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‘ -, - 4 . Foreword . ‘

This-publication represents a collaboration between the ER]C Clearinghouse
on Teacher Education and the Performance-Based Teacher Education Project of the
American Association of Colleges for Teacher Education (AACTE/PBTE). It is not the’
first such collaboration. Together, the Clearinghouse and AACTE/PBTE have published
Performance-Based Teacher Education: An Annotated B1b]1ograph1,(1972)and Competency-Based

Education: The State of the Scene (1973). This current publication represents an
attempt to preduce a book that &euld serve both as an introduction to performance-based
teacher education (PBTE) for the educational decision-maker and practitioner

unfamiliar with PBTE and at the same time as ' handy reference for those experienced

in PBTE. The Source Book can be used as a personal reference or in study groups for

. administrators, facu]ty, students and community groups.

The Source"Book is’a comp11at1on of articles, extracts of _books or art1c1es,
and abstracts of material on performance based teacher education. The selections
were not randomly chosen. A jury was selected of accepted authorities on
performance-baséd teacher education. This Jurytwas then sent a list of 50 titles
as the first Qﬁg]e of the.jury procedure. The Jurors were asked to indicate whether
or not they. th¥light each selection should appear in the Saurce Book and to suggest
alternate and additional titles. The responses were tabulated and 29 titles survived
for second-cycle consideration. The jurors were then asked to recommend whether each .
title should be a) reproduced in full, b) excerpted, <) abstracted, or d) annotated.
The responses of the jury have been the basts for the se]ect1ons 1n the Source

Book. ,
=z ; = F : * '
The selections are meant to be representative and not,comprehensive. It

should be noted that the quantity of significant literature on performance-based
teacher edugation has coﬁt1nued to grow since the original list was distributed=yto
the jury. Several recent and valuable works, such as the AACTE/PBTE Committee's 1975
Commentary and the NEA/AFT<paper on PBTE, were not available for the jury and are,
therefore, not included ‘here. '/

As far as the format of the Source/écok is conCerned, editorial comments have
occasionally been provided in italics tp summarize om1tted ‘passages or to prov1de
historical background. Bu¢ the tendencgy has, been to let'the selections speak for
themselves. The Source Book has been divided into four topical sections:
I--Background and Definitions,of Perfqrman e-Based Teacher ‘Education; II--Aspects -
of -Performance-Based Tedcher Educatiop; II —-Imp11cat1ons/of Performance-Based
Teacher Education; and ‘IV--Lritiques of Pérformance -Based Teacher Education.

Documents not reprinted in full are ﬁ early marked as to,whether they have been
excerpted or abstracted. - / , Y

—the Clearinghouse recognizes that ghere is still contention as to whether
the. term should be "perforzance bdsed 2eacher education (PBTEJ" or "competency-
based teacher education (CBTE)." / For the Source Book, the terms are used inter-\
changeably. In the editorial comments, the choice of terms was determined by the
term used in the particular se]ect1on

It is the hope of the ERIC Clea 1nghouse onT aéheC Education and the PBTE
Project of the American Association of Colleges for Teacher Educat1onkthat the
Source Book will prove both useful’dnd int rest1nd

[ o) ’
Joost Yff ~ J. A
Dire .0r
ERIC C]ear1nghouse on Teacher Education

vii
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If one wants to come [fo.an understanding of any grrticular
thlngc a good start i to find out what it's supposed tO'be,
why it's supposed to'be, and how it came about. This sectlon

attempts to provide the reader with such an understapding.

Presented are several deflnltlons of RBTE, two rat nales,
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A. DEFINITIONS OF PERF&!LANCE-BASED TEACHER EDUCATION
I ‘q : ')'
- @ - —
1. Stanley Elam, Performance-Based Teacher Education: What Is the
State of the Art? (Washington, D.C.: American Association of
Colleges for Teacher Education, 1971). Extract: pp.5-11.,

(This repart was the first of the PBTE series developed f'or the AACTE Committee
on Performance-Based Teacher Education. The report deals with gquestions of
background, definitions, implications, and problems of performance-based teacher
education. The following extract is, from the section that describes.and
defines P ’.)

H
'A Description of Performance-Based Teacher Education

© A

N

Performance~Based or Competency-Based? »
~ PN
No en;(réﬁy«sﬁfisfactory description of PBTE has been framed to date...in
fact, the term itself is a focus of disagreement. Some authorities prefer
"competency~based eacher education," suggesting that it is a more comprehengive
concept. In detgrmining ¢ompetency, according to Weber and Cooper, three types
of criteria may b& used: 1) knowledge criteria, to assess the cognitive under-
standings of the student; 2) performance criteria, to assess the teaching
behavior. of the student; and 3) product criteria, to assess the student's
ability to teach by examining the achievement of spupils ¢ayght by the student.* )
The term "performance-based” tends to focus attention on £74 jon #2, although
.proponents of PBTE do not mean so to limit the concept. ‘ \ .

The AACTE Committee on Performancg-Bésed Teacher Education has chosen:to °
retain the term "performance-based" in the belief that the adjective itself is
relatively unimportant if there is concensus on what elements are essentia]-to'\k
distinguish performance- or competency-based programs from other programs .«

.
R

Essential Elements i I o

< &

There now appears to békgggera1 agreement that a teaché;?educatién program
is performance-based if: . “"

~
.

L.

e *

. L 4

— .
*/ Wilford T. Weber, James-(ooper and Charles Johnson, "A Competency-Based
Systems’ Approach to Ed#Cation." First chapter of Designing Tompetency-Based

Teacher Education Programs: A Systems Approach, unpub}ishedﬂm&nusggigiii]971.
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1. Competencies (knowledge, skills, behdviors) to be demonstrated by the -
student* are ]
. AT
i i . . derived from explicit conceptions-of teacher roles,
. stated so as to make possible assessment of a student's
. behavior in relation to specific competencies, and \\
\ ~~

. made public in advance;
2. Criteria to be employed in assessing competencies are

. based upon, and in harmony with, specified competencies, o

N

. explicit in statingﬁéfbected‘]eyels of mastery under '
specified conditions, and ~
) L ]
. made public in advance; : .

-

3. Assessment of the student's competency
. uses his performance as the primary source of_evidence,

. takes intoiéccount evidence of the student's knowledge
relevant to planning for, analyzing, ihterpreting, or
A evaluating situations or behavjor and ‘
» t

. strives for objectivity; .

{
-‘\‘4L.~The student's rate of progréﬁs through the program is fietermined by demon-
strated competency rather than by time of course completion;

5. The instructional progra?,is intended to facilitate the devé]ophent and
evaluation of the student's achievement of competgncies specified.

These are generic, essential elements. Only professiopal training programs
. that include ail of them fall within the AACTE Committee's.definition of PBTE.

There is another, longer list of elements that may accompany performance-
based programs and often do. They should be thought of either as implied or as
_ related and desirable, as in the accompanying diagram. (See page 4.) The
categorization as "implied" or "related-desirable"” is empirically rather than
theoretically based and represents observer perceptidns of PBTE in action. ~

.

L od ‘

*/ We have used "student" to fiean the person completing the preparation program.
_ In-service teachers are not excluded from consideration, but the emphasis is on
o preservice or prospective teachers.

L | N
‘ / g
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Individualization.
Feedback - .
. Systemic Program
Exit Requirement
Emphasis
Modularijzation
. Student and Program
Accountability

]

1. Teaching «ompetencies to be
" ,demonstrated are role-derived,
. specified in behavioral terms,
and made public.
2. Assessment criteria are competency-based,
specify mastery levels,, and made public.
3. Assessment requires performance as prime
evidence, takes studént knowledge into
account.
4. Student's ‘progress rate dep
demonstrated -competency. -
5. Instructional program facilitgtes
" development and evaluation of specific
. competencies. )

ds on

-

. -

i

Cdnceptual Model of Perfétmaqpe-Baéed.Teachei.E§ucation

1. Field Sgtting
2. Broad Base for
Decisibn Making
3.° Protocol and
Training Materials
Student
Participation
in Decision
Making .
5. Research-Oriented
and Regenerative
6. Career-Continuous
7. Role Integration
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Implied Characteristics ) . ’

1. Instruction is individualized and personalized. Because time is a variable,

not a constant, and because students gay enter with widely differing back--

\\ grounds and purposes, instruction is likely to be highly person- and
.situation-specific; but thése are only two in a web of interrelated contri-
buting factors. .

2. The learning experience of the individuat is guided by feedback. This
consists of having a person see, hear, or feel, how others react to his
performance; or it can be self-evaluative, as when a student observes.a
videotape of his own teaching or reads about what i5 wrong with his choice
of responses. It permits both trainer and;trainee to initiate and become

l’\> involved in the program. Thus this element is closely related to the

individualization feature of PBTE. The feedback loop enables the trainer
and trainee to modify the program and meet the needs of the individual. Among
its implications are these: a) there.is no one right way to achieve any
particular performance objective, b) real choices among means are made
available'to the individual. . . ’

3. The program as a whole is systemic, as the essential elements require.
A systeh, according to Barnathy, is a collection of interrelated and inter-
acting components which work in an integrated fashion to attain predeter-
mined purposes. Purpose determines the nature of the process used, and the
process Unp]ies #hich components- will make up the system. The application
of suth a systematic strategy to any human process is called the systems
approach. tlost system$ are nroduct-oriented; they operate in order to produce
or accomplish something. How accurately these products reflect the system's
purpose is the critical measure by which we judge the system's operation.*

4. The emphasis is on exit, not on entrance, requirements. Traditional teacher
education has tended to establi'sh certain requirements which must bg met
before the candidate is admitted to a program, after which only pa$sing course
grades are required, plus the successful completion of a student teaching
experience or internship.

5. - Instruction is modularized. A¥module is a set of learhing activities (with
objectives, prerequiz}tes, re~-assessment, instructional activities, post-
assessment, and reme iatioog intended to facilitate the student's acquisition
and demonstration of a particular competehcy. Modularization increases
possibilities for self-pacing, individualization, personalization, independent

study, and alternative means of instruction. It also permits accurate targeting
----"06n the development of specific competencies.

» . ¢

6. The student is held accountable for performance, completing the preparation
program when, and only when, he demonstrates the competencies that have been
identified as requisite for a particular professional role.

*/ Bela Barnathy, Instructional Syptems “(Palo Alto: Fearon Publishers, 1968), p.4
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Related and Desirable Characteristics

1.

4.

—Of~the instructional system. If the learner is to be a classroom teacher,

The prograﬁqu field-centered. - Because of the heavy emphasis upon performance/
in the teacher role and assessment in real settings involving pupils, much
performance-based preparatiqgn is conducted in the field. , ,
b}
There is a broad base for decision making (including such groups as college/
university faculty, students, ahd public school personnel). Some of the
same factors that produce field-centered PBTE programs contribute also to a
geEerally multi-institutional pattern of organization and method of decision
making. i

Jhe materials and experiences provided to students focus upon concepts,
skills, knowledges (usually in units called modules; see Implied Characteris-
tics, above), which can b& learned in a specific instructional setting.

These materials are sometimes, called protecol and training materials.
Protocol materials are used to help the ‘student recognize and understand a
teaching concept. For exagple, a protocol film might show a teacher engaged
in "probing" or "reinforcing" activities in a classroom. The film is designed
to enable the,student to recognize the behavioral referents of such a concept
and to identify it. Although the dividing line between protocol and.‘traini
materials is somewhat fuzzy, training materials are generally thought of 2;2’
teaching materials enabling the student to reproduce or put into action a
sequence of activities or procedures required by a teaching concept. The
distinction assumes that there is a difference between the mastery levels in

>

‘concept recognition and concept utilization.

Training materials include new technology and techniques, such as
microteaching, computer-assisted. instruction, -simulation, gaming, and role
playing; but the full arsenal of instructional techniques is available,
including lecture, 'discussion, laboratory exercises, problem solving, inde-
pendent study, eté. .

Both the teachers and the students (i.e., prospective teachers) are aesigners

he must begin making decisions in his training. Thus it is important that he .
gain practice in guiding his own instruction gnd in helping to set, at least -
in part, his own educational goals. This means that ;he system must not be a
completely closed affair in which the student simply goes through thesmotions .

-as required by those who designed it.” There must be sufficient alternatives

and options to provide challenge and opportunity for %daptatfon by the learner
during the Jearning process. There must be opportunity for him tp discover
how his particuTar constellation of habits and skills, both .cognitive and
interpersonal, can be made maximally effective iq teaching. ’

.. Because PBTE is syéiemic and because it"depends upon'feedbapk fof~the correction

Oof error and for the improvement of efficiency, #t is 1ikely to haVe‘a research
component; it is open and regenerative. ' . N
Preparation for a professional role is viewed as cbntinuing throughout‘tba
career of the professional rather than being merely preservice in charactar.

P . )
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7. After the student hasfan adequate conception of the goals of teachipg,
instruction moves frof mastery of spec1f1c techniques, toward d1agnos1s and
selective utilizationd of such techniques in combination. That is, role
1ntegrat1on .takes plafe as the prospective teacher gains an increasingly
comprehensive perceptiion of teaching problems./ /

’
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2. AACTE Committeefon Performance-Based Teacher Education, , °
Achieving the Pbtential of Performance-Based Teacher
Education: Rechmmendations (Washington, D.G.: American

_Association of Lolleges for Teacher Education, 1974).
Extract: pp.32433. (Appendix A).

(In 1974, the AACTi Co
Included was an update
in the Elam state of the}art paper.)

In the Staté of the ArtjPublication
December 1971 .

A teacher edu

1. Competencies to be kdemonstrated
by the student are )
.derived from efplicit con-
ceptiogs of te§cher roles,

_stated so“as t¢ make possible
assessment of g student's

behavior in relation to specific

competencies, and
.made public in advance.

2. Criteria to be employed in assessing
compétencies are \/

’téee published this collection of recommendatlons
the defining characteristics of PBTE that had appeared

0 ¢ . . / - \.
DEFINING CHARACTERISTICS OF PBTE ~
A VIEWED BY THE AACTE COMMITTEE ’ A ‘

In This Publication
February 1974

tion ‘program is performance-based if '

1.. Compet;nciés to be demonstratéd
by the student are
A

.derived from explicit _gon-
ceptions of ‘teacher roles in
achieving school goals,

. supported bu research eurric-
ulum and JOb anaZyszs, and/or
. experienced teacher Judgment

.stated so-as to make p0551b1e
assessment of a student's
behavior in relation to spe-
cific competencies, and

.made public in advance.

2, Criteria to be employed in assess-
ing competencies are
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.based upon, 'and in harmon Xéju
with, specified competencie#%g_ ‘

e N
.exphlicit inistating expected % - -
. levels of mdstery under spe- &

’ cified condﬂtions, and AW

intended to facilitate the
development and evaluation of
the student's achievement of
competencies specified.

.based upon; and in harmony
with, specified competencies,

.explicit in stating expected
levels of mastery under spe-
cifiéd conditigns, and

{ ’ :“'i"t ’
.made public !in advance. ‘:g;, .made public inladvance.

' L

3. Assessment of the student's 4. Assessment of the student's
competency : 3% . competency
B < )

.uses his performance as a % L.uses his.performance as a
primary source of evidence, ‘% primary Source of evidence,

- .takes into account evidence of %% .takes into ‘account evidence of
the student'j knowledge relevant 1% the student's knowledge rele-
to planning for, analyzing, infer- 12' vanht to planning for, analy-
preting, evaluating situations {% zing, interpreting, or evalu-

7 or behavior, and_ 3,%ating situations or behavior,
‘“fétr1V@s for objectiVﬁty. ’ 41%?“3ves for objectivity, and
‘ .tdcilitates future studies of
v the relation between instruc-
P ' T tion, competency attainment
E S and achievement of school goals.
4. The student's rate of progress 5. fﬁé\Qtudgnt's rate of progress
through the program is deter- through the program is determined
mined by demonstrated compe- by demons Qgted competency.
tency rdther than by time or %
eourse completion.: f& o [
- ‘:\ﬁ " 3_' £
" 5. The instructional program is 3. The ipstructippalsprogram provides

for the develtiiménit and evaluation
of the studen¥ls . ‘aghievement of
each of the ¢ ?Eg%encies spetified.’

i

Note: Italics are useé to cite differences in the two analyses.

.

COMMENTARY ON APPENDIX A TABLE

Only three changes merit explanation (the renumbering is simply to put
the items in a somewhat more logical order). - P

1. The Committee believes the earlier statement did not stress Quf#

iciently
that the competencies are not just picked out of the air but are

derived

s
o ’
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ana]yt1ca]1y and must be relgted to. the bas1c obJectives of the schools
, Hence, -the changes in #1,

2. The Committee has beco;e\conv1nced that the design of assessment procedures
in PBTE programs should go beyond evaluation of individual student progress to
facilitate to the greatest extent possible accumulation of knowledge concernifig
relationships between inStruction, teacher performance and pupil outcomes.
Hence, the added item #3 (new #4) . ~ .

3. The Committee recognized that, while student progress shou]d depend essentially -
, on demonstrated competence, in practical situations some time-1imits may have
/ to be placed on students. Hence, the omissign of the last phrase .in #4 .

//// (new #5)././

3.%Y. Robert Houston and, Robert B. Howsam, "Change and
Challenge," Competency-Based Teacher Education: Progress,
Problems, and Prospects (Chicago: Science Research Assoc1ates, -
Inc., 1972), pp.1-16. Extract:. pp. 3x9

(In this selectlon, Houston and Howsam present gnother deflmtlon, this one
stressing "competency."”)

COMPETENCY-BASED INSTRUCTION

-~ . i

The concept of competency-based instruction has emerged from the emphases on’
goal-orientation 'and individualization. Learning goals or objectives can be
made explicit by and for the learner. The individual then can pursue learning
activities and can deve]op performance skills or competencies in the process. )
When this approach is coupled with an appropriate management and delivery system,
the accountability principle can be app]1ed to aJ1 aspects of the instructional
program. .

This book deals with the app]1cat1on of Cbmpetency based instruction in
teacher education. It explores the current status of efforts and analyzes
programs. First, however, there is need for a definition of the central term:
competency-based instruetion.

"Competence" ordinarily is defined as "adequacy for a task," or as
"possession of required knowledge, skills, and abilities." 1In this broad
.sense, it is clear that any mode of instruction aims for competence--for develop-
ment of well-qualified individuals who possess the required knowledge and skills.
Competency-based instruction differs from other modes of 1nstruct1on, not in its
goals, but rather in the assumptions that underlie it and 1n the approaches . -
that character1ze it. S S
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’ Standard dictionaries provide no definifion for competency-based. This
is a coined word of recent.oyigin. The word competency has been chosen to )
indicate an emphasis on thq/“abilﬁty,to do,"\, in contrast to the more traditional
emphasis on the "ability to demonstrate knowledge." The term compgtency-based -
has Become a special designagion for an educ n approach, for a movement.
The term cannot bé defin€d in.a .simple phrage; its meaning emerges from the
complex of characteristics of this-educatighal mode. Further clarification .
may arise through efforts to determine what it is not. ‘
Two characteristics are essential to the concept of competency-based
instruction., First, precise learning objectives--defined in behavioral and
assessable terms--must be known to Tearner and teacher alike. Competency-based
instruction begins with identification of the specific competencies that are
the objectives of the learner. These objectives are 'stated in_behavioral terms.
Means are specified for determining whether the objectives have been met. Both
learnecesnd teacher are fully aware of the expectations and of the criteria for
completing ;the learning effort. From a variety of alternative learning activities,
thpse most appropriate to the Specific objectives are selected and pursued.
I} contrast to much trafditional idstruction,. the activities are viewed* as A
means to a specific end. Neither teacher nor learner is permitted to view the
activities as the objective of the learning experience.
The second essential characteristic is accountability. The learner knows
that he is expected to demonstrate the specified competencies to the required
level and in the agreed-upon manner. He accepts responsibility and expects
o be held accountable for meeting the established criteria.
A third characteristic, that of personalization, is of a somewhat d}f-

- ferent order from the previous two. It is associated almost univemsally with
competency-based instruction, but it is not, necessarily a distinguishing
characteristic when comparing this with, othe¥ programmatic thrusts. Com-
petency-based programs characteristically are individualized;_ they are self-
paced, and thus time is.a variable. They are personalized as well; each
student_has some choice in the selection of objectives. and of.learning activities.
Individualization does not imply that all instruction is oriented toward
independent activities. Group and even mass instructional process are viable

_ altérnatives; in some cases, they may be the most effective and efficient
options. ~ . o -

One consequence of competency-based education is thatethe focus for eval-
uation or accountabiljty s shifted to the individual’s attainment of a set
of. objectives, He no longer is judged/py his standing relative to the per-
formance of a group or of a test populgtion. In other wongs, this approach

. is critefion-referenced, in confrast to the nom-referenced approach that

© - has been emphasjzed throughout‘much.of.our education history {particularly
« ~during 'the ‘1ifé of the, testing movement), The learner's achievement is
compared with the state objectives and the specified criteria; the achievements
~——5F other students are ngzﬂre]evant.to the evaluation. ‘ ‘
: Another important ¢onsequencé is that the emphasis shifts from the teacher
and the teaching process to the learmer and the learning process. Many learning .
experiences are inc¢luded in the traditional curriculum because they fit the
expertise or the needs of the instructor. Competericy-based programs, emphasizing
objectives®and personalization, focus on the needs and accomplishments of .
the student. . . , o, . ‘
. .~ Even among the disciples of the movement, much confusion exists about
¢ the further characteristics of competency-based instruction. This.uncertainty
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and d1sagréement seems to arise from a failure to d1fferen;%ate ‘between the
"closely related concepts or-implementation modes that are assoc1ated
as to seem. characteristic of the approach.

. Technology is the .handmaiden of’1nd1v1dua1fzat1on Only through teghnology
¢an access to learning opportunity be enlarged and education be freed from CL
excesslve or complete’reliance on the teacher. Today we recognize that the /
stone bablet and the printed book were merely early manifestations of the same
general process--what we now call the application of technology to problems
of storing information, retrieving it, and providing access through an
appropriate delivery system. Techno]ogy"is particularly important for compet

. based instruction. In fact, the need for instructional objectives was reco |
" largely through the- attempts to program new kinds of instructional ma t/}a/s/ |
Nonetheless, the use of modern technology does hot automatically le
conpetency-based instruction; technology can Ee d1rected to-either mass or
individualized instructional systems.

The use of a systems approach also is common in competency-baseg,antruct1on,
particularly with individualization. The systems approach is desjgned to deal
‘with complex realities.” It has been employed in development of both the , ,
delivery systems for learning opportunities and the management systems for
records apd accountabjlity.. The concept of feedbazk loops is particularly
useful in designing instructional modules. The gréphic device of flawﬁhart1ng _
has proven invaluable in presenting the options available in gny1nd4V1dua11zed
instructional system. Likg technology, however, the systems appfﬁach is but
angther enabler for competency-based*instruct1on T

Competency-based instruction also has been regaﬁéed as synonomous with
modular packaging of learning experiences. Once aggin, the cgnnection arises |
from common association with an effective means and not from~logical necessity., .
Individualization of competency~based instructian naturally leads to the use
of modules, which permit clear specification of 1earn1ng objectives, an array
of a]ternat1ve activities, an assessment prqcedure, and learner accountability.
Competency~-based instruction rarely’is considered without reference to some
kind of unit packaging. Nonethetless, modu]ar1zat1on and. competency-based
instruction are not the s;ze thing. . .

These three examples bof; negat1ve definition emphas1ze the po1nt that
competency-based instruction’is a simple, straightforward concept with the
following central charactarlst1cs (1§ 5pec1f1cat1on of learner objectives-in
behavioral terms; (2) specification of the means for detenn1n1ng whether
performance meets the "indicated criterion’levels; (3) provision for one or
more modes of instruction pertinent to the objectives, through which the
learning act1v€§§§f may take place; (4) publi¢ sharing of the objectives,

’

criteria, mean assessment, and alternative activities; (5) assessment of,
the learning expertience in terms of competency criterig; and (6) placement of
the, learner of the, gccountability for meeting the criteria. Other concepts v
and procedures--such as modularized packaging,sthe systems approach, educational
technology, and -guidance and management support--are employed as means in
1mp1ement1ng the comp&tency-based commitment. For the most part, these
contributory concepts are related to 1nd1v1dua11zat1on

A3
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Competency-Baseéd Teacher Education ) T,

Teacher education is the vehicle for preparing those who wish to practice in
the’ teach1ng profess1on As-in all/pfofess1ons, this preparation involves on
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4 ~the one hand the acquisition of knowledge and the ability to apply it, and on
"\ the other theé development of the needed repertoire of critical behaviors and
»* skills.[“Tnsofar’ as thé- khowledge, behaviors, and skills can be identified,
} they thus become the Fompetency objectives for the teacher-education program.
. The criteria for pérformance are derived from these objectives. ,
Leafning objectives commonly are classified according to one of the five
. 'kinds of criteria that may be applied in assessing-performance. (1) Cognitive
K objectives specify knowledge and intellectual abilities or skills that are to
be demonstrated by the learner. In teacher educapion, such objectives may
include knowledge of subject matter to be taughty knowledge of psychological
theories or educational strategies, ability to analyze curriculum_ programs,
and so forth. Competency in meeting these objectives commonly is assessed
through written tests. However, verbal interaction also may be used for
assessment, and considerable gEEQ}§tication‘is available through the use of
«computers for assessment of verbaT. responses. (2) Performance objectives require
A he learner to‘demonstrate an ability, actually to perform.some activity. He
_*. " Jwst not only know what should be done, but must demonstrate his ability to
o do it. Prospective teachers may be required to ask higher-order questions,
to build and support-self-images and egos, to construct evaluation designs
or curriculum programs, or to develgp-instructional modules. (3) Consequence
objectives are expressed in terms of the results of the learner's actions.
In teacher edycé%ion, such objectives usually are expressed in terms of the
accomplishments of the students Gnder direction of the teacher trainee. The
teacher may be required to change the level of student achievement in reading,
or to demonstrate that he can cause his students to play a mathematics game
independently. In traditional teacher education, the focus is on cognitive
objectives. In competency-based teacher education, the focus is shifted to
include performance and consequence objectives. The teacher not only must know
about teaching, but also must be able to teach and to produce change in his
students. (4? Affective objectives deal with the realm of attitudes, values, -
beliefs, and relationships. These objectives resist precise definition and
thereby preclude the precise assessment sought by competency-based approaches.
Affective behavior normally is.related directly to-the social setting in which
it occurs. It is not’easy to contrive--or even to_determine accurately--the
settings needed for training and for monitoring effective behavior. Despite
Timitations in"the ‘ability to_geal effectively with them, however, no teacher ]
education program can afford”to neglect the affective dimensions, which are e
integral to all other aspects of competency. (5) Exploratary objectives (also ’
called experience or expressive objectives) do not fit fully within the-
category of behavioral objectives because they lack a definition of desired
outcomes. These objectives specify activities that hold promise for significant
learning; they rgquire the learner to experience the specified activity. No
attempt is made to specify the learning or'behavioral changes that will result.
* Assessment can be made,only ‘in terms of whether the learner actually did
undertake the required activity. These objectives are-.characterized by a high
,.'degree of variability in what may be encountered by the idiosyncratic disposition
-of the learner. In.teacher education, -the learner might be required to visit ‘
.a ghetto settlement house or to. observe an experienced #eacher working. with .
a class. Such experiences may lead to identification of other objectives that
_are more meaningful 1n a personalized program., For example, a visit to a , A
settlement house ,may lead a student to realizé that he is unprepared cognitively
or affectively to.copg with children from cultural subgroups. In turn, this
realization may Tead to identifjcation of specific needs and to a program
designed to vemove the recognized deficiency.. ’

Pad

B ’ - 4
. . ] P

l o _ L , - : . /
LS . o o ‘. ,, ‘-;.'fj GS -]2 -‘. / *




e

b

[N

A A . N L
4 / \

s/ I3 . ‘ /
//‘ . / . 4
, . ' s
11 fAve of these kinds of objectives are used in competency-based teacher
education, Those employed at any ¢1me are chosen on the basis of .the nature of

the compgtencies required, ‘the available assessment means, and other situational
factors. The ultimate objective pf the competency-based movement is the maximal

~ employment of consequence obJect]ves - . -

Expliditness /o /

/

Competency-based programs demand exp11c1tness of objectives and of assessment

. criferia. This explicitness 16 itself has great potential for improving

/

¥

Evaluation And Feedback

teacher education. Such programs,.make explicit what the certified teacher is
able to do. To successfully complete’the program, the teacher must demonstrate
ability to meet specific objectives at specific criterion levels. Thus the
eacher's portfolio of credentials in a genuinely competency-based program

oes not include grades associated with general course numbers, generalized

/1etters of reference, or checklists on personal interaction skills. Rather,

it includes a 11st1ng of the competencies he has demonstrated and a comparison
of these with the expected competencies or a certificatiom that criteria have
been met. This explicitness makes possible a differentiated staff1ng pattern
based on differential sﬁrengths in teachers--a pattern that never has been
.practicable before, and one that could prove most promising.

As has long been known, the course lists and grades trad1t1ona11y used
as an assessment of a teacher's preparation are extreme]y nebulous in meaning.
The nature of an "Introduction to Education" course varies widely from college
to college--indeed from instructor to instructor within a single college. Some
instructors rarely and grudgingly grant an "A" in this course; for ofther instructors,
an "A" is the typical or modal grade. We delude ourselves if we consider an "A"
in “Introduction to Education” as a reliable or valid sign of any particular
ability or achievement demonstrated by a preparing teacher. 1

Even if course grades could be made valid and reliable, they still would |
suffer from two flaws that are inherent-in this approach. F1rst the grade
obscures variations within the expected competencies; strehgth in one competeﬁ%yl
may. compensate for weakness in another. Clearly, the profess1on is not protected
adequately by such evaluations. The second inherent flaw is the use of norm- |
referencing, which, appears to greater or lg¢sser degree in most traditional _—
courses. An individuaT's grade is affected\by the performance of others in his I
class or in the norming population with which he competes. When criterion-
referencing is used in a competency-based program, each student must meet the
expected Teve} of competence in each criterjion. : .

Explicit, competency-baseéd objectives/permit more effective evaluation, both
of students and of the program. The obje¢tives' of traditional programs often
are so general that they provide Tittle direetion for instruction. Adequate
evaluation is impossible. Compefency- za ed programs, on the other hand, identify
e objectives, the criteria, the perfoymance indicators, and the criterion
evels so clearly for the student that’he can dssess for h1mse1f whe ther or not
the objectives have been met. '

24
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The program developer can compare the success in meeting objectives of
students completing various learning activities. He can examine energy out-
put, resources required, and time needed to complete various program require-
ments. Because of explicitness, a data-based feedback system leads tg-program-

matic formative evaluation.

"

Individualization

:
The importance of individualization cannot be overemphasized. Competency-based
programs promote self-pacing of students through modules or learning experiences.

Each student proceeds at a speed consistent with his needs, achievements, and
time commitment. Selection of objectives by the student, within limits set

' for the program, permits differentiation of competencies based on goals and

erceptions. Pre-assessment procedures promote “"opting-out" of experiences
P ¢

- for which competency already has been demonstrated. Thus, instructionm is

directly responsive to the objectives of the learner. :

Effective programs employ an extensive array.of instructional strategies.
Modules provide for at least two, and often more, alternatives (such as a
teacher presentation, a slide-tape presentation, or a computer-based program),
from which the: learner makes a choice. Individualization does not imply,
however, that every. activity must be pursued in isolation. Some are; others
are done with buddies, with small groups, in seminar-sized groups, in g%:sses,

. Or even in very large groups. Competency-based instruction does, indee

provide a veritable smorgasbord of learning opportunities.

A New Emphasis In Teacher Education

In a competency-based program, the emphasis is placed on exit rather than
entrance requirements. With this approach the possibility is open for

admitting a wider Vvariety of persons’ to the group entering the program. ‘
Continual assessment of progress, optional choites of learning experiences,

and performance criteria within the program make entrance requirements far +
less crucial than they are in traditional progtams. Many who previously

would have been precluded from entrance by théir cultural development or by

their previous educational choices and performance safely can be admitted
to a competency-based program. Many of these students may be expected to
enter and to complete successfully such a program. The result can be a
wholesome diversity of backgrounds in the 2

eaching profession./ /'
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4. Charlgs E. Johnsén, "Cempetﬁhcy-Based and Traditional Educat1on‘

Practi Compared " . Journal ‘of#Teacher Education 25, nd .~

. w1nterf19 , pp.355-356. - 7

i R . '
. Practitioners who are becoming acquainted with competency-based education
(CBE) are often confused by theoretical explanations. This may be because
, their interests ‘tend more toward implementation and practice than theory. The
‘ following compaPison is directed to practitioners. It compares some practi-
cal cha?acter1st1cg”of CBE and tradﬁt1ona1 education, prograns.*
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Gharacteristics of

-CBE Programs . !
1. The §81n indicator of student 1.
. achielement issability to do the

job, effectively and efficently.

{
£

e a student has demonstrated .
apflity to do the job, his or her - |
* Peparation is comple®e. Time is

;wt a factor.. Some students fipish

-/ arly, others late. ,

~

, - ,}kk\@ .,\f“

."The criterion of success is

p demonstvat1on of ability to do .
the/ job. Mastery criteria are
used*to determine how well students
perﬁgrm These criteria must be
met for students to be considered
competent. :
Entrance requirements are nOt\}2
paramount concern. Students start
where they are. If they are not

. ready; they are* helped to  become
ready |

F]ex1b1e schedu]ﬂng of learning
activities is essential to pro-
vide for. individual differences
ampng students. This allows for
year-around educational’ opportu-
nities apd numerous possible times
for enrolliment.

Competency Based Educatjon (Berke]ey, Calif.:

_1974) p.11.
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.Characteristics of Traditional

_required subject matter.

An abbreyiated version of this paper appeared in

Education Programs

The main indicators of student
achievement are.khowledge of ithé |
subject and .ability to do thé’ job
effectively and eff1c1ent1y ta

Students operate w1th1n spec1f1e¢
time limits., . such as academic
years, semesters, or quarters.
Class hour requirements are
generally adhered to

The criteria of success are letter
grades which jndicate the extent
to which the student knows the

b N

Entrance requirements are important .
concerns. Students who are not.
ready cannot be admitted.

.

= ¢

Students are scheduled for instruction
into fairly rigid blocks of time.
The academic year and infrequent
mass registration are standard
practices.®

[
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:

Robert Houston

- RO ton, Explorin
McCutchan Publishing Cotp.,
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. 6. There are no fixed rules as to 6. On-campus classroom teaching is the
how, when, or where learning most common approach to instruction.
is to be accomplished.. Required Tengthy ‘on-campus atten-

r o : dance is standard practice.
7. Opportunities are provided to 7. Practical field experiences are
acquire competencies in' prac- limited.
tical field or on-the-job
experiences. -
' A
v 8. .Learnings (competencies) are 8. fnings (subject matter) are
"« presented in small learning ganized into coursets representing
units or modules, combinatiers academic time units.
of which are designed to help >
students acquire full competence. C : -
9. Provision is made for differences ° 9. Lecture-discussion is the most
among students in their sty¥es of comnon mode of presentation,
learning by providing them with supplemented by seminars, laboratory
various alternate paths for - activities, and limited field
acquiring competence. ~ - experiences. Little.attention is
given to student style of learning.
10. The criterion for a "good" 10. The criterion for a "good" instructor
instructor is the extent to which is how much he or she knows about
he or she is effective and the subject and how well it is
efficient in helping students presented./ /
acquire thé competencies they are . ‘
r,S seeking. ™~ ’ )

‘frgf Margaret Lindsey, "Performance-Based Teacher Education: ~
Examination of a Slogan," Journal of Teacher Education 24,
n3 (Fall,1973) pp.180-186. Extracts pp.180-181. -

-

. - ‘ y
(The following extract grapples with the whole question of terminology in the
PBTE ‘movement. In the remainder of the article "cqmpetency-based teacher
education"” is used ?s a "symbol of a practical social movement.")

+

In American education, slogans have played a prominent role in both discourse -
and practice. Performance-based teacher education (PBTE), a popular slogan on
the current scene, is already serving as both stimulant and irritant. Like other
sjogans preceding it, this one neitger clarifies meanings, explains theory, nor '
s1gnifigs~programmatic consequences, The words themselves, individually and
co]lec§1ve1y, do not carry precise meaning, as evidenced by the polarity of intgr-
pretations brought to perfommance and the variation in degree of.inclusiveness %\
ascribed to the term teacher education. Neither does the slogan imply any set of

principles that might make up a theory, nor does it indicate the scope aq?
sequence of a teachgr-edﬂcation program. : o

- ' i . o
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However, as Scheff]er has suggested, educat1ona] slogans "make no claim to
facilitating communication or to reflecting meaning.” Slegans are to be "repeated
warmly and reassuringly, rather than pondered gravely..~rFhey provide rallying
'symbols of the key ideas and attitudes of an educational movement. They both
express and foster community of sp1r1t attracting. new adherents and prov1d1ng
reassurance and strength to veterans.

Performance-based teacher education is do1ng exactly what Scheffler said
such slogans can do. Key ideas in a whole range of propositions intended to
reform not only the education of teachers but also education in general are
now attach,ﬁ~;\Jthe words performance-based teacher education. HAdvocates
convene to’prom0te the goodness. of the ideas; individuals and groups labor
to make the ideas operative at local levels® former adversar{es join together
in praise of the potential they believe inherent in' PBTE. A yarm, friendly, .
and good féeling that something worthwhile is on the horizon revades the
atmosphere; a growing chorus claims that educatidnal opportunity for all
people will be vastly improved if teachers are educated to perform in desirable,
ways; and more and more persons are committed to achieving performance-based
teacher education. ) (/‘

4

Performance-based Teacher Education .‘ :
as_an Assertion ‘ . =

Individuals who originate slogans select and put together in sequence
symbols they assume will communicate their message. In selecting and sequencing
the symbols, they read into the slogan their own special connotations and
interpretations. In Scheffler's words, with the passage of time, however, slogans
are often increasingly interpreted morejﬂ1tera]]y both by adherents and by
critics of the movement the}Prepresent They are taken more and more as literal
doctrines or arguments, rather than merely as rallying symbols. When this
happens in a given case, it becomes important to evaluate the slogan both as
a straight-forward assertian and as a symbol of a practical social movement.**

This has happened ‘to PBTE. The need to examine the slogan is urgent.
Both antagon1sts and pretagonists bring to performance-based teacher education
their own meanings and practical interpretations, Some persons immediately .
reject ,the idea begause they 1nterpret it as antithetical to their phi]osophica]
commitments.. Tog Often those committed to the idea canpot even arrive at a
state of program planning because of barrjécrs resulting from Qpposing inter-
pretations of words Tike performance or tfacher education. Sometimes credit
or discredit is assigned to the slogan s e]y on the basis of the ease or
difficulty with which persons reach decisions in designing program components.
When advocates get below the surface and consider a]terna§1ves in designing
specific experiences, preparing materials of in3truction, or mak1ng def1n1t1ve

*/ Israel Scheffler, Th; Language of Education (Springfield, I11.: Charles.
Thomas), 1960, p.36. '

**/ Scheffler, p.37.
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. explanatory statements, they frequently discover that they are talking about F
very different things while using the same slogan words. Confusion is rampdnt. -

In everyday discourse about education, slogans tend to encompass topical
words which must bear tremendous responsibility for messages sent and received.
It is very difficult to engage in productive dialogue with one's peers when
the meanings each discussant brings to topical words are diverse and confused. °
Increasingly, meanings surrounding the slogan performance-based
teacher education become clouded as more persons deepen their parsonal and
professional identification wit® it. Some become involved ih research and
and development., Others engage in various kinds of implementation. Out of
these efforts new knowledge is produced, individual interpretations of-the slogan
are refined, and the urge to persuade others to adppt singular interpretations
. grows. . )
\ It is everyone's, privilege to stimulate definitions to clarify his position.
' However, communication is made more difficult when terms beceme jdiosyncratic
#ith private meanings. A search for more precision in meanings brought to PBTE
is not a game undertaken for the fun of it; rather it is a task the achievement
of which is essential to productive dijalogue.
« A step-by-step examination of the expression performance-based teacher
education reveals several points of confusion. The word teacher is used by
some to mean classroom teachers in elementary and secondary schools and by others
to encompass all professional practitioners in formalized school settings. Still.
others use the term in its generic sepse, meaning anyone whose behavior is designed
to induce change in another (e.g., pa%;nt, minister, news analyst, advertiser).
While a definition of teacher may be sitipulated anywhere .along a continuum of
increasing inclusiveness; in this article a teacher is considered to be a class-
room practitioner working with children or youth.
... Some extend the meaning of PBTE to include the education of professional
personnel in addition to teachers,. Wiile performance-based education is surely
.4 ds appropriate for the preparatidW#of other educational personnel as for teachers,
it is confusing to use the term teacher education in this connection. The
earlier definition of tegcher at oncé limits the definition of teacher education.
Teacher eduycation ngeds further definition however. Teacher education is
used by some to refer exglusively to student teaching in the traditional pre-
service programs. OQther§ use it to mean the entire collegiate program provided .-
as initial preparation of teathers (e.g., traditional components of general
« education, subject matter specialization, and professional education?. Still
others employ the term to mean continuing cycles of diagnosis, treatment, and
assessment o&f needs and interests of persons from initial preparation for .
teaching through a career of practice. Here again, a continuum of increasing -
comprehensiveness is i]]ustrg;gd. ’ :
w2 B There is.1ittle justificaion for saying tgacher education if wermean, .
- “student teaching or any other single aspect of teacher education. When teacher
- . education is used hereafter without qualification, it means the total initial
and continuing education of z:%tgﬁrs. It is possible, however, without
sacrificing the concept of con ity in the education of teachers, to isolate
a part of the total program. When the initial state of teacher education
is. the referent, the qualifier preservice is useful.... C
’ P@rf5:§kqggh another word in the expression ®nder discussion, actually is
a neutral term meaning an act. The mounting evidehce of *the failure of the
.._school to meet the needs of some children and youth in the American society,

'_;:' particularly those in depressed urban areas, has led to intense public and
Rk profesgional intgrest in what teachers do in the classroom. It is beljeved .
that perfo. > defined as observable behavior, makes a difference in the

| ' lives of pupils.

-

t o ., . ~n . - ’ e
GERIC © 0 g8 -1 - -




\ T ) i o
Th1s very concern makes it qubtfu] that anyone involved in the education
of teachers is interested solely in neutral acts or performances. All strive to
help teachers behave in ways believed to contribute to desired ends. Many
are aware that knowledge relevant te a teacHing act is essential to high
quality performance. Many are concerned that teachers and those evaluating
them emp]oy adequate criteria in determining the quality of action. Further-
ore, it is widely recognized that performance in the classroom does not
repredent the complete professionalism expected of a teacher. As a pro-
fessional person a teacher is responsible for rational decision making in the
classroom and, for systematic inquiry into conditions and practices leading
to 1mproved decision making in planning for teaching and classroom performance.
He is responsib]e for possess1on and use of knowledge and for the discovery’
and certification of knowledge in his own practice.
, Although performance is quite inadequate for expressing ideas contained
in the preceding paragraph, many solve the problem by stretching the meaning
of the word to cover some or all of them. If challenged, they may protest
that words can mean whatever we wish. They ignore the fact that they have
thus rendered a word completely useless in communication, for wiéhout specifi-
cation of the inclusiveness with which performance is used, no one.can know
the conceptual toad it is meant to carry.
The solution preferred by a growing number of educators is to move to.
a revised expression, competency-based teacher education (CBTE) While
competencies deemed important must be spelled out, the word is not neutral.

’/____/

It connotes valued abilities, including the hb111ty to perform in des1r§g o
be

ways. It allows focused dialogue on a broad spectrum of competenc1es t
developed and displayed that match the complexity of the teacher's role.
In the remainder of this article competency-based teacher education is used
as a “symbo] of a pract1ca] social movement.%/ /

<

6. 'W. -Robert Houstom, "Competency Based Education,"” Exploring
Competency Based Education, ed. W. Robert Houston (BerkeTey,
_Calif.: McCutchan, 1974), pp.3-15. Extract: pp.12-14.

(This brief®selection from Houston's discussion of the competency-based education
movement is'/in’tended as a "coda" for this section on definitions.)

- e
/ _Consider The Fiddle
//’ g

e

When one analyzes the performance of a violin soloist at the symgbony,.
certain skills become apparent. He must be able to read music, proper]y
handle the bow, tune the instrument, and have a cartain staye presencé. So.
must the beginner at the seventh grade concert. The d¥fferences are-in thes,
criteria that are acceptable for an adequate.performance. What is more than
adequate in one instance is not acceptab1e in another. .The seventh grader
may be as skilled as the professional in many aspects of the performance; he
may properly hold the bow and read music, but,he<may not,be<ab1e to coord1nate
these in the total _program. .

-

. The paral1el in teaching is obvious. - "The prospectxve.teacher §> =
form adequate]y in ask1ng higher order quest1ons estab1zshing se;ujn uci on,
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and writing criterion-referenced objectives, but he may not be able to
integrate these skills and employ them appropriately in given circumstances.
Beginning teachers may be judged competent and show promise for further
development, but three -or_five years later that same level of competence would
be inadequate. This implies that the profession should define a series of
competency requirements that might increase in complexity and scope as the
teacher gains experience. Such criteria could also form one basis for dif-
ferentiated school staffing. : ) *
Personal styles of demonstrating required competencies lead to different
but often equally effective teaching strategies, just as violinists interpret
- music ig a variety of ways. Indeed, the more competent the violinist, the
more likely he is to extend the interpretation and not play the music precisely
as written. Jascha Heifitz and Yehundi Menuhin can play the same composition,
% but each interprets it differently--yet both are’acclaimed as virtuosos.  So
it is with teachers; ma8ter teachers perform in differing styles. Our own
research indicates that some téaching virtuosos are child focusers, some
task focusers, some pragmatists.* One is concerned primarily with how -
children feel; the ‘second emphasizes completion of tasks and projecé;;/fae
third considers situation variables in making decisdons. The teachér-stance
study, the research of Bruce Joyce, and common sense indicate that effective
teachers employ a variety of styles. Two hypotheses would logically follow:
(1) While a competency core may exist, the varied teacher personalities, styles,
and stances preclude definition of a single set of requirements for all teachers;
and (2) the more a person is proficient as a teacher, the more likely his
professtional style is .to be wnique.
Again using the analogy of the violinist, the lowest level of performance
demonstratign was at the single skill level (correctly holding the bow,
reading musicy, asking higher order questions). When these were combined °
into a performance, and if the individual met stipulated criteria appropriate
to the objectiWes of that performance {seventh grade orchestra ar New'York
Philharmonic, concert or' practice), hé was judged competent. Thus competence
‘ is situational (contextuag). : _
. A parallel might be drawn between measurement and evaluation. One .
- measures a performance but evaluates competence. In assessing a violinist,
a diver, or a teacher's verbal interaction with children, rating scales,
_tests, observations, or other -instruments may be employed; they describe what
ig. Evaluation,of those data cgnsiders the adequacy of, measured phenomena
within a context and value orientation. ~ ' _
“Competerice is also demonstrated over a period of time; a single per-
formance does not indicate competence. A teacher's typicai performance does
not indicate competence. A teacher's typical performance may be of such
., quality as to be judged "competent," but occasionally he may have poor per-
formances. Competent athletes, speakers, or musicians all have "off days;"
sq/do competent teachers. .
Teacher education programs are concerned more with competence than with
individual performance, although some, judgments are necessary in assessing
competence. -Further, a program of t;ﬁcher development is goal (or goals)

-~

*/ Other teaching stances include time servers, contented conformists,
ambivalents, and alienated. For a report of the research, see Ann G.
Olmsted, Frank Blackipgton III, and W. Robert Houston, "Stances Teachers
Take: ‘A Basis-for Selective AdnfsSton,™ Phi Delta Kappan 55, no.5

=g o {danudry 1978).
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S _\SE?r toward which he strives,/ /

oriented, and it lasts an enfire Tifetime, A professiéna] seldom attains his
goals because as he develops his goals change and eyolve. Each individual,
as the.Spanish philosopher Santayana reminds us, chooses his own personal,
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. X, Joel Burdin, Three Views of Competency-Based Teacher -
Education: I Theory (Bloomington, Indiana:” Phi Delta Kappa
,Educational Foundation, 1974). - :

A - '

ABSTRACT

This monograph discusses competency/pérformahce-ba ed tedcher education
(C/PBTE) as a training alternative with promise and proflems. Four basic ,
characteristics of C/PBTE are discussed, namely, specification of competencies

" to be mastered, assessment of C/PBTE outcomes, extensive use of technology,

FERIC oo o
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and use of flexible time requirements for individualizipg training programs.
Also, some implied characteristics are discussed, and wprking examples are used,
to illustrate both kinds of characteristics. Some probflems relating to C/PBTE
programs are discussed, including budgetiggi,selecting ompetencies, assessing
roblems, and creating a massive training pr Digcussion of issues that
arise concerning, C/PBTE and the present status of and future possibilities
for C/PBTE conc]gde this monograph. Categories of teather behaviors, resources
for C/PBTE, and {illustrative competencies for Minnesota are appended; an
11-item bib]iogrgphy is included./ /

8. Wilford A. Weber, JamesT}.‘Cooper, and W. Robert Houston, A

Guide to Competency Based Teacher Education (Competency Based

Instructional Systems, 19737 -

7
. . ABSTRACT
This guide presents some of the major issues regarding ¢ompetency based

eacher education. Each issue is presented in question form, a brief response
?S}Erovided, and resource materials which deal with that issue are referenced.
A Nst of suggested resource materials is presented a§ the last section of
the\bujde. Some sample questions from the guide are as follows: "What is
competéncy based teacher education?" "What are competencies, what is
competence, and what is competent?" "Does competency based teacher education
have a solid philosophical Base?" and "What are the teacher competencies
known. to be related to teacher effectiveness?"// .

L 4
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'(Defining performance-based teacher education is not the same thing as justifying

rationales, both taken from longer works.)

'y - e
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B. RATIONALES FOR.PERFORMANCE-BASED TEACHER EDUCATION

its existence in both educational theory and practice, though often one finds
definition and rationale are presented at the same time. There fbllow two

. ¢

1. Frederick J. McDonald, "The Rationale for Competency
Based Programs," Exploring Competency Based Instruction, ed.
W. Robert Houston (Berkeley, Calif.: McCutchan, 1974),
pp.17-30. Extract: pp.23-25. %

The Rationale For Competency Based -
Teacher qucation

No one disagrees that a.conception of the nature of teaching is .
prerequisite to designing a, teacher training program. But many 1nd1v1duaTs 4
seem to be confused about the difference betweeh the nature of teach1n? and
the nature of the acqu1s1t1pn process by which teaching competence is learned.

The nature of teaching is determined by what the child to be taught is
to learn and how he or she,bést may learn-it. The nature of the acquisition
process by which teaching éompetence is acquired is determined by what the
teacher is to lear how. he or she may best learn it. The rationale ‘for
competency based teacher #ducation pertains to the latter. The former . N
determines its content. |/ e )

The Characteristics of Teaching Competence

i

Teaching acts are observable performances. In principle these perermances
are linked to situations that vary in terms of the purposes of the teaching,
the materials and media of instruction, the characteristics of the ch1]dren
being taught, and their responses in specific situations.

Such performances have two components: (1) a behavioral component and P
(2) a cognitive component. The behavioral component is a set of observable ~
actions. The cognitive component is a combination of perceptions, inter- |
pretations, and decisions, Skill in both components is required,to produce’

a competent performance. :

The critical question usually asked is what performances are required
for effective teaching? Much of the discussion of competency basqd teacher
education revalves around the answers to tZ}s question. .

Such answers ought to dérive from conceptions of what is to be learned -
and how this learning m1ght be facilitated. *A/var1ety of models of the °
teaching-learning process are available to desgtribe the relat1onsr5”tween
teaching performances and varlbus kinds of student learning. They may be
used to describe the content of a teacher training program.

We are not’concerned here with the choice among these models, other
thag\to remind the reader of ouﬁ*ear]1er comments about the processes of

> ]
- . - .
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v making,analogies. The important conclusion to be drawn is that no one
model adequately describes all the kinds of learning to be mediated by
" teaching; while there may be performances common among the models, each
appears to include unique performances or unique combinations of performances.
Teaching competericé, therefore, is defined in terms of a variety of performances.
Some of these are subsets of others. To acquire teaching performances one
must learn both the discrete performances and their combinations.

Teaching competence means possessing a set of performances an which
the teacher can draw as situations vary. The complexity of the teaching
situations a teacher faces strongly suggests that a teacher must continually
adapt performances to situations. .

The specificity of the performance is not its most critical characteristic.
The designers of compgtency based programs have urged that performances be
described as specifically as possible. This recommendation urges a useful
héuristic which stimulates designers to focus on the characteristics of a

~ performance and on the assessment of competence. It is also an antidote -
against the prevailing tendency to describe teaching acts in vague terms. .

The critical descriptars of a performance are: (1) the actions to be
taken; (2) the data needed to take the action; (3) the decisions, to be made
to initiate and carry out the actions; (4) the information to be processed
as the actions are taken; (5) its intended effects and their indicators.

These descriptors should be specific enough so that thé actions to be taken
are clearly indicated, the information to be gathered and the decisions to be
made are concrete and readily identifiable, and the effects can, be observed.

The critical characteristics of the performance are its links to the
situations in which it is to be used. Such a description takes into account
its effects and the conditions under which they are likely to be achieved.

The critical characteristics of a set of performances are their inter-
dependency. Some performances subsume others. Some performances must be
linked in sequences if their effects are 'to be achieved.

Thus, teaching acts are complexes of performances whose components
and finterdependencies are identifiable. The total set of performances
required is sufficiently large that it is unlikely that the set can be learned

A as a totality. It seems likely, therefore, that the most useful models for

»

describing the acquisition of teaching skill are those which account for
the acquisition of discrete actions and clusters of actions and their combi-
nations and integrations. ' ) C

At the beginning of this chapter we stated that two.of the charac-
teristics of competency based programs were the organization of what is to
be learned into components and precisé specification of what is to be
learned, The first characteristic reflects what we currently know about
teaching performance: it is a behavioral and cognitive repertoire that is .
drawn upon to create and adapt to a wide variety of instructional purposes
and means,wand .students.. The precise specificationeof the competence is a
heurgstic device for being clear about what is to be done in teaching and
under what conditions. \ ’

Thus, the ratiomale for competency based programs is rooted in the
nature of teaching acts. The arguments about the behavigristic character
of the movement are beside the point. A behavioral description of perfor-
mance is necessary if wé are to design a program that 2ducates effective
teachers. But it is not sufficient./ / .

5
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2.' Norman R. Dodl and H. Del Schalock, "Competenéy Based

Teacher Preparation," Competency Based Teacher Education, L
ed. Dan W. Anderson et al: (Berkeley, Calif.: McCutchan, - .
1973), pp.45-52. Extract pp.46-48. R L /
, v . g ) ) & _ »
| Rationale T 2 o ,

J .. . . . .
Competency based teacher preparation derives from instructional activities
designed and implemented to produce teachers who possess designated competencies
for entry into the teaching profession. 'Traditionally, the competencies
for enfering the teaching profession have been defined ambiguously if at all.
_ . State departments of education offer the most readily available indicators
S of traditional expectancies in their requirements for teaching certificates.
Almost without exception, these are stated in terms of required courses and .
f time served in student teaching or internships. Demonstrations of competency
d will supersede evidence of courses passed and time spen% in student teaching
- as certificatioh requirements. - ; \ . : N
The lack of clearly defined outcomeg hampers traditional teacher education
- prodesses. Even wi@n sufficient time foriteaching practice is provided,
this lack of specific performance criterid makes it impossible to measure
either the effects of training on performance or the student's readiness to
of enter the teaching profession. Competency based feacher preparation is designed
to overcome this handicap. : 7 ’
As the teaching profession moves toward accountability, the point of view
represented by a-competency based approach assumes the following: ’
1. Rigorous Triteria for knowing, as well as systematic specification
of what is to be known (knowledge), rust be a part of teacher educdtion.
. 2. Kngwing and the ability to apply what.is known (performance) are two
different matters. co '

~

., .3. The ability to attain. specified objeétives with Tearners (product)
represents still another kind of competency that will be required of.teacher
candidates. .

‘4. The criteria for assessing what a prospective teacher can do (performance)
should be as rigorous, as, systematically derived, and as explicitly stated
L as the criteria for assessing either what he knéws (knowledge) or what he can
4 _ achieve in learners ?productg. v — —
) : 5. Assessments of knowledge, pérformance, and product must be described
and made systematically. , ) : ) :
6. Only when a b?qspective teacher has the appropriate knowledge, can
perform in a stipulated manner, and can produce anticipated results with
learners, will he meet competency based requirements. "
The assessment criteria for a competency based teacher preparation program

are illustrated in figyre 1. - . .
' ~ ’ ’ .
Assessment Criteria . o »
. . ' '\ o s
Knowledge , Performance : - Product
3 -~ . ) . l . E - [ .
' .. Interactive . . Nc‘m-i;—l-!:raclivc ’
- . . - . L
“ - » o ) -
e JFig. 1. Assessment criteria for a competency based | - . . :
) teacher preparation program ..
‘ . X X .
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Traditional teacher preparation programs were congerned primarily with
knowledge criteria for the assessment of objectives. Recently, howéver, the
#programs have begun to shift toward assessment procedures that emphas1ze
performance criteria, and it can be expected that performance criteria will
constitute a major force for innovatian in eduoat1on during the next decade.
Both interactive and non1nteract1ve behaviors are types of teacher performances

that must form part of the basis of teaching competence For instance,-if
teachers must use probing questions effectively to assist pupils to extend
and clarify concepts, a prospective teacher must demonstrate that he can
eﬁfect1ve]y use such queStions with pupils. Such teacher behavior will be
evaluated both on its qua]1ty and on the frequengy of its occurrence. An .
example of noninteractive teacher behavior is th ab111ty to select, us1ng a
stated set of criteria, instructional materials that suit each 1earner S
abilities and objectives. If the selection criteria are explicit, -the
assessment of this instructionally related but nohrnteract1ve behavior

can be reasondbby precise. \

We have defined competency as the realization of publicly specified
Jcriteria for classes of learning outcomes found to be appropriate to teacher
preparation, i.e., knowledge, skills (performance), and products. .With
regard to this mix, we suggest that, in spite of the methodo]og1ca] problefns
encountered thus far in teacher effectiveness’ research “the ability to bring
about spec1f1ed learning outcomes in pupils will be 1nc]uded as one of the
criteria on which to assess teacher compe“\nt The mix of these classes
of Tearning outcomes wi¥l depend on a variety of factors and will differ
substantially from prod¥am to program.

Using product based criteria to assess teacher competency has certain
definite advantages. o0
T A product oriented basis for competency assessment approximates a
one-to-ofie re]at1onsh1p between an initial or labdratory assessment and

its achievement in real teaching. ’
2. It represénts or prov}des an absolute cr1ter1dn of teach1ng effectiveness
and thereby meets the u]t1mat$ test of accoyntabiTity. o

3. It accommodates individual differences in teach1ng'preferences or,
styles by/a]10w1ng for wide variation in the means of reaching a given oyt-
come, 'i.€., teaching behav1or§ At the same time, however, it holds all
teachers accountable for being able to bring about given classes of* outcomes.

~ 4. It allgws for the fact that we are not yet sure what teaching behaviors
cause, specific outcomes in pupils, but it does require that effective behaviors
and/or instructional program# be identified and used.
c 5. It forces the entire educational system (not Just the teacher education
program) to be clear about the goals or objectives.of education.
It will take much of the guesswork. out of hiring new teachers, since

each tegcher will have a dossier that’summarizes in detail what he can or’
cannot do when-he receives certification.

However advantageous it may appear to base.competency. assessment on product,
criter1a, it is likely that mos% teacher preparation prografs will shift
only slightly in this direction during the next decade. But we believe it
likely that#increasing -portions of teacher preparat1on wlll be directed toward
performance criteria./ / . \ -
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,C. HISTORICAL CONTEXT. OF PERFORMANCE-BASED TEACHER EDUCATION

>

: 1. Stanley Elam, Performance-Based Teacher Education:
. \ What Is the State of the Art? Extract: pp.2-4.

) i

\ S

Probably the roots of PBTE lie in general societal conditions and the
institutional responses to them characteristic of the Sixties.., For example, .
the realization that little or no,progress was being made in narrowing wide.
inequality ‘gaps led to increasing governmental attention to racial, ethnic,
and sociogeconomic minority needs, particularly educational ones. The claim that
traditional teacher education programs were not producing people equipped to
.teach minority group children and youth effectively has pointed directly to
the need for reform in teacher education. Moreover, the claim of minority
group youth that there should,be alternative routes to professional status
has raised serious questions about the suitabi]it{ of generally recognized )
teacher education programs.

- T— -

The federal role in education was legitimized and made operational following
the Russian Sputnik. Federal money became available for a variety of expl®ratory
and experimental programs, including such projects as the ten elementary
education models funded by the U. S. Office of Education* and investigations
of performance-based certification by state departments of education. More
recently, economic conditions have led taxpayers to demand visible dividends
on their investments in education. The "taxpayers' rebeliion," as well as
highly vocal discontent expressed by the romantic critics, has resulted in
demands for’ accountability at every level, including teacher education.

_ " Technological developments have made available new resourées for teaching
and learning and threaten to alter the teaching role in fundamental ways.
Business and industry have éentered the education field, not only operating
" education- program$ for their own purpdses but preparing and marketing new
learning tools and techniques. School boards begaﬁ in 1967 to contract with
private fimms for specialized, "guaranteed-or-your money-back" educational
services, and a new industry was born. Among its prominent features is an
emphasis on the use of paraprofessionals and "learning center managers" who
require a minimum of specialized training.** ‘ ' e
" New concepts of management (e.g., the-systems approach) were pioneered
by government and industry. In education they were used in the planning,. x
design, and operation of more efficient, product-oriented programs.
. . N % / 1 .
: - e
*/ Joel L. Burdin and Kaliopee Lanzilloti (eds.), A Reader's Guide to
the Comprehensiye Models for Preparing Elementary Teachers. (ERIC .
Clearinghouse on Teaqher’gdgcation and AACTE, Washington, D. C., 1969.)

o T

N

**/ 1In a sense this trend.conflicts:-with the growth of the differentiated

- staffing movement. The teacher shortage of the early and mid-Sixties, L e
certification laws requiring-longer preparation perjods, cojlective defgnds
for ‘the in¢lusion, of teacheis in important policy decision making, and.
other forces led ineXorably *to pioneéring efforts in.staff differentiatJOn.\\5

e
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ResuTtant new role§ havé important implications for teacher training.
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Confronted with the ultimate question of the meaning of life in American , ' °*

society, youths have pressed-for greater relevance in their education and a

voice in determining what its goals should be. Thus PBTE usually includes a .

means of sharing decision-making power. %

'l'
The education profession itself has matured. First, there have been \

important advances in the art and science of tegching. For example, evaluation .

and assessment are more highly sophisticated than thgy were a decade ago,

thanks largely to the greater availability of research funds. Beginning with

the massive studies by Ryans published in 1960 s* we kfiow much more than we did

about teacher characteristics. More recently, the teaching act itself

has been exhaustively analyzed. At least 200 observational category systems

have been developed, of which Flanders' Interaction Analysis and its variations

dre the best known.** It has been argued that the more teacher trainers

know about requirements for success in the teaching!'gz, the more precisely

they can establish program goals and assess perform , both important

aspects of PBTE. N ) ' -

.‘\ . )
Second, a more secure body of teachers, most of them with four to five

years of college preparation, seem to be winning the struggle for a greater

voice in certain decisions that directly affect them. Their goals now

encompass greater control of preparation programs and entry into the profession.
/Thus PBTE ideally involves the cooperation of teacher o?ganizations./27

1; \'\
/s 3 & [
. ] e .
*/ \David G. Ryans, Characteristics of Teaqgg:;: Their Description,
," Comparison, and Appraisal: A Research Study. TWashington, D. C.: ‘ 4

American qunci] on Education, 1960).

™

**/ Unfortunately, not more than ten of these systems have been used in
process-product studies relating frequencies of variables to measures _ .

; + ®%of student achievement. However, it should be noted that the researchers

| were seeking ways to describe teaching, not to prescribe it; they were
J not trying to relate teacher behavior to pupil outcomes: For an analysis

of these studies and their relevance to PBTE, see’Barak Rosenshine,

Interpretive Study of Teacher Behaviors Related to Student Achievement..
‘Final Report, Project No. 9-B-010, Small Grants Research Projects. ' v
Washiington, D."C.: National Center- for Educational Research and S
Development, U. S. Office of Education, 1970. 7 . ) ST

¥

s S - /

- ¢ ’ L3N . 1 < e
o - - . L. - o - ‘
) B R I T 0T Rt v » i ;
’ L} ) “ " . . - [
. - A e, BT e i ~ oo e
N e v A R
- ' ‘, * - \ - \
v .




v /’

/
!

2. AACTE Comm1ttee on Rerformance-Based Teacher Education '
Ach1ev1ng_the Potential of Performance- Based Teacher Education.
Extract: P./ 5 N /

t

o , .

One of the persistent problems ip/Amerigan teacher, education has been to
effect1ve1y relate the preparation of teachers to the job they are expected to
do in the schools and to emerging social c9nd1t1ons Changes in what society
expects of its schools, in what is to be ;aught, in the pupils' backgrounds,
in the instructionatl m ier1a1s available, in the role of the teacher outside the
classroom--all haveé kept placing new demands on teacher \educatipn. Human
nature being what it is and teacher-preparing institutiohs having traditionally
been operated at quite some distance from the schools, teacher preparation has -
tended to get increasingly out of date.. When the gap between whal the teacher
is prepared to do and what the teacher. is in fact called to do has grown
. too great, reform mogements have developed to break the old, teacher education
" molds and create new patterns. Such efforts have sometimes established new .
orthodoxies which ultimately proved to be irrelevant to changing school conditions.
PBTE is, in the judgment of the Committee, a response to this continuing
challenge. 1Its roots lie deep in the development of teacher edugcation dur1ng
the Tast 100 years. -

‘Historical Context

In the nineteenth century, for example, the establishment of. common
schools led directly to the creation of a new type of teacher education
institution and program in this country--the normal school, which ip turn .
developed into the teacher college with a substantially expanded program. In
.the early years of the twentieth century new knowledge resulting from a move-
‘ment stfessing the "scientific study of education®’ Ted\io fairly widespread
“agreement on a group of courses in education which constituted the recognized
core for professional preparation of teachers. As the schools were democratized,
they began accepting an obligation to provide secondary education for.an -,
increasingly large segment of the population, and a reaction against certain
aspects of the lock-step system of mass education then in vogue helped bring .
into being a reform movement known as progressive education emphasizing the ’
1nd1V1dua11zat1on of education. This broad effort stressed laboratory .
, experiences to make teacher education more realistic and it emphasized :
behavioral objectives, particularly as advocated by Ralph Ty]er, to sharpen
goals and facilitate measurement.of outcomes. More recently, in a more
dramatic and specific way, the impact of the Russian Sputn1k on the Ame;ﬂcan
public led to Congressional action encouraging reform in the schools with -
respect to the teaching of science and mathematics. This reform encompassed
major curricufum changes and a far-flung program of in-service 1nstitutes
for teachers, as well as substantial changes in their preservice preparat1on I/

1
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SECTION THO . 3 .
ASPECTS OF PERFORMANCE-BASED .
TEACHER EDUCATION D) ’
; ‘ N :
r
‘-\ “'«‘..
* * \( .
ha ' 7’ M
Once one is acquainted with the definitions of performance-
based teacher education, the next step is to determine what X - .

stuff makes up a PBTE program. This section deals with various "
aspects of PBTE and has the following divisions: a) Program
Design--which jncludes discussions of the basic component of
PBTE, "competenciés;" b) Evaluation and Assessment--both

« ‘of the student's performance and of the program itself; .
c¢) Individualization and Personalization-~which, inspite of >~
criticisms of PBTE referring to it as "mechanistic", are a
component of PBTE; and d) Field-Based Support Programs.
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_ describes the program at the College of Education, University of Houston. The

education an
. . - basis for teaching. Actually, only a small portion of a prospective teacher's pro-

Pology. -Further, Such understandings are translated iuke

- ‘
S . . . 4
A. PROGRAM DESIGN IN PERFORMANCE-BASED TEACHER EDQ(?TION L

<

1. W, Robert Houston and Howard L. Jones, Three Views of '
Competency-Based Education: II University of Houston (Bloomington,
1 ~ indiana: Phi DeTta Kappa Educational Foundation, 1974). .
/ . Extract ¢ pp.17-23, ) T e ) ,
P

{Tbisimpograpb, one of three in a series on compe tency-~-based éeacber education}

first section of the monograph, “CBE in Action. The Top of the Iceberg," ,descr:il;es
relevant physical facilities at the university. The second section, "The CBE Design:
Unseeg'n Partpf the Iceberg,” part of~which is extracted ‘below, discusses program
design, with"special reference to fhe Universi ty of Houston program. The following
extract focuses on overall design ip general and, specifically on competencies in

T a co:%zpetency—based teacher educatién programi ) I

Need for Design

Most preparation programs in teacher,education are chqracte;i%gd by their
lack of unified, cohesive, directed effopts. There is a disti ack of inter-
relatedness as many individual faculty in several departments edch go their
separate ways. The mottled patchwork called a curriculum often is a jumble of
contradictions, feats, old wives tales, unexplained and undefined theories, and
little translation of theory into viablepractice. Even that practice cannot

be uséd to improve the student or the program. . ‘

Consequently, much of the teaching done by graduates of these programs
relies on intuition, with the more perceptive teachers being more effective, not
because of the training program put almost in spite of it. Reliance only on
the intuitive person suggests that there is no distinct discipline of teacher
education, and never could be. The program at the University of Houston is
predicated on the belief that this is not the case. Five propositions regarding
the role of the teacher were specjfied early in program design, and form the
basis for subsequent delineation of competencies and objectives, development of
instructional materials, and design of evaluation procedures. '

Five Propositions. .
o® |. The teacher is a liberally educated person with a broad background in
his teaching field. This proposition emphasizes the responsibility of general
jor fi i arts ¥ o-previde a rich

fessional preparation occurs in the College of Education (of 122 credits, 43 for
elementary and 18 for secondary are in education). While recognizing the impor-
tance of academic preparation, it is this professional program which’is competency-
based and which is described here. ! "

' 2. The teacher reflects in his actions that he is a e _
ichii : & is'not sufficient.
Teachers should dzmonstrate the full range, 6f competencies
milti-cultural educ

ation, socio-linguistics, sociology, p
realistic understanding of self 'and others.. - -+

~

- - \ . | 41 -l )
‘ ‘ -30,-" {"%% .
. _"t e

sy

derived yghology,-,
Nosophy thro-
\ons which ref]jet a -




-~ - s A -
. N . Te
.
.

The program includes a numBer of objectives re%ated to this proposition.
The testing program briefly described above for, early portions of the program is

'daesfgned‘to help prospective teachers better uriderstand themselves, their values
and motivations, and their relationships with dthers. This se?f-ugﬂerstanding is
basic for teachers who may be helping students better understand themselves. A
series of optional affective’modules permit prospective teach®s to explore
competencies related to Sharing Self with Others; Communication; Listening and
Responding; Awareness of Self in Relation to Others; Communication: One-way and
Two-way; Professional Ethics; and Group Process. Members of the counselor edycation
faculty are available when students requést personal assistance; this support
staff has been invaluablé in personalizing the program.

In a major part of the program, students choose competencies from a wide
range of the behavioral sciences; studying about Piaget and other learning theorists,
sociological principles and trengds, ipfluences of multicultural education, and
the evolving city in America. T phasis is on developing skills and using
them, and applying knowledge of the behavioral sciences in classroom practice.

These two program aspects--self-understanding and formal study of the behav-
ioral sciences--support program elements derived from the premise that teachers
who better understand themselves and others are likely to be more effective teachers.

3. The teacher makes decisions on a rational basis. The rational approach
to decision making, and its attending paradigm, permeates the training program so
that the prospective teacher can analyze important functions of his roles and the
consequences of action. o

The actions of the professional constitute an interreiationship between theo-
retical considerations and behavioral manifestations. The process includes four

, stages. (1) Goals and objectives are delineated and based on perceived needs.
(2) Strategies for achieving these goals and objectives are planned. (3) Plaps for
achieving goals and objectives are implemented. (4) The extent to which g or

- objectives are achieved is evaluated. ‘

+ " Some no about this model aré in order. First, it can be applied to any
professional action, whether it is teaching, self-development, or organizing
for management. Each requires goal setting, planning, acting, and evaluating.
Second, the cycle sometimes is completed quite rapidly while on other occasions
it may require weeks or months; it is not time-bound. Third, evaluation leads
back to goal and objective setfing--speculating on whether objectives are to be
changed, or implementation strategies, or both. .

This ratignal approach is predicated on the belief that when professionals
systematicg;l%Zana]yze impartant functions ef their roles and evg¥uate the con-
sequences 0 eir actions, they are more 1{kely to be effective® Within the
program, students are exposed to the rational approath to lesson planning where
they diagnose learner needs, set objectives, plan to.achieve objectives, teach,
and evaluate results of teéaching on the basis of objectives achieved. This pro-
cess is embedded early in the program in the micro-teaching lessons and later
during internship with classes of pupils. The process is integral to cTinical
supervision; it is emphasized by counselors; it forms the basis for advisor dis-
,cussions with students about which competencies are to be demonstrated.

4. The teacher employs a wide variety of appropriate communication and
instructional strategies. This proposition is drawn from the premise that teachers
who have a wider repertoire of skills and techniques of instruction, management,
and communication are more likely to be effective. At one point in the program,
teaching tactics such as questioning skills, set induction, and positive rein-
forcement are studied and demonstrated in micro-teaching settings. Later, they
rare expected to be embedddd in more complex instructional procedur%§.

(-4
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Some students learn.to code and interpret the coding of their classroom
f interaction, using schedules such as those by Ned Flanders, Gene Hall, Chuck
Gallowdy, or Irv Miller. A1l use a variety of data collection systems to describe

teacher and student actions. .

5. The teacher exhibits behavior which reflects-professionalism, This includes
the ability to work closely with other persons in solving problems as well as
continual self-assessment. Again, the rational model is applied so that effectiveness
can be increased in an ever-changing social context.

]

v

Competencies

The five propositions which are described on the last section led to the generation
of a set of competencies yhich are noted below. For each of the competencies there
is a descriptive statement providing the reader with some. indication of the area
of focus of each of the competencies. Net included in the list are the many sub-

\J competencies which are demonstrated by students during the various parts of the
program. The prospective teacher:

1. Diagnoses the learner's emotim’%i;j social, physical, and intellectual needs.
Draws upon knowledge of human growth and“-development, learning theories, social/
cultural foundations, assessment techniques, curriculum goals and content to gather
information about the learner and to identify instructidnal needs.

2. Identifies and/or specifies instructional goals and*object{ies based on
Learner needs. Views the setting of instructional goals and objectives as a key
element in the diagnostic/prescriptive model of instruction; reconciles curricular/
educational goals with present level of iearner needs; analyzes instructional goals
to identify knowledge, skil3s, attitudes needed to achieve those goals; states
objectives so that intent is communicated to learner.

3. Designs instruction appropriate to goals and objectives. Develops strategies
for promoting achievement of instructional goals and objectives in which learner
needs and instructional options are incorporated.

4. Implements instruction that is comsistent with plan. Designs strategies
which have the potential to promote learner achievement of particular goals and
objectives. " . ‘

5. Designs and implements evaluation procedures which focus on learmer achieve-
ment and instructional effectiveness. Constructs and operationalizes evaluation
procedures which focus on a variety of“goals and objectives; reports learner
achievement through grades, consultations, checklists, and the 1ike; evaluates
instructional effectiveness by comparing learner achievement with that expected
after giveh instructional experiences. .

6. Integrates into instruction the cultural backgrounds of students. Incorporates
materials, examples, jllustrations, verbal and nonverbal communication patterns,
motivators and reinforcers from learner's background--race, language, sex roles,

/' socioeconomic level, pationa]ity, etc.--sG that learner is able to identify with

““content, processes, and intended outcomes of insiruction. ! .

7. Demonstrates a repertoire of instructional models and teaching skills
appropriate to specified ohjectives and to particular learners. Describes and
demonstrates a varieéy of instructional models. Uses appropriate models of instruc-

tion based upon the subject, objectives, and needs of lTearners. )
“8. Promotes effective patterng of elassroom communication. .,Recognizes the
+ value of effective communication; accepts and supports ideas of others; strives
for more productive communications; and encourages interaction among all members

N§7¥ the group.
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9. Uses resources appropriate to instructional objectives. Operates audio-
visual equipment, makes instructioha] materials appropriate to objects, and
identifies sources of instructional materials. Indiyidualizes resources in class
room and uses community facilities for instructional purposes. )

. 10. Monitors processes and outcomes during instruction.and modifies instruc
tion on basis of feedback. Demonstrates sensitivity to classroom indicators whj
{;aﬂlows for making on-line decisions regarding success of instructional process
and learner achievement. '

11. Demonstrates an ddequate knowledge of the subject matter which she/he 3
preparing to teach. Demonstrates a broad background as a liberally educated
person, and an in-depth knowledge of the fields of study in teaching major. Des
cribes content, placement, and sequence of subject matter being taught to learners.

) 12. Uses organizatignal and management skills to facilitate and maintain social,
emotional, physical, intellectual growth of learmers. Establishes a management
system that facilitates individual achievement and personal growth; organizes and
facilitates productive group interaction; and establishes positive socioemotional
relationships with learners. Creates and maintains a supportive physical and
socioemotional climate which promotes productive group interaction and provides for
individual needs of learners.

13. Identifies and reacts with sensitivity to the needs and feelings of self
and others. Demonstrates a concern for the needs of learners; recognizes that as
a member of a learning group,‘the teacher has needs whicl must be met in a teaching-
learning situation; and feacts to meet the needs of others; bases decisions upon
best available data.

15. Works effectively as a member of a professional team. Works with other
professionals, paraprofessionals, and laypersons in order to achieve commonly
shared goals; displays behaviors consistent with the goals and ethics of the
teaching profession. '

16. Analyzes professional effectiveness and continually strives to increase
effectiveness. Uses a variety of observational and analytic procedures to study
teaching effectiveness; examines the consequences of teaching by focusing on
learner objectives and instructional outcomes. :

As the reader glances through the competencies described above the question
must come to mind: "Isn't this what all teacher education efforts are designed
to focus on? Don't all effective teachers perform these global goals?" The answer,
of course, is yes and effective teachers demonstrate these competencies in their
‘. own unique ways. ’ '
. CBTE proponents, however, hold prospective teachers accountable for demon-
strating minimal competence prior to certification. To more fully explore this
., area, the reader must explore the decision-making process in CBTE. 1n most
" experience-based teacher education efforts, the assumption is that the more
experiences and more varied ‘experiences a prospective teacher has, the better
prepared he will be teaching. The key instructor decision is: what things can I
have the $tudent do in this course? In competency-based efforts the decision is
a different one. The decision becomes: what competencies do I expect of the
teacner? Toward this end, CBTE proponents note an important principle--prospective
teachers are held accountable.for the demonstration of competencies, not for N
the acquisition of competencies. In other words, the student is expected to
demonstrate competence; and how he achieves this competence is up to him. The
instructor's role is facilitation--helping students identify means to achieve or

increase competencjes.é&j .




2. Bruce R. Joyce, Jonas F. Soltis, Marsha Weil, Performance-
-Based Teacher Education Design Alternatives: The Concept of
_Unity (Washington, D.C.: American Association of Colleges for

Teacﬁer Education, 1974). Extract: pp.5-9.

{(This papeg‘primarily deals with the model of the teacher for use in PBTE.
Alternative strategies for the model are presented. The teacher is seen as

.the "organic unity" of education. The opening pages, which discuss five
stxategies for creating E@e model of the teacher, are reproduced below. The
remainder of the paper predents analyses of .each of the five strategies. Footnote
enumgration is as it appeazed in the original edition.)

. Creating a Model of the Teacher

The remainder of this paper will deal with what we cohsider to be the sub-
stantive heart of teachgr education: creating the model of the teacher and
selecting training strategies. Assessment and management will be dealt with
only indirectly. Throughout the discussion we will be concerned with the central
quality of unity, both in the model of the teacher and in the processes which
will be used to prepare him. '

In a performance-based program detailed gofis are specified and agreed upon
prior to instruction. The student must either be able to demonstrate his
ability to promote desirable learning or exhibit behaviors known to promote it.
There is general agreement that a teacher education program is performance-based
if: “Competencies (knowledge, skills, behaviors) to be demonstrated by the student
are derived from explicit conceptions of teacher roles, stated so as to make pos-
sible assessment of a student's behavior in relation to specific competencies,
and made public in advance."13* ' ' .

Beyond this agreement, two really critical questions emerge: How do we go
about identifying and explicating the teacher roles and how do we use the resultant
models of the teacher as program goals? Although it is possible to create
a good model and.still fail to put together a good program, the model of the teacher
is nonetheless extremely important for philosophical and technical reasons.
Philosophically it determines the direction of the program -- the kinds of school-
ing that the teacher will be prepared to carry out. There is no more powerful
way to make” a statement about education than to prepare a teacher, nor is there
a better way to live a philosophy. .

In addition, philosophically, the model of the teacher expresses a view of
a human being and of teaching as a human process. Accordingly, the selection of
the model reflects an important humanistic decision by its actual choice of a
preferred mode of education and by the fact that the training process inevitably
affects the humanity of both trainer and trainee. If a humane teacher is to
emerge from a training program, then the conception of the teacher must be humanly
as-well as technically and substantively effective. If the teacher is expected
to Tove his students and to cherish his opportunity to be with them, then the ,
model of his performance should express love and devotion. By contrast, if he is
manipulated by his training he may become a manipulator. The model tells him
what we believe about the human condition. The model of the teacher is technically
important because it must yield coherent and trainable competencies which add up
%0 an integrated, effective teacher of students. If the model is vague, chaotic,

-

) ¢
¥/ Notes from this extract appear on p.38 of the Source Book.
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<or artificially contrived through forced reJationships among incompatible compe-
tencies, the program -- and its results --

i11 be diffuse and contradictory.
Research must have a central role in ¢reating the model of the teacher. We
should realize the present bounds of our okn ignorance. A simple, reliable, all-
purpose model of the teacher cannot yet bé created. OQur past years of ‘search for
a few criteria which define general efifectiveness have yielded 1ittle solid know-
ledge. Ipstead, we are beginning to have some reasonable, but untested models )
teacher accompanied by a little knowledge about a few skills whjch enable

“teachers to do some specific things effectively. The ability is there to generate
strong general models which can guide program development, but which are tentative

in the sense that they need continuous testing and revision. Commitment to a model
of the teacher thus involves a decision to carry out research. The testing of

~ the model -- essentially a search for knowledge about teaching and teacher training

-~ should be embedded in the program development and implementation process,
resulting in specific, tested principles, to guide teaching and training.
For many years research on teaching was guided by the hope that there would

be some kind of general magical variable that would account for teaching effective-

ness. Gage has pungently commented:

The so-called criterion proplem misled a whole generation of researchers
on teaching and burrowed them in endless and fruitless controversy and
drew them into helplessly ambitious attempts to predict teacher effec-
tiveness over'vast arrays and spans of outcomes, teachers' behaviors,
time intervals, and pupil characteristics all on the basis of predicted
variables that had only the most tenuous theoretical justification in
the first place. .
...If the global criterion approach has proved to be sterile what was
the alternative? The answer was to take the same path that more mature
sciences had already followed: 1if variables at pne level of phenomena
do not exhibit lawfulness, break them down. Chemistry, physics, and
biology had in a sense made progress through making finer and finer
analyses of the phenomena and events they dealt with. Perhaps research
on teaching would reach firm ground if it followed the same route.
« The prospect dismays some who feel we should already know what good teaching
is and excites others who see an opportunity to search for knowledge about effec-

. tive teaching.

Gage suggests that teaching be studied: "... in delimited, well-defined
components that can be taught, practiced, evaluated, predicted, controlled and
understood in a way that is proved to be altogether impossible for teaching viewed
in the.larger chunks which occur over the period.of an hour, a day, a week, or a

_year."15

We should be realistic about what is possible. The.research which Gage has
suggested will. yield results only gradually. Present knowledge does not raise
us above-the level of a complex hypothesis. Nor can we know beforehand that the
model will work; it cannot be tested until much of the program has been developed
and implemented. What reliable knowledge we have resides in fairty small unjts---
i.e., models of teaching which can serve specific purposes. OQur{model of the
teacher has to be extrapolated from studying these small units, combined with
judgments about other characteristics essential to defining teaching tasks. Then
the program elements have to be created and teachers trained with them before
testing, can begin. : ' -
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Identifying the Teather Model: Five Strategies
) . i

We have five major options for creating the model of the teacher. They
. are: a model of the school, a gene#a] model, a particular educational approach,
a practitioner model, and a traditional teacher education model,

Each strategy has distinct strengths and weaknesses. The model of the .
school involves some description of its teachers' actiVities and assignments of
the major learning strategies they will use, and of the kinds of relationships
they will have with pupils and with each other. These descriptions of teaching,
in turn, form the models of the teacher. The resultant conception of the teacher
is compatible with the edugition to be used in the school. Furthermore, by
linking teacher training to specific teaching tasks in a specified educational
environment, real-world relevance is possible. Nor need there be a single model;
if the model of the school uses a differentiated-staffing plan, several models
of the teacher can be developed and integrated. But tying teacher training to a
particular model of the school or to a real school is not without problems. A
teacher who was prepared to work in one kind of school might need- additional
training before he could operate in another one. This problem would diminish
if every school contained a Teacher Center in which the competencies appropriate
for that schog] could be learned. The teacher could then be "retrained" whenever
he moved into'a new school setting. If teacher training were a lifelong .process,
individual schools could create their own organizational patterns and models of
education, confident that thesé procedures would prepare teachers to work effec-
tively in their pattern. )

A second strategy -- creating a general model of the teacher -- would iden-
tify the most kommon roles that a teacher might play in a variety of classrooms.
This process requires a general model of the classroom and a consiste general
model of the tgacher for the typical classroom. The resulting concepa’;n would
be broken down into sets of specific competencies. The teacher thus fdentified

would be expected to fulfill those major educational roles required .of a generalist.

The approach has its own kind of real-world relevance. Most teachers today
arey “in fact, generalists. Even those who have a subject specialty are expected
to play many roles and use a great many educational models in their teaching. A
dishAdvantage becomes apparent, however, in the extreme complexity of any such
role when it undergoes a systems analysis. The Bureau of Research teacher training
program models -- assuming the teacher as generalist -- noted competencies of
almost 3,000. Such extremely complicated role-description is difficult enough
to think about or to train; it is even harder to assess. ,

A third strategy -- the particular educational approach -- develops a specific
curriculum plan and educationg] materials, and derives the specifications of the
teacher from the roles necessary to make that plan work. Examples of this strategy
already exist. Individually Prescribed Instruction (IPI), for example, is a
systems description of the teacher's roles, and teacher training materials for

implementing the IPI plan. In %99 early "childhood domain the{s are four approaches:

Englemann-Becker, 16 Montessori,1/ Bushell,18 and Bank Street.
materials, teaching role descriptions, and training systems.
The particular approach to the definition of the model of the teacher also
has obvious real-world advantage: The teacher who is trained in this way can
presumably implement that educational model effectively. It has the same
Tiability of the model of the school approach: When a teacher moved into a scnoo!
which embraced a different educational approach, he would probably need further
training. Eventually we may come to know more about transfer of skills from. one

Each includes
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approach to the other. Maybe, for example, a teacher who masters the Engélmann-
Becker approach can transfer immediately to the Montessori model and.vice, versa.
But, for the present, a.conservative interpretation that fresh competence will
be needed is the soundest Quideline. T

}f one select$ a preferred philosophy or educational theory, Creates his
mode] of the teacher from it, and then trains the ‘teacher by it, he obtains great ..
unity by the particular model approach. But he also puts all his eggs into one ~
basket. _An entire training program can emphasize, for instance, personalistic
theory,20 group dynamics,2! cognitive theory,22 or behavior modificationé3 and.
teach the teacher to use that theory to solve his problems. ]

A fourth.strategy -- the practitioner mode -- can specify the teacher through
one of two approaches. First, superijor teachers can be identified by peers,
students, supervisors, or a coibination of these. By studying their behavior
objectively, we can identify their ‘specific strategies of teaching. These
strategies, in turn,_ become specifications for a model of a teacher. Essentially,

a model of a teacher is identified from model ‘teachers. T

A second approach involves asking practitioners which competencies they
believe are important. After organizing these competencies, we develop criteria
for selecting key ones which then become the specifications of a model of a
teacher. Developing the model of the teacher from real working teachers has
the advantage df real-world relevante. In operation, though, it has two disad-
vantages. Eirsl, teachers may not agree on what competencies are important. What
works for one may not work for anofher. Second, personal competencies may ‘well
_ be expressions of personality. Good, teachers might jturn out to be highly idio-
syncratic artists whose qua]itieg‘are not amendable to training on any basis.

It is extremely jmportant that the model of the teacher which is selected be a
trainable model. The behavior of the expert practitioner might be an expression of
style rather than strategy, reguiring certain kinds of personalities rather than
certain kinds of competenciesg/ But, if the practitioner does turn out to be the

.

P

best informant, these difficu}ties may not be hard to solve.

A fifth strategy -- explicating the compopents of traditional teacher
education priograms -- is. the most common way of identifying the competencies of
the teacher. It is relatively clear-cut: the components of an existent teacher-
education program are translated into competency terms. For example, the tradi-
tional teacher education program includes methods courseé, education psychology,
the social foundations of education, and .&n apprenticeship to an experienced
teacher. ‘A course in mathematics education, for example, would be broken down
into %pecific competencies. gt ,

[his strategy for applying ﬁﬁe competency orientatjon is easily implemented
with new program components simply replacing old ones. But the approach presents
problems. For one thing, traditional teacher education programs were notf con-
structed from a competency orientation. Their components may not b@\amendable
to specification in terms of sets of interacting, mutua}ly-reinforcfing compe-
tencies. - ’

But this fifth strategy has a second problem. It fests on-the assumption
that the caurse components of the teacher educatign programs have in thé past
been relevant to the needs.of the teachers -- an assumpfion that many teachers
would challenge. Actually, the problems of integration|and unity as well as
adequacy of the,components present major, drawbacks to apy Titeral translation of
traditional education into competency-based terms. Cerfainly, building compe-
tencies from traditional teacher education programs is [the most widely used and.
most conservative approach. It is also the approach most tied to past conceptions.
Some of the other strategies are more promising in preparing people to generate
new forms of education. As we examine the alterpatives more closely in the next
pages, we will see, though, that they present their own problems in achieving a
program of unity and power. o
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What are "Gompetencies"? v

1:”/ Perhaps there are.as many conceptions of what teaching competencies are as
there are people who have attempted to define the term. Definitions of teaching
competencies have ranged from highly specific behavioral objectives delineating all

S the kgowledges, skills, and attitudes deemed necessary for effective teaching--to
- - more generally stated goals reflecting various functions that teachers should be
able to perform. Examplés of specific behavioral objectives includet *

. Given standardized reading testing materials, a fest manual,
and-a class of 4th grade children, the teacher will administer
ee and accurately score the test for the class. o
. Given a slide prbjector (model number and manufacturer
specified) and set of 35,slides in order, the teacher will
correctly place the slides in the.projector tray in 1'minute
or less.: ‘ ,
. Given one column listing 6 major learning theorists and one
coTumn Tisting 10 important characteristics of their learning
r theories, the student will correctly match at least 9 of the
characteristics to the theorist. .

°
o

Examples of general specifications are: o X R

- ] . The teacher can use a variety of formal and informal methods S

of evaluating pupils' basic skill development.
.-The teacher can effectively use audio-visual aids; to enhance
L instruction. ) P
. There are two dimensions to mgst definitions of what teaching competencies 6
are. The content that is to be in®luded is one dimension; the specificity
,With which it is stated is another, andﬂgg§h have generated a good bit of
discussion. , ¢ L

Content focus - What should be included? :

Initially, the content is critical. That dimension could include knowledge,
attitude, or skill outcomes or any combination of them. Some C/PBTE designers
. have .used ‘all three: they identify knowledges, skills and attitudes for program
.. . objectives and call the? competencies. _Others have focused only on skills or
. t%skg or functions* that teachérs are called on to display or perform. In this

*s._. *The reader is warned that the terminology - jgb functfions, duties, tasks,
responsibilities, etc. - is unexpectedly complicated and Toaded with semantic
trapsﬂwg;ch make exact word usage difficult, For example,’a numbér of attempts/
within the context of personnel selection and training to arranige and define rqles,

. functions, duties, tasks in some kind of logical hierarchy have béen exercises/in
futility. This, perhaps, is one of the more serjous barriers to the developmént of
. a teaching skill taxonomy. The pertinent point for program, dévelopers is that undue
,, toncern for definition of these terms is probably not a potentia]lﬂ rewarding activity.

‘ .
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- paper the word competencies will not imply knowledge or attitude.,objectives.
There are a number of reasons why it makes more sense to concentrate program
,efforts, including competency defihitions'o? a functions-of-teaching base. By (
“this definition, the previously given example about learning theorists 4s not a. ,
competency. . '

‘.
$

To say that competencies address teaching skills or functions does not mean
that knowledge and attitude outcomes are excluded from the goal structure of a
C/PBTE program. "In aorder to perform most teaching functions adequately, it is.
‘assumed that some cognitive background is necessary, and few teaching tasks can

be accomplished successfully in the absence of appropriate attitudes. It is not
inconceivable that the knowledge components of a skill derived program could
constitute a major portion of._ a curriculum. Good teachers are knowledgeable about
both their content fields and pedagogy--but the utilization of knowledge in perform-
ing the tasks of teaching is the essence of professionalism. If programs are not
initially planned to develop‘within their students the capacity to apply the’ power-
ful concepts, principles and ideas avaitable to them, experience has shown that it
is unlikely that teachers would routinely develop those applications on their own.*

A somewhat similar case can be made about the argument that attitudes should
be included as program competencies. Those institutions that choose to be explicit
about attitude development as program goals with the expectation of measuring
those competencies along the familiar lines of psychological attitude measurement
principles (i.e., paper and pencil ‘instruments) are Tikely to have difficulties
in a number of areas. Attitude measurement alone is tricky to say nothing of the
enormous task of changing attitudes. Continhued efforts. to define, measure and
research attitudes in this manner are not likely to be very fruitful efforts for
teacher educatg&;. Perhaps the. problem is that many have forgotten their .lessons

_from psyghology about what attitudes are and why paper and pencil attitude '
measures were developed in the first place. An attitude is a predisposition: to.
behave in a certain manner ahd attempts to measure those predispositions were
developed primarily becausé ‘of. the difficulties inherent in sampling and assessing .
actual behaviors. For exampie, parental attitude measures were developed by child
psychologists because of the obvious technical and practical difficulties of
observing parents' behaviors’ in their routine interactions with offspring. What
parents 'do and say and show by their actions iis what effects children ahd is of
prime importance just as in teaching it is what a prejudiced ‘person does, and
says, or displays in interactions with children that causes harm. The point is
not that attitudes - and the affective domain generally = ought to be ignored. On
the contrary, since what teachers do and say tp display affect as they perform
the functions of| teaching is what has effects pn children, theh it is within the
functions of teaching that ‘the domain should be’included. '

Statements of teaching competencids de inpd in terms of functions, skills,
and tasks of teaching has several other high ' practical advantages. It seems
reasonable to expect that a prafessiodal progkam built upon explicit job-related
skills would provide an easier transition, fr preservice preparation to inservice
_effect, it would be less of a tran-
sition than a progression along a continuum of skill development,. Skill or function
focused programs have the advantage of enabling students to more Eccurate]y perceive

~*/ B, Othanel Smith made this‘point in Jeachers for the.Real World and also .
noted the dearth of instructional materials for aiding prospective};eachers in the
acquisition and application of pedagogical knowledge. Subsequently, the federally
funded protocol and training materials,projects have attempted f?/fulfill this need.
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« the part each aspect of their program including knowledge and attitude dé&e]oﬁi
éa . .ment plays in their personal goals of preparation to teach. J
3 o X
/ ,

Specificity focus - How should it be stated? ) [ .-

The second major dimension of what.a teaching competency is involves the
. level of specificity with which various functions, tasks, and skills are defined.
In the two examples previously given about the ability to use audiovisual aids,
ﬁ | both contain reference to a task of teaching. One, however, is a highly specific
_statement - in fact, a behavioral objective - while the other illustrates a more
genera] level of description - and still more general statements have been engen-
ered. ’ . ) ‘

’

\

©

This speciﬁicity-genera]ity‘quest on is surrounded by a great deal of coﬁfusion.
Much of that confusion is, no doubt, attributable to language complexities. As
Norman .Dod1 so &ptly said, "the termigglogy is purely arbitrary."* -

However, it.may be useful to return to the American Association of Colleges
for Teacher Education PBTE Committee's lessential characteristics of performance-
based programs** to see how they have been interpreted in regard to the question
of definitional specificity. :

!

/

.. ‘ .
The first essential characterisitic is: .
"The instructional program is designed to bring about earner achievement of
"specified competencies (or performance goals) which have been .

4

’

. defined from systematic analysis of the performance desired L
as end product (usually that of recognized practitijoners) an o
."stated in advance of instruction in terms which make it posﬁ ble )
to determine the extent to which competency has been attained."

This characteristic seems to be primarily an identification and description concern.
The second-characteristic implies more quantification: . '

"Evidence of the learner's achievement is obtain4d through i
assessment of learner performance, applying criteria stated
., in advance in terms of expected levels of accompiighment."

Interpretation of those characteristics have variegyfrom institution to
institution. Some have interpreted those statements to mean that competencies
are the same as behavioral objectives and proceed to generate, literally, hundreds
of them. Others have interpreted them to mean that in the, Tong run, competencies
need to be operationally defined, and the more specific objectives as well as
measures of them related to a limited set of generally stated competencies need
to be made public. . '

*/ Norman R. Dodl, "Selecting Competency Outcomes for Teacher Educatidn,"
. T Journal of Teacher Education Vol. XXIV, Fall 1973, pp. 194-199. ° -

**/ AACTExCommittee on Performance-Based Teacher‘Education, Achieving the Potential
of Performance-Based Teacher Education: Recommendations (Washington, D.C.:
AACTE PBTE Series: .o. 16, 1974). //' .
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- to be weighed in"using some course conversion methods of identifying competencies.

. performance-based according to both characteristics. That is, if it is to be
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" In fact, either approach may be legitimate as a starting point for com-
petency identification and both are beset by problems. If behavioral objectives
are chosen as the level of operatjondlism.to be addressed in deciding what
competencies sh%11 be included in a program, measurement problems may be
alleviated but there is great danger that over concentration of the goals will
result in program fragmentation. Program-.developers who start with behavioral
objectives will ultimately have to r@late each of those objectives to the
"performance desired as an end product.” It is somewhat akin to attempting to
validate theoretical constructs when operational definitions are available but
where the corresponding constructs and their interrelationships have not been
elaborated. It is highly likely that starting-at that operational level will
result in an inability to arrive at a unified conception of teaching. There is
also the very real possibility of ignoring outcomes that do not readily lend ”
themselves to the behavioral objective format. These are important considerations

If the decision s made to address a more limited set of generally stated
function-focused goals, the problem is that the "list of competencies” cannot
stand on its own. Each goal statement (competency) requires further elaboration
for precise meaning. Competencies identified in general functional terms can
acquire more precis& meaning through further specification of theoretical under-
pinnings and the indtructional program, but principally through the measures used
to assess the competencies. Many institutions that_have chosen this route have
found that a major ‘wifficulty is in operationalizing their competencies through
the development of dompetency measures and thus, seem to be temporarily. stuck at
operationa]izlng a conception of teaching through instruction.

Ultimately, the whole continuum of definitional levels has to be addressed,
no matter what the starting point, if the instructional program is to be, in fact,

grounded ‘in some conception of end product teaching performance that is assessable.
It is more likely that starting at a more théoretical level and proceeding to
operational will insure a program that is conceptually unified and makes, use of a
set of competency measures that possess, at least, internal or content validity.
That is, the measures may reliably reflect the conception of--or approaches to--
teaching that are the program's goals. In reality, as various institutions
address the question of what competencies should be included in programs most

. efforts weave in and qut of several levels. It is as impossible to define all

competencies with the same degree of specificity as it is to describe all constructs

‘of social science theory with the same precision. Thus, none of the examples

given earlier are "complete" competency statements. With that caution in mind
it is-safe to say that methods for deciding what competencies should be included
in a C/PBTE program differ in the theoretical-operational level at which they
initially address competency selection. : ’

) ! ’ .
Ways of Deciding What Competencies Should be \

Included in a C/PBTE Program - R

Procedures for deciding what competencies should be included in a.program "
can be grouped 1in, three categories roughly corresponding to the relative degree
of operationalism at which they address competency selectjon. From least to
most -operational they are: theoretical, task analyticatl, and}%n rse conversion
approaches. Probably no finished program is fully theoretlicatly derived or totally
based on task analysis or fully course-converted. Most pré ably. contain. elementse:
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derived from all three kinds of approaches. The classification is useful both as

a basis for analyzing what is occurring and for program designers to develop methods
by which they can proceed to identify program goals. In the following three
sections, these methods will be briefly described and program.designgrs who would
opt for, one or another approach are referred to further sources of ass1stance

" (The following abstract summarizes the remdinder;of the paper.)

s . Y

Strengths and weaknesses of theoret1ca1 approaches task analysis
procedures, and course conversion methods all suggest the" nee@ for,: o
further work on methodology and indicate that while there are num rous
routes to competency identification, no single route would be bes
under all circumstances. Theoretical approaches are most likely to
result jn conceptually unified programs -~ but can only be useful
to the extent that the under1y1ng theories- have good explanatory

power in the real world. Task analysis procedures for competency
identification run the risk of being too firmly tied to what actually
goes on in the real world to result in the generat1on of new knowledge
about teaching and learning. Course conversion methods of identifying
teaching competenc1es while probably the most expedient approach, can
easily result in program fragmentation and, unless combined with a
more theoretical orientat1$n are not 11ke1y to produce fruitful
hypotheses for continuing research. An eclectic approach combining.

. the best features of all the methods may be the most useful for
accomplishing the task, although the question of which is thetbest or
most useful can only be answered through a continuing process of program
evaluation and competency va11dat10n research./ , 7
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4. Richard W. Burns, "The Central Notion: Explicit Objectives,"
Competency-Based Teacher Education: Progress, Problems, and

Prospects,” ed. W. Robert Houston and Robert B. Howsam (Chicago:
Science Research Associates, 1972). pp.17-33.

| +”ABSTRACT | ’ -
;

This chapter assesses the role and function of objectives in competency-
w based teacher education. It is divided into four sections. The first section,-
dealing with issues that surroupd]the concept of objectives in teacher education,
~ discusses objectives' desirabifi &y, practicability, source, nature, standardi-
zation, and teacher accountab11 ty. Section two, on problems that existin the

B development and use of' obJectl % discusses the scope of objectives, the writing

of objecbives, criteria for/ grading, constraints, and affective objectives. In? ¢
the third section, on progress and prospects, the following assessment is made
based on programs completed or underway: a) it is clear that objectives can be
. specified for teacher educat1on b). it is less obvious at this time whether such
* objectives are good, cbmplete’, or functional. In the final summary section, it
is concluded that while competency- -based teacher education is at g_gsent too young
to be judged a successs it certainly cannot be judged a fa11uﬁe
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5. J. Bruce Burke, "Curriculum/Design ' Competency-Based

Teacher Education: Progress, Prgblems, ahd Prospects,” ed. W. Robert/(?i‘
Houston and Robert B. Howsam (Qhicago: Science Research Associates,
1972). pp.34-55.

L]

ABST Y T

This chapter reviews the broad spéctruh of questions raised about curri-
culum design as teacher educatjon advances toward’ accountability for teacher
interns. The chapter is-divided into four sections.. The first seetion describes
the conceptual framework for the design of competency-based curricula and compares
its underlying assumptions with those of traditional programs. The section focuses
on competency-based teacher education's emphasis on explicit learning goals,
“individualization, modeling, systemic approach, and autonoy. The second section
considers issues raised in the design of competency-based curriculum: the question®
of morality ("Is competéncy-based education but another application of machine
efficiency/to our Tives?"); role versatility; and capacity to cope. The thirds
section discusses practical problems of implementing such a curriculum, such a%
changing institutional procedures, selecting competencies, faculty orientation and
retraining, isolating students, new relationships with teacher organizations and
public schools, fipancial support for software development, and the eed for a
national network. tIn the,final secdtion on progress to date, it is stated that
no single iinstitution has (at this writing) put all operation pieces into a working
model but that the movément is bécomifig' national.//
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B. EVALUATION AND ASSESSMENT IN PERFORMAWCE -BASED TEACHER EDUCATION . -

1. John D. McNeil and W. James Popham, "The Assessment of

Teacher Competency," Second Handbook of Research on Teaching,

ed. Robert.M. W. Travers (Chicago: .Rand McNally, 1975), pp.218-244,
Extract: pp.237-240 '

1

.

{The paper from which the following extract is taken is an extensive examination
of the various views that exist about what teacher effectiveness is and how it .
can be evaluated. The extract is the section of the paper on teacher competency
~criteria.)

. Desirable Attributes Of
: Teacher Competency Criteria

In surveying the numerous measuring approaches which have been employed to
identify the effective teacher it becomes apparent that for give rposes some
criteria are better than others. Perhaps the best way to promote a better fit

.between one's purpose and the selection of a criterion measure will be to isolate
a reasonable number of attributes on which the available %;;ESP*OH measures
differ, then rate the measures according to these attribu One should be able
to make a more defensible selection among competing criterion measures by deciding
which of the several attributes are important to his particular operational de-
cision or research investigation, then contrasting alternative measures according
to whether they possess these attributes.

.

General Attributes .

Ideally, of course, all measuring devices would possess certain positive
attributes such as yeliability; . We would always want to devise classroom obser-
vation schedules, for example, ‘Wh1ch were quite reliable. 0bv1ous]y, in selecting
among alternative measures one should be attentive to whéether the approach yields
a relatively consistent estimate of teaching competence.

There are other general attributes which can or cannot be built into measuring
devices. General attributes may be present or absent in particular members of a
c¢lass of criterion measures, such as administration rating scales, but not in all
members of that class. Such an attribute would be whether the measure possessed
an essentlally neutral orientation, that is, could be prof1tab]y uséd by educators
with a variety of instructional viewpoints. Certain measuring instruments, e.g., .
observation schedules and rating scales, are so wedded to a particular view of

- instruction that anyone with a contrary view would find it difficult if not impos-
sible to use the ipStrument. For instance, one might conceive of a classroom
observation form designated so that the observer was to attend only to phenomena

+ of interest to an, advocate gf operant conditioning methods. Such a form would,
not possess a dbu{ra} orieftation and, therefore, would be less serviceable to “a
large number of those who must attend to many other factors. Not that highly
partrgam measures have no value, espec1a]]y for dertain research purposes, but
generally criterion measures that are more neutrally oriented are to be preferred.

‘ .
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Another general feature which should be sought whenever possible in teacher
competence measures is that it yields information about the types of instructional
situations in which a given teacher functions best. This attribute can be described
as an assignment indicator and, if present, would obviously be helpful for researcher
and decision-maker alike. One could conceive of performance tests which might be
designed so that we could discover what types of ipstructional objectives a teacher
can best achieve for particular kinds of learners. Criterion measures which would
permit this identification of the optimal role for a given teacher would be most
helpful indeed.

There are other attributes of useful criterion measures which are a function of
particular measures rather than a given class of measures, for example, initial cost,
reusability, etc. But if a measure possesses reliability, a neutral orientation,
and an assignment indicator, it has a running start toward being a useful measure
for a variety of situations. .o ‘

"~ Six_Attributes for Discriminating S §
4

Among Criterion Measures :
- .

We can turn now to several attributes which are often aresent or absent in
an entire class of criterion measures, for example, in (almdst all) contract plan
measures. These attributles are not always needed by all whq are seeking a criterion
measure, but for given situations one or more of these attriputes will usually be
requisite. Without implying any hierarchy of import, we shall briefly examine

six such attrijbutes, thus attempting to rate classes of criterion measures according
tq their poss¢ssion of each attribute.

1. Diffefpentiates among teachers. For certain situations it is imperative to
discriminate/among teachers. Who is best? Who is worst? Is teacher X better than
teacher Z? /Under what conditions will teacher A perform best? What are the separate
effects of/teacher A? To answer such questions a criterion measure must be suffi-
ciently sfnsitive. to differentiate among teachers. There are decisions where we do
n enough knowledge merely by knowing that a teacher has met a minimal level
of proficiency. Both administrators and researchers, for instance, often encounter
situations where they need a measure sensitive enough to assess variance’in .

achers' skills. ' )
Q. hssesses learner growth. The thrust of frequent discussions in this
chaptel" has been to emphasize the necessity to produce criterion measures which
can belused to assess the results of instructional- process, not merely the process
itself} 1In certain Jimited instances we may not be interested in the outcomes of
instryCtion as reflected by modifications in the learner, but<these would be few
in nupber. Certtrin classes of criterion measures are notorigysly deficient with’
respgct to this attribute. ) -
/3. Yields data wicontaminated by required inferences. An attribute of consid- -
erable importance is whether a measure permits the acquisition of data with a mini-
mum of required extrapolation on the part of the user. If all observations are
made in such a way that beyopd human frailty they have not been forced through a .
distorti inferential sieve, -then the measure is better. A classroom observation
system which asked the user to record tHe raw frequency of teacher questions would
possess the attribute more so than a system which asked the user to judge the
swarmth of teacher questions. ¢
4. Adapts’'to teachers' goal preferences. A desirable feature of teacher com-
", petence measures for certain selections is that they can be adjusted to the differing
estimates of teachers regarding what should be taught in the schools, indeed,




what schools are for in the first place. In our soc1ety there are divergent view-
points regarding the role of .the schools, and in given subject fields even more
disagreement about the best goals for that subject. A measure of teaching skill
will be more useful for given situations 1f it can .adapt to such d1ss1m1]ar1t1es .
...... in.goal preferences. :

5. Presente equivalent stimulus 3ttuatzons For some purposes we wou]d like
to. have criterion measures which could produce results not easily discounted be-,
cause certain teachers were at a disadvantage due to deficiencies in the situ-
ations in which they were operating. If we use gross achievement scores of
learners as an index of one's teaching skill, then.it is not surprising that a

. ghetto school teacher would be perceived as being in a less advantageous position
than a teacher from a wealthy surburban community. There are times when we might
like to use a measure which would permit the measurement of teaching proficiency
when the stimulus situations were identical or at least comparable.

6. Contains heuristic data categories. In a sense this f¥nal attribute is

. . the reverse of attribute number three above which focused on the collection of
data uncontaminated by required inferences. At times we want datajth t s1mp]y
state what was seen and heard in the classroom. At other.times it wouldbewuseful
to, gather information -- interpretations -- which i1luminate the nature of the
instructional tactics. For the unsophisticated individual, in particular,
measures which would at least in part organize his perceptions regarding strengths
and weaknesses in teaching would in certain situations be most useful. Theoretical. .
concepts which syggest linkages between events are cases in point. The teacher or
superv1sor-who learns to both recognize 1nstqa;e of the psychological principal of
reinforcement (a class of events which modify fesponses) and to apply this princi-
ple in classroom situations should be able to generate more alternative teaching

strategies than before. _

Ve

. _ TABLE'1

CLASSES OF TEACHING COMPETENCE CRITERION MEASURES .
WITH RESPECT TO SiX DESIRABLE ATTRIBUTES OF SUCH MEASURES . '
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8. Contains Heuristic:Data Categories +
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Now these six attributes should be considered by those requiring teacher com-
petence measures to see which attributes are particularly important for the situ-
ation at hand. Thus an inspection of Table 1 may be useful when we have arranged
the classes of certain measures previously considered along with the six attributes .
just examined. In the table a minus indicates a deficiency with respect to the
attribute, a plus indicates the attribute is well satisfied by that class of
criterion measure. Absence of a plus or minus reflects no predominant presence
or absence of the attribute in the class of criterion measures. The following
instances are offered as illustrations of how the table might be used. Principal X
wants to know which of several teachers can best teach the children in his school
to pronounce given vowel sounds in unfamiliar words. He therefore will.select a
performance test that-measures the ability to teach this reading skill, for -
differentiation sensitivity is necessary to answer the question. Supervisor Y ~
wants to know how successful a teacher is in achieving a certain.instructional
objective of great importance to that particular teacher, and how to help the
teacher in the event the objective is not attained. The supervisor ¢ould use both
a contract plan which allows for selection of an individual goal and a systematic
observation which promises to provide a more meaningful record of teacher-pupil

interaction nattorne [ /
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2. Richard L. Turner, "Ration&?é\ior Competency-Based Teacher
Education and Certification," The Power of Competency-Based
Teacher Education: A Report, ed. Benjamin Rosner {Boston:
Allyn & Bacon, 1972). pp.3-23. Extract: pp.3-8.

4

(This extract from a larger document is an answefto the gquestion, "What criteria
can be used to assess the effectiveness of teacher education programs?")

LEVELS OF CRITERIA

-The levels of criteria presented here are intended to make clear the,points
at which feedback to teacher education programs could be generated and the points
at which performance-based certification could occur. These levels are dpplicable
to all teacher education programs which are performance and data based, such as
the Elementary Models, as well as those which are oriented toward pupil outcomes.

Criterion Level 1

At the highest level, the criterion against which teachers (or teaching)
might be appraiséd consists of two parts. The first part is observation of the
acts or behaviors in which the teacher engages in the classroom. The observations
must be conducted with a set of instruments which permit classification of teacher °
behaviors in both the cognitive and affective domains. The second part is syste-
matic analysis of the level of outcomes achieved by the teacher with the pupils
he teaches. Outcomes in both the cognitive and affective domains must be included.
Because of variation in the entry behaviors of students and variations in teaching
contexts, the residual outcomes in pupil behavior (the terminal behaviors corrected -
for entry behaviors and moderating variab]es)'should be used as the criterion
measures. To be placed at Criterion Level 1, the above two-part appraisal of
teacher performance must be conducted over a relatively long period of time,

@
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probably at least two years (on a time sampling basis), with both the observational

and residual pupil behayior components assessed during each of the years. The

reason for the two-year period is that both teacher and pupil behavior are open

to some random fluctuation and care. must be taken to obtain a sufficient sample

of behavior from both sources to assure fair conclusions. - o
There are two principal uses to be made of the data.obtained at Critefion

Level 1. First, if the data are obtained during the teacher's first three years of

teaching experience, they might be used to certify that the performance of the

teacher is at a level to warrant relatively permanent certification. How permanent

the certification might be depends on whether a cyclical pattern of certification

{e.g., recertification once every ten years) becomes a socially acceptable policy,

or whether 1life certification remains as the socially acceptable policy. Second,

if observational data on teachers as well as pupil performance data are included in

the criterion, the relationships between the observed behavior of teachers and

pupil performances can be utilized as general feedback to teacher education programs.

These relationships will indicate which types pf teacher behavior are most likely

to be influential in bringing about particular\changes in pupil behavior. Teacher

education programs would thus be abte to incredse the amount of confidence they
have in intermediate performance criteria which involve only the actions of the
teacher. . ,

Criterion Level 2

.

. This criterion level is.identical to.friterion Level 1 except that a shorter
performance period is involved. Some cufrent thinking about performance-based
certification, suchf as that in the Comfield Model,* appears to assume a teacher
performance period of one year or less, after which initial certification might
be awarded. Although a performance criterion involving the latter period of time

is at a high criterial level, it is sufficiently open to error attributable to o

fluctuations in teacher behavior, pupil behavior, and the teaching context that
it inspires considerably less confidence than does criterion performance based
on wider ‘sampling over a longer period of time.

‘Criterion Level 3, . . .

oA ' .

This criterion level differs from Criterion Levels 1 and 2 in that pupil
performance data are eliminated from the criterion. Judgments about competence
or proficiency are thus based on the observable behaviors of the teacher rather
_than on the pupil outcomes a$sociated with these behaviors. Nonetheless, this
criterion level is stil1 performance based in the sense that the teacher actually
does engage in teaching and is gauged on the quality of his professional actions.
How “"good" or valid this criterion level is depends almost wholly on whether
empirical relationships between teacher actipns and pupil performance have been
established through research or through data’ obtainedyby use of Criterion Levels
1, and 2.

The degree of confidence in Criterien Level 3 lies in the upper intermediate
range. This criterion seems to yield sufficient confidence to be useful in the

’,

*/ H.D. Schalock and R. Hale, Jr. (Eds.), A Competency Based, Field Centered
Systems Approach to Elementary Teacher Education, Vol. II. Final Report for
Project No. 89022, Bureau of Research, Office of Education, U.S. Department of

Health, Eggcaﬁion, and Welfare, 1968. . \\\//}
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provisional certification of teachers. It is also highly useful in teacher
education programs since one may observe teachers to determine explicitly whether
they evidence the behaviors which a particular teacher preparatory program claims
to be producing. 0bservat1on data at this criterion level*provide evidence about
the efficacy of the teacher education program.

Criterion Level 4 ’ . . ) -

This criterion level differs from Criterion Level 3 in that both the teaching
context and the range of teacher behavior observed are restricted. The context
might be a typical micro-teaching context involving a few pupils or even peers
acting as students. The teacher behavior observed would be restricted to a few
categories in the cognitive or in the affective domain.

This criterion lies in the intermediate range, but {t inspires very modest
confidence and cannot be construed as an adequate basis for performance-based .
certification. Rather, its utility lies in providing feedback about the efficacy
of particular segments of the teacher education program and in providing diagnostic
feedback to students about their own progress. It tells whether a student has
acquired certain behaviors or skills and whether he can integrate these skills
under specially arranged teaching conditions.

-

Criterion Level 5

This criterion level differs from Criterion Level 4 in that the teacher need A
not perform before 1live students (s1mulated students would be satisfactory). He
must, however, be able to produce or show in his behavior at least one teaching

. sk111, e.g., prqgjng»
) - This criterion inspires virtually no confidence as a criterion for performance-
- . . based certification, but it is very useful for providing information about the
efficacy of training materials or subcomponents of instructional modules or of
courses. Its "goodness" as a criterion depends in substantial part on the extent
to which the skill being assessed can be shown to be a skill associated with pupil
performance outcomes as established either by research or by use of data obtained
in using the higher order criteria noted above.

-

Criterion Level 6 o

]

This level differs from Criterion Level 5 in that the teacher need not engage
in producing a performance, but rather, only show that he understands some behavior,
concept, or principle germane to teaching. Within this criterion several levels
of "understanding" can undoubted]y be identified.. These levels of understand1ng
can be operationalized by varying the kinds of problems the feacher is asked to
respond to in accord with some type of taxonomy, such as Bloom's.* Like Criterion
Level 5, the utility of this criterion is primarily to_provide data about the
efficacy of particular program components within te r.education. Similarly, its
"goodness" as a criterion level depends largely on the extent to which knowledge
of particular behaviors, concepts, or principles may ultimately-be shown to be
useful in predicting attainment of one or more of the higher criterion levels.

*/ B. S. Bloom, (Ed.), Taxonomy of Educational Objectives. Handbook I: Cognitive
Domain. (New York: David McKay Company, 1956). :
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) pupil achievement and well- be1ng,

Criterion Level 6 is concerned w1th ‘the effects of a training program on
improvements in teacher knowledges and understandings. Criterion Levels 5 and 4
are concerned with the effects of teacher training on improvement in pedagogic
skills under laboratory or s1mp11f1ed training conditions. Criterion Level 3
addresses itself to the effects of training on a teacher's behaviar under actual
classroom conditions. The concept of pupil change as a eriterion of teacher effec-
tiveness is introduced at Criterion Levels 2 and 1. Criterion Level 2 is concerned

with ¢hanges in pupil behavior that canﬁhe effected in a relatively short time
period (one or two weeks) and under a¢tfal classroom conditions. Criterion Level
1 is concerned with the long range effects of teacher behavior on changes in

There are fundamenta] d1fferences between Criterion Leve]s 6 through 3, and
Criterion Levels 2 and 1. Criterion Levels 6 through 3 focus directly on the
impact of training on teacher behavior. Criterion Levels 2 and 1 are concerned
with both the effects af training programs on teacher behavior and with the effects
of teacher behavior on-pupil performance.

Because teacher educators accept respons1b111ty for the preparation of educa-
tionaT personnel whose performance under actual classroom conditions results in
desired changes in pupil behavior, some teacher educators argue that Criterion
Levels 1 and 2 are the most appropriate levels for assessing the effectiveness of
training programs. -The emphasis on pupil change in Criterion Levels 1 and 2,
therefore, equates accountability in teacher education with school accountability.
Teacher education, however, does not address itself directly to the modification
of pupil behavior. It is uncertain, therefore, whether measures of school
accountability are appropriate measures of the effectiveness of teacher education
programs. On the other hand, teacher education does accept responsibility for
the modification of teacher *behavior.. _Training programs should, therefore, be

"held accountable for c¢hanging sbehavior.~

The most appropr1ate criterion 1eve1 “For accountab111ty in teacher educat1on is
Criterion Level- 3, i.e., demonstrations of change in teacher competency under actual
classroom conditions. Moreover, the evaluation of individual trainees at Criterion
Level 3 provides the evidence for competency-based certification at the entry and
permanent certification levels. The use of Criterion Level 3 tQ evaluate the effec-
tiveness of teacher education programs and to evaluate the competencies of individ-
ual trainees for certification integrates the objectives of. the teacher education
programs with the requirements for professional seyvice in the classroom. It is
important, therefore, that teather education introduce evaluation procedures at
Criterion Level 3 to measure the degree of mastery attained by personnel in the
program. Unfortunately, few inservice or preservice programs have carefully
articulated the competencies to be acquired, nor does teacher education possess
the necessary instruments to measure change in specific competencies. For these,
reasons, evaluations of the effectiveness of programs have relied almost exc]us1ve1y’
upon subjective appraisals of quality by students (teachers) participating in the
programs. .- Clearly, teacher education must adopt a more rigorous approach to the
definition and evaluation of ifs training curricula.

Although Criterion Level 3 carries the major weight in competency- -based teacher
education and certification, Criterion Level 1 is the major criterion for assessing
the va11d1t§ of the competencies which comprise the teacher education curriculum..
Assessing the validity of the curriculum is a research function. In this sense,
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the research criterion (Criterion Level 1) monitoring the selection of teacher

competencies is distinct fwom the accountability criterion (Criterion Level 3) ’
monitoring the effectiveness of the tra1n1ng program. __/ . . .

-
LI h

~
.'.

d .

3. AACTE Committee on Performance-Based Teacher Educations ’ "
Achieving the Potential of Performance-Based Teacher Educat1on )
Recommendations Extract: pp.18-29; 40. o

Topic 4 - Assessment

Assessment Ties at the heart of PBTE. Goals of instruction must be stated
in assessable terms; tearner ‘performance must be assessed and reassessed throughout
the instructional process; evidence so obtained must be used to evaluate the.
accomplishments of the learner and the efficacy of the system. Remove assessment
from PBTE and all that is left i an enumeration of goals and provision of 1nstruc-
tion which hopefully will Jead to their attainment--not much on which to p1n one's
hopes for s1gn1f1cant improvement in an educational program. '

But assessment is bgth inherently difficult and inherently threatening. Such
is the nature of evi e-gathering, whether it be in law enforcements the hard -
sciences, or-teacher’dducation. The search for evidence has to meet rigorous
tests of impartiality,' objectivity, relevance, consistency, and comprehensiveness.
It always poses a fhrgat to the status quo. Consequent]y, it should probably not
come as any great surprise that the Committee has found little hard evidence to
confirm or deny the claims of the proponents of PBTE er the. counter-claims of its
detractors. }In most efforts to launch PBTE programs observed by Committee members,
assessment has been neglected or attempted in piecemeal fashion, sometimes apparently
as an afterthought. Seldom has it been carried, on with sufficient rigor to test
the basic hypotheses underlying the PBTE approach

There are four major applications of assessment theory and skill iq performance-

+ based teacher education: = \

1. in initially defining competencies (performance goals),

2. 1in measuring candidates' attaipment of those competencies,

3. in evaluating the effectiveness of educational procedures and materials,
4, 1n validating competencies (performance goals).

. With respect to the def1n1t1on of competencies (1 above) the requ1rement that
specified competencies be "stated in advance of instruction in terms which make it
possible to determine through assessment of learner performance the extent to which

" the competency has beerf attained" may look innocent, but it calls for a high degree
of sophistication with- respect to evaluation. It forces the instructor to face
the question as to just what evidence would be convincing with respect to the

,/ attainment of his instructional gdoals. He must ask himself how he can, in the
practical $ituatiom, obtain. such evidence. Vague, general, fuzzy goals will not
stand up undér sach ana1ys1s the instructor puts himself under strong pressure
to become-increasingly'precise in layifig out just what he seeks to accomplish.

The assessment problem becomes even more d1ff1cu1t when the persona] ch01ces of o,
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the learner’ are takern ixto consideration in estab]1sh1ng instructjonal goa]s.
The student s well as the instructor must then face such quest1ons
Assess1ng the atta1nment of competencies by specific cand1dates (required
for 2 and 3 above).may involye a wide range of sophistication in measurement, from
the re1at1ve1y simple, task of ‘measuring the ability of the candidate o descrlbe
(orally or-in.writing) the requisite professional behavior, through eyaluation of
. his, persona] perfﬁrmance in simulated or realistic situations, on to measurement
. of long-term effects on-pupils resulting from the candidate's performance. Present
attempts to rélate a candidate's performance to Tong-term effects on [pipils are
" both' encouraging and disturb1ng, encouraging, because the research that needs to
be done to’ establish aceurately what factors do influence pupils has begun; dis-
-, turb1ng, hecadse - some states, school districts, ‘and colleges are developing
poticy pos1tions and programs on the mistaken notion that conc]us1v evidence
. already exists.
'« , HWith respect to the evaluation of the eff1c1ency of. 1nstruct1o al procedures.
. -and materials,~such criteria-as the fol]ow1ng, in add1t1on .to mastery itself,
: should be cons1dered ) .

A3

A

._‘t1me required by 1earners to master, the competenc1es,
costs. of instruction, 1nc]ud1ng,mater1a]s,

attitudes of learners toward procedures and mater1a]s, and
o retent1on of. mastery'over t1me

RS T T s

The u1t1mate validat1on of performance goa]s (Does spec1fied t acher perfor-
. mance-in fact bring about desired pupil performance?) is essentially a research ¢
"task, but.the more it car be built into ongoing teacher education programs the
. sponer.ye wiTl accumuIate ‘the knowledde base we need. .Thus, it is hoped that
',r“,jnstitugpons w1th the necessary-resources w1]1 S0 structure their experimental
~Eflf'0r=ts. 1. ) - . \ ,' . L . . ’
- 2 SO RS ' T N SR Y
T R ‘Reqommendation Noi 10 - Any effort to deveIOp a- perfqrmanc -
_ o " based: teacher education prégram should ‘place major emphasis’ =, e
- e oh developing and applgzng approp:gate technzques of. a5ses§ment. -
ot . In recognltlon of. the cryciality of this prOCess and, 1ts 1nherent
HA T Lo COmpléx1ty, collaboratlve arrangements should be establlshed ’
) - I between agencies 1nterested in the development of performaHCe~
v . based® prbgrams and agenc1es employ.mg' persqns skifled in! . b .
© .+ assessment *to .maké thé expertise of* tbe latter readllg avallable'
o 1n the dgve,ldpment prOCes.s.. v A ,-; 4 2 ot .

- o . .

f .-
- . /. Y ‘ -’

. o More concrete]y‘ sych’ agenc:es as the Un1ted Sxates 0ff1ce of EdQcat1on, .

. .vartolis state departments of education, and ‘the maJor foundations.who ynderwrjte
performance-based programswshould assist teacher education 1nst1tut19n§ and |

.. ,schoo} districts to make .yse of expert measurement personnel on the staffs of

o major ghimers;ttes, the régienal. labg, the. Educat1ona1 Test1ng Serv1ce, and.

, __private instituges dnd_cgrporations. In’ fact, they would be wise to make grants

.. . :-:only when assufed, of ‘the anOJVQment of sugh personnel’.*,

) S It is the Committee 's ‘judgment, that- many local groups- try1ng to,cast a1l or

part of their teacher educatlon effort5'1ﬂt0 a Performﬁgﬁe-based mo1d have their . ’b
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'ﬂ@ . *See~$tatement of spec1a1 concern by,pomm1ttee member Krathwoh] 1n Append1x
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pr1or1t1es m1xed Because they do not grasp the full significance of evaluation
or because they undertake program development with inadeq ate resources, and no
doubt partially becajise, evaluation is difficult and threajen1ng, most programs put
a d1sproport10nate amount of* available’ time and energy into deVe1opment of instruc-
. tional mater1a]s and program management and invest much tgo little in assessment.

cje Ny SRR A
' .] $e ,Recomendatwn No 1l - The development af a'ﬁgﬁ‘an for asseasing

the ongoing program (to assure that presgwt student needs are being

met and to provide data for the revision.of the Program for the

next group of students) should be completed,«ﬁbe%ore any program is

.constdered fuZZy operatwnal v o0

In th1s connect1on, the‘Comm1ttee recogn1zes that the eva]uat1on system in
. any new program is likely t3“represent simply a first appr0x1mat1on, it willibe .

expected to evolve through incremental improvements. But before the progra B
is"launched, there should at least be a basic rationdle, a recognized commitment
to assessment, agreement on initial sets of materials and techniques to be used,
and provision for suitable record keeping. In short, those in charge of the
program should know how they will manage the evaluation process. As the program
develops, these instruments, technhiques, and procedures should be sharpened, and
budgetary and staff arrangements should be effected to make possible studies
relating evidence obtained to the variables in the program Judged to be most
s1gn1f1cant . , N

. . A from Appendix B-4
.o STATEMENT OF SPECIAL CONCERN

LS

\David‘R. Krathwoh]

. (Cmnn1ttee members Barr, Dodl, Drummond, Jenkins, Kennamer, Maucker, McCarty,
.. and. Va]enc1a concur w1th th1s statement ) . )

. To be performance based 1mp11es a kind of soph1st1cat1on in
evaluation which is cons1derab1y beyond the techniques which
" are current]y be1ng employed in operating programs. Rerhaps
- it is not’unreasonable that in the early developmental stages
" of PBTE the greatest share of energy should be devoted tothe.
creation of the Best possible instructional process. But it 3
, 13 going to take a prodigious effort.to develop the kind of = -
instrumentation which PBTE requires; and we must get started ®
- .on it, _In many ‘instances the-demands of PBTE 1lie beyond our ‘ '
. present ability to deliver such instrumentation. This is par-.
- ticularly true.of some of the affective objectives. We need -
+ *. . to get experimentation started to develop those evaluation °
" . 'procedures. Thefe, therefore, i$ needed an additional recom- .
mendation which calls specifi¢c attention to this problem, and . L
. > which strengthens. the statements made about,evaluation later * _
. 1n ‘the document, espec1a11y the first paragraph on page 19:  ° .

KA The eva]uat1on of a student's mastery of skills and concepts is an essential
- part-of PBTE, yet one that is currently not getting adequate attention. New
grants for'the development of PBTE should be given with the understanding that
there will be as much emphasis placed on the development of the process of -evaluation

o .
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as is placed on the development of instructional materials. Further, there
should be a marked increase in the support of experimentd&l projects which
attack some of the problems of PBTE evaluation where our present methodology is
inadequate./ / , .

2

4. W. :Robert ﬁouston J. Bruce Burke, Charles E. Johnson,-

John H. Hansen,, “Cr1ter1a for Describing and Assessing Com- .
petency Based Programs," Competency Assessment, Research,

and Evaluation, ed. W. Robert Houston (Albany, New York:

o Multi-State Congort1um on Performance Based Teacher Education,
) 1974), pp. 1%8-171 Extract

Dur1ng the past. #ew years competency based education programs and projects
have pro11ferated exténs1ve1y Some closely reflect the criteria set forth b
Elam.* Other programs claiming to be CBE appear to be only slight modificgtions
of more conventional approaches. Survey** of CBE practices reflect considerable
_activity, but the quality appears to vary greatly. Some have simply translated
their old programs into the "form" of CBE, while others have diligently applied
"CBE principles.

But both claim to be CBE
such programs ,is an almost impos b1
Beg1nn1ng in 1973, the Congo t1

ting to describe or comparé results of

task.
of CBE Centers*** began a project to

describe the various d1mehs10ns uof CBE as reflected in operdting programs. Such
a tool could prov1de the basis--for act1v1t1es such as:
(1 Surveys‘of OBE activity '
(2) Se]f—%ssessmeﬁt of intent and progéess by CBE programs Co .
. J 3é3)‘ Planning a docum;nt to be ;sedqy professional preparation programs

_“ A

Stanley Elam, "Performance-Based TeacheflEducation, What is the State of the

AACTE

Art?". (Washington, D.C.:

tional Testing Service, 1973);

1971)

. **/ Allen Schmieder, "Competency—Based Education: The State of the Scene,"
. (Washington, D.C.: AACTE, 1973) 10-11; Susan S. Sherwin, "Performance-
- Based Teacher Educat1on Results of a Recent Survey," (Princeton, N.J.: Educa-

Donald W. McCurdy, "Status Study of Competency

Based Teacher Education‘Programs'in Science," (Paper presented at the Associa-
tion for the Education of Teachers in Science, March 15, 1974).

Syraguse University-~-James Collins; Oregon--H. Del Schalock; M1ch1gan State
University--J. Bruce Burke; University of Georgia--Gilbert Shearron and Charles E.
Johnson; Florida State University--Norman Dod1;. Columbia University-Teachers

Co]]ege--&xuce Joyce; Un1vers1ty of W1scons1n--M Vere DeVault; University of
Toledo--George E. Dickson; Unjversity of Houston--James Cooper, Wilford Weber,
and W. Robert Houston. James Steffensen and Allen Schm1eder represent USOE .and
- John Hansen is EXecut1ve*SECrEta§y PIEERS
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| (4). Discussion device for cons1der1ng the function and vaiie/of/:arious

1

ch1ter1a

(5) Research in institutional change, programmatic s t/g1es, and rgan1-
zational constructs. ' //9

The following criteria serve as the basis for this effort. While 'still
regarded as a "working list," it represents the third major revision and consid-
erable debate over the past year by a wide range of persons. In its final fq;m,
to be pub]1§hed by the lMulti-State Consortium in the fall,. 1974, each criterion
will be supported by a set of indicators and program descr1ptors :

The purpose of this is to provide another tool in the improvement of pro-
fessional education programs. Feedback from readers relative to these criteria
and to the finished document will be appreciated. ‘

Criteria for Assessing the Degree to Which
Professional Preparation Programs
Are -Competency Based

Competency §pec1f1cat1ons

Y

[}

1. Competency statements are spec1f1ed and revised based upon an analysjs of
job definition and a theoret1ca] formulation of profess1ona] responsibilities.

2. Competency statements descr1be outcomes expected from the performance of.
profession-related functions, or those knowledges, skills, and att1tudes
thought fo 'be essential to the performance of those functions. .

3. Competency statements facilitate cr1ter1on-referenced assessment.

4. Competencies are treated as tentative pred1ctors of professional effect1veness,
and subjected to continual va]1dat1on procedures. '

5. Competencies are specified and made public prier to instruction.

" 6. rLeahners completing the CBE pnogram demonstrate a wide range of competency
profiles.

.

-
~ —

Instruction

7. The instructional program is derived from and linked to specified competencies.

R

8. Instruct1on wh1ch supports competency development is organized into units
J6fsmanageable size. .

9. Q?nstructwn is organized and constituted 'so as to accommodate learner sty]e, "
sequence preference, pacing, and perce1ved needs.

10. Learner progress is determ1ned by demonstrated competency.

LY

11.. The extent of learner's progress in demonstrat1ng competenc1es is made known
to him throughout the program. )
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12. \Instructional specifications are reviewed and revised based on learner feedback
data. .
L

1

. -~
Assessment

13. Competency measures are validly related to competency statements.
14. Competenc measures are specific, realistic; and sensitive,to nuance.

j4.1 Procedures for measuring competency demonstrat1on assure quality.and
: conf1stency

\ T - v e

' 14.2 Competéncy measures allow for the 1nf1uence of setting var1ab1es upon
performance,
15. Competency measures discriminate on the basis of standardg set for competency
demonstration. . . ﬁ

16. Data provided by competency measures are manageable.and useful in decision
making. - AN

. .
. * ’

¥7. Assessment procedures and cr1ter1a are described and made public prior to
instruction. . , \ v

.

3 e . '
Governance and Management

18. Statements of policy exist that dictate in broad outline the intended s ructure,
- content, operation and resource base of the program, including the teach
competencies to be deménstrated for exit from the program

19. Formally recognized procedures and mechanisms ex1st for arr1v1ng at po]1cy
+ decisions. . \ r
19.1 A formally recogn1zed po]1cy making (govern1ng) body exists for the
progran.,

19.2. A1l 1nst1tutJons agenc1es organ1zat1ons, and groups participating. in
. the program are represented in policy decisions that affect the érogram.

.,.(" 19.3 Po]icy decisions are supported by, and made after cons1derat1on of,
e ~data on program effectiveness and resdurces required.

20. Management functions, respons1b111t1es, procedures, and mechan1sms are clearly

def1ned and made eXp11c1t

(%

20.1 Management dec1s1ons reflect state program philosophy and policy.

.. 20.2 The ‘identified pro ess1ona1 with respons1b111ty for decision has authority
N .ag resources to 1mp1ement the dec1s1on .

20.3 Program operat1ons are de51gned to mode] the characteristics des1red of
' schoo]s and classrooms in which program graduetes will teach.

»
.
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20. 3a Job definitions, staff selections, and respons1b1]1ty assignments,

are linked to the management functions that exist. -. ’
20.4 Forma]]y recognized procedures and mechanisms exist for arriving at the
. . * various levels of program mangement decisions: .« -
- * * - 3 . ’< \ .
Staff, Development ' : n )

av -~

21. Program staff attempt to model the attitudes and behaviors des1red of students
~in the program. .
s . “ & .
. 22. Provisions are made for staff orientation, assessment, and improvement.

23.  Staff development programs are based upon and engaged in after consideration
of data on staff-performance.

" Total Program

24. Research and dissemination activities are an integra] part of'the,tata] instruc-
_ tional system. e a .

.

24.1 A research strategy for. the validation and revision of proegram c ents
s exists and 1is operational,

-
2

23.2 A data-based management system is 6perationa1. T ) .

24.3 Procedures for systematic use of available data eiist

-

25. Inst1tut1ona] f]ex1b111ty is suff1c1ent for a]] aspects of the program.

25.1 ﬁéward structure 1n the institution support CBTE ro]es and req 1rements

25.2 . Financial structure (mon1es and other resources) in the system 3
~ collaborative arrangements necessary for -the program. (f

25.3 Course, grading, and program revision procedures support the t iveness

necessary to implement the program.

26. Tﬁé program is planned and operated as a tbta]]y unifiedé;inte\ﬁqted system2£:7

.3 . ‘ . ) ; ’ : '{

‘ N Freder1ck J. McDona]d, "Evaluation of Teach~H§‘Behav1or,
Competency-Based Teacher Educat1on Progress, Problems, and
Prospec s‘(Ch1eagQ' Science Research Associates, 1972), pp.56-74.

- .. ' ABSTRACT_ = -
Tﬁe early pQrt1ons of this chapter rev1ew‘the current state of the art of

measuring teaching behavior and assess it as "dismal,” It is stated that the
most obv10us fact about the measurement of teaching behavior is the lack of

~ . .
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universal, agreement about what is to be measured. To correct this lack, the
need for a taxonomy of teaching behaviors is stressed, though it is added that
_ many existing taxondmies are unsatisfactory because they do not have an ordering
principle. The author describes a suggested taxonomy of. teaching behavior adapted
+  from Guilford's taxonomy of intelligent behavior. The remainder of the chapter ‘
" discusses other probplems such as determining both the units of measurement and . ,
the criteria for evaluation, and the sampling prob]em which occurs in the absence
‘of a taxonomy. / / .

6. George E. Dickson, ed., Research and Evaluation in

¢ Operational Competency-Based Teacher Education Programs,
Educational Comment 1/1975 (Toledo, Qhio: . University of
Toledo, College of Educatiod, 1975). .

ABSTRACT

This is a collection of papers presented at a 1974 conference on research
and evaluation in operational competency-based teacher education (CBTE) programs.
Two conceptual models for research and evaluation of CBTE attivities were presented
at the conference and the presentations of these models arg the first two .chapters
of this collection: "A Comprehencive Medley-Soar Toledo Model-for Research in
Teacher Education" and "The Oregon College of Education--Teaching Research Bivision
‘Paradigm for Research on Teacher Preparation." Four papers on supPort sys fems
which must be involved in research and evaluation in CBTE follow: 'A Computer
Management System for Performance Based Curriculum BComspec);" "Field-Based
Support Systems for Research and Eva]uat1on," "From Rock Through Melon to Mush:
The Place of the Teaching Center in Research and Evaluation;" and "Support
Systems to In-Service CBTE Personnel, On Campus and Off Campus." The next paper.
is a discussion of the comprehens1ve research and evaluation model developed
at the.University of Toledo which is being used to evaluate the university CBTE
program at both elementary and secondary teacher education }evels. The final
paper is a "Proposal for a Consortium of States to Develop a National Program
to Improve Teaching Effectiveness." / /

¢
NOTE
-«

The reader is referred to the artiele "Aecountability: Assessment -
Prohlems and Possibilities,” by Robert S. Soar, which is presented in full '
on pp. 83-91 of the Source Book. This article containg material that is also
relevant to the evaluation and assessment of performance-based teacher education. . '

/ ’ . B




%
3

- . 4 N
f ‘,

C. PERSONALIZATION AND INDIVIDUALIZATION IN PERFORMAﬁQﬁ‘BASED TEACHERQEDUCATION

orfcorge E. DicksONNSConsideri gg/ﬁg:fying Theme: - .
Fumpetency -Based Teachew EUmead] artners for Educational ///

dge E. .kSom; Richargd W.> Saxe, et al.,
~973), pp.11-29. Extract: pp.19-21.”

/Q :

ompetency-based teacher education programs age sometimes criticized as
nonhumanistic. Although we reject this charge, we acknowledge the concern

i as vflid. For programs to be both humanistic and relevant for students they must
be gersonalized. "Personalization" requires a variety of strategies that indivi-
duzfize and make more personal the, learning-teaching process. The word personaliza-

£ tigh has'a meaning beyond the term individualization. Individuatization generally

§ rdfers to providing educational opportunities for a student to engage in learning

f aftivities at his own rate, sometimes independently, sometimes.with others.

f Andividualization has many instructional forms, and some of these tend to be

‘¢ abstract and to lack humanness. Personalization of instruction, on the other hapd,
is the attempt to particularize instruction by being more concerned with the
diverse interests, achievements, and activities of each learner. /

The systems approach to the development of competency-based teacher education

requires a continuous, regenerative effort to design, develop, and operationalize
a teacher education program. Personalization requires that all persons, including
students, who have any role in the programmatic effort be involved. Each student's
program will vary to some extent on the basis of his interest, specialization,
background of knowledge, skills, and personal learning style. Personalization
requires a continuing relationship among the college faculty, the students, and

. other involved persons throughout ‘the program's development and operation.
: The student in particular is expected to interact continuously with the
instructional staff, whether they are college faculty or school personnel. Inter-
action should result in definition and negotiation of the competencies to be
developed by the.student, the context in which such competencies will be demonstrated,1
and the criteria by which they will be judged. The concept of personalization
assumes that not all students are alike and recognizes their individual differences.
Consequently, the basic objective is to provide a program of teacher education
that wi]T“bcbieve broad competence for prospective teachers but at the same time
will single out and promote teacher individuality. The utilization of faculty,
cooperative teachers, and other instructional personnel is also guided by the concept

of personalization and individualization.
The merit of personalization is that students will know exactly what they want

to do and what they can do. They are then held accouhtable for demonstrating the
cdmpetencies they have participated in defining and which they have contracted to -
achieve. This’calls for assessment procedures contiderably different from thase
presently in practice. In competency-based”teacher gducation, assessment is
"criterion referenced" in terms of the three previously mentioned classes of
criteria--knowledge, skills, and products. When seeking the products of a teacher's
behavior in asseéssing competency, competence ‘is assessed in specific situations
where specific objectives are achieved and should not be thought of as abstract

or generic. This achievement of situation-specific competencewill occur in reatl

life educational settings, with real pupils working toward real objectives. The

e
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> practice will result in teachers with markedly different styles of teaching who

can produce predictable educational outcomes. Competency-based teacher education
attempts to prepare prospective teachers who will provide a persona11zed and in-
dividualized learning environment for children. We find it only reasonable_that
a teacher education, program should reflect a similar learning env1ronment 7

»

2.. M. Vere BeVault, "Individualizing Instruction in CBTE," ,
Exploring Competency Based Education; ed. W. Robert Houston
(Berkeley, Calif.: McCutchan, 1974), pp.37-46.

Vo,

The author states thatatwo assumptions provide direction for the position
presented in this chapter: a) an essential jingredient of competency-based teacher
education is individualized instruction; and, b) there is a lack of communication
about what is meant by individualized instruction which has handicapped planning
. and implementing individualized instruction in CBTE and school programs. The
focus of this chapter is the improvement of communication among staff members in
planning a given CBTE program. The author has observed individua\lzed programs
and instruction and develgggd an instrument through which these programs can be

s ABSTRACT

concisely descriped; out this experience came the identification of a number
of components. This chapter provides a descriptor for the analysis of indivi-
dua11zed instruction and a discussion of two of these components, "sequence" and
"media." - The descriptor has been designed to answer qgg§t1ons about .the specific
nature of a given 1nd1v1dua]1zed instruction program [t

w h

3. Paul Nash, A Humanist?c Approach to Performance-Based

Teacher Education (Washington, D.C.: American Association of
Colleges for Teacher Education, 1973).

-ABSTRACT

Questions are raised in making performance ~based teacher Education (PBTE) .

a more humanistic enterprise. A definition of the term "humanistic" could include
such qualities as freedom, uniqueness, creativity, productivity, wholeness,
“responsibility, and ‘social humanization. As to freedom, a humanistic approach to
PBTE would encOuragé people to act deliberately and }ntentjona11y out of self-framed
goa]s a problem is that such goals are not externally measurable. PBTE would

in theory protect one's uniquenesss but would find conflict with the general
standards of behavior society demands. The flexibility of PBTE could foster
creativity, but this might suffer under the need for measuremept.. The humanistic
idea of productivity, ?h1ch is different from that of industry, Holds that.pro--
ductiveness comes from the center of the person. The wholeness of an individual
might suffer in PBTE w %h its possible emphasis on short-term, isolated gains.

The matter of teacher respons1b111ty and. PBTE brings back the question of the nature
of teacher responsibility. As te social humanization, perhaps making teachers
behave more efficiently in the context of the present authority structure may
entrénch the forces that have ]ed to dehumanization./ /

-
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" D.  FIELD-BASED SUPPORT SYSTEMS IN PERFORMANTE-BASED TEACHER EDUCATION

¢ -~

- G !
1. Gilbert F. Shearron, "Field-Based Support Systems for

o Research and Evaluation," Research and Evaluation in Operational
: Competency-Based Teacher Education Programs, Educational Comment
. 1/1975, ed. George Dickson, (Toledo, Ohio: University of Toledo,
- CoTlege of Education, 1975), pp. 64-74.
* .. ABSTRACT

e

This papef" presents information on the development of field-based support— _..
systems far competency-based preservice teacher education. In this paper,
field-based support systems are defined as a group of schools and school districts
which work closely with a college or university in a teacher training effort.

The paper is divided into two parts. Part I considers the theoretical aspects ’
of a field-based support system. The requirements of such a system for competency-
based teacher education are stated to come from its three components: training,
. research, and evaluation. Part II describes attempts to develop field-based
support systems. Much of the section is developed from the author's experience
at the University of Georgia. Among the topics discussed are identifying and
assessing competencies, the training function, and program evaluation. /%:7 '
¢
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< " "SECTION THREE
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IMPLICATIONS OF PERFORMANCE-BASED TEAéHER EDUCATION

e

L 4

Given definitions and rationales of PBIE, and given descriptions

and discussions of its various aspects, the next question to be
answered 18, as the Latin grammarian used to put it at high school
commencement, "Quo Vadis?-~Whither do we go?" What are the
implications of performance-based teacher education? What is its
potential for educational improvements and also educatianal

problems? This section presents articles, extracts, and abstracts of
papers that discuss implications of PBTE, covering the following
topies: a) general implications; b) staff development; c) govermance;
d) accountability; e) state agencies; and f) accreditation.

. o




A. GENERAL IMPLICATIONS OF PERFORMANCE-BASED TEACHER EDUCATION

1. Karl Massanari, "CBTE's Potential for Improving Educational
Personnel Development,” Journal of Teacher Education 24, no.3
(Fall 1973), pp. 244-247.

Contrary to what some people believe, competency-based teacher education
(CBTE)* is not a neatly packaged, sharply defined program which training
agencies can transplant from some outside source. Hopefully, it will never be
that, for it would lose much of its power to generate change. Rather, it is a
dynamic and catalytfic strategy for educational personnel development** and as
such consists of little or no predetermined content. Because it is essentially
process oriented, itg substance in a particular context will emerge from employing
that process. ‘

The CBTE strategy does not impose on a training agency any particular cqp-
ceptualization of a professional's role, set of desired competencies or objectives,
learning experiences for students, or assessment techniques to determine the
achievement of the competencies. Such content emerges from the implementation
of the strategy in a specific context. -7

Simply stated, CBTE strategy means that professional roles will be conceptu-
alized, desired competencies will be jdentified in relation to role conceptuali-
zation, objectives will be made explicitly and publicly, instruction and learning
experiences will facilitate the achievement of the competencies and objectives
with heavy emphasis on individualization, and achievement of the competencies
and objectives will be demonstrated by students before exiting from a training .
program. A program implemented through this strategy will be open and regenera-
tive because each aspect of the program and the program as a whole will be sub-
jected to continuous review and modification in light of the feedback from
research and experience. As a strategy for educational personnel development,
CBTE is pregnant with( potential for generating reforms, intelligent leadership,
and adequate support for development and research. ‘

Most strategies for bringing about change are surrozﬁagd with problems and
CBTE is no exception. There are, problems in implementing tHe strategy which
create other educational or political problems. They include: Who decides what
about teacher education? Who determines the desired competencies needed and
how they are to be assessed? How does one assess teaching behavior? How does
one assess the effect of teaching behavior on pupil Tearning? How does one manage’y
a CBTE program with all of its ¢omplexities? How does one obtain the necessary
support for developmental activities?

)

*/ . Some people prefer the term performance based rather than competency based.
There are arguments which support both viewpoints. In this paper, the term
competency-based teacher education is used because it is broader in scope
(including knowledge, performance, and consequent pupil learning) and because
it  implies a dimension of quality for teacher behavior (performance is .
essentially a neutral concept).

**/ The term educational personnel development is used to convey the idea that

the CBTE strategy is applicable to training programs for all kinds of edu- -
cational personnel. There is nothing inherent in the strategy which limits
its application only to the preparation of classroom teachers (teacher

education). ’

~ +
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This article does not analyze these prob]%ms or their solutions. The point
is how one views these problems. This paper views them as challenges to be met..
CBTE strategy generates power through unleashed forces which push educators
to reconceptualize the nature of training programs. Its implementation forces
educators to refocus efforts, to develop new kinds of training programs, and to
introduce new program characteristics to existing programs.
Each push to educators has its own arena of opportunities and problems.
Each individually is dynam1c and generates other pushés. In addition, the pushes
are interrelated and”affeét each other producing a sy erg1st1c effect which
adds further to the power of CBTE strate
While these pushes provide general d1r t10n, they do not define exact]y
what should be done. They are oriented to proce$s rather than content or
substancg. Therefore, harnessing these forces requirgs intelligent. leadership;
realizing their full potential requires adequate development and research support.
What then are the pushes which are generated by the CBTE strategy? .

CBTE pushes educators to ask the right questions at the right time.

The questions "are not new quest1ons, they have been the concerns of teacher
educators and society for a long time. Certain questions must be asked and
answered if education is to be improved: What is the role of the school? What -
are the needs of children and youth? What kinds of competencies do teachers
need? How can we best assist teachers to achieve the desired competencies?s
How can we determine that teachers and other educational personnel are competent?
How can we keep training programs abreast with societal needs? Answers to these
and other fundamental questions are the foundation stones on wh1ch educat1ona]
personnel development must be built. .

More basic questions arise: Who determines their answers? who decides what
about educational personnel development? CBTE implies that the pest answers
will come from a cooperative approach,to decision making. Thewprofess1ona] )
teacher educator must initiate the pnécesses leading to that end. E€BTE pushes
educators in these directions on a continuing basis and at the r1ght time:

CBTE pushes educators to def1neAprofess1ona] roles more c]ear]y.

e )

The logical starting point is to conceptualize the nature of the professigfial
role for which a program is being designed. This process réequires that roles be
defined in relation to three considerations: function, context, and time.’
Function involves the task and what the professional does or'should do. - Context
is the setting where the professional performs his role. Time.refers to when
the role is performed. Role clarification is not a new concern: Edgcators,
schools, and communities have.addressed this prob]em for decades. Before
training programs are designed, CBTE strategy requires the clear and pub]ic
definition of professional roles. This is not to suggest a bronze-cast definition;
rather, it presently defines what a particular preparat1on program is to do.

The definition is subject to review and modification in light of exper1ence and
research. . ) S

CBTE pughes educators to design educational personnel development programs in

the1r totality and in relation to the competencies requlred foftpant}cu]ar roles.
4

A

Some improvements in preparat1on and staff deve]opment programs aﬁ% brought
about through”a bits-and-pieces approach but produce s1gn1f1cant change CBTE

’
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M(;"" EBIE»pushes educators to develop and use new k1nds of tra1n1ggAmater1als B?

) CBTE pushes educators to deve?dp and use new kxnds of management systemsn } 2

i’ ularly critical,
.+ $izes the/demdnstration of sompetence. Implementation of CBTE requires

a assumpt1ons.T Tdentified profess1ona1 ro]e competenc1es are only tentative. They
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L el Instructaon is personalized when students haxeca voice in aetermmnxng the;,
obaectwves they ¢ ﬁe’é&pected fo. demonstrate,.are free to select learning experi-*
* ences of their . choloaﬂto achqeve the objectives, part1c1pate.1n determ1n1ng the
Cond1t1ons“1n which. th rr*cgmpetencmes are_demgnsirated, haye.gpportun1t1es for

structoks, and veceive continupus advisemeﬁt

© smail, groﬁg york with: pee? 5.and 1 iy N
. and counser ag- Ev.a%;23§§§3¢' ke 'rsAwn‘these djreetaongﬁ _.5@;\;,_l L R
CBTE pushes thSe who provido 1nstr0ctton to‘Fac111tate Iearning rafher than ' “;
mmbdwmmemmmmmn_nh}.,t -.?9"' qu SR

‘ when xnstructtgn and Tearning exper1ences are 1ndiVTdua11zed and respon51b111ty
. for™ }earn1ng js.shiffed to the Tearner, the,instr ictor's role changes. Imple-
menﬁang CBTE forc s a role reconceptua11zat1on jn 2 preparation program. The
1nstruc£0r becom;s a fac111taton, oné who ass1sts learners to achieve ob3ect1ves

‘-
L R

7

e
CBTE nequlres resources fot read11y ava11ab1e in most non~CBTE-type tra1n1ng ,
programs.. An instructional program which, supports the.achievement of specific L.
1nd1w1dua] objectives requires new tra1n1ngbmater1als "These fraining materials’
* will draw heavily on the vésources of educational technology and the'schoo]s _
CBTE strategy further pushes. educators, to f1e1d test and to.validate the =~ ¢ |
trawning mater1a]s i '

. v L '*"”o, .
< "-,' . » - L4

- & FR

L Because CBTE . empha51zes competenc1es and obJect1ves ind1v1dualgzatlon of
ﬂnstructwpn, reconceptual1zat1on of facu]ty-rdﬂes effective use of the schools, ]

_new kinds of training materials, . and- assessment,’ ‘new* Kinds of management pre- - . |-
cedures are needed to facilitate gffective operation. A related chagacteristic . .
. is pertodac reV1em’pﬁﬁ mod1facat1on of _the, management system based on . S
exper1ence .o T :

"\ . . ° v N

CBTE gushes educ_tors to obtatn or deve]op and to apply appropr1ate assessment

'techni ue

Nh1}e assessme ffyzz:%?;;&s beén prob]emat1c for educators, 1t is partic- i, o

CBTE is heayily process oriented bdcause it emphay

o

assessment te hn1ques to determine the appropriateness of given program compe-* .
_tencies, the &chievement of the selécted competencies, the effectiveness of I
training matg rials apd procedures, and the effectiveness of program management.
CBTE pushes educators to obtain or develop assessment techniques which are . o
applicable to ,al] of these program elements. It plshes them both to develop - = -\,
new assessment techn1ques and to make Clear to therprofess1on and to society .. -
that new-kinds of asdessment tecbn1que$ are needed and will be used. CBTE pusHes R
educators ¥ break through the’ narrow assessment boundar1es 1mposed by the searc1ty
_of available techniques. - . RO -
. ST AR o ¢
CBTE pushes ‘educators to conduct résearch and prov1des d1rect1on for reséarch
activity. Lo : ‘ o # P A
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Like.o er. teache? educatwpn Programs, "CBIE 1s based on a number of untested'
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, need to be validated. Judgments about the dchievement of those competencies by .

e traineés also need validation. * Program operation effectiveness needs to be )

.7 . monitored. The relationship of teacher behavior to pupil learning needs further

¥ . attention through research. CBTE pushes educators and researchers to address.

“ " themsglves t6 these and other problems. Through such efforts, CBTE programs, are
.- ¥ kept_open and regenerative. ' ‘ L L 4

- N P
. W

~CBTE puéhes edubatqrs to broaden the decisﬁon-making base: ”

, A cooperative apprdach to deciSion making in teacher education has béen
supported in educational literature for nearly three decades. A number gf colleges
and universities practice it in varying degrees. However, because the tmplemen-
tation of CBTE places great emphasis on answers to fundamental questions--as
noted earlier--and on effective relationships with the profession and schools,
educators will be pushed to @ greater extent than.ever.before to include not
.. ' only colleges and universities, but also the schools, the organized profession,
= communities, and students. . , % ‘ )

-

‘, CBTE -pushes educators to be accountable for what they do.

- . ] ! ‘
s CBTE is much more than accduntability; the terms are npt synonymdus. Imple-
: mentation of CBTE requires program accountability--training evidence to support
its claims. Students will be held accountable for demonstration. of desired com-
petencies. ‘ . A ‘ S \

~

o

CBTE pushes educators ‘to keep trainjng programs-abreast With the state of the .
art and responsiye to societal needs through a systematic chapge 'strategy. .

N ‘American society is continuously undergoing change at an accelerating rate.
The state of the art in education is advancing at a much slower rate. Teacher
“education and staff development programs must have the capacity to respond to
- change "and to do so more efficiently and effectiveély than in the past. CBTE
provides a systematic basis for effecting éhange-onma continuing basis. . .

3

R}

+ CBTE pushes educators in al1 of the above-directions at the same time." |

Each push énﬁmquted above is dynamic in its-own way. Since the pushes
. are interrelated, they cannot be implemented independently. When they are
implemented in ‘combination, the resultiny synergistic effect _increases even more

, the_power that is generated by CBTE. ‘ L en .
‘Some people believe that CBTE is just.another deyvelopment which will fade .
.. away into the oblivion‘of educational faddism. On the other_hand, some of us gf
", Dbelieve that CBTE--given inteTligent leadership and adequate devglopmen@.and o
research support--can generate ‘the kinds of reform so Jong sought and now so -
urgently needed. Experiences in impleinenting CBTE programs;, the quality of -
leadership provided, and the amount of support allocated to development- and .
e research will be major factors in deteérmining whether. CBTE' pg;gntia] for
. improving educational personnel development is attainqd} B LT
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2. Howard L: Jones, “Implementation of Programs," Competency- _

Based Teacher Education, ed. W. Robert Houston and Ropert B. .
. -y Howsam (Chicago: Science Research Associates, 1972), pp.102-142.

« , ) ABSTRACT
; .
This chapter discusses the progress being made in implementation of competency-
based teacher education programs and the problems that have arisen in relation to
" implementation. The author states that the real strength of the competency-based
o effort lies. intits emphasis on total programs rather than on course-by-course *
development. The author stresses the need not just to adopt programs but to'aégpt/
to programs. Resources and model programs are cited. Among the topics discusSed
» are the following: a) selection and implementation of objectives; b) instructional -
activities, c) new faculty roles, d) assessment, e) personalization apd”f) systems
) in competency~based programs./ / o
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B.' STAFF DEVELOPMENT AND PERFORMANCE-BASED TEACHER EDUCATION
S - y
1. William H. Drummond, "The Meaning gnd Application of

Performance Criteria in Staff Development," Phi Delta Kappan *
" 52, no.1 (September 1970), pp.32-35. " B -

Two questions confront those institutions, organizations, and agencies
involved with teacher education and staff development: .

1. What is it that we want people to be able to do in order to play
certain professional roles? '

2. How will we (institutions, organizations, and agencies)-help unique indi-
viduals become what they want to become individually and still achieve competence
in playing.the roles we have defined? :

The first question calls for the definition of a variety of roles based upon

"organizational (societal) needs. The second requires a unique and personal defi-

mition of a role based upon both institutional expectations and individual needs
and goals. These questions and the underlying tension between individual and °
organizational goals are not new in teacher education nor in the larger-society.
What appears to be new is the pressure to move toward explicitness in answering

" these questions. As one who has had experiencg in trying to help others see the

possibilities of using technology for improving the ways teachers are now being
prepared, I have learned that I must make explicit my own beliefs and values. The
anxieties which arise from change or the threat of change (especially change which

‘may be viewed as dehumanizing), call for an expression of the change agent's motives.

The purpgse of this paper is to discuss ramifications of the application of systems

“technoldgy to teacher” education and staff’ development in a democratic context. To

put it another way: Of these people who read this paper, 65%, when asked to report
dits meaning, will state that the author believes the application of performance
criteria in teachgr education and staff development can be liberating -- that is,
can help the individual practitioner be more self-directive, more competent, more
professional. . _ ' :

I shall provide: 1) a statement of beliefs and values concerning the appli-
cation of technology td education; 2) a set of principles for program development;
3) institutional considerations in the use of performance criteria; 4) individual
considerations ﬁq%the application of ‘performance criteria for staff development;
and 5) a stmmary Of the changes in teacher edycation which logically follow from
the ideas. presented. o L }/

\

Beliefs and Vaiues

1. Whatever the instructional or léafning. system established, it should sup-
port societal and human values, such as/the following: : '
" a. Every individual is.of ipfinite value. B L
b. Every individual is unique. < . :
+ ¢. Every individual has a right to become-himself. ’

‘" - d. Education should help a person become free. (Freedom is-the power. to
hoose from:-among alternatives with th acceptance of the consequences, for the
hoices made.) ) i : : )

.e. Peoplg, given the truth, will usually make wise choices. _
f. Power (political and economic) must bé widely shared among all the

»

people if tyranny is to be avoided. N

-
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g. Existing political processes can be used for change and, in fact,
are our best-known means. for peaceful change.
' h. Institutions and agencies are or cont1nue to be valuable on]& as
they he]p achieve the persistént aspirations of man. I '
_ . 1. The-good society |is the oper society. - v |
j. People are more important than things.

2. Individuals are the synthesizers of experience. Since each individual is
unique, each person possesses jand is developing his own set of perceptions, needs,
and aspirations.

3. Individualization reqp'res that the learner be the agent for choos1ng and
undergoing-the next learning experience. Sequencing, therefore, is a sacred right
of the learner.:

4. The teacher using h1s resources (know]edge; skills, resources, artistry, '

“and his techno]ogy) is responsjible for:

a. d1scover1ng and diagonosing individual learner needs;

b. projecting (being| ready for) probable learner goals;

c. communicating w1% the learner and others significant to the learner;

d. negotiating agreements with the learner regarding his goals and
objectives;

e. providing alternative activities (ways) and an appropr1ate environment
for the learner to achieve agreed-upon objectives, or helping the learner create
new alternatives and environments for himself;

f. investing enough time, psychic energy, and affection to see the learner
through to a satisfying ach1évement of his agreed-upon objective(s);

g. providing timely feedback and encouragement during and after each
learning activity;

h. collecting data which m1ght be used for subsequent planning and wogE\N’

t

. o
Program DeVE1opment Principles

Cons1der1ng the values and be]1efs just expressed and the present state of
the art of applying techno]ogy to the preparation of teachers, the following
principles seem to have power for those who are 1nvo]ved in planning and designing
new or differént preparation. rograms:

1. Those institutions and agencies which have a stake in the nature of staff
development should be involved in «the design and the opération of preparation
programs. This means that organ1zat ons other than. colleges and.universities which
have traditionally assumed responsibility for preparation should also collaborate

in staff development activities. They in¢lude: school organ1zat10ns, representing
tni interests of parents, citizens generally, and the administrative authority of
the schools; and professional associations, representing the special interests

. and the general interests of persons practicing in the profession.

) strating different modes and styles;

2. The components of preparation programs, alternative learning environments,
and experiences made available to prospective students of teaching should be based
upon an examination of professional roles (actual or desired) and consideration
of the rétated performance outcomes sought. Performance outcomes in this context
deal with both the performance of tgachers and* the consequent performance of
pupils engaged in learning under the supervision of those teachers.

3. Program components need to be individualized to allow persons to progress
and develop at their own rates, consistent with their unique persona]1ty and
learning styles. This implies that:

a. there is no one way {o achieve any particular performance pbjective;
b. model performances should be ava11ab1e {1ive and on film) [demon-

. =~
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c..real choices are available to the individual which are within his
perceptual field; and i : ) )

d. when none of the available prearranged choices are suitable to and
for the individual, he gad the training staff may create or allow to be created_ :
additional alternatives. The number and ordering of experiences should be negd-
tiated between the individual and those who share in the responsibility for liis
preparation and competence. _, =

4. Program components should be designed so that feedback (and assistance in

aluation) is provided to individual participants.and to those who conduct the
programs. Feedback consists of. having a person se€, hear, -or feel how others i
reacted to his performance. Feedback may have evaluative overtones (it usually
does to the person performing, because he has expectations for himself), but it
may be designed to avoid, assessment and evaluation by others. Im any case,
provisions should exist for participants (trainees and trainers) to initiate and
become involved.in program change. ,

5. Programs should foster se]f-renewa’ and professional development throughout
the person's career. This means that the persons who become engaged in a preparation
program should inductively take on high Standards &f performance for themselves and
soon realize that they.will need to be involved continuously in preparation
(learning and changing) throu&nout their careers. I't, further means that participants
(trainers and trainees) need to be encouragéd and rewarded for assuming responsibility
for their own development. In their training, therefore, they should learn to
project immediate and long-range goals for themselves and design or select creative
and appropriate means for achieving their designated goals. In addition, ~
participants will need to ‘learn how to work effectively with others in the
achievement of personal and professional development goals.

- 6. Programs of staff development should facilitate professional movement and
change. As persons engaged in educational work gain experience and expertise,

they should be increasingly: free to move from one 'r another thropghout the
educational enterprise. Assignment, training, and <érti tion functions should -
make such movement relatively easy. \ '

The six principles just enumerated hit hard at the problems associated with
the application of technology to the educational process in a society which values
participation and individual freedom. Taken, individually, each principle makes
sense and seems relatively easy to apply. and imp]eﬁ%nt, but taken collectively
the prinﬁipleg are difficult; they conflict or' require accomodation one with
another. > For example, it is possible to broaden the base of participation in

. program planning by making school organizations and professional associations

and )

equay partners with the colleges in program development; electronit communication -
pid transportation make this feasible. s But when programs also are to be

. individualizéd, self-developing, and mpre open and flexible, fundamental change in.

‘the whole system seems required. .My basic thesis is that fundamental change in

, the. nature of staff development is requireq and that systems technology, if applied
humanely, provides a means for promoting that change. T

A
1

InstiZutional Considerations

t

- ,\ . .
Assuming tHat the legal authority for preparation, certification, assignment,
and staff development is delegated by the state to the agencies or org?@ﬁzations

<3
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suggested above through the approval of their programs,* what cr1ter1a shouTB\g
be applied to programs for their approval and how should institutions respond ‘o
such criteria? The following criteria are suggested:

. 1. The agencies of teacher education and staff development.(colleges, school
organizations, and professional associations) will describe agreed-upon arrange-
ments which they have made to insure collaboration in planning and conducting
programs.

2. Each agency will furnish evidence of its commitment to _the programs in
which it is participating. The combined set of agencies will furnish evidence
that they have, the necessary human and material resources to field the programs
for which they are requesting approval.

3. The agencies of teacher education and staff development will describe the
roles that holders of each certificate {persons who complete the designated pro-
gram) are expected to perform Since sets of agencies across a state have their
own unique qua11t1es, since the nature of communities and ne1ghborhoods varies
widely, and since arrangements and resources also vary, it is expected that
different role descriptions may be written for different teaching.and learning
situations. Consideration of desirable change in educational practices and
settings should always be included in developing role descriptions.

4. The agencies will describe the essential competencies (performance outcomes)
required gf persons who wish to play the roles described and will differentiate N
expegtat1on§, when appropriate, at various levels (program entry level, intern
levely etc

5. The agencies will spec1fy the kinds of evidence they will accept as indi-
cation that a person has attained the competencies described above which are be-
lieved necessary for a person to play a specified role at a given level. For co;;r
tinuing program approval, agencies will describe the nature and extent of resear;h
conducted to evaluate the validity of the perfojnce criteria being. app11ed 1a

. connection with the listed competencies.

;. 6. The agencies will describe the arrangements made for: a) 1nd1v1dua11z1ng
programs, b). providing feedback to the participanis (tra1nees and trainers) about
their ?erformance, and c) providing feedback to the ‘agencies so that program change
can oceur, . &

» 7. The agenc1es will describe the agreed upon arrangements made for recom-
méQd1ng or concurring w1th a change .of a person's certification level.

Se]fpﬁgve1op1ng and Role- Def1n1ng

. Tﬁbé:tseven criteria require the agencies of teacher educat1on and staff
. deve]opm to answer the two questions raised at the beginning of this paper.

. They. must make explicit the various role options for whith they wish to help
peop?e prepare, show how they witl Or?an1ze their ‘tollective resources into pro-
grams, and then describe how they will assist jndividuals who clioosé to engage in
a given program'to achieve success in that’ pro ram There are two levels gi

.(x‘. {{' . ‘ , “Q ’ ]:/ Qb -

*/ An assump 1on is ade here that the state's role is primarily one of insuring

1 2RaY on pro esses are spe]]ed out and that systems remain open.
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decision involved in the application of the principles of program development and
the seven criteria for program approval: 1) the institutional, role-defining;
and 2) the individual, self-developing. .

Illusiration: Suppose several preparation agencies in a given geographic
area wish to be involved in elementary teacher preparation and, through collabo-
rative discussion and planning, decide to propose five different role (model) "
definitions for elementary teacher education. What these definitions would con-
sist of ; whether or not all five would be available to all students, and the basic
nature of preparation arrangements and programs would be institutional (inter-
agency) decisions; assuming, of course, that they meet the criteria established
for program approval. The person wanting to become an elementary teacher in the
geographic area could choose one of the five programs available orchoose not to
go ahgad)with elementary teacher preparation in that geographic ar%a (a go, no-go

ecision). .

Suppose, then, that a person chooses ome of thé five elementary programs
available. He has in effect chosen a set of agreed-upon goals, performance
objectives, etc., and the second level of decision making becomes operative. The
agencies involved would make ayailable a variety of ‘learning experiences for each
objective, and the individual would have almost unlimited freedom in choosing
and creating learning experiences which help him achieve criterion-level behavior.*

The real power of this two-level concept is that the acceptance by the
trainee of agreed-upon goals allows the trainer to move away from telling and
directing activities to helping and consulting activities. .

) SR

Individual Considerations ' y : T
. | =4
The kéy to profess}6nalism in teaching is the establishment in the ethos
of the school of a truly professional role for the teacher -- a role characterized
by decentralization of decision making involving. the welfare of clients {students)
and a high degree of self-actualization by the teacher regarding tt
his role. This means, of course, .that the procedures created for,
have to be consistent with the goals of evelopment, for self-re 3
Assuming that the local community,“local school staffs, the o inized pro-
fession, the academic community, and the citizens of the state impinge upon the
role of the teacher, how can the role be opened so that persons playing the role
can be freer, more responsible, more idiosyncratic? |
A The application of systems technology and performance criteria makes
this possible: The system requires that the objective of training be clear,
that the individual undergoing the training get some notion of where he is in
relation to the objectives; that he, again, sees where he ‘s in relation to the
objective and, again, project and choose an agé#eﬁ‘until he achieves a criterion .
level of performance. The system and the techfology should serve the decisions
made by the people involved, not-vice vérsa.” .-~ -

’ - 7 .,"

- "

*/ The reader should remember that certh ‘52%58 issued through approved programs
are state certificates and are, therefore,\accgptable for employment in any
geographic region of the state and can be #alid in. all states in accordance with ,
interstate agreements. Since each new #5sighment hrings new learning needs, the
individual will need to associate himse]f With staff development opportunities

wherev$r he lives, to help himself and ers with professional improvement and
renewal, . . _

- ,/
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The competencies included in the role definitions should be broad-gauged

and agreed-upon by the agencies in a preparation consortium.

These definitions

should provide alternatives in function and style; models operating in various
environments should be available to help persons make the role alternatives

more real.
can be so that choice can be forthright.

The institutional constraints on each role need to be as open as they

Once a rdle has been selected, incliding the list of competencies and
performance criteria, individuals should be free to demonstrate their competence

(or to improve their competence) in creative and unique ways.

Alternative ways

others have used for learning should be available for the individual's choice.
If no alternative is available that is suitable for the trainee, he and his
trainers should be free to create new alternatiyes which then can be added to

the bank of ideas available to other trainees.

In every case, the individual™

should be able to choose the activities in which he will engage and when he will

engage in them.

He should be encouraged to establish performance objectives and

criteria above and beyond those specified by the agencies of teacher education
and staff development, and then use the resources of these agencies to achieve

his own unique standards of performance.

Implied Changes in Teacher Education,

If the ideas sﬁggested above are acceptable and desirable, how will teacher

education change?
changes which are already apparent:

From:

Preparation for educatxon serv1ce

conceived as a‘college responsibility

Program decisions made by a college
faculty

" The locus of preparation viewed as being

on the college campus.

Preparation programs seen as a set of
common experiences for all Stu-
dents

Preparation and staff development
viewed as a. function of the early
part of one's career

Profgssional career development seen
as single-purposed and orderly

The following "from--to" continuum is an attempt to summarize.

To:

Preparation accepted as a mutual re-
sponsibility of colleges,- school
organizations, and professional |
associations

Program decisions made by all who are
affected

The ]OCuS of preparation viewed as be-
ing in the schools and their com-
munitjes

~ Programs seaq as a set of common ob-

Ject1ves with various and un1que
experiences "
Preparation and staff development
seen as continuing throughout one's
career

Career development seen
posed and emerging

s a multi-pur-
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Competence seen as a set of creden-
T tials

Communication about préparation in a
language of courses and credits

“Preparation viewed as impersonal and
a responsibility of institytions

Preparation experiences seen as order-
ly, objective, and logical

Feedback on preparation experiences
¢ given at the end of the semester in
the form of grades

Preparation designed for work1ng in
line and staff organizational ar-
rangements

The teacher seen as accountable to his
principal

The rqle of the teacher viewed as pas-
sive and subordinate

Yoluntary professional associations
viewed as being interested only in
welfare and fringe beﬁef1ts

Preparation viewed as screenihg --
ways to exclude people from be-
coming

Competence seen as the ability to per-
form

Communication in a language of ob-
Jjectives and subsequent perform-
ance - .

Preparation viewed as personal and as
a responsibility of individuals and
colleagues

Preparation experiences seen as capa-
ble of being ordered, subjective as
well as objective, psychological as
well as rational

Feedback given after each experience
in a langu of objectives and per-
formance )

ed for working in
coflegial orggnizational arrange-

~ The teacher seen as~accountable to a /pd

for his students (clients)

The role of the teacher viewed'as ac-
tive and coordinate

Professional associations viewed as be-
ing interested in welfare and in the
quality of professional practice

Preparation viewed as helping -- ways
to iaclude people, to help them be-

comez:j




C. GOVERNANCE AND PERFORMANCE-BASED TEACHER EDUCATION

1. Michael W. Kirst, Issues in Governance for Performance-
Basetd Tedcher Educat1on (Washington, D.C.: American
Association of Colleges for Teacher Education, 1973).
Extract: pp. 6-14.

-

- Governance Implications of PBTE
%

Introduction -

PBTE 75 a different and controversial basis for teacher training and certi-
fication. If it could be impleménted, it entails such fundamental changes that
the present "balance of power" among the groups discussed above will be upset.
A11 the actors and interests in the present system will see PBTE as an opening
to enhance their control and institutionalize their particular value perspective.

iven the present pluralistic distribution of influence, the emergence of a
monopoly or dominant interest group is unlikely, but some groups will win in a
relative sense and others lose. In part,.the winners will be determined by .
national trends in educational politics that transcend the particular issues of
PBTE. Such trends as militance and enhanced organization of classroom teachers
and ethnic minoritie$ will have important consequences. The national debate .
on tenure revision will spill over to PBTE.

What is this constellation of interests and value perspectives that will

. become involved in PBTE? A primary task for those who implement PBTE will be

to decide on the precise objectives stated in behavioral terms and a specific
catatog of priority skills and behaviors. Certainly, the advocates of informal
education, open schools, and "humanism" will confront once again the "behavicrists"
and "operaot conditioners." In some ways the advocates of priority for the
disciplines and "basic education” will tangle with a new breed of pedagogues. ;
A11 shades of the conflicting philosophies of education will have a major stake

in the outcome of PBTE.| Given. the base of research and state of the art, many

of their differences cannot be settled in the near future by empirical research
findings.- The outcomg will probably entail considerable bargaining and compromise
reflecting a number of philosophical viewpoints. The counterattack of the
humanists in opposition of PBTE should not be underestimated.*

But joining the leaders of educational thought and researchers in the fray
will be all the factions we see now strugg11ng for control of U.S. education
policy--organized teachers, parents, ethnic minorities, ,students, legislators;
and governors, foundation officials, fegcrai bureaucrats, institutions of
higher éducation, and other professiona} education groups (NEA, NCATE, AACTE,
etc.). Most of these groups have a w1de range of philosophical viewpoints w1th1n
their memberships.

Impact on Researchers T T T e

A crucial unknown is whether the ‘performance concept will lead to a new
conceptual and validated research base for the elusive concept of "education
/
7 . . . ra .v'

*/ "Arthur w.’Combs, Educational Accountability (Washington: ASCD, 1972).
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profession." Sdine research strategies can be built into program design and
implementation, but if PBTE is implemented before a large research base is in
place, it will probably degenerate into an inchoate and elusive slogan that is
used in negotiations among the contending forces. As one advocate of increased
teacher influence put_ it: '

...the really crucial question is whether teaching
can be established on a validated knowledge base
(as against conventional wisdom or experience
validated), and whether the organized profession
can become unified and strong enough to provide
the teacher with authority to practice according
to validated knowledge.*

Given this empirical uncertainty, the educational R & D community could

-play a larger role in PBTE than it did in NCATE or the formulation of current
state policy. Very few researchers were influential in TEPS or NCATE, and
heretofore state education agencies have not been known for their ability. to
translate research findings into public policy, but the researchers work slowly
and their findings may take a decade or more. Meanwhile, we are confronted with
widespread dissatisfaction with the present system of professional preparation
and tenure with strong pressure for a short run "quick fix." Educators and
government "officials plunged into implementation of "accountability" and
"accomplishment auditing" before the concept was clearly defiped or based on
validated knowledge. .

Clearly, the education R & D comunity has the opportunity to lead by

§ collecting the data and establishing the criteria. An underlying premise of
PBTE is that if teachers are trained to exhibit certain specific "competencies,"
they will be more effective in producing desired pupil attainments than teachers
prepared in the traditional way. Obviously, experimental designs will have to
be undertaken to explore this premise, and to establish the preferred
competencies. If PBTE is used for certification in the near future (as Texas
and Washington propose), research will be used to modify standards, not establish
them initially. Many researchers think the whole effort to establish teaching
competencifs is beyond the state of the art.** ‘

Id

Reaction of Teacher Organizattions

Another group that will probably gain in relative influence with the advent
of PBTE will be NEA and AFT organized classroom teachers. As we have seen, the
NCATE - State Government alliance was composed more of university professors,
higher education administrators, and long-term government employees. Classroom
teachers, however, are better organized now than at the advent of NCATE and

want to be spokesmen for themselves. As Howsam stresses: o
Accordingly, it follows 'that representation of
- - the organized profession is critical. The difference
. 0 %

*/ Rob Howsam, "“The Governance of Teacher Education" (Washington:! ERIC
/,,sgﬁinghOuse'on Teacher Education, 1972). o R \ :’ ‘
*%7" Stephen M. Barro, "A Review of the PowerIofigompetency-qued Teacher Education.”

Paper prepared for Committee on National Pr%ﬁram Priorities in-Teacher Education,
- : City University of New York, May 1972,
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between having teachers on committees, boards, and o
commissions with an employee orjentation and without A ©2
: a professional mandate is subtle enough to have. !
escaped attention in the,past Tt should not be
perpetuated.*

Teacher leaders assert they are closer to classroom 1nteractzon and have a’. "
better grasp of classroom competencies than deans or professors. Moreover, if °
employment and promotion decisions are to be -based on "perfonnance,“ this will
be a prime concern of teacher contract negotiations. Again we must acknowledge
the possibility that technical difficulties of defining and deTonstrat1ng TRe
competence could be so important and value conflicts so irresolvable tﬁ%t PBTE
will become merely a negotiating slogan between contend1ng forces. Teacher
organization leaders see PBTE as a method to break the hegémony of universities.
but are unsure of their precise negot1at1ng demand$ in teﬁns of substant1ve
changes in PBTE concepts. . : Lt

' Some of the directions organized teachers want to pursue, however, are

already emerging. They appear to favor even less influence for the disciplines
as the comments below indicate: .

.there should be cons1derab1y less emphasis on
teacher education as.,an all- un1Vers1ty function. . '
(a) the teacher education subsystem is the one with R
primary responsibility for the profess1ona1 ‘
preparation of teachers.
(b) -other university subsystems with a role in
teacher education (the disciplines) P no more
critical to teacher education than tWey are to the .
other professional. schools. They provide instruc-"" L
tional service to the pnofe551ona1 schools.  » . = oL -
Lt (¢) effectively requiring education to jointly . ° ;-
provide for the education of teachers with other t A
. units which have less interest and conflicting : ’
-~ purposes makes education dependent and makes it . -
4 ,mespons1b1e for behavior over which it has no '
.- - control ., ** o : 3
PBTE implies more observation of tEacgéylen the é]assroom, and it is unlikely
that teacher organizations will have Iittle to say about this field com- .
ponent as they have in the past. Indeed teacher organizat1ons want evaluation °*
of classroom performance by peers of classroom teachers rather than by state
or university "experts " This is 11Ee1y to be thelr ‘key demand but its
re]atlonsh1p to PBTE is as yet unclear.

‘ —

’ L4 A

—

At this point NEA is pushing for organlzed c]assroom teachers to dom1nate
teacher certification and tra1n1ng through a new state 1eve1 professaona]

i . . . ' . e -

*/ Howsam,“_g' cit., p.16. e

;j Hmmmu_g_cn p.18. R _ ’ L T
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o "‘\,gtaﬁgafas'ugit independent, of the state education agency. €alifornja's so-called

"'-‘4

e ﬁ

, . Ryan Act has’esthblished such gn independent commission appointed By ‘the fovernar
L e T with representatives from most of the contending interests mentioned previously.

w,’?

. 5%, The 15-person coimission has 6 certified teachers, 4.university faculty, 2.school
..« bodrd member$, and 3 private citizens. Ex ¢fficio members are from the State :
o g . ~’SuberjntendentfsﬂOffice, the Regents, and fram other postsecondary bpards. -Each’ ..~
A of ‘these groups ‘can make a legitimate-claim for a ‘place-on a policy-making.board
.. -and".each has a semewhat different penspective on what PBTE should stress. .Again;
- "We cbrfig back to' the unlikely event that research. can settle the issues of which
" competencies should have priority, so any poljcy bodrd will end up resolying these
i$§ues through sbargaining, compromisg, and pfobably some old fashioned Tog-rolling.

o, T Onie. teacher's -view on current in-service-training is expressed below.
g 5t . 2 . , . , ’:' . . oo
. o '.Prqctichg teachers have found it close to impossible = .  wi X.- -7
oo ®e o to get the kind of continuing education which is ) -
‘ .+ relevant to their.real problems.  They have to pursue .
. ..., . - “-.the-advariced ‘college degree route because such ‘degrees ‘ h
-, S+ ‘have bebp tied to.salary schedules by -school bgard members A
T o " . .who believe that completed ¢ollege courses are the sole:- A
: : P indicator ,of the quality of a teacher. Teachérs must. ) -
L " .. have the power to say what it is’that they .;need to . ‘L )
. N learn to keep up with changing times--'and to be able, “» ~ ' =
Ce ~ .- through state and local governance proceduraés, to see .
' - that they getfit.* , . :

-
.

) If teachers are successful in separating "professional standards" from the °
State Department, it is important to probe .the probablé’ impact on PBTE. ' The . )
professional’s traditional. viewpoint, that educational policy should be, separated

, from general government has been fo increase the influence of professignal ,

- . educators wis-a-vis mayors, goyernors, city councils, and state'ngﬁsﬂators;‘. -
As we have seen, however, NCATE dominated by college educators hai~vé¥y'c]ose ’
ties with SBE's. Consequently, the teacher groups Must be hopihg ‘that they will
be ‘the professional gt%up that will dominate the new professional standards. ~ .-
boards. If this happens, PBTE could’bé vetoed by organized classroom feachers'
and can only ‘succeed if key concessions are made to such groups. Lt woudd
pecoie more crucial for adherents of PBTE to have the enﬁhu;%;;;ﬁc,backing of

-

teacher organizations &hag the endorsement of key SDE officials, but this ,
strategy will vary agccording to great differences in state pdlitics. -Tedcher .
organizatfons in Florida are*in disarrgay and not very strong,.while New York is . . .
quite a different situation. It ds likely, however, that, feachers, will have a

) greater e under new PBTE standards/than .in the.past - both in setting the

criteria-and having teachers eva’luat:/eq_eh Other// . . ‘
;o Politics within the University Teach rlTrainéf% P ol 7 : : “"
- I ;

. d The experiences with PBTE inLTéxééxénd waéﬁinéton highl{ght the politicalkf'
T threat of PBTE for liberal arts profesSors.** 1In Texas, where proposed legislation
f . LY N . . T, - ) ‘ .

"~ i

j] The_Natidné] Commission an Tedcher Education and Professional Stén&ard;, NEA,
"Self-Govérnance For The Teaching Professions: Why?" Unpublished paper
.+ . avaflable in PBTE Clearinghause, AACTE. _ . L

¢

. L _ : N
. **/ The #riter is indebted to Professor Lorrin Kennamer, Dean of the School of
".. Education, Unjversity of Texas for background on the Texas PBTE situation.
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.+. PBTE has a "thin research base" and consequently should be delayed. School

.

S Universities -in'Implementing the 1971 Guidelines for Teacher

’

requireé\th@%(a]]"cbur§E§ a Qrospect{vq,teBCher takes, including those in the
+ Tiberal arts, be pgrformance-based, the Tiberal arts faculty ‘has sponsored a
counten-measuré;;hatdgguid emasculate’ the state's thryst toward PBTE.. This
& B /:‘ ) e .

'« N -\ ’
make the- universities solely responsible for'teacher education '

S
. -+ yather than sharing power with tedcher groups and local schools.” -
' “é)g prohﬁhif'the state education department ?rom‘requiri@g’épj A ‘i.
+ -" ‘approach (PBTE) for teacher -training. \ | &>g '

! e - . / - . \ T Pt
, 1,é/,JIn‘effect, PBTE becomes a vehicle for shifting control from the ¢ampis to .
off-campus. areas. In the past, cooperation with off-Campus groups was permissive
but now the Texas,Competency-Based Teacher Education standards envision a -
/’tripartite,council of campus, school gystem and organized professton. Many
/ Texas liberal arts’ and subject matter professors claim this violates academic .

freedom., These liberal arts professors also c¢ite AACTE publications showing

teacher and .administrator groups organized under the banner'of the Texas State
Jeachers' Association_have supported the PBTE concept.. . .

3
~

The CoTleges of Education are, as one dean put it "caught in the middle’
of the crossfire.” They. are seen by the liberal arts group as in_.collusion with
the professiondl pracfitioners. But many teachers and administrators see -

“Coldege of Education faculty‘as part of the campus trying to retain their ‘
historic control.> In Washington, PBTE has been underway since1971. One®
aspect of the reaction of the education faculty is indicated by this observatidn
in-a report on strengths anﬂ'weaknesses,of PBTE” implementation. )

4

%
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Competency-based teacher education is.threatening

to many college and'school personnel. They do . . .

not feel they-.themselves are competent in the -

~ standards expected. of ‘candidates.*/ / Lo

>

LY

*/ Fréderié‘Iu Gi]es, “A’gt dy of the Experiences of Wéshindton Colleges ang%
Certification,"
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ACCOUNTABILITY_AND PERFO&MANCE-BAéED TEACHER EDUCATION
1. Robert S. Soar, "Accountability: Assessment Prob]ems.
and Poss1b111t1es," Journal of Teacher Education 24 no. "
(Fa]] 1973), 'pp.20p5-212. . - o0

LA : : L}
- ..

Logi lly, there appear to be three maJor strateg1es contend1ng for'a role
1n'the, valyation of teaching skills. The traditional and most widely used”
/tégy to date has been an.assessment of, “the quality of the program within which
_ the tedcher was trajned (1). The aspects of .that strategy have led to the movement.
kfor competency-based teacher education (CBTE). As a part of traditional evaluation
Q1n]teacher prep at1on measurement of the teacher's knowledge continues to be i
“relevant
Two other str teg1es appedr to be viable ones within the broad context of
evaluation of teacher competence: measuring the growth of pupils taught by the =
'teacher and measuring the teaching behavior of the teacher \ 5 :

asurement of Pupil Growth

This is an assessmefht strategy which is immediately appealing to many.
. Probab]y there are a number of reasons for this. Since thasbusiness of schools -
is to produce. change in pupils, \it seems reasonable to assess the success of the.
school by measuring the growth of up11s In some instances, businesses pay workers
in terms of production; why not pay tea ers on the same basns’ Such a solution .
is immediate :and compelling, but exa\\n\‘1on of this possibility raises questions.

The Influence of the Classroom

A major-difficulty in eva]uat1ng the teacher is the amount of 1nf1uence the
classroom can have in relation to other influences on the pup11 A series of papers
published by the Office of Education (2) concluded that:the.relativeé influence
of ‘the teacher or the school is not great. A docﬁmented example of a specific
nonschool affect, the relations between attitudes an expectations of parents to
1nte1llgence and achievement of their children have been found to be strdong. The
relations hold even within a single socioeconofj<’ group and have been demonstrated.
in a number of ethnic groups (3 4; 5). S1m11ar1y, the péer group 1nf1uence has
been demonstrated. e .

Presumab]y these are only a few effect1ve non ~-school 1nf1uenpes If the

-« teacher is enly one of a number of influences on pupil growth, the correlation of |,
growth for one pupil group with artather the following year-should not be high. A
_This turns out to be the case. One study (6) showed a correlation of .08 for
‘guctessive years of pupil growth.in pooled achievement measures for & group of .
55 teachérs. Rosenshine (7) has sumilarized a series of studies 1nd1cat1ng relations
typically in the .30's for growth for successive years Brophy (8) hras reported
successive year, data which are hmgh]y variable, with correlations ranging from .
-Tow negative to high pagitive, but with a medlan in the .30's. As test- retest )
reliabilities, torrelattons like these woiild not be acceptab}e

To lay the pupil's growth, or lack. of it, at the teacher's doar, seems a

S maJor overs]me11f1cat10n cons1der1ng the many other:factors 1nvof¥ed
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Measurement--Statlst1cal Prob]ems :
! v
. The solution of measur1ng pupll growth looks s s1mp1e--yet 1nv01ves a series
. of ‘problems. Specialists in educational and psychological measurement have labored
-with the difficulties for a generat1on or more, without final resolution. As
Bereiter (9) comments: ‘

.
'.')

A]thdugh it s commonp]ace for research to be stym1ed by some, d1ffrcu1ty
in exper1menta1 methodo]ogy, there are really not many instances in the
-. behavioral sciences of promising questions going untesearched begause
of deficiencies in statistical methodology. Questions dealing with
. psycho]og1da1 change may well constitute the most important exceptions.
It is only in relation to such quest1ons that the writer has ever heard
colleagues admit to having abandoned major research objectives
solely because the statistical problems seemed to be 1nsurmountab1e ’ -
These problems are not widely recognized except by measurement specialists; a few T
of them will be outlined below. ’
The procedure of only measuring pupils'-standings at the year 's end would be .
inadequate. Whatever growth may have occurred weuld be such a mipor elément in .
the total amount of pupil know]edge that this poss1b111ty is eas11y dismissed. The
alternative is testing pup115 in the fall and aga1n in the spring to determine
the change made while with a’ g1ven teacher. This 15 where the booby traps are
important. v
© One such s the regression effect. Figure 1 (p 85) 111ustrates f1ct1t1ous
data for we1ght measurements. for a group of people weighed three monhs. apart,
assuming no weight gain or loss on the average. The ellipse in the figure represents
the outline of a plot of hypothetical points, each of which represents the weight of
. one person on both occasions. The cross-hatched 'areas at the ends 0f the distri-

s bution represent the lightest and the heaviest individua]s at the first weighing,
and the cross-hatched areas at the-top and bottom of the distribution represent,

. the extreme weights at the second.weighing. Since the areas.at the ends of the
ellipse only overlap s11ght1y with.the areas at the top and bottom of the ellipse,
the highest and lowest weight people must, to a considerable degree, bea. -
different group om the two occasions.

Presumably, there are at. least two reasons for this: ‘one s error of

.measurement when the scales were not read accurately on one or morg occasions.

The other is that weight changes occur for individuals from one occasion to the )
other, even though therg is no change in the average weight. It is easy to ' RS
imagine the person who discovers his weight is higher than usual and goes on a diet
as well as the person whose weight is less than he assumed and affords an occasional -
dessert. Perhaps it would be easy to imagine parallel influences, on some pupits
. as a consequence of knowing their standing on achievement test sgores. In any
case, the effect will be present any time the two sets of scores are less than
' perfectly correlated. - o
. The next .point to be developed from the f1gure is the~rea11zat1on that if
the people who-were.in the heaviest 10 percent on the first weighing were not in
that same group «<in the second, they must have lost weight. Similarly, the people
in the lightest 10 percent must have gained weight. Since initially heavy people
tend to Tose weight and initially light people tend to gain weight, there must
be.a negative correlation between initial weight and change in weight.

«lj
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; The same negative correlation will routinely be found between the fall

__scoreg that students make on achievement tests and the change they make during

" the year. "This runs so counter to the expectation that high achieving pupils will
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work, for example, these corretatiofs have ranged fram the --.30's to the'--.5
for full-length subtests of the Iowa Test of Basic. Skills, for third through sixt
graders, and typically from the --.40's to the --.60's (with some higher cerrelations)
for specially assembled subtests with kindergarten and«first graders. We recognize
that the year-end score a pupil makes on an achiévement test represents his
knowledge before heé entered the class, but we do not readily recognize the gain a
pupil shows during a year is also relatéd to his standing at the beginning of the

~ year. Although true, ‘the relationship is negative rather than positive, as is the

< grow most during the year that it is hard to accept, but it is true. In’our ﬁégih ’
- Ol

correlation between pretest and post-test.

To correct for this spurious effect, another kind of gain measure is used
with some frequency--regressed gain. The logic of this gain measure is that of
correlating pretest scores with post-test scores for the total group; then, for

. each individual, predicting the post-score that he would be expected to earn on
the basis of his pretest score, and subtracting that predicted score from his
actual final score. In.effect, what this does is to create a measure of gain which
is independent of the pupil's initial standing, so it more freely represents the.

, change which has occurred in him during this year in the classroom. The procedure
parallels the use of analysis of covariance to hold the affect of pretest scores
constant, except that scores for individual pupils are ¢reated which can be used in
further analysis. . i

This apparently simple solution is only a beginning toward the solution of

. the problem. In order for a regressed gain score to be independent of pretest
score, the adjustment made must vary with how extreme the prescore is. Students
with initiatly high scorés have their gain scores increased, and students with
initiaTly low scores have their gain scores” decreased. - -

The next quéstior, then, is to what group a pupil reasdhgb]y belongs. A
group of Tow social status pupils, for example, will have a ‘1ower mean scorg than
a group of high social status pupils.. If the two groups are combined in on
analysis, then the adjustment made to the gain score for each individual will be
made from -the mean of the combined group. Low pupils will stand relatively
Tower than they would from the mean of their own group, and as a consequence ,
their gain scores will be reduced.more than they would be if they were compared -
to the mean of their own group. Similarly, gain scores of the high standing pupils
will be increased'more than if they were compared with the mean of their own i
subgroup. Since the amount of the adjustment made to the gain to make it
independent of initial standing depends on how extreme the pretest score is from .
the mean of the group being ana}yzed, the amount.of the adjustmeht which is made
depends on'a proper groupipg of pupils. What groups sheuld be created in order
to compare each pupil’ with-his ewn group? Since there ayre no very clear bases’
for deciding this question, the gain scére which the pupil will be assigned is
uncertain. . ) 7 e

At least occasionally, further problems exist. In dur own work, we have often
found that even on well-developed standardized tests it is not unusual For pupils .
to show, ceiling effect at is, the extent to which a pupil can show growth ‘is
limited by the number pf ifems he missed in the fall. High scoring pupils_will
be penalized since.thely cgh't show the real gain they have made on a test with
‘this ceiling effect. some of the data we are currently analyzing (subtests
*assembled out of standgfdized tests), we have found relatively strong nonlinear ,
‘relationships between ppTtsi\Jnitial scores and the gains they show. Pupils who
initially make Tow scorks gain MNttle, pupils who make initially moderate scores
gain greatly, and pupily who-make ;jtia11y high sscores also gain little.. So the
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classroom which happened to contain pupils who tested toward the middle of the
scale will show considerably more gain than a classroom would in which pupils”
initially scored low or high. If pupils were ability-grouped, the teacher with
the middle group would have a material advantage. . :
The general conclusion from these measurement problems is that the growth
a pupil shows is a function both of the growth he actually made and the test items
which are used to reflect that growth as well as the kind of score used to
represent the growth. Since it is difficult to know the relative contribution of
each of these sources, the measurement of gain remains uncertain. Also, it is
relevant to note that the tests cited above are probably better developed than
those to be used in state accountability programs. i ’
. ’ ~
Problems of Rate of Growth . ‘.

Still further problems may exist. It seem reasonable to expect that at
least some ‘characteristics of pupils grow slowly enough that change during the
school year would not be measurable. (An AACTE task force on performance-based
teacher education has developed this_point.) As examples, it seems likely that
learning sets toward complex problem solving and responsible citizenship behavior
probably change too slowly to be measurable within a single year.

Probgems of Teaching and Test Administration
\ X

The St. Petersburg Times (10) reported on two other problems cited by
teachers in the initial agplication of Florida's accountability program. One
is the tendency for some teachers to concentrate on teaching the eight or ten
children in the class who were tested in the fall and wi11 be tested again in the
spring. Small (11) documents the parallel problem of teachers concentrating on
low-standing pupils in an application of accountability measurement in England a
century ago. In addition, the problem of teachers concentrating on the material
to tested also was reported in both articles. Of course there is always the
probTem of teachers "helping" pupils take the spring test to enable them to do
well. The alternative oMhaving a disinterested outsider do the testing raises
cost-feasibility problems.

* Problems of Levels of Complexity

If the competence of the teacher is to be assessed by measuring growth in
pupils; it seems important to measure pupil growth at all levels of the Taxonomy
of Cognitive Objectives (12). Current evidence (13; 14) suggests the teacher
behavior which suppor®s relatively simple-concrete Rinds of pupil growth is
different from the kind which supports relatively complex-abstract pupil growth.
it also would seem important to judge the competence of the teacher on his ability
to promote higher level objectives as well as lower level ones. .

In the accountability program which the state of Florida is developing, the
intent is to develop test items to measure objectives at all.cognitive levels, at
each grade level, and in all subject matter. This appears to be a very ambitious
undertaking, considering the difficulties measurement specialists have encountered
in developing measures of higher level objectives. The program probably will be
forced to go into the field because of legislation which requires only the develop-
ment of measures of lower level objectives because of the difficulty of developing
the higher ones. In that event, it would seem reasonable to expect the result
to be accountability testing which would overemphasize lower level ‘objectives and
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‘underrepresent higher Tevel ones, if they are represented at\all. The conseQuencesl

would be that teachers who stress lower level .objectives would do well by the
accountability criteria, and teachers who teach to facilitate the growth of h1gher
level objectives would appear to be less satisfactory. It would not be surprising
if this led, in turn, to greater numbers of teachers stressing low level objectives.
Another reasonable expectation is that ®he teacher who feels the accountability

. movement looking over his shoulder may very well "turn the screws" a bit by putting

pressure on the pup1]s to achieve, so the teacher will make a satisfactory
appearance in the spring testing. This is generally the sort of téacher behavior
which is destructive of higher level objectives. A number‘of pressures converge
on the teacher to teach for immediate effects--for low level objectives--and to
concentrate on low-achieving -pupils. —

While it cértainly is not conclusive, it may be suggestive to recognize that.
the current gegfration of alienated college students have spent most of their -
years in public/ education in the post-Sputnik era when concentration~on subject
matter learning was stressed.

In summary, the measurement of teacher competence by way of pupil gain appears
to be an uncertain route to travel. While there B¥e problems in the use of pupil
measures for lower level objectives, these prgblefis are perhaps manageable. The
attempts to measure teacher competence thro pupil gain in higher level objectives
appears to be exceedingly difficult and probably impossible in many cases.

The Measurement of Teacher Behavior

Having recognized some of the difficulties in pupil measurement as an
assessment strategy, we will consider the measurement of teacher behavior. The
long history of negative results wi1ch have been produced by the use of traditional
teacher ratings is almost certainly ope of the reasons why the observation of”
teacher behgvior as an assessment strategy is,not viewed more favorably than it is.

Medlegibnd Mitzel {15) comprehensively reviewed studies in which ratings of
teacher effectiveness, made by supervisors or administrators, had been related to
any reasonably objective measure of pupil growth. The findings from numbers of

, studies consistently showed no relation between ratings of teacher effectiveness

and meas{res of .pupil growth. It is only reasonable that this dismal literature
has led many peop]e in education to assume the effective teaching was not 1deht1-
fiable..

This research literature has changed materially since about 1960. Numbers
of identified measures of teacher behavior appear to hold real promise for clarifying
the nature of teacher effectiveness, although-it is becoming increasingly clear
that the nature of the phenomena is very complex (13). These promising findings
come from the application o systematic observation, as distinguished from rating
procedures. Systematic obgervation is a way of observing classrooms in which the
observer is made a recordeteinsofar as possible, rather than an evaluator. That
"is, he looks for specific /items of behavior from a standardized form and checks
the occurrences of these behav1ors He does not combine the behaviors into. sums
of composites; he does not make judgments based on them. The data are then treated
statisBically so that composites are created with known weights, ahd with the ‘possi-
bility of trying different combining schemes, or "scor1ng keys."™

Another characteristic of data of .this sort is that it tends to be "low
.inference" rather than "high inference." It stays closer to the original behavior.
When™ the effectiveness of the teacher is rated, for examp]e, there is fo way of
know1ng what behaviors entered this rating. If a teacher is rated as. "warm," the
field is sharply restricted; b)z there are still numbers of possible behaviors
which\may have been invo}ved. But if an observer counts the number of times a
teacher smiles, pats a child, or praises a child's behavior or work, the behavior
which entered the measure has cons1derab1y greater specifig¢ity. These, then, are

examples of behavior measures ranging from high to low inference.
1
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Recent studies using ratings of intermediate levels of inference, such as
"clarity" or "enthusiasm" have produced considerably more promising results than 1\
thé earlier high inference ratings (16). Before these results can be used maxi-
mally, the ltow inference behaviors which enter the ratinds ‘need to be identified,

-There are also hopeful results.from the application of systematic observation
which suggest that presently identified classroom behaviors are related to pupil
growth (13;16). Parentfietically, it may seem contradictory to refer to measures
of pupil growth as criteria against which measures of classroom behavior are
validated, when they are dismissed as a basis ggr evaluating teachers. There are
many differences¢ The small number.of pupil m#asures which assess higher cognitive
levels of growth may be adequate for’ research directed at identifying teacher
behavior which is associated with complex pupil grewth but probably are not ~
adequate for wide scale teacher evaluation. The problems of measuring gain can
be better dealt with in research studies in which intensive analyses of data are
carried out than in wider scale evaluation studies in which analyses of data are
likely to be simpler. Uncontrolled influences are spread over a number of teachers,
with general trends sought, rather than affecting the evaluations of individual
teachers. \

A parallel with medical practice seems relevant. If the only criterion of
a physician's effectiveness were the mortality rate of his patients, then he
% . could scarcely afford to take terminal patients. If the criterion is whether he

prescribes the treatment which is known to be the most effective, then the evalu-
ation becomes a fairer one. Similarly, the teacher appears to be more fairly
evaluated if the judgment is made on whazf%e does, rather than on the outcome of
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what he does. The first is under his confrol and the second is not {or at least
not nearly so much so).
Adnittedly, the results of research to date are not completely clear and
—sonsistent. There are suggestions that some teacher behaviors are more likely
to produce valued outcomes. The following generalizations are among those which
might be cited. Indirectness of teacher behavior tends to be associated positively
with assessment growth, favorableness of pupil attitudes, and creativity growth.
Teacher flexibility tends to be associated positively with achievement gain.
Teacher criticism tends to be negatively related to achievement gain. Subtle
rather than obvious aspects of teacher behavior tend to be related to pupil growth.
The cognitive level of pupil interaction tends to follow the 1€Vels_used by the
teacher, up to intermediate levels; but pupil interaction invol
levels tends to occur only in the presence of supportive inte
pupils. . :
The conclusions which seem appropriate begin to becom mplex before the
- findings of various studies are pursued very far, For ex ple, several studies
suggest that pupil growth increases as freedom and self-direction increases, but
only up to a point. Beyond that point, less growth rathey than more appears to
take place. Further, the point at which maximum grow akes place appears to
be a function of the complexity or abstractnéss of the ‘learning task--the more
abstract the task the greater the freedom which is optimal; the more concrete
the learning, ,the greater the teacher conrol which is optimal.
" Figure 2 (p.85) presents an integraion of the relationships suggested by
various studies (13) which was further supported by Soar and Soar (]4?. There
i are also suggestions that different pupil groups (dependent vs. independent,
low vs. high anxious, low vs. high ab2=ity? respond differently to the same
¢lassroom behayjor, but the clearest canclusion in this case is the need for

tioniby other

/ . further research. ./ . .
] The use of systematic observation tould meet the requirements that student
/ teacher competericies be derived from explicit conceptions of teacher roles, be
. stated to make assessment possible, and be made public in advapce (1). Systenms

provide explicit, behavioral, low inferehce measures of teachihg behavior and,
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as such, provide a vocabulary and a set of concepts for communicating about .
teaching as well as a metric for measuring it. It is hard to see how these
requirements could be met without procedures such as these.

\
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Some Possible Applications B

Measuring teacher behayior is certainly applicable to teacher preparation:

programs. In fact, such appjications have been made for some time now. For

+ some years, Hough, in a progRam at Ohio State University, has been teaching a
methods course in which st ts are given 2 series of prescriptions far behavior.
which they must be able tq¢ prdduce in s1muf5{ed teach1ng to complete the course.
As examp]es, each student/teacher must teach‘a lesson in which at 1éast halfl of
the talk in the lesson is{ produced by students; he must teach a lesson in which
at least one-third of his own talk is indiregt, as defined by the categoriés of
an observation system. If the student can praduyce all of the- prescribed behaviors
at the beginning of the course, he has completed it. If it requires several
quarters for him to producé the behaviors, he never comp]etes the course. This
is a measurement of exit competencies which Elam {1) identifies as being
desirable. x

An important issue is the need to represent teacher behavior through the
use of multiple systems in order to gain a broader vjew, of the c]gssroom behavidrs
important to pupil growth. A course such as Hough's is surely a p1oneer1ng effort.

When all student teachers are routinely observed, the economic problems
of applying observat1ona] procedures do not appear to he great, even if each
graduating teacher is to be certified on this basis. If the goal is to certify.
a program, then perhaps it would be appropriate to obserye a sample of teachers
to evaluate the program rather than the individual teacheérs.

There are promising beginnings' in researching aspects of teacher behavior
which are important for pupil growth The use of such observational measures
is a preferable way to proceed, even, when the goal is to measure the implementation
of theory which is still unverified by empirical research. Of course, some mea-
sures of classroom behavior might be seen as measures of objectives in and of
themselves, quite apart from their relation to other measures of the growth of
pupils. For example, it would seem reasonable to value a classroom in which
a smaller rather than a larger proportion of the teacher's effort is directed
toward controlling the behavior of pupils instead of "teaching.” Similarly, it
seems desirable for a teacher's management of a classroom to take place through
direction$ which are gentle and noncoercive, rather than ordering and commanding.
The classroom«in which moderate amounts of positive affect are expressed and
relatively small amounts of negative affect occur, would probably be valued by
many .

Observation also offers the possibility of measur1ng the attainment of pup11
objectives which would probably be difficult to assess in any other way. How
better to measure pupil responsibility and self-direction than to record the
ability of pupfils to carry out a task without teacher direction? How better to
measure the socialization of young children than to code the interactions that
occur between members of small groups as they work together in the classroom?

P

Some Concluding Comments

Measuring .teacher effectiveness by measuring change in pupils is probébfy
only feasible for simpler, lower level objectives. .
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For the attainment of higher level objectives, or more slowly developing )
objectives,_the more.appropriate procedure appears to be to measure the behavior
of the teacher and ‘compare it to behavior which is thou to be related to the
development of higher level objectives in pupils. Such a procedure appears .
feasible, both for the assessment of competence of individual teachgrs and for
the certification of programs. . )

While much research and development work remains to be dgne, the Beginnings
appear to be promising. In contrast, hoWever, both as research on teacher
behavior suggests and as Small (11) and the Times articles attest, the attemp
to measure the attainment of all objectives by measuring growth of pupils is
likely tobe a disaster. It could foreclose the possibility of implementind a
procedure which i the long run would represent a real advance in teacher dycation,

: certification, and evaluation.

The caution of the researcher about imp]emehting a procedure which/still™

. needs extensive work is syrely appropriate; yet in comparison to the afternatives,

observational methods seem the most hopeful. They do not create pregsure for the
teacher to stress 1ow level objectives. They avoid a series of me urement . -
problems which are-difficult, if not disabling. They.measure the erformance.
which is most directly under the control of thé teacher. They pgrmit the faculty .
and administration of a school or system to agree. on valued. te hing behaviors
with a minimum ef misunderstanding. They give the teacher feedback on his tea¢¥ing
behavior. They permit the teacher to apply the research findings which do exis
relatively directly. If programs of accountability on competency-based -teacher -
education are to be implemented, systematic observation appears to be one of the
more promising assessment procedures for measuring teaching skill.

This agticle has only considered the problems of how to hold the classroom
teacher accountable and for what. There is a broader context and the teacher's -
accountability is only part--the reciprocal responsibilities of the schools to

-society, ‘gnd vice versa. A few examples are cited. .Is there any limit to the

pupil objectives for which schools are to be held, accountable? A role in helping
solve an imposing array of sdcial problems has been given.to the schools in the
past generation. Concern about traffic safety has resulted in driver education -
in the schools. Other problems, in turn, have led to the'addition of such programs
as those concerned with sex, drugs, and now "parenting." It is hard to imagine
any other agency of society which has been as involved in wbrking to eliminate
minority discrimihation. Are there any old responsibilities for which schools are
no longer accountable? Or has the list simply kept extending? )

" Is the family accountable in any way for the readiness of socialization of °
the child when he starts to school? Is a teacher of a regular kindergarten or
first grade, for example, accountable for usual grade achievement for a child who
begins school with 1ittl€ or no language, cleantiness habits or toliet training,
safety, etc.? Is the interest and effort the child brings to his work solely
the teacher's responsibility? Again, is there any limit to the objectives for 3
wh}ch the teacher and the school are-to be held accountable? o

' Does the school system and the society it represents have responsibility

to |the teacher for a variety of kinds of support? Are these measured in any
ways but money? 'As only an extreme example, how is the society held accountable
for the physical'safety of the teacher? Who pays the penalty when it fails?
Superintendencies in large cities seem increasingly to have become \
revolving door" positions. Is accountability for the problems involved pbaced
apywhere but with the succession of incumbents? \

. —
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Is the sqciety accountable for the suppOrt of research to imprgve the quality -
. and efficiency of the educational process in the schools?
IMustrative questions such as these, which are only a few of the possiple.
ones, seem not to be included in discussions of accountability. Are they
relevant, or is only the teacher accountable? . Va
. ¢ . -
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(Although this paper has somethlng to say'abouf dbfinltldn and ratloqgle fbr

PBTE, it is placed in this section of.thé SouYce Book because it 1s addressed
e ety

to state agencies and dlscusses 1mp11cat10ns of PBTE from thelr perspectzve )

S
&

A

Peop]e who know only a little about performance education often make dangerous
' leaps in their assumptions. They believe that . -
(1) A 1lists exists which includes the basic competencies all teachers should —~__
possess and be able to demonstrate; -
- (2) Techniques exist to evaluate objectively whethgr or not a cand1date
actually has these competencies;

(3) Research has shown which teacher competencies are related to children's
learning; and ~ £ :

(4) Developing a competency system of preparation and'eva]uatron ‘is a.
relatively simple task and not 11ke1y to be more expens1ve than present systems

A1l these assumptions are’false. .- ‘

Before any state makes a comm1tqent to competency educat1on, it shou]d
prepare a description (a managenient plan) of how@each of these four statements
will be handled in that state.

0p1n1ons and prejudices are abundant, but the best way to approach each )
issue is to ask the classic performance question: "What evidence will you accept?” -

Examining each of the statement$ will mdre clearly 1]]ustrate what we know
.and what we don't know. v ®

<* (1) A list exists that includes the baszd’competenctes that aZZ teachers
should possess and be able to demonstrate.
. What does exist are lists of competencies. The best resource now available
. is the Catalog of Teacher. Competenctes, which resu]ted/f?om an_intensive search
of the literature and a year's review and revision by educators throughout.the
.United States.l Well over one thousand competencies.are included. However, no
attempt is-made to indicate which competenc1es are most, or even more, appropriate.
+ .« The purpose of the catalog is described in the introduction: "The catalog should
; _ provide users with an array of competency. statements from which descriptions of
- teachers can be built."2
The difficulty of preparing a list of bas1c competencies revolves around
‘both a human and a philosophical probtem. .The human problem is that of obtaining
consensus about an area of extreme controversy According to Peter Airasian, ~-
selecting the competencies is the most crucial issue in competency education:
. "I would argue that the most powerful individuals are those who frame the compe-
tencies to be atta1ned These are the individuals who exp]icit]y define what is
a good teacher." .
States have varied #n their approaches to the se]ectaon of competencies.
e Some states havé# pushed that decision out to local and/or regional consortia;
- othersghave gstablished a state list of required competenc1es
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. at the performance programs and modules prefently in use.
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-~ The philosophical problems is whether any competency is.so broad that all
teachers should possess it. If schools and teacher roles are changing and if -,
.16cal systems make extremely different demands on their teachers, is it possible

-to establish competencies that are needed by all teachers? If that is true,

are educators with a competency approach not again risking the creation of an-
irrelevant system? ) ¢ L ' " .

Some people have been attracted to the competency movement because they see '
it as a way to describe the Unique strengths and weaknesses of each teacher. The
goal is not to hqld all teachers to the demonstration of required competencfes,
but the creation of ‘a system that would alTow teachers to do what they do best
and at the same,time facilitate the restructuring of the public schools to give '
children greater opportunities to learn. : '
" (2) Techniques exist to evaluate objectively whether or not a teacher actually ™
has these competenciess” L , . S

" This is simply not true. Much of the enthusiasm for performance education
_results fromvzpe accountability thrust permeating all aspects of our society.
People believe that objective evaluation of a prospective teacher (and/or inservice
teacher) will reveal whether the person possesses the competency and whether the
program is meeting its objectives. Thé assumption is valid, but no evidence is
now available to indicate that assessment techniqugs are sophisticated enough
to validate any program. If the reader doubts this conclusion, he should Took

Florida funded the development of the Amotated Listing of Co tency Based
Modules, anQther excellent respurce. The Florida Center-an:Téﬁgﬁzzi}rainLng
Materials set only three criteria for the inclusion/of/mézéria]s:
(1).Performance objectives are stated in expTicit terms. . —
(2) Instructional actjvities.or resources are specified for the attainment
of the stated objectives. . . _— ,
(3) Evaluation indicators are linked to stated objectives. . ﬂ\\;\d\o c
The center reviewed thousands of modules and in its first catalog found-only 288 °*
.that met the three ¢riteria. (Note the word "linked" ‘in -the third criterian--no
one ‘was- asked to validate the evaluation system.) ' ‘
Many people are using behavioral objectives to develop.performance programs.
In most cases the activity of the teacher or the student is described indetail.
However, far too often the evaluation consists of one’'person's subjective judgment
about whether or not the person,being evaluated demonstrated, the competency,

usually on a rating scale of 1 to 3, 1 to 5,'or 1, 25 . . ., Q, 10. In some -, #
“instances several raters evaluate the performamce, but the evaluation is still
subjective. Y

One should not be overly critical of such approaches. They are a significant
improvement over previous rating scales, which had .no performance criteria and
were totally subjective: e.g., "Friendly--1-10." However, such systems. are not ;
truly objéctive (philosophers would argue that nothiing is). It is essential, A
however, that those-making policy decisions recognize the limitations that exist
ip the asséssment -area. '
While some modules do posseSs objective evaluation systems, no one would
aintain -that an entire program can now be evaluated objectively. The most difficult
.evaluation problems occur in the affective arga. At best we are using indicators’
rather than absolutes for nieasuring effectiveness. Does the fact that a teacher
calls on minority children as often as nonminority children prove the person is
not prejudiced? This is not an atypical example of an indicator”’ One might
compare the best evaluation systems- in competency: programs to an iceberg: The .
most visible part may well be using modules with ebjectives and criteria,“but the
greatest part lies submerged; the-areas that truly make a difference are not so easily,

-

measured yet are really the foundation, for the entire program.
. ’ /
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" Another difficult probliem involves the jssue of whether the desired performance
is totally discrete (it either exists or it _does not) or whether it is subject to
qualification (ten times in twelve attempts). Haow one feels about this issue can
vastly change the nature of the assessment, program. Researchers have-shown us that
consistency of performance is exceptionally difficult to predict. Therefore, the
demonstration of a discrete perTormanée/does not assure anyone that the performance’
can or will be duplicated when appropriate. ,Setting cutoff levels (e.g., seven out -
of ten times, with 80 percent effecéi;gness, or three out of four) is even more °
misleading. The measure is very accUrate; however, the criteria level established
is unrelated to any validation that, for example,, three out of four is ultimately
dnd more meaningful in terms of student learning (or predictability) than two out
of four. ‘ ;

) (3) Research has shown which t/eacher competencies ‘are related to children's
learning. ) © T ’

« Some evidence is beginning to appear linking certain teacher behavior to

student learning. Researchers Barak Rosenshine and Normd Furst have indicated that

eleven variables appear to be worth bedinning to trajn teachers. for: clarity, vari-
ability, enthusiasp, task oriented and/or businesslike, student opportunity to learn
criterion material teacher indirectness, criticism, use of structuring comments,
types of questions, probing,-and level of difficulty of instructien. The best
results were obtained on the first five variables. : ’

. But even Rosenshine and Furst indicate that much research needs to be done to
”/ﬂ>\\comp1ete1y validate these characteristics. Beyond this, research tells us nothing.

Actually, what is reported is more disturbing than nothing. e \
. James Popham completed a study that eompared studlent learning in classes \\
instructed by «Studentsgprepared in a teacher education program with learning in J

studegts selected at random. He found that there were no measurable differences ,

in leatning. ¥ o ‘ y .
If a state“takes the position that the ultimate test of a teacher's effective-

. ness is student learning, then deciding which competencies are related to student .
tearning is the overriding task. Many knowledgeable people accept the logic of that”
podition but still reject it. Not only is there no positive evidence that any
competency is related to student learning, but there is also no way to control the
mahy human factors that influence the student, before or during the time that he :
is in class. Such critics alsQ maintain that the ultimate goals of education are
not revealed in whether the student can pass a cognitive exam but in the decisions
he.makes as an adult-many years later. . . .

Anpther problem is related. The competencies needed for effective teaching
may not exist separately; the successful teacher may be_the one who can utilize a
variety of skills within a short time. Effectiveness is really the unique combi-
nation of competencies, not the capability)to demonstrate each singulatly. Many
‘people believe that competencies are situdtionally specific, that is, in a given
class on_a given day certain competencies may be highly related to student learning,
while, on different days and/or with different students the same competencies may
be irrelevant. - . - A
. (4) Develdping a competency system of preparation and evaluation is d
relatively simple task and is not likely to be more expensive thar present systems.

+ The complexity of developing a competency based pro will be described

later in this book. The cost factors are no less complex t0 determine.

Competency based teacher education programs will cost more money: NQ one
argues too much about that. But how much more Yioney will be needed? * Bruce Joyce
did a cost analysis for one state, and.estimated that the development of one program ~
would be between five and six million dollars--one program at one institution._ Joyce

. . .
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is assuming that the program is totally competency based, and“that the appropriate
“technological support is available. He estimates that the cost of turning the .
-* whole country's programs around is easily 100 million dollars and will probably take
“twenty years. © . . 7 . ' -
Herbert Hite, who did-a similar analysis for another state, saw a rise of
150 percent in program costs as compared with traditional programs. In both estimates
a significant amount of the cost appears as facqjty ttme necessary to develop
the program. . i
Neither Joyce nor Hite is trying to paint a totally negative picture. The
costs are*manageable, but only through careful development., Joyce recommends
borrowing and sharing the work that others have done, while Hite proposes a different
faculty .load ratio that will provide the needed resources.
%n conclusion what we do know is: '
¥
(2
(3
. be done.
(4

Competency statements are available for review and cdbsideratjon.
Objective evalgation is not yet perfected, ‘
Research relating student learning to teacher competencies. still needs to

~— — S

Developing a competency system is a complex énd costly task. .
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3. Theodore Andrews, Assessment (Albany, N.Y: Multi-State Consortium on
Performance Based Education, 1973)./ /

»

2. Allen A. Schmieder, "Profile of the'States In Competenty- v
Based Education, "PBTE 3, no.5 (November 1974). published by
the Multi-State Consortium on Performance-Based TGagher Education.

' ABSTRACT - - N

The introduction to this chart states that it is intended to present a brief .
outline of where each-state was as of September 1973 in regard to the intrgduction \
or prospective introduction of competency-based education. States are listed
individually; for each state, the name, position, and address of an individual to N
contact are given. " The chart providéahspace for the following information: competency-
baged education goalsq major developme tal- activities; key publications; and ‘
unique features.// - K
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K " F. ACCREDITATION AND PERFORMANEE-BASED TEACHER EDUCATION .
1." Rolf W. Larson, Accreditation Problems and the Prom1se
of PBTE Cwesh1ngton D.C.: American Association of Colleges ~ - ¢
_for Teacher Education and ERIC C]earlnghouse on Teacher

- ‘Educat1on, ]974)

DN ‘ABQTRACT

L

]
. This paper exam1ne§ the relationship between the accreditation of teacher
education institutions. and performance-based teacher ®ducation. After a brief
historical review, the author discusses four basic accreditation problems: (a) the
. need to allow for institutional differences; (b) the need to base decisions on
. substance rather than on form, (c) the need to determine .the actual qua]1f1cat1ons‘
of the graduate, and (d) the need to determine the focus or function of accredi-
tation. Institutional statements of objectives for teacher education are
frequently vague and provide-:little gu1dance for. the accrediting team. The
objectives of one institution are examined in deta1] to illustrate these problems.
. Petformance-based teacher education, which requires the explicit, definition of
expected competencies, could help to move ‘accreditation toward being based on
elements of substantive achievement and could encourage-a rethinking of admissions
crjteria. Einally, the two purposes of accred1tat1gp are considered; whether it
should be used ‘to identify institutions which feet & mifhimum set of_s standards or ~
y,EQ stimulate institutions<to improve their programs s1gn1f1cant1y /7
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SECTION FPUR
L 4
. r:,’
o CRITIQUES OF PERFORMANCE-BASED ~ .
¢ ) TEACHER EDUCATION -
) .
- - PN ;4;
"Evegyone s a critic!” goes the usual reaction to criticism.
N Criticiems of PBTE have been abundant. But eriticisms are —_ :
useful and, indeed, necessary for any new concept or program b

if they are studied, reasonedf*analyses of pros and cons. Such
eritiques bfily aid in our understanding. They provide mn extra
pair of eyes and show us things that we did not think to see.or
.could not see because we were standing too close. There follow
two such critiques of performance-based teacheP educaticw.
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A. CRITIQUES OF PERFORMANCE-BASED TEACHER EDUCATION -- GENERAL

1. _Harry S. Broudy, A Critique of Pprformance-Based Teacher
, Education (Washington, D.C.: American Association of Coileges
for Teacher Education, 1972). Extract: pp.3-11. °

(Omi tted from this extract are the author's introductory referencés to definitions

of PBTE and his concluding discussion of the necessity of apprentice training.
Footnote.ﬁ are enumerated as they appeared in the original issue.)

4

Thé assumptions underlying the PBTE approach seem to be as follows:
1. The ieaching act is ‘the sum of performances into which it islanglyzed.

2. The éerformance unit is a matter of indifference, i.e., the number and
. character of the performance units can vary from one program to another.

3. The criterion for the "product" is demonstrated competence in the selected:
set of training performances. :

It is to the tenability of these assumptions and the consequences of basing
t ‘cherlgducation upon them that this paper is addressed.

I shall,devoge a little space to the assumption;EQat¥n teaching the whole
is merely the sum 0T the parts. This is a notoriou nadequate description of
any human action, let alone one so complex as teaching. Teaching can, of course,
be thought of as broken down into parts, but as a concrete action it is guided
at everY moment by a sense of its total pattern. This pattern--in swimming, reading, °
c]assifyin;;:judging--integrates the analyzed congtitutents into a meaningful
functional sequence, not merely a mechanically additive one. We are told, at
least by some psychologists, that after the pattern has been sensed or felt or
understood, the details can be perfecied separately, but until the pattern has

_been discerned, drilling on the separate parts yields disappointing results.

-t ! *

It would seem, therefore, that either the PBTE mistakenly assumes teaching
to be a mechanical-addition of discrete performances, or that performance units
must be 'equated with the whole teaching act, or segments of it that-are
large enough to be functional wholes in themselves. On the first alternative
PBTE gives up analysis altogether; on the second, it analyzes the teaching act

‘into functional patterns. The second alternative is the one PBTE seems to want

to defend. If so, how small must such units be in order to exploit the.benefits
for discreteness, definiteness, identifiability, and measurability? For example,
how small a segment must "explanation” or "definition" be to qualify as a unit
that can be described in advance and unambiguously identified as a performancg?
This. takes us to the second assumption: what shafl count as a performance?

— The term can cover as simple an episode as ringing the(school beil or writing a

lesson on the chalk board and operations as abstryse as) explaining the proof of
the binomial theorem or the principle of oxidation and/reduction. Are there
agreed-upon classifications of and criterja for the scope and cognitive level of
peformance units in analyzjag teaching for teacher education? Or is thif\simp1y a
matter of preference? - . h ) ‘

/
/
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:;~\‘k research merely reflects the endless diversity of the phenomenon jtsel

& ’

The importance of this question lies in the fact that the definiteness, and
there@ith the testability which is overtly or covertly claimed for the PBTE, relies
on slicing up the teaching act into small, easily identifiable, behavior sequences.
However, when the PBTE is acguse reducing teaching to such bits, the retort is

that no sensible PBTE would think of ng such a thing; that performance is to
be taken broadly to include such abstrac complex operations as diagnosis of

" reading difficulties and mistakes in logic; o eeaducting class discussions on
social issues. But insofar as this is so, what bécome définiteness of both
the task and of the criterion for successful performange of it And—without this

ease of task identification, what becomes of the presdé?d advantages of the PBTE
over conventional programs? - .
Furthermore, if there is no wide agreement as to the task-sets to be used as.
targets for the training of the teacher, what assurance is there thef. school
systems can employ teachers trained on different task-sets? How are certifying
agencies to judge highly diversified task-sets? To which set of tasks shall
texthooks and other instructional materials be qa]ibgated? The practicability of
the ahalytical approach depends heavily on genera] agreement as to what constitutes
a relevant unit. In production assembly lines such agreement is the rule. How .
common is it in the analysis of teaching.*
One is led to suspect, therefore, that the popu}arity of the PBTE may well
rest on the vagueness which surrounds the term "perﬁgxmance.” But why do we not .
have a wide consensus as to the way teaching should ‘be analyzed? Why, after
nearly a half century of very active and expensive .research inte the nature .of .
learning, teaching, and traits of the good teacher, are we still piling up monographs
which do Tittle but demonstrate the scholarly competence of’ the researchers? Why,
after all this effort, do we still lack,consensus or\the criteria of good teaching?
Why are 'we unable to test the “product"’ of teacher training curricula as industry .
tests its product, and as we are being urged--with no lack of threats--to do? .
In this field of inquiry, mountainous labors have produced puny mice, so that one
recent well-known suimary of research had to conclude: "There are no clear
conclusions." 2** g
This is not the place to rehearse this research; summaries are avdilable. The
point is that the teaching-learning transaction can be viewed from any jone or more
of an indeginite, if not infinite, number of aspects; there is ho theonetically
plausible way of precluding any one of these aspects or limiting the tdtal number
of them, because learnipg can be in any domain and about any subject inf any human
situation. Has @ny approach to the analysis of learning or teaching been ruled
out by a crucial® experiment? We have a surfeit of analyses, not a paudity. Nothing
human is irrelevant to education, including human interest in the non*human, Fhe
Picking
one mode of analysis rather. than another is not decidable by research--gt least
it is not sordecided.

£
Y

*/ Since highly individualized and persoMalized instruction is one of the advantages
c}aimed for PBTE, the uniformity of the units apparently is of little importance,

but elsewhere we -are told that the instruction is "modularized" so that the individ-
ualization is in pacing rather than in the nature of the performance unit. "(Elam,
pp.7-8) I do not know what to make of these two claims, but it does seem that some
agreement on the performance unit is needed for modularization.

**/ Notes from this extract appear on pp.105-6 of the Source Book.

»
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Another reason for the fudility of the search for defini#ive teachey behavior
» s that although teaching beha#ior can be discussed apart frem learning yesults--
teaching as a "product"--it is almost never so judged. Theyd is no more|consensus
on the kinds of learnings that teaching ought to gchieve thgn on the methods for
achieving them, because discussions of education are a mixthrie of assertfions about
the good 1ife, the good society, the success routes of an epoch, the inflirmities
of individuals and their children, of societies and their institutions.| Some
talk about education has to do with schooling;* much more ddes net. Thejattempt-
to reduce this welter of talk to overt performances that a|[teacher shou]d be able
to execute on demand is another naive try at ignoring the grganismic nafure of
human experience and therewith of learning. . a
One must sympathize with educators who would like, fol once in thefir lives,
to be able to point to a tangible product of their efferts) no matter what that
product might be. And clearly not all aspects of schooling are equally resistant s
to useful analysis. There is a type of teaching which lenfls itself to ‘the statement
of explicit objectives (not necessarily behavioral ones alpays), and to demand |
explicit criteria for their attainment is more defensible ffor this kind of teaching
than some others. Yet even here the explicitness refers primarily to content ,
and logical structure rather than to the use of the learn matérials by the pupil.
As 1 shall indicate later in this paper; the way alboay of' knowledge is learned
is not nécessarily identical with the way it is used.in a nonschool task.

3

/
/

. Didactics, Heuristics, and Philetics !

I shall not éttéﬁpt to add another sophisticated analysis of teaching to the
already crowded list of taxonomies. There is, however, a fairly simple familiar
distinction that many have made among styles of teaching, viz., the didactic,
heuristic, and philetic, which may help us see where PBTE fhas its best cHance of
success and the greatest risk of failure. Didactics refens to the impartation of
knowledge by the teacher to the pupil; heuristics refers to the effort to help
the pupil discover for himself either the contents of a bddy of |knowledge of

- the methods of arriving at such knowledge and assessing itf; philetics is mers)fla
Greekish name for love or securing rapport with pupils or, as the current jargon
has it, "relating to pupils.”3,4

Performance-based programs can accommodate didactics, which ajms at more or
less. rote mastery of a repertoire of eXplicitly formulated knowledge and skill.

. Heuristic and philetic teaching do”not lend themselves to the précise analysis,
specification, and evaluation which is.the presumed glory of the 'PBTE. Apropos

of which, one might remind the namers of teaching machines that Plato &nd Socrates
were exemplars of heuristics, not didactics.

When a fairly reliable measure of learning is available--as it is in
didactics--we can take a Skinnerian position and say, "Given. teacher performance P,*
there will ensue pupil performance S," and we can perhaps ignore (for heaven
alone knows what concomitant learnings.take place) teachers, parents, and school
boards. This is the tough line adopted by the proponents of behavioral objectives,
educational contractors and contractees, and the directors of the budget, local,
state, and national. Such toughness makes no sense in heuristic and philetic
teaching, where learnings are insjghts and transformations, of attitude for which
unambiguous behavioral indices are hard to find, inasmuch as tolerance of ambiguity
and lack of structure is an avowed outcometof philetics. What behavior, for
example, shall we regard as criterial for a pupil's insight into his hostility to
the teacher? '
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/ Success in heuristic and philetic teaching canndt be judged by prespecified
apgropriate pupil behavior because such behavior--even when we can identify it--
is not manifested on demand or at a specific time. Critical thinking, the use
of the imagination, warm feeling toward peers, achievement of identity cannot be
inferred from one segment of behavior used as a test pattern. And what pattern
shall we use as a test? Indeed, the valnerability of general ;education to attack
- 1ies in the very fact that many of its benefits do not appear until fairly late in
life. Our speech.and reading habits, a thousand attitudes, our interests often
represent the tacit functioning of ejplicit learning inputs made during school
and college, but which we can no longer recall.5 This may help to explain why
correlations between academic achievement and success in life are so low. The
academic grade measured learning of /items that have since been largely forgotten;
functioning now are the residual coficeptual and affective schemata, which were never
tested on examinations. Nor need jt be added that the life outcomes we claim for
heuristic and philetic teaching a rom the first contaminated by noninstructional

variables, which we are never abl#. to control adequately in our-research or schooling.

The paper thus far has been/giving some yeasons for questioning the assumptions
that (1) the teaching act can b equated with a specified set of performances and
(2) that the nature and scope of a "gerformance” is a matter of indifference. I
come now to the assumption tha? PBTE"gives us a way of evaluating the "product"
by demonstrating competence in a preselected set of performances. I shall argue
that if teaching competénce is judged as a product, certain consequences for teacher

education would follow, and that some of these consequences PBTE advocates would
not relish. * ,

Aristole remarked that,

With a view fg action experience seems in no respect inferior to

art, and we eveR see men of experience succeeding more than those

who have theory without experience. The reason is that experience

is knowledge of individuals, art of universals, and lactions and
productions are all concerned with thé individual....But yet we think
that knowledge and understanding belong to art rather than to experience,
and we suppose artists to be wiser than men of experience... and this
because the former know the cause, but the latter do not. For men

of experience know that the thing is so, but do not know why, while the
others know the "why" and the cause.

If we translate art into "professional pragtitioner"™ and the man of exper-
ience as the experienced craftsman, then this passage just about sums up the
larger problem to which this paper is addressed. The question is whether the
performange-based approach to teacher preparation is a commitment to producing
men of experience only, i.e., competent craftsmen, or whether the performance
approach is-compatible with producing what Aristotie refers to as the artist or

what we cotuld call the technologist, the practitioner informed by knowledge and
understanding. : >
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, ) Is Theory Necessary?
n! .

It seems clear that for the teacher to perform a certain task, it is not
necessary (whether it is desirable is another matter) that he be able to give g=— — -
theoretical explanation for the success of the performance. -If a teacher is””
"trained™ to-praise a pupil every time he displays a desired behavior, then one *
can expect that the desired behavior will accrue with increasing probability. Does
the teacher have to know the theory of positive reinforcement in order to use it?
Ordipary observation and some recent systemgtic studies confirm Aristole's
caﬁi:ntion that no such theoretical awareness is necessary. Thys it is asserted that
competent performance of paraprofessional duties does not require the common
sequence of cou;ses usually prescribed, and presumably many of these courses
were in theory.’/ Robert J. Menges,8 summarizing a great deal of the research on
professional education, concludes that "Those in proféssional training will Tearn,
whenever they are given opportunity for practice, feedback about that practice, .and
payoff for performance."* Nothing is said about theory of practice. The same o
!éiter adds, "More effective than the abstract and theoretical content usually
I

phasized may be concrete, self-generated data, and practical experience."
deed, we know that some practitioners achieve good results without being able

to describe--let alone explain--how they achieve them. These considerations lend
support to the PBTE thesis that in teacher education input and output should ’
approach identity, and that’ the criterion for.a teacher's ability to do a given e
task is having done it. How often he has done it and over what range is important,
but even more important is whether the practitioner can perform a variation of the
task not previously practiced.

This is a.crucial issue for the strategy of teacher preparation because it
is commonly believed qbggjif a practitioner succeeds on an unpracticed task ‘that
belongs to the same species as the practiced one but different in significant respects
from those practiced, the success is owing to the use of theory to bring the
unpracticed task within the class of the practiced ones. For example, suppose a
number of pupils in the class do not respond to positive reinforcement. The
craftsman without theory can only continue to follow the rules and deal with the
exceptions encountered in his experience; the practitioner who knows the theory,’
realizing that the reinforcement has ceased to be positively reinforcing, may
devise a form of reinforcement that is different from the one he had been using.
Thus if praise from a teacher who has been jdeg}jjied with the Establishment and
rejected by one's peers does not act as a positive reinforcement, an understanding
of reinforcement theory can lead to a new ploy--or getting rid of the teacher.

However, the contribution of theory, to flexibility and range of effectiveness
is offset by the possibility that once.the new solution is developed by the
application of theory, it can be imitated withoui benefit of the theory or even the
capacity to understand the theory. So a little theory goes a long way; the system
as a whole may need it, but many of those working within the system can dispense
with it. Do classroom teachers need it? If theoretical study of teaching is
neither necessary nor sufficient to guarantee' a successful performance, should
it be included at all in the program of teacher prepdration? .

Aside from logical and practical grounds for doubting the peed for theoretical
study in the practice of a calling, there is statistical evidence that points, or
seems to point, in the same direction. One study declares that college gradés

L kY
, . s

*/ 1 am indebted to Menges for many of the citations on this topic in my references.
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-the tests applied to the usefulness of a study (in the resegrch cited above) is a

bear little or no re]at%onship to any measures of adult accomplishment.9 Another
says that there is 1ittle or no relationship between rated qualities of their work
and length of graduate training, medical school admission scores, or class rank in
physicians over thirty-five years of age.10 , . ;

Berg, fotund that grades and years of schooling were not ?redictive of the
quality of work on a variety of blue-and white-collar jobs.11 Even the prestitious
curriculum of the Harvard Business Schoo} is debunked as a positive factor in
managerial success. The acme of education futility seems to be reached when it
1s reported that experjenced teachers were no more effective in learner achievement
than nonprefessionals.!3 I say the acme because neither experience nor the study
of theory (which presumably had been the possession of the professional experienced
teacher) made any difference. i

Another Tine of research is no more optimistic about the efficacy of teacher
training. When we are told that learning achievement seems to be about the same
regardless of the method of feaching,14 and that the attitudes toward learning and
socioeconomic conditions are more important than the conditions of instruction,15,16,17,
then what is 1éft of the whole enterprise of t acher education? In any event,
the whole business is misguided, because students.don't want teachers, not even
people to help them learn, but only somebody with whom they can learn together.18

The lack of correlation between study of theory and "good" performance on
the job argues against the inclusion of theory in the curriculum of teacher training;
certainly against any direct instruction in it.

It would certainly eliminate what has been called the foundational studies,

'sometimes called the humanistic foundations of education, e.g., history and

philosophy of education; since they do not even pretend to furnish rules for \
practice. Mr. Conant articulated this belief'and has been echoed by critics of
educationists too numerous %o mention. The basis of Conant's argument was that
theory which is not empirical cannot be applied to practice and "therefore does not
affect it. Philosophy and history not.being empirical theory were, according to
Conant, useless. S ‘ .

-1t would be egyally useless now, as it has been up to now, to try to show as
some of us have done20 that foundational studies have an interpretive context-
building function rather than a predictive, rule-generating function, and that in
teaching, proper context bwilding is of paramount importance. However, since .

1

performance of one kind or another, the effect of-context building would be hard
to trace, even if the effects were expected. ) :
"I therefore discount considerably the remarks on page 7 of Elam's paper RS
which days PBTE "takes into account evidence of the student's knowledge relevant
to planning for, analyzing, or evaluating situations or behavior.™ Why this .
knowledge is necessary if performahce is "the primary source of evidence® of the
student's competency is not made clear. How is it to be "taken into account?" By
reciting the knowledge? But this is rejected ab initio as nonpredictive of the
desired behavior. By defending his performance or choice of performance? But is
the performance justified on logical or practical grounds? Surely not on logical
grounds for the unreliability of such grounds is the raison d'etre of the performance
approach. But if justification is by result, no logical justification is necessary.
A1l the student has to do by way of proof is "Try it" and see if "we like it."
However, the arguments against the inclusion of the humanistic foundational
studies should count against the current requirements in general education as well, .
for most of these are justified by their contribution to context building rather
than by their éffects on performance. That prospective teachers are required to

-
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ertake academic studies is usually justified by the fac} that they are going

- to teach this or that subject,®*but this is hardly a justification for general or
liberal education, most of which is not taught in turn to pupils in the schools.

) .This leaves us with the desirability of including empirical theory in the '
teacher education curriculum, because this: kind of theory is supposed to be
applicable to teaching. But even this sort of theory--on performance criteria
of teaching competence--can be omitted, for the reasons already adduced: what .0
little applicable theory exi%ts need not be the possession of all or even of most
teachers--on this criterion. '

However, PBTE advocates may' argue that nothing in the approach precludes the

* study of theory; the approach merely insists that theory be taught dnly as needed
for competence in a given performance. What PBTE does intend to preclude, I suppose, . _
is the study of theory separately at one time with the hope of applying it at a
latter time--a sequence that is blamed for the "irrelevancé" of the theoretical
part of the conventional teacher.education program. It is somewhat anomalous
that at a time when the abstract intelligence of prospective teachers is higher
than it ever has been, their ability to sense thé relevance of theory is so meager.

I have tried to show in a general argument that if the correct performance
of a task of operatf®n is the“sole criterion for competence, then the study of
.theory at any time is unnecessary. A more concrete analysis may be in order.

. Let us take, for example, the task of explaining Boyle's law. How much theory and
of what kind would a prospectjve chemistry. teacher havegto study in erder to
demonstrate a competent performance? And at what,stage in his training would he
study it? : o0 .

Suppose the prospective teacher recited the explangtion of Boyle's law verbatim
as it was put down in his textbook or the teacher's manual. Suppose he got all

" his pupils to do likewise. Would not this be proof of performance competence?
Suppose, in addition, he could da all the exercises dealing with Boyle's law at
the end of the chapter, and suppose most or all of his pupils could do Tikewise.
.ghat more definite and objective evidence of competence could one want--if that
is. the competence one wants? Yet it is clear that such a performance could be
brought off without either the teacher or the pupils "understanding” Boyle's Taw.
(Indeed, many generations learned geometry in precisely this way.) As a matter

vof fact, a demonstration that would redlly satisfy us that "explaining" Boyle's .
law had been performed adequately would not be any specific prescheduled behavior.

" On the contrary, some sort of dialogue with pupils that allowed us to infer--not
observe--that the basic net of concepts wé call chemistry is understood by both
teacher and pupils is needed. The kinds of examples and counter examples; the way
pupil questions are interpreted; the cues used to set the pupil on a more.
profitable course; not the performance but the state of mind we call understanding
is the crucial "product” here. No singTe observable Behavior is likely to be
sufficient proof of such adequacy, gor a state of mind is not expressible, except
under extraordinary circumstances, in a single observable behavior. Skinnér quite
rightly doesn't worry about whether his pigeons understand what they are doing so
long as they do it. If, however, the way a situation is perceived or interpreted
is ip any way an important ingredient of teaching or learning, then verbal behavior, |
or any other covert behavior, may not he sufficient indicators of either successful, K
teaching or. learning. In other words, performance-based teaching is in danger of
capturing everything except what is most significant in many kinds of learning,
viz., significance.* ‘ . C.

4

&

. . S
. */ 1 _have discussed the general problem of behavioral objectives elsewhere and .
shall not review the arguments here.21,22 : '

t
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If this analysis of thessituation is correct, where does the teacher get the
theory necessary for understanding? Can he get it without formal study of
. chemistry and physics? Can he pick it up informally? Or when the performance
called "explanation of Boyle's law" is the training task,-does he go to a.handbook
td find the’necessary concepts? Orgdoes he trot off to a book on the logic:of
science to get his concep}s Yor"explaining" exp)anation? Can he e?plain without
defining and inferring? Can he.really understand without some Famj jarity with .
the principles that guided the experimentation, observations, and ‘the apparatus -
that resulted in the formilation of Boyle's law? The idea that people can raid
theories as they negd them, much as they raid emcyclopedias for facts,.when they
need them, betrays a naive misunderstanding of the nature and the mastery of
knowledge. Accordingly, if the PBTE insists that it does not exclude theory ‘from
its design, St has-to make provisions for the study of.theory as theory somewhere
in the total program. This, it seems to me,-is inconsistent with the PBTE-approach .
if taken seriously. Does this conclusion also apply to the sort of theory we call
educational theory? I see no reason for believing that it does not.
. . -— .
\ -
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B. CRITIQUES. OF PERFORMANCE-BASED TEACHER‘EDUCATiON--TEACHER ORGANIZATION (AFT)

* ‘1. Ssand ' A -

Fe]dman, "Perforwance Based Cert1f1cat1on

Teacher Unionist's Viéw," Exploring Competengx;Based Education, ///
ed. W. Robert Houston (Berkeley, Calif.: McCutchan, 1974), 7 -

pp.91-99. Extraci 91-92; 98-99. - . P

» . e
. e, ’ . .-

(The following extract of this discussion and critique of PBTE from a teacher

unionist's point of view includes the beginning and end of the priginal raper.)

My point of view™is that of a teacher unionist, and my comments are based on
a policy adopted by our union in New YoerC1ty after considerable,discussion and
inquiry by a committee of about fifteen classroom teacher act1v1sts -

We were not "involved" in the performance based certificatjon moves of the
New York State Ecucation Lepartment; we ourselves decided to become involved. Our
go1nt of view is important because we have a strong organization and we intend to
e heard.

Our committee did a ]ot of homework. We read all the material available
and discussed it at length. We spent a day at the Educztional Testing Service in,
Princeton, New Jersey, met with Fred McDonald and his staff, and looked at what ~
they were doing. We met with a number -of other experts in the field and attended

> conferences. We developed a position paper on the subject.

Sincé I am going to be critical and, .l hope, controversial, I want to say
at the outset that we do not oppose performarce based teacher education. The,
concept is a welcome one.. I Will discuss first our positive feelings on- the
subject, and why we feel that way, and secondly our strong reservations, our
opposition to performance based cert1f1cat1on--and why. 1 w1]1‘goﬁt1nue with a

‘summary of our recommendations..
: e

4.

[The paper contlnues with a dlscu551qp of both positive gnd negative reactions to
performance-based teacher education. 'Among the negative reactions is a strong

J ' opposition tc performance-based certification.--Editor] ™ i
. ‘ \ 3
CONCLUSION -
.7 Therefore, as_organized teachers with a strong organization, we came to

certain conclusions:
(1) We will coopgrate with our_ universities in the effort to develop per-
formance based ‘teacher education programs with a' research component. In the
. summer of 1972 we recruited over 300 classroom teachers to work with the City
' University of New York in thé beginnings of a project to use.the expertise of
experienced teachers to work on the development of competency lists. that can then
be researched . .
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If7w%wadm1t that no teaching strategies have been scientifically proven
effective, We can beg1n to build a model based on the research now available
‘and on what classfoom teachers believe is valid. Using the classrooms of
experienced teaghers .we can teach student tedchers in that image; its effective-
ness can then be measured in the schools when the teachers so taught are on the
' JOb If the research is built in and simultaneous with the development of a pre-
Service training model, we think we'11 go a long way toward 1mprov1ng teaching.
(2) We will 1ns1st that the much-needed, -time-consuming, massive research
be done to find out what we need to know about teacher behavior and its effects :
on 1earn1ng We will fight for the necessary funds for this research, and demand v
that ‘teachers have a meaningful voice in, its direction. i
(3) We will continue to support the establishment of an on-the-job intern-
sh1p for teachers--whatever their preservice training was--so that during the
first year new teachers carry only half a class load and work with experienced
teachers the rest of the day. In the second year they would carry three-quarters
of a load. They would have full c]assroom respons1b111ty in the third year of
probation,
(4) "We will oppose any attempts (certa1n]y here in New York) to institute
performance certification before the research is completed.
We be11eve that 1n educdtion we ought to stop reinventing the wheel, stop
bringing ip one tired "innovation" after another. For once, at least, we ought .
to Base a fundamental change on substantive, proven know]edge instead of, on pub]1c
relations and guésswork. ;
. We believe that exper1enced teachers have an important contribution to make,
> and if they are truly involved, in a nonthreaten1ng way and with the time and-
conditions provided for, they will be telling us’ not just what to do fof pros-
pective teachers, but what kind of retraining and *help they themselves need.
Exper1enced teachers and the representat1ves of teachers must be involved in this
" if it'is to succeed./ / e

i
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The American Association of Colleges for Teacher Education is an organization of more than 330 colleges
and universities joined together in a common interest: more effective ways of preparing educational personnel
for our changing society. It is natianal in scope, institutional in structure, and voluntary. It has served
teacher education for 55 years in professional tasks which no single institution, agency, organization, or
* enterprise can accomplish atone. e .- . -
AACTE's members are locgted in every state of the nation and in Puerto Rico, Guam, and the Virgin Islands.
Cotlectively, they prepare more than 90 percent of the teaching force that enters American schools each year.

The Assocfatfon meintains its headquarters in the 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
enable AACTE to work closely with many professional organizations and government ugencies concerned with
teachers and their preparation. N . ¢
In AACTE headquarters, a stable professional 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, i1deas, and other assistance and, in turn,
to share their aspirations and needs. Such interaction alerts the staff and officers to current and emerging
needs of society and of education and makes AACTE the center for teacher _education. The professional staff
is regularly out in the field--nationally and internationally--serving educators and keeping abreast of the
“real world.” The headquarters office staff implements the Association's objectives and programs, keeping
them vita) and valid. ” \y

Through conferences, study committees, commissions, task forces, publications, and projects, AACTE
conducts a program relevant to the current needs of those copcerned with better preparation programs for
educational personnel. Major programmatic thrusts are carried out by commissions on international education,
multicultural education, and accreditation standards. Other activities include government relations and 2
,consultative service in teacher education.

A number of activities are carried on collaboratively. These include major fiscal support for and
selection of higher education representatives on the National Council for Accreditation of Teacher Education--
an activity sanctioned by the National Commission on Accrediting and a joint enterprise of higher education
institutions represented by AACTE, organizations of school board members, classroom teachers, state certifi-
cation officers, and chief state school officers. The Association headquarters provides secretariat services
for two orgapizations which help make teacher education more interdisciplinary and comprehensive: the
Associated Organizations 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 1s 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 potentially. 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 cosmunications, contributions in cash and kind, and diverse staff
and membership capabilities. ° .

AACTE provides a capability for energetically, imaginatively, and effectively moving the nation forward
Through better prepared educational personnel. From its administration of the pioneering educational tele-
vision program, %Lontinential Classroom.” to its involvement of 20,000 practitioners, researchers, and decision
makers in developing the current Recormended Standards for Teacher Education, to many other activities, AACTE
has demonstrated tts organizational and consortium qualifications 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 s proud of its histdry and confident of its future
among the “movers and doers” seeking continuous renewal of national aspirations and accomplishments through

education, . e N
s P -- Edward C. Pomeroy
- 4 Executive Director, AACTE
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Copies Copres
YEARBOOKS - Annual Meeting, Sessions THE CHARLES W. HUNT LECTURES
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-~ (Quarterly)
Teaching Centers: Toward the State of
the Scene - Allen Schmieder,.Sam J. One-year subscription -$10.00
Yarger, 1974, 50 pages $3.00 Three-year subscription-$25.00
Back issues avajlable -$ 3,00 ea.
Accreditation Problems & the Promise {Spetify date)
e of pBTE - Rolf W. Larson, 1974,

29 pages  $3.00
_TEACHER EDUCATION CONCEPTUAL MODELS

~

INTERNATIONAL-MULTICULTURAL EDUCATION
~

Multicultural Education Through
Compete'ncy-Based Teacher Xducation
obligation for Reform William A. Hunter, Bditor, 1974,
George Denemark, Joost Yff 288 pages  $6.00

68 pages  $2.00 .

f

BILLED ORDERS: Billed orders will be accepted only when made on official purchase orders of
institutions, agencies, or organizations. Shipping and handling gharges will
be added to biTled orders. Payment must accompany all other orders. There
are no minimum orders. A 10 percent discount is allowed on purchases of five
or more publications of any one title. ’

Payment enclosed Amount ~

Purchase Order Kumber

NAME
. {Please print or type)
ADDRESS i
ZIP CODE .
Ask for our complete 1ist of AACTE publications on teacher education. .
Send orders to: Order Department, American Association of Colleges for .
Teacher Education, Suite #610, One Dupont Circle,
Washington, D.C: 20036
-~

b
./

. .

ERIC V- o o




AACTE SPECIAL SERIES ON PBTE

.

Number of PBTE

Copies Monograph ) .
\ . — Series .
“ #1 “Performance-Based Teacher Education: What Is the State of the Art?" by
- Stanley Elam @ $2.00 -
I ’ - /
- #2 “The Individualized, Competency-Based System of Teacher Education at Weber State
College” by Caseel Burke 8 $2700 ‘
#3 “Manchester Interview: Competency-Based Teacher Education/Certification” by
Theodore Andpews & $2.00 . o
#4 "A Critique of PBTE" by Harry S. Broudy & $2.00 © e
- -
45 “Competency-Based Teacher Education: A Scenaric” by James Cooper and Wilford
Weber 8 $2.00 to.
#6 "Changing Teacher Education in a Large Urban University" by frederic T. Giles.and.
Clifford Foster 8 $3.00 ,
#7 “performance-Based Teacher Education; An Annotated Bibliography" by AACTE and
- ERIC Clearfinghouse on Teacher Education @ $3.00 ‘.
18 "performance-Based Teacher Education Programs: A Comparative Description” by ~
Iris Elfenbein 8 33200
¥9 "Competency-Based Education: The State of the Scene" by Mlen A. Schmieder
- {jointly with ‘ERIC Clearinghouse on Teacher Education) @ $3.00 )
10 “A Humanistic Approach to Performance-Based Teacher Education" by Paul Nash 8 2.00
#11 “Performance-Based Teacher Education and the Subject Matter Fields" by Michael F.
Shugrue & $2.00
#12 -"Performance-Based Teacher Education: Some Measurement and Decision-Making Considera-
tions" by Jack C. Merwin 8 $2.00 . -
#13 "Is;ues in Governance for Performance-Based Teacher Education" by Michael W. Kirst
8 $2.00 . .
* -, .
~T #14 “Performance-Based Teacher Education Design Alternatives: The Concept of Unity” by
. \\ Bruce R. Joyce, Jonas-F. Soltis, and Marsha Weil @ $3.00 .
. - #15 "A Practical Management System for Performance-Based Teacher Education” by Castelle
. . Gentry and Charles Johnson @ $3.00 . =
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! #18 "PBTE: Viewpoints of Two Teacher Education Organizations" .by Eugenia 5emb]e and
2 Bernard H. McKenna @ $4.00 )
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