ongoing classroom
situations? With entire classroomz of children?

4, TIn how mt ce-tings should a giver class of teaching btehavior
be demonstvatad, that is, if a student is preparing to teach at
the elementar level should he demcnstrate a given teaching
behavior at .1 grade levels? For differing kinds or groupings
of students within a sample of grade levels? In some cr all
of these settings on different occasions?

5. What variation in the performance of a given teaching behavior,
or in the selection of teaching behaviors to be demonstrated,
is acceptable across students? Are all students in a given
program expected to perform to the same criterion level on the
same set of teaching behaviors? If mot, who is to determine
‘what variance is acceptable? '

6. What is to be the relationship between the performance of
knowledge and skill outcomes? Will demonstration of a given
level of mastery be required for ail? Or will the demonstration
of a given teaching behavior supersede or be able to take the
place of given classes of knowledge or given sets of attitudes?

. How are teacher educatior programs to be structured and
' operated when there is as much amphasis on' demons trated
teaching behavior as there is upon the mastery of knowledge?
Is there any way to carry out a skill referenced teacher
education program without access to 2 field setting?

Tmplications That Derive From a Commitment to Task Referenced Performance

Criteria, as Well as Kuowledge and Skill, as a Basis_ for Certificaticn

The addition of the performance of teachiﬁg tasks to the list of

outcomes to be demonstrated by students priox to certification increases

O -
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program complexity jmmensely. 1In addition te a host of parallel issues
that accompany the perfcrmance of teaching tasks, all of the issues that
need to be deait with in implementing g/knowledge and skill referenced
program must also be confronted. Alse, all three performance foci have
to be articulated. When considering this level of complexity, and when
one adds the fact that the iss . 0 be dealt with in task referenced
criteria are more difficult to . »anlv. tha - they are at the knowledge
and skill levels, proéram comple:.f tv seemz €O inc?ease geometrically.

By defiﬁing the successful periormanc of teaching tasks as the
ability to bring sbout the outcomes . upect-1 to result from the com—
pleticn of those tasks, the followi: questions are imnediately con-
fronted When planniﬁg a taek refersz: zed program:

1. What are the instructional tasks (pupil outcomes) to be
realized? Wnat are the non—instructional tasks (classroom
management : and instructional suppert outcomes) to be realized?

2. Who is to determine what these outcomes should be? If the
answer is a "coalition of institutions and agencies, with
strong community representation" then one must determine
specifically who is to be represented in the ceoalition and
now such representation is to be made. Alisc clarity will
have to be given to the exact procedures %o be followed in
arriving at the specification of theo instructional and nomn-
instructional outcomes to be realized. -

3. What will the "successful realization of an instructional or
non-instructional outcoma" look like?. Obviously, the demon-—
stration of the ability to bring about given pupil outcomes
would mean that success would be measured in terms of pupil
behavior, for example, that a pupil or set of pupils can in
fact read at a given criterion level or are in fact more con-
siderate of the feelings of others. Similarly, the assessment
of success in the realization of non-~ins tructional outcomes
would require that evidence be obtained, for example, that a
reasonable level of discipline and order ggg_gg_maintainéd;
that instructional materials developed arxe in fact productive
of pupil outcomes, or that working with parents has in fact
been successful. “Given auch a focus to assessment, the
question’still remains: what are the measuxes of success in
the realization of suc. cutcoqes going to look like. Since




chiidren di ffer success in getting a child or group of children
to read will look different for different children or different
groups of children. So too will success in classroom manage-
ment, the development of curriculum materials, or working with
parents: success must always be measured against the situation
to be managed, the kinds of materials to be developed, the
objectives to be realized by those materials, the nature of the
parents being worked with, etc. Sinr~ success caunct, therefore,
be normative or astandardized, it mea:i operationally that success
must always be situation specific. Given such a point of view,
what should be meant operationally b certification standards?

L. As in the case of teaching behaviors, how many times and with

. what kinds of children mist prospectie teachers demons trate
that they can in fact bring about given classes of outcomes?
Must they demomstrate that they can bring about a given outcome
for all grade Jevels within an elementary schocl if they are
planning to beccme elementary teachers? Must they demons trate
that they can bring about such an outcome for first orx third
or fifth grade children, but in a variety of school settings?
Must they demomstrate that they can bring about a given outcome
for differing groups of children, or different individual
children within a single classroom setting? And how many
outcomes must be demons trated in order to meet the certification
requirements? .

5., What variation in outcome demons tration can be permitted across
" students within a given institution, oOr across insti:.utions

within a given state? Can students vary in number of outcomes
demonstrated? Can they vary in .the criteria of success to be
applied to a given outcome, depending upon the nature of the
pupils being taught or the context in which teaching is occurring?
To what extent does commitment to elementary or secondary educa-
tion lead to differences in certification_requirements? To what
extent does speciaiizaticn'within elementary or secondary, Or
student preferences within.a giVen,spécialization‘at the ¢lemen—
tary or secondary level, permit differences in certifiqation~
standards to arise? [ : ' L -

Concluding Comment

The growing Jissatisfaction with present approaches to teacher
educatrion, the zwvailability of increasingly analytic tools in teacher

education, and the demand for greater acccuntability in education gener-

ally have given rise to the councept of ''performance based criteria"

)
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vreacher certification. In general terws, perﬁarmance based certifica-
tionAasks that the criteria for cartification, whether those criter.a
are knowledge and/or behavior and/or the produéts of behavior be made
explicit, and that students of teaching be held accountable in relation
to those criteria if they are to become certified.
Central to the question of performaunce based certification is the

- {ssue of whether performance beyoﬁd the knowiedge level should be cefined
£n terms of teaching behaviors, the products of teaching behavior, or
some coﬁbination thereof. Omn philosophic as well as practical grounds
the question is. real, and in the author's judgment of utmost significance
to education and_teacher education in the decades to come.

The purpose of the present paper has been to raise some of the

questions that surround the issue, build the case for both ppsifibns in

relétion to the issue, and spell out some of the ;glatéd issues that

need to be resolved depending upon the pcsifion taken. The bias of the

- author is toward certificatiqn;cfiﬁeria that focus upon the products of

a teacher's behavior,”réfher than a teacher's behavior per se, for the

products that'défive from teaching are after all that which education is
'ultimafély about; it is aléofreasonably safe to assume that these are

also the criteria by which téacherg and the tééching érofession will be
_held accountable in the future; ‘

Whether the profession is ready to take such a stand is yet to be

seen. The fact that the public is ready to take such a stand has alveady

been seen.
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