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Preféce.
The American Wssociation of Cofleges for Teacher
Education is please to publish this paper as one of a
series sp nsored by its Committee on Performance-Based

. Teacher Edugation.’.:The series is designed to expand the

about issues, problems, qnd prospects, regard=-
ing performance-based teacher education as identified in_the
first publication of the series on .the state of the art.L

Whereas the latter is a declaration for which the .
Cormittee accepts full responsibility, publication of this Coee
paper (and the othars’ in the PBTE Series) does not imply ;
Association-or Committee endorsement of- the views expressed.

It is believed,- however, that the experien"e and expertise N

of these individual .authors, as reflected in.their wnitings, :

are such that their ideas are fruitful additions to the con-
tinding. dialogue cencerning performance-based teacher educa- .
tion. . . . :

One of the criticisms of PBI@ is that it is-anti- ) .
humanistic ‘in nature. Critics cliim that-it is amr atomistic
and mechanistic&hpproach to teacher education and hence -
tends to depersonalize the students in the program. » Pro-- .
ponents. argue that if PBIE programs are appropriately designed .
and operated they can be more humanistic than conventior.al
ones. The Committee commissioned the author to explore this ) .
issue, and this papér.is the result of his analysis of the ' ¢
problen. ‘We-believe that this .study is an important con- .
tribution to the literature about PBIE. -

AACTE acknowledges With appreciation the role of the
National Center for Impfovement of Educational Systems, ’

. (NCIES) of" the U. S£ Office of Education in the PBTE tpro;ect

Its financial support as well as its professional stimulation

are major contributions to the Committee's work. The’

Association acknowlédges also the contribution bf members of

the Committee who served as reader's of this’ paper and of '
members of the Project staff who assisted in dits publication.. .

i v .
-

-
Y

L -~

1Elam, Staﬁley,‘"Perforﬁance—Based Teacher Education:
What Is the State of the Art?" The American Association of

Colleges for Teacher Education, December 1971.
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Introductory Note

/.f
) . M 3 3 3 ) ° 3 M
The sub-committee commissioning papers for the Committee
on Performance-Based Teacher Education has sought to illumine .

implicatiohs of the PBTE concept, citing negative as well-as

-~

* pasitive aspects.. Thus one of ifs earliest publications was .

Harry Broudy's "A Critique of PBTE" (paper Number 4). Broudy's ' =
point was that one" jeeded to ‘create teachers who were con- -
teptualizers understamding their tisks in a broad, theoretical , . -
framework: Teachers are not automatons who behave properly .
under<spec1f1ed‘clrcumstances, as he ipterpreted the results ”>

of PBTE training. ($ome habe felt that Broudy did not re- i
present PBTE fairly, and have answered him in the AACTE

Bulletin Volumn XXV, Number 12, February 1973. ) \

Wh11e Broudy s piece was extremely useful espécially in
a delineation of types of teaching, there remain to be dealt
with the  variety of concerns which have been expressed by :.
those in the humanjstic; fields. Therefo;e;’Dr.'Nash was | Co
This he has. o

asked to explore PBTE from their polnt of view. .
_done admirably. R i o "
. There wili still be those PBIE'ers who object to {he “. .

points made by Dr. Nash on the basis that they are not so,
much inherent ih the concept of PBTE as they are a result . | .
of ‘the way | the concept is implemented: They would argue - .
that Dr. Nash's concerns are theirs as well; if these concerns - e
arise, they represent a failure in operatlonallzlng the
concept. Even though thére may be considerable merit in,
this argument, both Nash and Broudy make important contri-
butions to better understanding the contept and its potential ,
dangers and problems. *helr positions present d¢istinct
warnings which we fear even yet may ffil to be heeded by -~ .
‘many programs in their rush to 1mp1ement PBTE.

" -

K _'. Lg

- . . . .

' " David R. Krathwohl, Member of -,
. ,  the PBTE Cammittee and chairman : .
. of its Task Force on Cbmmzsszonzng '
Papers . N
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. Prologue . Lt . >

- -

. . - . . ¢ . N »
-¢ I should like to begin with & personal nota concerning
my experience in writing this paper. I. do s6 becapse I T
believe that this experience illustrates v1vid1y tEe prin-
cipal point I'm tryimg <o make. For me, the learning has
‘been powérful, at times painful, and salutary Perhaps .,
this autobiographical illustpation:will also speak to some
othersﬁas clearly as. it has to me. \
- - \ v L4 /
. Last spring I'was invited by the AACTE Committae on
Performance-Based Teacher Education to prepare a paper on
"the humanistie element.in performance-based teacher AN
., prepdration programs.' .Having accepteﬁ the a331gnment 1
set out 'to complete the first stage, which was to'.prepare -
an outline of my proposed paper for perusal by the Committee..
‘In preparing the outline I used as the main structure of my ¢
paper ‘a number of questions that the Committge had prepared.
concernlng the humanistic element in PBIE, By taking the
. essence of "each ‘question and turn;ng it into a toplc -,
obtalned my section headings I then went to the literature
on PBTE ‘and combed it for issues, questions, ideas, sub-
topics, and criticisms that were relevant t6 my paper. 1 _’~
organized this materlal under the previously-assigned sec-
tion headings. ~ Thus the outline was v1rtua11y complete and
" with little further work it went off to the PBTE Committee
- for their response.

! e
’ THe outllne was approved and I was encouraged to write
a first draft of the paper. This I began to dod At first
I made reasonable progress. Then my writing was 1nternupted ]
by a month-long nesearch and lecture trip to England, I .
taught a summer course on humanistic education at the )
Unlvers;ty of California, Berkeley, which again took me away
from the task, as did traveling across the country and
settling in.the East again after-fifteen months of California.
So it went. When 1 was . able to return to the paper, I'began «
tQ_experience severe’ difficulties with it. By this time I
“had' received some readers' reactions to my initial outline.
Thése covered a varlety of~issues and were helpful on
] snec1f1c p01nts, but ‘they did not alleviate my general fee1~ '
ing of uneasiness about the paper. " * -

- -

Whén it was about two- thirds completed, mycdlssatls-
faction with it became agute, The writing was going very
slowly, I found myself reluctant to find time for it in my

’

y
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'scheduie, and, worst of all, as I reread what I had written,
L discovered that often it didn't even convince me. At this
'ﬁoi 1 forced’ myself .to - stop and take stock of what was
N My reflections over several days led me to-a
¢ someWhat sobering gonciusion . <T came’ to realize that my -
-, lops -G, creatiVe epergy; enthusiastic, commitment, and effec-
«-tive. produetiVity all<stemmed, frOm-a single cause: I was
writing soméone else™s paper rathernthan my own. I was . '
\performing" for the PBTE Committee My uncritical acceptance
of their stions as thg organizing basis for my paper had’
'been a disastrous beginning. From ‘that point on, other o
mistakes inevitably followed. Even the working title of tuy
paper now appeared, on réflection, to be the wrong way, for
me, to Jtake hold of the problem,

A

I was faced with a painful dilewma to grind through
and comglete the paper somehow, knowing that I ,would.not be ~
satisfied with it and that it would not really represent me;
‘or to begin afresh, starting this time -from the center of

myself, saying what 1 uniquely had o say and relating it to

. the data and demands of~the outsidehyorld The second choice

would -mean a new investment of my time and.energy in a 'pro-
ject that I was a1ready beginning to resent in terms’ of ¢
ill-spent effort. But the first choice was even more dis-
tasteful, as,was thé alfernative-ef abandoning the project
altogether, which would mean breaking a contract with people
who had given time and commitmeht to it..

»

So I chose to start again. "This time I determined té
"perform'' only fér myself. As I began to write, I found
that my energy, productivity, and comritment returned as I
dealt with topics, ideas, and feelings that meant a greas
deal to me personally and in which I had a large stake. The
orgdnization of the,paper now emerged from my own' central
concerng as these encountered the demands and limits of PBTE.
Instead of feeling weak and derivative-in my presentation I
gained a 3trong feeling of being willing to stand firmly
behind everything I wrote, without feeling a need to impose :
those convictions on others

“ ¢

' This paper, then, is the outcome of this second
atfempt. I had originally trapped myself into taking a
non-humanistic approach to the task of preparing the paper.
I'm not proud of this lapse apd it involves considerable
risk for me to share this publicly. I do so because I think
my own experience epitomizes exactly what I'm trydng to say

vii e
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in ‘the paper: that a humanistic approach to education implies
. "~ ""that one be centrally and fnlly_piesentgin whatever one under- '
' takes. If we,want to nurture people's CPreative _energies,"we

' must try to organizZe education in such a way that their

’ g 2 "per formance" will relate to their own:innermost yearnings

» © . and convictions. PBTE‘can "serve humanistic ‘purposes only if
it’ avoids the kind of exterpal demands for “performances"

! o that "the individual finds alienating and enervating .because-

‘ : of their iack of relation tq the ﬁeepest parts of himself.
‘ : . i

.
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. = Thinklng about a numanist1c approach to pertormance-
based teagher education im 4Yiately calls up questions about

" how the word "humanistic" is being used. This raises ‘several
= ' .droblems, for definitions’of “humanistic" tend either to be
' circular-or'to Jead to an endless regression. Thud, we can
D R say that humanistic is'that which _fosters humang ‘purposes, .
- , but that leads us into 4'similar definitional process for )
. the word "humane." Or° we ¢an say ,that humanistic is that
which concerns the humanness of mpan, .Hence .anything that
y - - develops a fuller humanness will pass the, humanistic test.
T . 'But.what is."human'' in this sense? Clearly, we are on the
..+ - “ ' brink_of 1aunching into an endless "process, : .
.. ‘ Hﬁ‘ ’ -
] = . * Let me suggs st another.’ way. Instea:iof making a
T ’ ’ frontal attack, let me be more indirect and mobile in my *
. approach to this arge and boundary-shifting concept. Orie
* 7 1 agpect of, such an 'approach will be tp describe some ©of my -
bedfellows-ualnnvs a sell révealing practice for a lover. . :
‘The other aspect will be to reveal some of my working assump-
tions, in particular, assumptions about’the nature of the -
. L s “ma " with whose “humanness“ I am concerned,
A 3 . c .
Humanisfic educators are a ¢iverse group, with.over-
| lapping concerns and’values, but drawn from, a wide range-of
. backgrounds, traditions, disciplines, and fﬁelds. They agree
- \ Ain puttipg man, rather than a doctrine or degma, at the certer,
of their valuing‘sxstem i '

N . ‘. |

.
\,- " ' M IR
. .

The humanistic approach to education draws upon many
sources, including the humanistic psychology of Rogers and
. Maslow; the existential psychiatry of May and Frankl; the
. "existential -philosophy of Buber and Marcel; the existential
théology of Tillich;. the propriate psychology df ‘Allport;
the work of Assagioli on psychosynthe:is; the work of
Alschuler on psychological educati.n; the gestalt therapy: |,
. theory and practice of Perls; the emphasis on individyal .
growth in the progresslve tradition of Rousseau, Pestalozzi,
and Froebel; aspects of the pragmatic philosophiy of Peirce,
James, and Dewey; the utopian and futuristic fnotions of =~ =~ [/
what man might become in the work of writers from Plato to
Michael Young; the work of Simon on value clarification;
. the: work of Newberg and others on affective:education; the
work of Brown on confluent education and of Weiusrein on




-~

the education of the seélf; the persona‘ist philosOphy of
Macmurray; the work of Benne on authority relationships,
human relations, and. education; the contributions of the
human relations movemen:, as seen in the National Treining
aboratories, the Esalen Institute. id other centers; and
the radical pedagogy of men like holt and Dennison, Some-
what more ambiguously located in this picture, and ceusing
uneasiness for some of the people mentioned above, are a .
number of other sources. ®These include counter-culture o/
critics 1like Roszak;’ disestablishment figures like Iilich
_-and Freirej radical sociolcgists like Friedenberg and Mills;
‘socialist humanists like Fromm; and critics of deimaniza-

tion like Marx and Engels.

L T

s . N

it would be foolish of course, to try to put a11 of
" these wrigers into, a Procrustean bec. But .l ecknowledge
that I have beén signifieantly jostled by all of them. Let
me move,, then,” from this listing of some of my bedfellows
to an annpuncement about ‘the offspring of our conjugation.
I.should. like <o advance the discussion of the meaning of .

"humagistic" by stating my assumptions *about the nature of

mané-

s

<

he focus of our attempted humanizing. . .

LI

I3
’

I ee man 'as a free, unique creature;;capable of
attaining a selfsdirection and a treative productivity -that
stem from his whole person. .His freedom implies respensi- °
bility and enables him to choose. He is capable,-at best,~
of in'erdependence and of being an agéat of constructive L
social change. I skall now take this’ statement of agsump-y.
tions and treat 'the ‘rest of .his papet as an extendeq,
examination cf it.‘ Thusg the romainder of my paper will ber
an attempt to ‘define the notion of "humanistic -by succes-
sive illustrations. ' Each of the key terms in my statement
of assumptions will become a heading under which to examine
the problemﬂ involved 'n attempting to make P4TE z more
humanistic enterprise.

‘ AN
N
N .. M

Freedom . \

Most humanistic assuuptions about the nature of -man
stem from a basic.belief in man as a free creature, This
notion of freedom does not imply that human behavidr is
uncauzed, totally random, or untontrcllable, nor does it
mean that man is uninfluenced by his environment, his par-
sonal history, or his experiences. Rather, it means that he

2 4

~

=
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"is,-in the last ‘analysis, able to make "significant personal
+ ,-chpices, to frame purposes, to initiate actions, and to take
‘ a measure of control over his‘own life.l This philosophiéal
" . position is deeply embedded in the western intellectual
traditign, but.in this century it has been refined by some
! aspects of pragmatism, with its emphasis on reflective action,
. learning through experience, and estimating the consequen-
" ces of differeht'choizgt.,‘li has also been enrichell by
“existential and ‘phen ological philosophies, with their

+ " focus on concepts 1like intention, meaning, choice,.self
perception, freedomy and responsibility. )

A humanistic framework for PBTE would.lead us in.cer-
tain‘directions and.so highlight certain problems. The _
close connection between freedom and purposefulness suggests
that the proper education of humans will encourage then. to
learn.to act deliberately and intentionally out of selfs
framed goals. This attempt to foster purposeful action
axising from' the integrated experiences of the individual ~
will be threatened by any move to regard human behavior .
merely as isolated pieces of_action with clearly identifiable
antecedent stimuli. The humanistic approach will encourage
the inclusion in PBTE programs of concern Jor self direction,
résponsibility for one's own learning, involvement,in the =
present learning experience, and the development of qualities

. like curiosity, wonder, awe, imaginatign, commitment, open-
_ness, and respett for self and others. )
> ! i. ,\. * .

Needless to say, in this dirasction lie some enormous
problers of measurement and evaluation. It seems impossible
to develop a PBTE program without being able to measure the
performances that are deemed desirable. The perennial
danger is that whatever cannot be measured will “simply be-:
excluded.. But, according to humanibtic criteria, this
would leave out the most crucial educational values, given
our present level of skill in measuring.’ If the measuring
is‘done by an external evaluator, it may be impossible to
distinguish desirable from undesirable behavior. What "the
humanistic educator wants to develop is "free". (in the sense
'qf intentional, deliberate, integrative, goal-orienteéd)
action. But this may, at any one observed moment, be

. indistinguishable in its=€i€engél manifestations from random
or manipulated behavior. ~ ot

<

.~ R 'q ., ﬂ’
Humanistic education gives considerable importance to

self.motivation. It is assumed tHat tasks|calling for long-

lasting combiitment, a.great range of a persen's capabilities,

" -
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. » or special creativity Or\initiative, require strong=intrin51c

motivation for their accomplishment. - But where PBIE rests

- upon one’ group of people establishing objectives for another

. , group oﬁ people to-meet, external motivation, ih the form

' : of varicus rewards and punishments, will usually be employed.
"Thus wk risk increasing student passiyity and the inability
to make strong choices and develop personal goals. We also
tehd to focus education on those routine and simple tasks .
whose performance is most amenable to external motivation.

N , . e i e

[
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* Uniqueness T i ;

~

The humanistio ‘view of pen -and ‘women regards each-one

as a unique, unprecedented unrepeatable treatiofh. .Man is,

.. in Martin Buber's words, 'the source of all surprise in the
universe.'" Each person contains an -essential element of -

» distinctness and hence unpredictabilrty Although insurance

)  companies can, with.highly profitable accuraty, predict the
’ dife expectancies Of categoties of people, their computers
cannot tell us the day ‘that yow or I will d1e. .Predictions
" . that correctly forecast the behavior of large groups- of .

. ‘people are frequently helpless to tell us what any one “per-
son in those - groups will do. " PBTE with a humanistic tone
would. therefore'respect this human uniqueness and unpre-
dictability and be highly conscious of the dangers of crush-

, ing some of man's most essentially human qualities under a

. weight of behavioral ubJectives. -

x
The practicagl question is whether it is possible to -

2o T reconcile.a h istic'concern for, human uniqueness with the

effective use of a performance-based approach It is not~

hard to find peoplee«whd pay 11p service to "individual dif-

ferences.”" What is enormously difficult is to balance the -
individual claims of persgnal morality, choice, responsi-

‘ bility, and self-worth against®the social c1a1ms of regu- :
larity, comparisong ranking, and uniformity. There is wide
agreement that the educational system is in serious need of
greater flex1biliﬁz more optiohs and alternatives more
genuine pluralism.% And it maj well be that a -judicious use
of PBTE can help to break open some.old rigidities, su&h 'as
grades, credits, and schedules, and introduce some flexi-

- - /Bility and alternatives that will constitute a hamanizing
' influence on teacher education. It also holds promise of
~ . enabling teachers to become certified without ever ‘attending

Lo - »
I L . .
T -

-
F



an institution,'a prOQ{se that might havé a humanizing\éffect .
even before its realization.

’ 1
\

Howeyer, "there ave also some hazards in PBTE that
threaten humanistic values.  One of these hazards lies in

" the~procéss of classifying itself. There can be no PBTE

without classification of people. But to decide to classify
students is a value choice. We are' not compelled to classify:
we'.could regard each student as unique and incommensurable.

No doubt there are often good reasons--administrative,
pedagogical, conceptual--for c1a531fying students. The
danger is that the process of classification becomes so -
attractive and mind-satisfying (not to say soul-satisfying)

to the classifier, that he continues the process even when
clear justification has ceased and he may convince ‘people’

" (often 1nc1ud1ng himself) that the labels of classification
" have a permanence and significance that in fact do harm-to

human potentiality. - Research on teacher expectations (the
Pygmalion effect) demonstrates with alarming clarlty the .
power of our conceptual élassifications to overwhelm our .
perceptions of persons. The morals are easy to see but -hard

, to apply. never classify people unless there is a clear and

defen51bLg.Justiflcatlon* classify only as a last, resort; do

" not mistake the label for .the person; chahge or remove the

label as soon as possible. L

[} ‘.

Thls leads us to the’ problem of the persistent tension

»

. between the unique, persenal meanings that the individual .

gives to events and. the general standards of behavior that
sbciety demands of him.. A humanistic education would help

us to live w1th thi's tension without fleeing from one pole

or the other. ‘A danger. in PBIE is that it may militate:
against the malntenance of this tension by an 1nappropr1ate :
or unduly exclusive focus on external behavior. The k?ng-
standing eriticism of behavior obJectlves--that their use .
is ‘suitable for only the simplest and crudest educational
functions and does not lend itself to complex and subtle
functlons--ls of ten presented in simplistic terms. But the
criticism touches upon’ ‘something of real significance.

Personal’ perceptions and attitudes are ‘morg deeply seated
and"harder to influence than.external behavior. The per-
formance-based approach, with its focus on external behavior,

may direct us away from the most important elements in /
education, which-lie in the persdnal meanings thdt people

give to events. The causes of bghavior lie always in theSe J

personal meanings rather than in the external appedrance of: .

- .t
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events. But since these meanings are personally unique they )
are not amenable to general measurement. . . ' l

A pefforﬁance-based program that meets humanistic

criteria will be one that serves to enhance the unique ‘ —
. tgaching-learning style of each individual. The-alteration

of trained behavior among teachers may not be the best way

to improve the quality of the teaching-learning process.

What most affects students is the interaction around the edges

of formal pedagogy, the incidentals of classroom life, the -

spontanedus rgsponses that come from the depths of the ‘ ’ )

teach:;h:’gergtna11ry rather than her trained react1ons, .

which she-is liable to fégget in crisés or when she' is . .

unselfconscious. A congtant danger in the‘ﬁehavioral approach

is that of backsliding once the reinforcement is rémoved. ¥ ?

If the.''right" way to teach is not congenial to the téacher's

unique personality, she will tend to abandon it when she is . '
not be;ng observed or measured. . 6_;}

Overall, what is at issue is the tension or conflict: -
between the claims of society on the individual and the ’ - © e -
claims’ of the individual for himself. PBTE serves to remind . h
«us that the individual-does not 1ive: alone, that his actions .
have consequences for others, that membership in socigty )

. implies obligations through measurable performance. On the
other hand, a humanistic quality is re{uired in PPTE to . .
remind us that the individual is not wholly explained by his ’ -
group, that he is something more than a member of society,
that his person is more precious than his membership label, w
and that human life is impoverished demands for perfor- -
|
|

) . mance snuff out or depreciate-the individual's unique
. capacity for joy, zest, curiosity, awe, wonder, or humor. -
’ In the face of a largely unpredictable future, it is diffi- 4

cult to justify the sacrifice of such individual hutian quali- :
. ties for the sake of higher performance in skills or attri-

- butes whose futuré worfh cannot be reliably estimated. ; o
g | . . I .
: i. 3 ' - - 4 ( ]
Creativity N , i
Ay

J 4 A
The rapid pace of soc1a1 change makes it increasing /.
difficult to forecast with confidence what will be "right" -
behavior in the future. Someée central humanistic concerns ; ’ . !
Become of even greater importance in euch times of rapid
‘change. , I refer to qualities such as a high tolerance foL
ambiguity, a' willingnpegs to postpone closure, an ability: to

T 6 { . ' ’
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operate effectively within unclear or open structures, and

a capacityr for using fantasy, metaphor, and symbols in
problem solving. These are all qualities that are positively
correlated with creativity. In times of uncertainty abeut
‘the future, the capacity to deal flexibly, creatively, and
effectively with unprecedented situations and problems
becomes of cardinal importance.

It seems possible: that PBTE can bring about some of

the.structural flexibility that entourages creativity. For
example, one can already see promise, in the literature at
least, that PBTE can“increase the number of routes to cer-
tification, break the monopoly pof<conventional teacher )
training institutions, introdud® more -alternatives and per- -
haps a genuine pluralism into the system, and be deliberately
designed to encou;age innovation and experimentation. °*

But. we must recognize that formidable difficulties

and serious- dangers to the nurture of creativity also

.accompany PBIE. When we set out to measure performance it

is difficult to avoid notions like right answexs, correct

behavior, and predicted outcomes. But creativity suffers
badly under such conditions, for creative solutions or
inventions are necessarily unpredictable and usually unique
to a particular problem or condition. To be ingenious
enough to prevent the search-for behavioral objectives from
leading to convergence of thinking, fixed models .of appro-

priate behavior, and the closing down of alternatives is a

formidable task, The humanistic quest is.tq encouragg the

development of teachers who are. both creative themselves and
capable of enhancing the creative energiEs of the students.

We need to build places and atmospheres where we @Qan .

awakened by surprise. This means:leaving room for the unpre-

dittable to occur. oy
By .

. Moreover, we now have, much evidence of the important
role of play in fostering creativity A period of free play -
with materials, tools, concepts, ideas, or whatever, seems

. to he an essential preliminary to the creative use of them
It also seems to be necessary that this play. take place in
a low-risk, lowW-threat atmosphere éithout regard’ for goals
or objectives. Otherwise, the subsequent ideas or outcomes
adhere too closely to convention and precedent and fail to
break new ground. Thus, we face a serious dilemma. To the
degree that PBTE demands predictable gdtcomes, f¥xed goals,
*and fmeasurable performances, it’threatens the nurture of
that atmosphere of unpressured, present-oriented playfulness

N
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. that is 2 crucial element in the development of creativity.
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. Productivity * « - :
« - . . 5 L
. ) ! One can hope ‘that PBTE will bring about or encourage

the developmentof a clearer relationship between theory and
practice by emphasizing the need to° look at.the practical -
* outcomes 6f theoretical hypotheses. This emphasis on the
practical consequences, the tangible pay-off, the productive
- outcome$, can be a.very healthy tendéncy in a field that
- ‘ of ten operates lqrgely'on faith in unexamined tradition. It .
i is important to note, however, that this approach is based
: ' upon céertain assumptions. These include particularly the
notion of productivity as a positive value. It might be v
. \ widely agreed that we want teachers and students to be- )
. preductive.' But this idea is so powerful in affecting our
behavior that we must look garefully at how the notion of '
p¥Sductivity is béing, used whether there are numerous , T
. ) " meanings of the term; and 1f so which ones we want to foster

LS

and which discourage., ] . . . - /
- . . . !
o . The view'that PBTE is merely amwther example of the
invasion of education by business, on a par with the exchange #

of a guaranteed s tudent performance for a fixed sum of money,
is an oversimplification. Nevertheless, the performance that
. is demanded in PBTE is often spoken of in language that is
. closely akin to® that used to describe attempts to raise
industrial productivity .or bu31uess efficiency. We should '
".be sensitive. to’ the use of the metaphor of industrial pro-
ductivity an¥ try to estimate its appropriateness to the
tasks of teaching and learning. ) -

.

There are significant dangers, from a humanistic view-’
point, in an uncritical wse in PBTE of industrial notions
Tike productiwity, efficiency, and costreffectiveness. An °
example, perhaps unwitting, of’ these dangers comes in Weber
and Cooper's fictional, scenafio for a program of compe tency- ’
,based teacher education.5 In it, they picture a prospective’ .
> faculty member ; Jeff Craig, meeting with a present faculty __—

member; Betty Fry, who is explaining the competency-based

.program in the university and the way it ik evaluated through Y}
S the use of a cost-effectiveness criterion. +In the 1Q erview, '
.o Jeff asks, ''What do you mean by 'cost-effectiveness' data?" o
. \\\\\ . . To which Betty replies, "For example, some instructional S

/ processes such as computer-a§sisted instruction are expensive
é

. \ 4 . > v
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to develop and operate. If relatively few students are
choosing this instructional alternative, then we need to
know that in order to decide whether or not'it's worth it to
continue to offer CIA as an alternative."®

, of confidence in their/own unique productive capacities

I don t know whether Weber afd Cooper intended to pre-
sept this as a desirable model of decision making, and I
don't want \to saddle them with this responsibility if they
‘did not int%nd it as such. But the point of the authors’
intention is relatively unimportant. What is at 'issue is
that they have shown us an example of the inhumane ways in
which a parrow potion of "efficiency" or "productivity'‘can
be used to evaluate programs and make- educational decisions.
To say that theap programs are in and expensive programs are
out may be sound business practice-but it ddes’'not meet the\

criteria of humanistic education. . ‘\

t en, would be a humanistic notjon of produc-
tivity? ‘t is one in which the productivenegs comes from ,
the cent#r o$ the person. It is creative energy as an
-expression of individual potency. The humanistic ideal of
"the productive teacher would be more closely akin to the
creative artist than to .the assembly-line worker. The kind
of productiVity I am advocating is a creat1veness ‘that stems
from inner urgings rather than an activity that responds to
an authority, a hypnotist, ‘a jailer, or-a controller
Humanistic productivity way. be seen as a‘’'sqrt of creatiVe
synthesis between accurate perceptions of the world and per-

". sonal alterations of \it. ;Under PBTE programs we may be in

danger of facilitating the“education of “accurate *perceivers
who are nevertheless not genuinely productive because they
hgve no idea how to alter their ‘world personally !

There ig al'so the danger that external demands for
"productivity" from teachers may have deleterious effects on
their porale if the forms of pr ductiv1ty‘ﬁre unrelated to
their ‘inner needs and goals. One consequence of PBTE may be °
‘to make té3chers feel greater pressure, anxiety, inadequacy,
and guilt, feelings that are dysfunttional in their work with
students. At a‘time when other fordes, such as economic

»

-

-
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uncer tainty, emotional insecurity in the face of rapid change, -

and the threat of unemployment in a contracting field,. also
press upon teachers, .their greatest needs may be for.psycho-
logical support, time for teflection, and the strengthening

- . LR, N
r . . N




-

»

P ) .

[

o

~ McLuhan, with 3 typical

<for a role, not a goal,

?
‘

The extlernal evaluatian and measurement of someone
else s productivity also raises serioug questions abour the
re1ationship between the subjective and objective domains.

We must look carefully at the appropriateness of the degree
of objectivity and precision of measurement called for by
PBTE. It is true that objectivity and precision are virtues
under certain circumstances. But it is important to under-
stand what those circumstances are.» Aristotle pointed out
twenty~-five centuries ago that the degree of precision of
measurement we demand should be rélated to the natuyre of
the material or tdsk measured. .Moye recently, Whitehead has
warned’ us against the fallacy of misplaced concreteness.
is no léss inappropriate to-demand precise measurement of
certain subjective states than it is to tolerate imprecise
measurement of certain externally observable procedures.
Some-of the most important educational products, such as’
creative invention, critical thinking, per sonal goal getting,
‘choicé making, educability »(in the sense that Douglas Heath’
uses the term), feelings of competence, andZso on, may be
least amenable to the precise external fo?m 1ation of
beravioral standards. , . a ,

. N

A more ‘zadical criticism of the notion‘of productivity
inherent in PBTE would question the entire value of prﬂﬁucing
and doing, of'being active and usefyl. There is a strong
clinate of skepticism especdally among young people, about
the superiority of these typically American values. What we
need to foster today, according to that un-American critic, )

IVan IIlich is "the autonomy of the ludicrous in face of
the useful.". Disenchantment among many people witth some of’,
the nlore pernicious manifestatiqns of American productivity
(from military violence to industrial pollution) has.led ‘to
a revulsion against producing always more. At the same time
there has developed an increasing interest in and respect
for oriental and existential values of .being, in contrast

to wéstern and instrumenfal values of doing. Marshall
alf-truth that is also a helpful
provocation, has pronounced that Qtndents‘g today are searching
By "goal" he .seems to mean getting
ahead and "making it'' in a conventionally' productive sense.
By "mele'" he appears|to mean asking oneself existeritizl
questions about one's meaning, identify, apd place in the
world., William Glasser has suggested that the whole notion

‘of "failure" (in the sense of failing to produce.what others

demand) is an anachronism in a role-oriented society and is
appropriate only- in a type of goal-oriented society that is.”
a1ready di§ appearing in the west.

. ) & 10
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‘ These, views, although owersimplifications, serve to

remind s that ‘an educational program that focuses on .pro- N .
dact so exclusively that the nature of the process is- . .
.ignored, runs grave risk of being dehumanizing for the par- .
ticipants. One reason why humanistic psychology "appears L
more attractive to many young people, todhy than behavioral e ‘
psychology (which ‘provides some of the intellectual base of

PBTE) is that tlie former is perceived as paying more rgspect

to ‘the quality qf the indivi&hal s ongoing experience. -This

may be unique and not behaviorally measurable but to. sacri-

fice it on the .atter of productivity may be to “throw away

that which is of tentral human value.

. WHoleniess ™ ° ‘ ! - .
I N * - ' ]
. This discussion of being and doing leads us to a con~' o -

sideration of the nature of the being who teaches. 1In the

education of teachers we are, at best; .concerned with the . , .
. quality of the whole persons who are being educated Harry  ° E

Broudy has already cogently. discussed -the organismic nature ¢,

of human experience and 1eanning.7 I shall not repeat . L .

Brqudy's argument but merely mention that I endorse it and
that it lends. support.to the general position I take here.
If we are/concerned with the whole quality of a teacher's '
* being then we will recogniﬁe the sevérely: limited nature of
the ipformation we gain by measuring his specific attributes
or\behaviors and will be concerred to pfotect him from the
tyranny of- inaPprOpriate measurement.

. Y
*

- The problems of measurement plage- us in a difficult
dilemma with respect to PBIE, Op the one hand, we know that
thefe is a tendency for educational programs to be domindted :
by. evaluation procedures, Schooling becomes whatever can be =
measured with available instruments. ‘Hence, if humanistic -
velements are not measurable 'they will be excluded. On the (
othey hand, the task of measuring ‘affective, volitienal,
' aesggetic, and ‘other major'élements is so difficult fhat . .o
theké is constant danger of trivializing the whole educa- - N
tional process in the cause of more efficient testing. \' :
Thus we may well be. concerned that PBQE will lead to
an atomization of experience, a %eparation of cognition from J

affect, of skill frcm attitude, of fact from value. It is ’ .y -

unjustifiable to hold teachers or institutions accountable .
for the development ofwteaching?skills without also holding "
: b .. ".\:l
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them accountable for all the concomitant attitudinal and

affective changes that occur in the skill training To ’ -
teach skills humanistically is to teach them not as isolated
mechanisms but in a gestalt of imaginatiox, purpose, and'’

meaning,

’ o , - ° ! g
Moreover it appears that PBTE may encourage an emphasis- ~
* -on_small, short-term, isolated gains rather thdn on signifi- -

cant, long-term, integrated growth- There is.a crucial meed
fox 1ntegration of experience and ‘éurriculum ‘which PBTE may
threaten by breaking thi#ngs down into small, measurable units.
. ' Because of the ,pace of socidl and-techndlogical change, we
: can imagine future needs in oaly the most general terms. _ .

This renders it unpromising to lay down small, Specific goals - ?
--'of behavior that will be appropriate in the future.

s * We are already seeing one change that bears important
< implications for the nature of schooling. Advocates of
deschooling are not’alone 4n pointing out thaf changes in
educational -technology -render it puch easier than in the ’ o
past td teach specific skills when they are'needed, on’the
job or in the field. We aré developing‘much greater fléxi~
bility in our ability to train’people in speeific competen- ¢
cies.» There is less need to'bring:people together in schools 4
in order to do this. ‘Indeed, fixed institutiors may reduce
our flexibility and effectiveness This development ‘raises . )
impdrtant questions about the appropriate function of the . .
school., . If isolated work skills can be better taught else-

. where, what is left for chooling” Perhaps- the school will . )
become the place -to ‘play rather than to work, the place for
1eisure and the cultivation of man's highest powers, the
placf for- the humane nurture, of the whole person.

I“ s

The concept of responsibility is ‘central to a humanis—
tic wiew, of education. It is, in one sense, the other side
K of the coin of freedom. PBBE can' be seen as serving human-
. istic purposes in that it attempts to assign reSpdnsibility »
. more formally and anambiguhously than is usuall y done in the’ .. . '
educational pr0ce§s, However, we must examine more care- | ° ) o
fully the ways in which responsibility is assigned in order .o ¢
) " to judge whéther ‘the effects are benign of pernicious. ’

Rcsponsibility g Co A b ' . .
|
|
]

" For what are teachers to be héld responsible or .
accountable, and to whom? The lack of clear consensus on . . { : .

12 » o . o




thé basic skills that should be possessed by *he teacher may
lead to a demand that he be held accountable.for cer tain .
student learning outcomes. In this case, the teacher will .
" compare disadvantageously with, for example, the doctor, who
is held accountable for prescribing properly, but not for
.whether the patient is dured or not. To hold the. ‘teacher
accountable not only for what he does but alse for what the
students learn is to deny certaln humanistic assumptions
about the freedom of peop1e (in this case students) .to respond
as they will others' inputs., Mgking the teacher account-
able for precise student learnings may merely serve to increase
the dependency of the student on the teacher,
. A /
- The .degree of accountab lity that we demand of teachers
or educational institutions musc also be related- to the degree
of control they have over their students' lives. How do we

know what portion of* a student's educational performance or + .

growth to attribute to the teacher, ,as opposed to peers, .o
parents, television, and other influences? 1Is making the

teacher accountable, even "though he is only one among many ' .
educational agents, a form of scaepegoating? ‘Is it possible !

‘that we put.our guilt about raising our children onto teachers
and make them expiate that guilt through accountability’ A : ‘
humanistic view, of responsibility would relate it to power.
A ‘teacher should be held responsible only to the degree that
" he has the power to make the decisions and command the
resources that make successful performance possi'ble.~

> . .

Hence .a major humanistic concern about PBTE 1ies dn .
the field of’power, authority, and participation.. Who is to
make decisions about setting ob jectives and measuring per-

- formance? _A humapis *c goal is the development of mature
nmen and women who are, able to take responsibility for "them-

. selves--for their purposes, decisions, actions, and evalua-
tions. If PBTE means that one must be accountable to an
external agent, it may militate against the development of \ -
,this self responsibility. Respect for persons means that: | {

‘each person affected by 4 aecision should have' the opportunity
to participate in making the decision. A humanistjic program
of PBTE will therefore involve .widespread student participa-

. tion in goal setting and evaluating. -~ -

We cannot expect students to- take responsibility. for
their own learning if they lack' the necessary degree of con-
trol over their own lives. But PBTE is concerned with the
external control bf behavior. When this control is achieved

f . .
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through reward, punishment, manipulation, or coercion, it
tends to develop dependence, opposition, sabatage, or pas- -
sive resistance, rather than self responsibility._ Teclnocrats

-'wil] always tend to be tempted by the promise'of efficiency

and tidiness through rational control over others' behavior
and be ready to sacrifice the development of personal .
responsibility with its unpredictable and varying outcomes.
It may be that PBTE as currently conceived contains too many
power temptations for technocrats. . )

d . 4
-

In%e:dependence . ‘ , \

The issue of control brings us to the heart of an
important potential conflict between humanistic and techno-.
cratic values. A humanistic eduéation would foster values
like interdependence, collaboration, equality, and dialogue,
rather than dependence, competition, hierarchy, and control
over others. At the center of,-a -humanistic program would be
a concern with the quality of human relationships. One
might fear that such humanistic values would beythreatened
if PBTE engenders competition fornhigher productivity and
"better" behavior. )

. P ’ /

There are grave difficulties and pitfalls in PBTE when
it attempts to achieve humanistic values, for its basic
assump tions may nullify {ts apparent achievements. For

‘example, in the preyiously mentioned scenario of competency-

based teacher education, Weber and Cooper suggest an inter-
view between the prospective faculty member and students in
the program. One student points out to the candidate: "One
of our required objectives regarding tlassroom management is
that we should be able to work with a classroom group in such
a way as to-achieve group unity and cooperation. All of us
must show our ability to do this. ."8 "But what would be
meant by "unity" and ' cooperation under these circumstances?

. Is it not paradoxical to fequire such behavior from a student

by putting him in a position in which he must compete with'
his fellow students 'to demonstrate his competence?

PBTE is'in danger/of merely perpetuating the thrust of
traditional schooling by putting students in ‘the situation
where they sed othérs as threats to themselves. Individyal
performance to meet someone else's requirements fosters the
notiop of schooling as selection and is, divisive of human
relationships. The humanistic approach encourages the

Ve - .’|
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development of situations in which students reghrd one another
as potential resources. It fosters the notion of schooling

as education and attempts to develop fraternal feelings and -
convictions v t

. How well this is done depends in part upon the way in
which testing. and -measyring gre carried out. We are familiar
with many years' criticism of the baleful influence cast on
education by testing procedures and the exaggerated faith
placed in test résults. More recent research on-the powerful
impact of teacMers™ expectations on students’ performancg
casts serious doubt on our ability to use testing.beneficially.
The advehtof PBTE raises again the conflict between indi-
vidual testing and aggregate testing. It seems possgible, on
humanistic groupds, to justify aggregate testing as sometimes
being useful in the advancement of educational research.

But I am skeptical of t e of most individual testing

and would like to see ¢ eﬁi r -justification for its practice.
Since PBTE must r€ly on individual testing, it is easier to

see how it fosters competitive selection thgn how It encourages
the development of human interdependence.

L d

. -
- o ! .~ -—

*
Social Rehumanization

-

Perhaﬁs‘PBTE will lead to a rehumanizatiob of teacher
education. It does seem to hold promise of wegding out some
anachronistic and tyrannical traditions and opening up some’
alternatives and options.. But if it is serve humanistic
purposes it must constantly be subjected to critical exami- .t
hation. In particular, we must.ask-what is happending to
the human® beings.who are experiencing the program.. I would
hope that this same spirit of ‘criticism would be a quality
of the teachers producad by such a program. Thus they would

. be ¢ritical of the status quo wherever it is, destructive of .
humane! values. And tRey would themselves be agents of con-
structive sqcial change in the world.’

¥

-
-«

. Humanistic educators argue passionately for the develop-
ment of more humane alternatives to the of ten arid, ‘mechanical,
packaged procedures found in schools and colleges. The, basic
-causes of this dehumanization must be sought outside the
walls of the school. Yet the reliance of PBTE on individual
psychology may divért our attention from the study of the
soclial, economic, and political contexts of schooling. For

example, we must examine the nature of the connections. between
R 3 « _ .
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economic conditions and the demand for accountabili:y itselt,
it may be that educational i::stituffons are more vuanerable
to iavasion by business firms and business values at timas
when they are weakened by economic recession or strong
external cr1ticism.9 . . A

. .

The kind-of social- rehuminization that seems to be
called for in the present situation demandstthat we look net
only at the technology of education but also at its culgore.
PBTE may result in the reform of educational technology but
its focus on efficiency may. lead to a neglect of the culture,
whick will more t¢han nullify’ the cecnnological changes. PBTE

“tends to focus on the surface cprriculum. But much of the

impor tant learning that goes on in educatioral institutions
occuts through the hidden curriculum--that is, the preva :t
network of authorityrelationships, institutional stractures,
hierarchical patterns, and power assumptions. To make
teachers behave more efficiently in thk: context of the pre-
sent authority structure of school and society may be to
entrench the very forcesg, that have led to dehumanizatlon.

We cannot hope to rehumanize our society by merely tuning up

our, educational technology. We need teachers who are able
to ask radical questions aboug the educational culture and

are equipped with the human qualities and skills to change
it.

. © 16 N
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Footnotes

) 1For a fuller™discussion of the philosophical under-
pinnings of-this position, see Paul Nash, Authorlty and o
Féeedom in Education. New York: John W11ey & Sons; 1966, ~ )
Chapter 5. '

Ed

.zMy earlier formulation of desirable emphases in PBTE
was incorporated into Stanley Elam's paper in the f81lowing .
form: "1) developing in the student the self-confidence  to .
temain immersed in the learning experience long enough and
deeply enough to make the assimilation of that experience .
personally relevant; 2) encouraging a wide-angled, existen-
tialist vision of his learning experience that will enable
him to.remain open to unpredicted learning outcomes;...
3) developing independent and interdependent thinking;
4) helping the student to plarlfy his pieferred learning and
teaching styles and allowing him to develop them." Stanley
Elam, Performance-Based Teacher Education: What is .the State
of the Art? Washington, D. C.: AACTE, 1971. p. 19.

3For a useful discussion of incentives and account-
.ability, see Thomas C. Thomas and Dorothy McKinney, Account-
ability in Education. Menlo Park, Calif.: Stanford Research
Institute, 1972. pp. 24-26.

4See Thomas and McKinney; op. cit., Part IV, for a
clear .exposition of alternatives within the system.

5Wilford A. Weber and James M. Cooper, Competency-
Based Teacher Education: A Scenario, Washington, D. C.:
AACTE, 1972.

6Ibid., p. 12. (Italics added)

) 7Harry S. Broudy, A Critique of Performance-Based
Teacher Education. Washington, D. C.: AACTE, 1972. pP. 3- 5

8Weber and Cooper, op. cit., p. 3. (Italics added)
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%For an excellent historfcal treatment of this ques-
tion, see Raymond &llahan, Education and the Cult of .
Efficiency. Chicago: Univérsity of Chicago -Press, 1962.

.
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ABOUT THE TEXAS TEACHER CENTER PROJECT

The AACTE Committee on Performance-Based Teacher

Education’ séfves as the national component of the.Texas
V'Teacher‘Center Project. This Rroject was initiated in July,

1970, through a grant to the Texas Education Agency from the
Bureau of Educational Personnel Develdpment, USOE. The
Project was initially funded under 'the Trainers of Teacher
Trainers (TTT) Program and the national component was sub-
contracted by the Texas Education Agency to AACTE. \

. : 3 ) -

: One of the originél thrusts of the Te;as Teacher -
s 2 Center Project was to conceptualize and field test perfor-
mance-based teacher education program$ in pilot situations
and contribute to a statewide effort to move‘teacher certi-
fication to a performance base. By the ipnclusion of the
o national component in the Project, the Texas Project made it
. possible ‘for all efforts in the nation related to performance-
based teacher education’ to gain national visibility. More
important, it gave to the nation a central forum where con-
tinuous study and further clarification of the performance-
s .based movement might take place.

[} .
- " 1

3 v, -

While the Texas Teacher Center Project is of particular
interest to AACTE's Performance-Based Teacher Education Com-
mittee, the services of the Committee are available, within
fts resources, to all states, colleges and universities, and
groups concerned with the improvement of preparation programs
for school personnel

N
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. nation and in Puerto Rico, Guam, an

ABOUT AACTE :

< .
o

The American Assoc1ation of Colleges for, Teacher

Education is an organization of more than §6(}- colleges and
universities joined together in a common interest: more
effective.wdys of ‘preparing educational personnel for out’ s
changing society. It is national in scope, institutional in
Structure, and voluntary. It has served teacher education

for \55 years in professional tasks which no single institu-

tion, agency, organization, or enterprise can acc0mpllsh

alone. .

AACTE's mefhbers are located iy every. state of the
3 the Virgin' Islands.

Yollectively, they prepare more than 90 percent of the

teaching force that enters American scﬁools each year. \
1 R \
The Association maintains its headquarters in the& o

National Center for Higher Education, in Washington, D, C.--
the nation's capital, which-also in recent years has become
an educational ‘capital. This location enables AACTE to work
closely with many professional organizations and government
agencies' concerned with teachers and their préparetion. ’

, . /

In AACTE headquarters, a stable professionil staff is
in continuous interaction with other educators and with
officials who influence education, both in immediate actions
and future thrusts. Educators have come to rely upon the '
AACTE .headquarters office for information, ideas, (and other
assistance and, in turn, to share their aspirations and needs.
Such idteraction alerts the staff and Qfficers to current
and emerging .ceds of society and of education and makes
AACTE the center for teacher education. The proféssional

. staff is regularly ouwt in the field--nationally and inter- ]
natiOnally- serving educators and keeping abreast of the ‘

"real world." The headquarters office staff implements the
Association's objectives and programs, keeping them vital
and valid. R - :

-~

Through conferences, study committees, commissions,
task forces, publications, and projects, AACTE conducts a
program relevant to the current needs of those concerned
with better preparation programs for educational personnel.
Major programmatic thrusts are’carried out by commissions
on international education, multicultural education, and

20 ) ’
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accreditation standards. “Other activitiés include government
relations and a consultative service in teacher education.

A number of actdvities are carried on collaboratively.
These include major fiscal support for and selection of
higher education representatives on the National Council for
Accredltatlon of Teacher Education--an activity sanctioned
by the Natifonal Commission on Accrediting and a joint enter-
prise of higher education institutions represented by AACIE,
organizations of school board members, classroom teachers,
‘state certification officers, and chief state school )
officers.

The Association headquarters provides several secreé-
tariat services which help make teacher education more
interdisciplinary and comprehensive: the Associated Organis
zations ‘of Teacher Education and the International Council

" ‘on Education for Teaching. A major interest in teacher

education provides a common bond between AACTE and fraternal
organizations. .

. AACTE is deeply concerned with and involved in the
major education issues of the day. Combining the considerable
resources inherent in the consortium--constituted through a
national voluntary association--with strengths of others
creates a synergism of exceptional productivity and poten-
tiality. Serving ‘as the nerve center and spokesman for major
efforts to improve education personnel, the Association brings
to its task credibility, built-in cooperation and communica- -
tions, contributions 'in cash and kind, and.diverse staff and
membership capabilities.

AACTE proyides a capability for energetically, imagin-
atively, and effectively moving the nation forward through
better prepared educational personnel. From its‘ administra-"
tion of the pioneering educational te1evision pragram,
"Continental Glassroom) ' to.its involvement of 20,000 prac-
titioners, researchers, and decision makers.in developlng .
the current Recommended Standards for Teacher Education, to -
many other activities, AACTE has demonstrated its organiza-
tional and consortium qualification and experiences, in
‘conceptualizing, studying and experimenting, communicating}
and implementing diverse thrusts for carrying out socially
and educationally significant activities. With the past as
prologue, AACTE is proud of its history and confident of its
future among the '"movers and doers' seeking continuous’
renewal "of- national aspirations and accomplishments through

. education.
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\ AACTE PERFORMANCE-BASED TEACHER EDUCATION
PROJECT COMMITTE
,,~.(

N : Chairman: J. W. MAUCKER, Vice President for Academic
A Affairs, Academic Affairs Office, Kansas State
. Teachers College, Emporia, Kansas,K 66801,

o

.

Vice~Chairman: DONALD J. MCCARTY, Dean, College of Educa-
tion, University of Wisconsin, Madison,
\ ) Wi consin 53706.
WILLIAM W. BARR, Student, échool of Education, University of
' Denver, Denver, Colorado 80210,

ELBERT BROOKS, Superintendent of Schools, Metropolitan
Schools, 2601 Bransford Avenue, Nashville Tennessee

. \ | 37203; . N

PATRICK L. DALY, Social Studies Teacher, Edsel Ford High
School, 20601 Rotunda Drive, Dearborn, Michigan 48124.

K. FRED DANIEL, Associate for Planning and Coordindtion,
State Department of Education, Tallahassee, Florida
32304,

WILLIAM-H, DRUMMOND, Professor of Education, Department of
Curriculum and Instruction, College of Education,
University of ¥lorida, Gainesville, Florida 32601,

TOMMY FULTON, Art Teacher, Jarman Jr. High School, Midwest
City, Oklahoma 73110,

WILLIAM A. JENKINS, Dean, School of Education, Portland State
University, Portland Oregon 97207, '

LORRIN KENNAMER Dean, College of Educatf }Iniversity of
Texas at Austin, Austin, Texas 78712,

DAVID KRAIHWOHL Dean, College of Education, Syracuse
: University, Syracuse, New York }13210,

MARGARET LINDSEY, Professor of Education, Teachers College,
Columbia University, New York, New York 10027.

DONALD M. MEDLEY, Professor of Education, School of Education,
University of Virginia, Charlottesville, Virginia 22903.

+
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YOURA.QUALLS, Headéﬁﬂumanitigs Division,- Tuskegee Institute,

Tuskegee Inst
l

. ATILANO VALENCIA, Head, Department gf Education, New Mexico )
- Highlands University, Las Vegas, New Mexico 87001.
-

ute, Aldbans 36088.

PAUL VARG, Brofessor of History, Michigan State University),
- . East Lansing, Michigan 48823,

.
-

?

Liaison Representatives: .

[ THEODORE ANDREWS, Associate in Teacher Education, Division

of Teacher Education and Certification, New York State

Department of Education, Albany, New York 12204
_(Multi-State Consortium).

NORMAN DODL, Asgbciate Professor, Department of Elementary

Education, Florida State University, Tallahassee,
. Florida 32306 (Elementary Education Model Program
. Directors). . .

-

HARLAN FORD, Assistant Coymissioner of Education (or TOM
RYAN) Texas Education Agency, Austin, Texas 78701,

NORMAN JOHNSON, Chairman, Department of Education, North
Carolina Central University, Durham, North Carolina .
27707 (Southern Consortium). .

KYLE KILLOUGH, Director, Texas Education Renewal Center,
6504 Tracer Lane, Austin, Texas 78721 (Texas Teacher
Center Project).

DONALD ORLOSKY, Professor of Education and "Associate
Director of Leadership Training Institute, University ‘
of South Florida, Tampa, Florida 33620. . )

BENJAMIN ROSNER, University Dean of Teacher Education, .
Office of Teacher Education, the City University -of
New York, 1411 Broadway, Room 1119, New York, New York
' 10018 (Task Force '72 Committee on Natiohal Program
Priorities in Teacher Education)..

ALLEN SCHMIEDER, Chief, Operations Coordination, National
Center for Improvement of Educational Systems, U. S.
L Office of Education, Washington, D, C. 20202
- (Office of Education).
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Resources, West Taxas' S ate University, Canyon, Texas
79015 , (Texaé Teac er Center Project).

) « . a . . r /
. bl o4

. EMMITT SMITH, Vice' President rogram Development and - /

° -« -
S'taff:
KARL MASSANARI Director , )
GORDON COOK, . Assistant Director . .

- . . SHIRLEY BONNEVILLE Program Assistant e B
) ’ ) ‘ BRENDA GREENHOWE, Sécretary : .
SHARON DEVEAUUSE, Secretary . ‘ \
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PUBLICATION ORDER FORM FOR PBIE PAPERS: e .

. . P ) ‘ Vv ' '; -
-\ Number of PBTE \_ R B : ‘.
;o Copies Series - .
T . | r ©
' #1 - "Perfprmance-Based Téacher Education: What Is the State of
‘ the Art?" by Stan Elam @ $2.00, . , A
\ . '\ ) - ° A
S {2 "The Individualized, Competency-Based System of Teacher
‘ . Education a¥ Weber State College" by Caseel Burke @ $2.00
g 4 #3 _“Manchester Interview: Competency-Based Tdacher Education/
L. Certification" by Theodore ‘Andrews @ $2.00 = '
., #4 "A Critique of PBTE" by Harry S. Broudy @ $2.00
i #3;\ ""Competency-Based Teacher Education: A Scenario'" by James
: ’ Cooper and Wilford Weber @ $2.00 .
. #6. "Changing Teacher Education in a Large Urban University" by
Frederic T. Gilei?and Clifford Foster @ $%.00
. . A )
. f#7 "Performance-Based Teacher Education: )h Annotated Bibliography"
. ¢ ) by AACTE and ERIC Clearinghouse on Teacher Education @ $3.00
#8 "Performance-Based Teacher Education Programs: A Comparative
Description' by Iris Elfenbein @ $3.00 ‘
" #9 "Competency-Based Education:. The State of the Scene" by
' . Allen A. Schmieder (jointly with ERIC Clearinghouse on
‘ Teacher Education) @ $3.00
#10 "A Humanistic{Approach to Performance~-Based Teacher Education"
by Paul Nash @ $2.00
| | o
- BILLED ORDERS: Billed orders will be accepted only when made on official purchase orders
of institutions, agedcies or organizations. Shipping and handling charges will be added
to billed orders. Payment must accompany all other orders. There are no minimum orders.
; Y
E "~
DISCOUNTS: A 10 percent discount is allowed on purchase of five or more publications
of any one title. A 10 percent discount is allowed on all orders by wholesale agencies.
- Payment enclosed ) Amount
’ Purchase Order No.
NM M “+
. S . (Please print or type)
ADDRESS
" 21IP CODE
fiease address: Order Department, American Association of Colleges for Teacaer
Q Education, Suite #610; One Dupont Circle, Washington, D. C. 20036
- . -




Number of
Copies

BILLED ORDERS

~

OFER FORM -FOR RECENT A'ACT.Dl‘éLICATIONS

.

1

"The Professioh, Politics, and Sdtiety" (1972 Yearbook})
Volumer I and Volume II @ $6.00 . N

Volume I (Proceedings) Only @ $4.00
Volume II (Directory) Only'@ $3.00

[N

"Power and Decision Making in Teacher Education" (f9;¥\
Yearbook) @ $6.00
*

"What Kind of Environment Will Our ,Children Have?" @ $2450
"Social Change and Teacher Educatién" @ $2.50

"Systems and Modeling: Self- Renewal Approaches to Teacher

. Education" @ $3.25 ' !

i

"Excellence in Teacher Education" (Limited Supply) @ $1.00
*Beyond thﬁ Upheavdl" @ $1,00
"In West Virginia, It Is Working" @ $2.00 .

"Educational Personnel for the Urban Schools: What Differen-

. tiated Staffing Can Do" @ $2.00 o

"An Illustrated Model for the Evafuation of Teacher Education
Graduates" @ $2.00,

! -

Billed orders will be accepted only when made on official pur-

chase orders of institutions, agencies, or organizations.

Shipping and handling

charges will be. added to billed orderss

Payment must accompany all other orders.

There are no minimum orders. .
. = §

~

Amount

Payment enclosed
Purchase Order No. ) .
NA@ ? ‘ . [ ‘
’ . . (Flease print or type) . . 1
ADDRESS o . 1
N
ZIP CODE |

Please address:- Order Department, American Asgociation of Colleges for Teacher:
Education, Suite #610, One Dupont Circle, Washington, D. C.
20036




