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ABSTRACT

A MODEL DEVELOPED FOR THE ANALYSIS AND EVALUATION
OF THE ADMINISTRATION AND OPERATION OF A
COMPETENCY-BASED SYSTEM AND FIELD TESTED

WITH NATIONAL COLLEGE OF EDUCATION

By

Harold Blaine Street

The major problem undertaken by this study was to develop a
model which could be useful in the analysis and evaluation of the
administration and operation of a college's "Mastery Learning"
in a competency-based system.

Though institutions of higher education differ, they have
many common elements. The major objective of the study was to
develop a model which could be used with a particular college and
with slight modification be useful elsewhere. It was also the
objective of the study to use the model in evaluation of a specific
institution, National College of Education, Evanston, I1linois.

The model incorporated the functions of initiating, main-
taining, and monitoring a competency-based system. The initiat-
ing function focused on the historical review of the early stages
of development of the competency-based system. The maintaining
function considered various measures employed to sustain and

develop the competency-based system. The monitoring function of
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the model emphasized an analysis and evaluation of the administra-

tion and operation of the competency-based system.

In order to demonstrate the initiating, maintaining, and

monitoring functions, the study answered these supporting questions:

1.
2.

How is the competency-based system defined?

How is there an understood and accepted model of com-
petency statements used by the faculty?

How widely accepted is the competency-based system by
the administration, faculty, and the students?

How are the students able to pace themselves in an
individual manner?

How is a consistent position on the competency-based
system reflected between the public school critic
teachers and the college supervisors?

How does using the competency-based system contribute
in a positive fashion to the teaching profession?

How much paper work is required by the system?

What are the major advantages and disadvantages to

using the competency-based system?

The initiating and maintaining functions of the model were

applied by reviewing the college historical documents, minutes of

meetings, reports, and materials distributed by the Dean regarding

the competency-based system.

The monitoring function of the model included an analysis of:
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a. student teaching records,

b. Teacher Competency Evaluation Forms completed by
principals,

c. faculty and student rating of the occurrence of char-
acteristics included in a "good" competency-based
system, and

d. administration and faculty response to interviews
regarding the competency-based system.

The application of the model at National College indicated

a thoughtful and careful development of the initiating function of
the competency-based system. The analysis of the data also indi-
cated that the maintaining function was initially strong, but due
to various factors in more recent years, shifted somewhat from
that position of strength.

The application of the monitoring function revealed many
strengths in the competency-based system at the college, but also
noted some weaknesses.

Overall, the "Mastery Learning" in the competency-based
system at National College was evaluated as being superior to the
former traditional system. Nevertheless, the application of the
model revealed that the administration, faculty, and students
recognized the need for modification of the system.

Based on the findings of the model developed for the analy-
sis and evaluation of the competency-based system, a series of
recoomendations was offered. The recommendations included provid-

ing the necessary support system to assure the monitoring function
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and thus to strengthen the effectiveness of the competency-based

system at National College of Education.
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CHAPTER 1

INTRODUCTION

Background for the Problem

There has been a recognized need for change in teacher edu-
cation to provide instruction which can meet the challenges of a

technological society. In a 1969 Phi Delta Kappan article, Jay

Monson] indicated that he received a personal letter from the
United States Office of Education, dated March 17, 1969, in which
they emphasized that elementary teacher education programs need
improving and updating. The United States Office of Education
helped to bring about some of this change in teacher education in
the late 1960's by inaugurating the United States Office of Educa-
tion Elementary Models Project. In their request for proposals,
emphasis was placed on detailed educational specifications which
could be used as guides in developing sound teacher education
programs. The Request for Proposal called for teacher training
program goals in terms of expected and measurable teacher beha-
viors. Evaluation and feedback techniques were to be used through-
out and at the end of a student's program to determine the extent of

teaching behaviors acquired.2 Ten models were selected by the

1Jay A. Monson, "New Models in Elementary Teacher Educa-
tion," Phi Delta Kappan 51 (October 1969): 101.

2U.S. Office of Education, Request for Proposals No. OE-
68-4, October 16, 1967. (Mimeographed.)
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U.S. Office of Education from over 80 design proposals submitted
to be used as models for the needed change in teacher education.

Utz and Leonard stated in their preface that,

Teaching and learning have been characterized as pedes-
trian, and in violation of contemporary knowledge regarding
learning and organization into feasible experiences. Teacher
roles, student behavior and goals, methods, and evaluation
procedures are typified by vagueness and diffusion such that
recipients of this education receive little more than frail

knowledge storehouses which fail in competition of recall with
computers.3

Houston and Howsam4 indicated that each of these 10 models
emphasizes competencies. Since then, with impetus from a variety
of sources, pilot projects have sprung up in many colleges and
universities across the United States. This movement is generally
referred to as "Competency-Based" or "Performance-Based" Teacher

5 In the 1972 survey of American Association of Col-

Education.
leges for Teacher Education, a 65 percent response indicated that
17 percent of the colleges and universities were operating limited
or full-scale competency/performance-based teacher education pro-
grams. It also revealed that 54 percent were exploring or develop-

ing plans to initiate these programs, while 29 percent reported

3Robert T. Utz and Leo D. Leonard, A Competency-Based
Curriculum, A Model for Teachers (Dubuque, Towa: Kendall/Hunt
Publishing Co., 1971), p. vii.

4w. Robert Houston and Robert B. Howsam, Competency-Based
Teacher Education Progress, Problems and Prospects, ed. W. Robert
Houston and Robert B. Howsam (Chicago: Science Research Asso-
ciates, Inc., 1972), p. ix.

5A]len A. Schmieder, "Profile of the States in Competency-
Based Education," Performance Based Teacher Education (U.S. Office
of Education) 3 (November 1974).




that they were not presently involved or had no plans to begin
competency/performance-based teacher education.

In a follow-up survey in 1975 there was a 66 percent
response with 52 percent of the colleges and universities report-
ing operating a limited or full-scale competency/performance-based
teacher education program. It further revealed that 31 percent
were exploring or developing plans to initiate these programs,
while 17 percent reported that they were not presently involved
or had no plans to begin competency/performance-based teacher
education.6

Even though competency/performance-based teacher education
has spread in the United States, some confusion still exists
regarding the meaning of the movement. The following definitions
of competency/performance-based teacher education are offered in
an attempt to provide a common basis for consideration:

In performance-based programs, performance goals are
specified and agreed to in rigorous detail in advance of
instruction. The student preparing to become a teacher must
either be able to demonstrate his ability to promote desir-
able learning or exhibit behaviors known to promote it. He
is held accountable not for passing grades but for attaining
a given level of competence in performing the essential tasks
of teaching: the training institution is itself held account-

able for producing able teachers. The emphasis is on demon-
strated product or output.’

6American Association of Colleges for Teacher Education,
Bulletin (1976), p. 3.

7Stan]e_y Elam, Performance-Based Teacher Education, What
Is the State of the Art? (Washington, D.C.: American Association
of Colleges for Teacher Education, 1971), pp. 1-2.




Elam's Essential Elements of Competencies

Stanley Elam further developed a definition which contains
the following essential elements:

1. Competencies mean knowledge, skills, and behaviors that
the teacher (or would-be teacher) must have.

2. Competencies are based on what teachers actually do in

the classroom.

Criteria for determining competence are explicit and

public.

Performance is the major source of evidence of competence.

. Rate of progress through the program is determined by
demonstrated comgetency (not time, semester hours, or some
other standard).

(2003 W
L] L]

In addition to the confusion relating to the meaning of
competency-based teacher education, considerable controversy and
misunderstanding also exists about its principles. Indications
are that some think competency-based teacher education is merely a
new language to describe old ideas, while others feel that it is
1ike the former "normal school" approach with too great an emphasis
on "training" and "modularized" instruction and an over-emphasis
on measurement. Those in this general category often strongly
resist this movement toward competency-based teacher education.9

There are other educators, while not being as vocal in
their disapproval, who express reservations about the competency-
based teacher education movement. Sometimes concern is voiced that
costs are prohibitive or that this type of program requires an

unreasonable amount of sophistication to individualize as required.

8bid., pp. 6-7.

9H. D. Schalock, B. Y. Kersh, and J. H. Garrison, From
Commitment to Practice: The Oregon College of Education Elementary
Teacher Education Program (Washington, D.C.: American Association
of Colleges for Teacher Education, 1976), p. v.




Others indicate that the concepts in competency-based education
are sound, but more evidence is needed regarding its merit before
widespread adoption.10

"Competency-based teacher education has become one of the
most extensively debated, strenuously resisted, repeatedly
maligned--and widely adopted--ideas in education since the great
debate that came with the orbiting of Sputnik.“]]

Nash and Agnelz have indicated competency-based teacher
education is only one response to the preparation of teachers and
that it will perpetuate the status quo unless more attention is
paid to personal, educational, and social reform desires.

13 indicated that teacher educators are offering train-

Nash
ing only in performance skills, when students are demanding train-
ing that challenges social and educational values. They relegate
behavior modification to social and personal contexts. He raised
questions that educators should ask themselves about fetishism in
their programs.

Karl Massanari, who is the Associate Director of the Ameri-

can Association of Colleges for Teacher Education and Director of

the Performance-Based Teacher Education Project, stated:

10 1

]2Robert J. Nash and Russell M. Agne, "Competency in
Teacher Education: A Prop for the Status Quo?" The Journal of
Teacher Education 20 (Summer 1971): 147-56.

13Robert J. Nash, "Commitment to Competency: The New
Fetishism in Teacher Education," Phi Delta Kappan 52 (December
1970): 240-43.

Ibid. Ibid.




Contrary to what some people believe, competency-based
teacher education is not a neatly packaged, sharply defined
program which training agencies can transplant from some out-
side source. Hopefully, it will never be that, for it would
lose much of its power to generate change. Rather, it is a
dynamic and catalytic strategy for educational personnel
development and as such consists of little or no predeter-
mined content. Because it is essentially process oriented,
its substance in a particular context will emerge from employ-
ing that process. . . . As a strategy for educational personnel
development, competency-based teacher education is pregnant
with potential for generating reforms, intelligent ]eade;-
ship, and adequate support for development and research. 4

The misunderstanding and controversy which exists regard-
ing competency-based teacher education is in part due to the fact
that the movement is fairly recent. Because of the limited number
of models established for use in evaluating competency-based
teacher education and the fact that many questions remain regard-
ing meaning, use, and value of the system, a need exists to conduct
additional research to obtain additional data in this area.

Weber State's Model of Competency-
Based Education

Weber State College of Utah has been recognized by the
American Association of Colleges for Teacher Education Committee on
Performance-Based Teacher Education as developing a model with an
individualized, competency-based system of teacher education.

15

Caseel Burke, ~ who is Dean of the School of Education, indicated

]4Kar1 Massanari, "Competency-Based Teacher Education's
Potential for Improving Educational Personnel Development,"
Journal of Teacher Education 24 (Fall 1973): 244.

]SJ. Bruce Burke, "Curriculum Design," in Competency-Based
Teacher Education: Progress, Problems, and Prospects, ed. W. Robert
Houston and Robert B. Howsam (Chicago: Science Research Associates,
Inc., 1972).




that their competency-based system at Weber State is not the
result of a rejection of all teacher education practices of the
past. That which is appropriate is retained or modified as needed
to meet the emerging patterns. He emphasized that the real poten-
tial of many teacher education practices is still undiscovered.

It was noted that the efforts at Weber State College were under-
taken by a faculty that hoped to correct the faults of teacher
education. The philosophic framework within which the group chose
to function contained the following major elements.

Teacher preparation should:

1. develop in teacher candidates the competencies character-
istic of successful teaching,

be held accountable for the success of its practices,

be academically respectable and appeal to the scholarly,
demonstrate a variety of effective teaching models,

allow for a variety of student and faculty needs,

be based on skills of effective human interaction,

. place responsibility on the student for his own progress
and accomplishments,

. be readily adaptable to need for change,

demonstrate theory in practice,

make extensive use of meaningful field experiences,

11. utilize technological aids to learning, and 16
12. be a shared responsibility of the total educational system.

)

—
O Ww NO O WN
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This Weber State model is cited as an example, but addi-
tional models need to be considered to address the question of

"What is competency-based teacher education all about?"

161pid., pp. 1-2.



Early Models of Competency-Based Education

Another one of these early models was described by Clegg

17 regarding the College of Education, University of

and Ocha
Washington's model working with 20 trainee participants in a field-
based program. Predefined behavior objectives and their accom-
panying performance criteria were included in the program inte-
grating theoretical knowledge with practical experience. Courses
were taken on a pass-fail basis and seminars were coordinated with
concurrent classroom experiences in inner-city, urban, and sub-
urban schools.

In another study, Iris E]fenbein]8 made a comparative
description of 17 programs from 13 public and private institutions
of higher education. These were selected from throughout the
United States and were of varying sizes and varying resources.
They were operating performance-based teacher education programs
before August 1, 1971.

Elfenbein stated:

An in-depth examination of each of the systems identified

. « . would be useful and fruitful. Information about their
development and operation might benefit others intending to
develop such programs. Management and cybernation systems,
in particular, would benefit from further research. Attempts
to optimize the operation of these systems in performance-

based teacher education programs would also be useful. . . .
Finally, research and development in innovation, itself,

]7Ambrose A. Clegg and Anna Ocha, Evaluation of a
Performance-Based Program in Teacher Education: Recommendations
for Implementation (University of Washington, College of Educa-
tion, 19/0).

]Blris M. Elfenbein, Performance-Based Teacher Education
Programs, A Comparative Description (Washington, D.C.: American
Association of ColTeges for Teacher Education, 1972).




should be attempted. Successful application of innovation
and change theory to performance-based teacher education pro-
grams offers the possibility of further strengthening the
philosophical and ?Beoretical base of performance-based
teacher education.

With the rapid rise in the use of competency-based systems,
it has been noted that considerable controversy and confusion
regarding its meaning, use, and value exists and that additional
research is still needed to answer lingering questions. Further
considerations in this study will focus on a model to be developed
for the analysis and evaluation of the administration and operation
of a competency-based system and field tested with a specific

college.

Identification of the Problem and
Statement of Objectives

The major problem undertaken by this study is to develop
a model which can be used in the analysis and evaluation of a
college's competency/performance-based system.

There are two basic objectives of this study: (1) design
a model which can be used to assess a competency-based system and
(2) field test the model with a specific institution. Though
institutions of higher education differ, they have many common
elements and it is expected that the use of the model with a par-
ticular college can, with slight modification, also be useful

elsewhere.

1bid., pp. 21-22.
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E]fenbein'520

study on the 17 programs of performance-

based teacher education indicates that the performance-based teacher
education programs were neither well-developed nor problem-free.
Nevertheless, they tended to be innovative, made significant
advances, and opened up new paths for future exploration.

The need for further research in the area of competency-
based teacher education has again been stressed as Elfenbein
stated:

Performance-based training programs offer the alternative
of professional training based on competency models designed
to provide and enhance a multitude of skills which the pro-
fession identifies as desirable to make the professional a
competent pr?ctitioner and effective change agent within his
profession.?2

An objective of this study is to field test this model
with a specific institution of higher education, namely National
College of Education of Evanston, I1linois. This is a private
liberal arts college, established in 1886, and recognized for its
emphasis on training elementary school teachers. To demonstrate
the model in this specific fashion is expected to produce data and

a model which will be useful to the general education profession.

Fuhctions of the Model

The model will include the functions of initiating, main-
taining, and monitoring a competency-based system as stressed in

the North Central Association Guidelines. Function refers to the -

20 21

Ibid. Ibid., p. 21.
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purposes expressed in activities and services by the central edu-

cation agency.22

The initiating function will focus on the historical review

of the early stages of development of the competency-based system.
This involves a review of the process of the embryonic stages of
development of a competency-based system. Included in the ini-
tiating function is a review of reports, minutes of meetings, and
other documents used in the initial period to establish the
competency-Ltased system.

The maintaining function will consider various measures

employed to sustain the competency-based system. Included is a
review of the support services provided to sustain and develop the

system.

The monitoring function of the model will place the major

emphasis on an analysis and evaluation of the competency-based
system. A variety of instruments and techniques will be employed
in the development and use of the model to assess the competency-
based system.

In order to demonstrate the initiating, maintaining, and
monitoring functions, this study will attempt to answer these
questions:

1. How is the competency-based system defined?

2. Is there an understood and accepted model of competency

statements to be used by the faculty?

22James C. Charlesworth, Contemporary Political Analysis
(New York: The Free Press, 1967), pp. 6-7, /72-73.
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How widely accepted is the competency-based system by
the administration, faculty, and the students?

Are the students able to pace themselves in an indi-
vidual manner? Does the use of modules (individualized
learning units) of instruction aid in this regard?

Is a consistent position on the competency-based sys-
tem reflected between the public school critic teachers
and the college supervisors?

Does using the competency-based system contribute in a
positive fashion to the teaching profession or does it
detract from it?

Does the use of the system require minimum paper work?
What are the major advantages to using the competency-
based system?

What are the important impediments to using the

competency-based system--i.e., time, effort, evaluation?

Significance of the Study

Competency-based teacher education is expected to make a

significant contribution as the teaching profession moves toward

accountability and changing accreditation standards. As Houston

and Howsam23

pointed out, in traditional teacher education pro-

grams, assessment basically is norm-referenced and summative.

Students are assessed with comparative means with other students.

The "better" students, usually those "better" in cognitive

Houston and Howsam, op. cit., p. 122.
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skills rather than demonstrating performance or consequence objec-
tives, being recommended to school systems for employment.
Accountability requires collection of data and assessment
of the data. In traditional teacher education this has been dif-
ficult. The competency-based system shows promise of being more

24 elaborated that in a competency-

accountable. Houston and Howsam
based system, assessment usually involves criterion-reference and
formative assessment, even though it may also use summative assess-
ment. The competency-based system is criterion-referenced because
the student's progress is measured against his own personalized
objectives in relation to the criteria, rather than to be measured
against the progress of others. Because assessment procedures
are used prior to graduation or certification, it is called for-
mative. Then personalized programs are planned on the basis of
this information. "An accountable teacher education program is one
that demonstrates the proficiency and effectiveness of its clients
as teachers. . . . Assessment procedures in competency-based
instruction certainly are no less difficult than those in tradi-
tional programs."25
McDonald drew the conclusion, "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

24

Ibid. Ibid.
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appears to include unique performances or combinations of perfor-
mances.“26 It follows that each competency-based model has certain
distinctions, but research regarding the various models can con-
tribute to the process of accountability in teacher education.

There is a continuous need for additional data regarding
the administration and operation of institutions of education and
particularly now regarding competency/performance-based teacher
education.

Houston and Howsam wrote:

Competency-based objectives permit more effective evalua-
tion, both of students and of the program. The objectives of
traditional programs often are so general that they provide
little direction for instruction. Adequate evaluation is
impossible. Competency-based programs, on the other hand,
identify the objectives, the criteria, the performance indi-
cators, and the criterion levels so clearly for the student
that he can asisss for himself whether or not the objectives
have been met.

Researchers are able to collect data on the competency-
based system by working with students and faculty so that programs
can be modified or changed to meet the newly determined needs.

Any additional data collected will increase the 1ikelihood of wiser
decisions being made by the professional educators.

J. Bruce Burke, writing on curriculum design, stated:

In the competency-based curriculum, the constant is

student achievement while variability of instruction, assign-
ments, and time is permitted and even encouraged. The

26Frederick J. McDonald, "The Rationale for Competency-
Based Programs," in Exploring Competency Based Instruction, ed.
W. Robert Houston (Berkeley, California: McCutchan Publishing
Corp., 1974), p. 24.

27

Houston and Howsam, op. cit., p. 8.
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components necessary to a comprehensive competency-based
teacher education program already exist. There are many
experimental and developmental programs using the principles
of competency-based instruction. However, no single institu-
tion as yet has put all the operational pieces together in a
working model of the competency-based curriculum. Creative
and adequately funded leadership is critical to making
competency-based teacher education a reality.Z8
Since the competency-based teacher education movement is
of fairly recent origin, there are only limited models in operation.
Even fewer models have been designed to evaluate the administra-
tion and operation of the competency-based system. This study
takes on particular significance as it is expected that the model
developed to analyze and evaluate the administration and operation
of a competency-based system and used with National College of
Education will be useful as a model with other institutions of
higher education. Henceforth, THE MODEL will be used to denote
"The Model developed to assess and evaluate the administration and
operation of a competency-based system and field tested with

National College of Education.”

Delimitation of Study

National College's system contains some elements of a
competency-based system, i.e., stated competencies to be demon-
strated by the students. Nevertheless, perhaps a more accurate
description of the system is one of "Mastery Learning" with

emphasis on stated goals which may or may not have been behaviorally

28J. Bruce Burke, "Curriculum Design," in Competency-Based
Teacher Education: Progress, Problems, and Prospects, ed. W. Robert
Houston and Robert B. Howsam (Chicago: Science Research Associates,
Inc., 1972), p. 34.
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stated, and with an unspecified time frame in which to complete
the required objectives. This study will describe and assess what
exists at National College of Education regarding "Mastery Learning"

in the competency-based system of education.



CHAPTER II
REVIEW OF SELECTED RELATED RESEARCH
The review of selected related research on competency-
based education will include background and definitions, character-

istics, program design, evaluation and assessment, implications,

and critiques.

Definition of Competency-Based Education

Competency is usually defined as "adequacy for a task,"
or as "possession of required knowledge, skills, and abilities."
Competency-based instruction usually emphasizes the "ability to
do" rather than traditional instruction's emphasis on the "ability
to demonstrate knowledge."

Houston and Howsam indicated that 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 learner and teacher
alike. Competency-based instruction begins with identifica-
tion of specific competencies that are the objectives of the
learner. The second essential characteristic is accountabil-
ity. 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 1
to be held accountable for meeting the established criteria.

]N. Robert Houston and Robert B. Howsam, Competency-Based
Teacher Education, Progress, Problems and Prospects (Chicago:
Science Research Associates, Inc., 1972), p. 4.

17
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An additional review of definitions is included to attempt
to establish a common basis for consideration of competency-based
instruction. Karl Massanari stated,

Competency-based teacher education is a dynamic and cata-
lytic strategy for educational personnel development and as
such consists of little or no predetermined content. . . .

It is pregnant with potential for generating reforms, intelli-
gent ]eadsrship, and adequate support for development and
research.

Elam added,

In performance-based programs, performance goals are
specified and agreed to in rigorous detail in advance of
instruction. . . . The student is held accountable not for
passing grades but for attaining a given level _of competence
in performing the essential tasks of teaching.

As indicated earlier, Stanley Elam's definition also

includes:

1. Competencies mean knowledge, skills, and behaviors

that the teacher (or would-be teacher) must have.

2. Competencies are based on what the teachers actually

do in the classroom.

3. Criteria for determining competence are explicit and

public.

4, Performance is the major source of evidence of com-

petence.

2Karl Massanari, "Competency-Based Teacher Education's
Potential for Improving Educational Personnel Development," Journal
of Teacher Education 24 (Fall 1973): 244.

3Stan]ey Elam, Performance-Based Teacher Education; What Is
the State of the Art? (Washington, D.C.: American Association of
Colleges for Teacher Education, 1971), pp. 1-2.
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5. Rate of progress through the program is determined by
demonstrated competency (not time, semester hours, or

some other standard).4

Houston and Howsam's Characteristics of
Competency-Based Instruction

Houston and Howsam indicated that competency-based instruc-

tion has the following central characteristics:

1. specification of learner objectives in behavioral terms;

2. specification of the means for determining whether
performance meets the indicated criterion levels;

3. provision for one or more modes of instruction perti-
nent to the objectives, through which the learning
activities may take place;

4. public sharing of the objectives, criteria, means of
assessment, and alternative activities;

5. assessment of the learning experience in terms of
competency criteria;

6. placement on the learner of the accountability for
meeting the criteria.5

The preparation of teachers requires the acquisition of

knowledge and the ability to apply it, as well as the development
of a repertoire of critical behaviors and skills, elaborated

Houston and Howsam.6 As knowledge, behaviors, and skills can be

4
5

6

Ibid., pp. 6-7.

Houston and Howsam, op. cit., pp. 5-6.

Ibid., p. 6.
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jdentified, they become the competency for the teacher education
program. They develop the position that the criteria may be
applied to assessing performance. The five kinds of criteria
which are discussed include cognitive, performance, consequence,
affective, and exploratory.

Cognitive objectives relate to knowledge and intellectual
skills or abilities that can be demonstrated by students. Examples
in this area for teacher education may include knowledge of subject
matter to be taught or psychological theories to be taught. Compe-
tency is normally assessed through written tests.

Performance objectives require the student to demonstrate
an ability to do or perform an activity. Students, for example,
may be asked to develop instructional modules.

Consequence objectives normally are expressed in terms of
the student's actions. In teacher education a student teacher
may be required to change the level of achievement as demonstrated
through testing of one of his students. The student teacher must
not only know about teaching, but he must be able to produce change
in his students.

Affective objectives deal with attitudes, values, beliefs,
and relationships. These areas are difficult to measure pre-
cisely but need to be considered in teacher education as being
integral to other aspects of competency.

Exploratory objectives are sometimes called experience
objectives but do not fit in with behavioral objectives because

they do not have a definition of desired outcomes. They specify
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activities that hold promise for significant learning and require
the student to experience the designated activity. Assessment is
made in terms of whether the student actually participated in the
required activity. In teacher education prospective teachers may
be asked to visit and observe students in a special education class.
Houston and Howsam stressed, "The ultimate objective of the
competency-based movement is the maximal employment of consequence
objectives."7
Competency-based teacher education includes explicitness
of objectives and assessment criteria. These programs make explicit
what the certified teacher is able to do and each teacher must
demonstrate ability to meet specific objectives at specific cri-
terion levels. These explicit competency-based objectives permit
more effective evaluation. "Competency-based programs identify
the objectives, the criteria, the performance indicators, and the
criterion levels so clearly, that each student can assess for him-
self when the objectives have been met," stressed Houston and

Howsam.8

Competency-based programs promote self-pacing of students
through modules or learning experiences. Each student proceeds at
the rate which best meets his needs. Depending on his previous
experiences, a student may "opt-out" of some aspect of the program
for which he has demonstrated competency through the use of pre-

assessment procedures. Effective competency-based teacher education

’1bid., pp. 6-7. 81bid., p. 7.



22

programs will employ an extensive array of instructional strate-
gies according to Houston and Howsam.9 They indicated that modules
provide for alternatives from which the learner may choose. These
choices may include teacher presentation, a computer-based program,
a slide-tape presentation, or other alternatives. Sometimes these
activities include the entire class, or in subgroups of the class,
while at other times this individualization of program is in iso-

lation.
Houston and Howsam wrote:

In a competency-based program, the emphasis is placed on
exit rather than entrance requirements. With this approach
the possibility is opened for admitting a wider variety of
persons to the group entering the program. Continual assess-
ment of progress, optional choices of learning experiences,
and performance criteria within the program make entrance
requirements far less crucial than they are in traditional
programs. Many who previously would have been precluded from
entrance by their 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 pro-
gram. The result can be a wholesome diversity of backgrounds
in the teaching profession.10

Johnson's Comparison of Competency-Based
and Traditional Education

Charles Johnson made a comparison between competency-based

and traditional educational practices. This comparison is directed

to practitioners:]]

bid., p. 9. 107444.

]]Charles E. Johnson, "Competency-Based and Traditional
Education Practices Compared," Journal of Teacher Education 25
(Winter 1974): 355-56.




Characteristics of
CBE Programs

. The main indicator of student

achievement is ability to do
the job effectively and effi-
ciently.

Once a student has demon-
strated ability to do the
job, his or her preparation
is complete. Time is not a
factor. Some students fin-
ish early, others late.

The criterion of success is
demonstration of ability to
do the job. Mastery crite-
ria are used to determine
how well students perform.
These criteria must be met
for students to be consid-
ered competent.

Entrance requirements are
not of paramount concern.
Students start where they
are. If they are not ready,
they are helped to become
ready.

. Flexible scheduling of

learning activities is
essential to provide for
individual differences among
students. This allows for
year-around educational
opportunities and numerous
possible times for enroll-
ment.

There are no fixed rules
as to how, when, or where
learning is to be accom-
plished.

23

Characteristics of
Traditional Education Programs

. The main indicators of student

achievement are knowledge of
the subject and ability to do
the job effectively and effi-
ciently.

. Students operate within speci-

fied time limits, such as aca-
demic years, semesters, or
quarters. Class hour require-
ments are generally adhered
to.

. The criteria of success are

letter grades which indicate
the extent to which the stu-
dent knows the required sub-
ject matter.

. 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.

. On-campus classroom teaching

is the most common approach
to instruction. Required
lengthy on-campus attendance
is standard practice.



7.

10.

Opportunities are provided
to acquire competencies in
practical field or on-the-
job experiences.

Learnings (competencies) are
presented in small learning
units or modules, combina-
tions of which are designed
to help students acquire
full competence.

Provision is made for dif-
ferences among students

in their styles of learn-
ing by providing them with
various alternate paths for
acquiring competence.

The criterion for a "good"
instructor is the extent to
which he or she is effec-
tive and efficient in help-
ing students acquire the
competencies they are seek-
ing.

24

10.

. Practical field experi-

ences are limited.

. Learnings (subject matter)

are organized into courses
representing academic time
units.

. Lecture-discussion is the

most common mode of presen-
tation, supplemented by
seminars, laboratory activi-
ties, and limited field
experiences. Little atten-
tion is given to student
style of learning.

The criterion for a "good"
instructor is how much he
or she knows about the sub-
ject and how well it is pre-
sented.

Dod1 and Schalock's Rationale for

Competency-Based Education

Dod1 and Schalock, in considering a rationale for competency-

based teacher education, stated:

As the teaching profession moves toward accountability,
the point of view represented by a competency based approach

assumes the following:

Rigorous criteria for knowing, as well as systematic speci-

1.
fication of what is to be known (knowledge), must be a part
of teacher education.

2. Knowing and the ability to apply what is known (performance)
are two different matters.

3. The ability to attain specified objectives with learners
(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 as the criteria for



5.
6.

25

assessing either what he knows (knowledge) or what he can
achieve in learners (product).

Assessments of knowledge, performance, and product must

be described and made systematically.

Only when a prospective teacher has the appropriate knowl-
edge, can perform in a stipulated manner, and can produce
anticipated results with learners, will he meet competency
based requirements.12

Dod1 and Schalock elaborated their position by indicating

that using product-based criteria to assess teacher competency has

certain definite advantages.

1.

2.

performance-based teacher education, Stanley Elam

A product oriented basis for competency assessment approxi-
mates a one-to-one relationship between an initial or
laboratory assessment and its achievement in real teaching.
It represents or provides an absolute criterion of teaching
effectiveness and thereby meets the ultimate test of
accountability.

It accommodates individual differences in teaching prefer-
ences or styles by allowing for wide variation in the means
of reaching a given outcome, i.e., teaching behaviors. At
the same time, however, it holds all teachers accountable
for being able to bring about given classes of outcomes.

It allows 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 instruc-
tional programs be identified and used.

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 teacher will have a dossier that
summarizes in detail what he can do or cannot do when he
receives certification.13

In considering the historical context which has led to

14 s dicated

]zNorman R. Dodl and H. Del Schalock, "Competency-Based

Teacher Preparation," in Competency-Based Teacher Education, ed.
Dan W. Anderson et al. (Berkeley, California: McCutchan, 1973),
pp. 46-47.

B1bid., p. 48.

]4Elam, op. cit., pp. 3-4.
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that probably the roots of the movement lie in general societal
conditions and the institutional responses to them characteristic
of the 1960's. He made reference to the increasing governmental
attention to racial, ethnic, and socioeconomic minority needs, with
particular emphasis as related to educational needs. He mentioned
the claim that traditional teacher education programs were not pro-
ducing people equipped to teach minority group young people effec-
tively has pointed directly to the need for reform in teacher
education. In addition is the claim of minority group youths that
there should be alternative routes to professional status, result-
ing in serious questions being raised about the suitability of
generally recognized teacher education programs.

Following the Russian Sputnik, the federal role in education
was legitimized and federal monies became available for a variety of
exploratory and experimental programs including the United States
Office of Education Models Ten Project (referred to earlier), and
investigations of performance-based certification by state depart-
ments of education.

Technological developments have made available new
resources for teaching and learning. New concepts of management
(e.g., the systems approach) were pioneered by government and
industry. In education they were used in planning, design, and
operation of more efficient, product-oriented pr‘ogv-ams.]5

"Confronted with the ultimate question of the meaning of

life in American society, youths have pressed for greater relevance

51bid., p. 3.



27

in their education and a voice in determining what its goals should
be. Thus performance-based teacher education usually includes a
means of sharing decision-making power," wrote E]am.le

Perhaps because of the fact that traditionally teacher-
preparing institutions have been operated at quite some distance
from the schools, teacher preparation has tended to get out of
date. Performance-based teacher education is an effort to meet the
challenge of keeping the training of teachers relevant.

Having considered the background and definitions of
competency/performance-based teacher education in the earlier sec-
tions of this chapter on related research, consideration shall now
focus on the aspects of competency/performance-based teacher
education. This shall include a consideration of program design,
evaluation and assessment, implications, and critiques of competency/
performance-based teacher education.

There is a need for program design in competency/performance-
based teacher education. Most preparation programs in teacher edu-
cation are characterized by their lack of unified, cohesive, and
directed efforts. Usually there is a lack of interrelatedness as
individual faculty members in various departments go their separate
ways. Often the so-called "curriculum" is filled with contradic-
tions, unexplained or undefined theories, and very little trans-
lation of theory into viable practice. Rarely can this practice

be used to improve the student or the program. Most of this teaching

161pid., p. 4.
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relies on intuition with little distinct discipline of teacher

education.

University of Houston's Competency-Based
Teacher Education Program

Houston and Jones described a distinct program at the
University of Houston. They indicated that five propositions
regarding the role of the teacher were specified and were the
basis for the competencies, objectives, materials, and the design
of the evaluation procedures.

The first proposition specified that the teacher was
expected to be a liberally educated person with a broad background
in his teaching field.

The second proposition specified that the teacher reflects
in his actions that he is a student of human behavior. Teachers
are expected to demonstrate the full range of competencies derived
from a general awareness of the behavioral sciences. These under-
standings are translated into a realistic understanding of self and
others. The premise stated that it is believed that teachers who
better understand themselves and others are likely to be more
effective teachers.

The third proposition specified that the teacher was
expected to make decisions on a rational basis. It is expected
that prospective teachers will be able to analyze important func-
tions of their roles and the consequences of their actions.

Goals are stated, strategies for achieving the goals are planned,
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plans to achieve the goals are implemented, and the efforts are
evaluated.

The fourth proposition specified that the teacher is
expected to be able to use various appropriate communication and
instructional strategies.

The fifth proposition specified that the teacher is
expected to exhibit behavior which reflects professionalism.
Included is the ability to work closely with others to solve prob-
lems and assess themselves.

The following competencies were generated from the five
propositions.

1. Diagnoses the learner's emotional, social, physical, and
intellectual needs. . . .

2. Identifies and/or specifies instructional goals and objec-
tives based on learner needs. . . .

3. Designs instruction appropriate to goals and objectives. . .

4, Implements instruction that is consistent with plan. . . .

5. Designs and implements evaluation procedures which focus on
learner achievement and instructional effectiveness. . . .

6. Integrates into instruction the cultural backgrounds of
students. . . .

7. Demonstrates a repertoire of instructional models and
teaching skills appropriate to specified objectives and to
particular learners. . .

8. Promotes effective patterns of classroom communication.

9. Uses resources appropriate to instructional objectives. . .

10. Monitors processes and outcomes during instruction and

modifies instruction on basis of feedback. . . .

11. Demonstrates an adequate knowledge of the subject matter
which she/he is preparing to teach. .

12. Uses organizational and management sk1lls to facilitate and
maintain social, emotional, physical, and intellectual
growth of learners. . . .

13. Identifies and reacts with sensitivity to the needs and
feelings of self and others. . . .

14. Works effectively as a member of a professional team. . . .

15. Analyzes professional effectiveness and continually strives
to increase effectiveness. . . .
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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 demonstrating minimal competence prior to
certification. . . . In competency-based efforts the decision
becomes: what competencies do I expect of the teacher? Toward
this end, CBTE proponents note an important principle--prospec-
tive teachers are held accountable for the demonstration of
competencies, not for 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 instruc-
tor's role is faci]itation--helping students identify means to
achieve or increase competencies. !

In competency/performance-based teacher education the pro-
spective teachers are held accountable for demonstrating their
competence prior to certification. This is in contrast with the
traditional teacher education systems where the instructor directs
the student through a range of experiences. The prospective teacher
under the competency-based system may acquire his competence through
any measure he may deem to be of value. The teacher model is one
of facilitator, rather than as merely a dispenser of knowledge.

Bruce Joyce et al. wrote regarding the model of a teacher,

Present knowledge does not raise us above the level of a

complex hypothesis. Nor can we know before hand that the
model will work; it cannot be tested until much of the pro-
gram has been developed and implemented. What reliable knowl-
edge we have resides in fairly small units--i.e., models of
teaching which can serve specific purposes. Our model of the

teacher has to be extrapolated from studying these small units,
combined with judgments about other characteristics essential

’7w. Robert Houston and Howard L. Jones, Three Views of
QQﬂygg;ency-Based Education: II University of Houston (Bloomington,
Ind¥ana: Phi Delta Kappa Educational Foundtion, 1974), pp. 17-18.
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to defining teaching tasks. Then the program elements have

to be created and teachers trained with them before testing

can begin.18

Ka_y]9 considered what competencies should be included in a

competency/performance-based teacher education program, and indi-
cated that there is no single route that is best under all circum-
stances for competency identification. She indicated that the
theoretical approaches often result in conceptually unified programs,
but may not be too useful in the real world. Task analysis proce-
dures run the risk of being so close to reality that new knowledge
about teaching and learning is unusual. Course conversion methods
appear to be the most expedient approach to identifying teaching
competencies, but can result in program fragmentation and may not
result in producing hypotheses for continuing research. She advo-
cated the eclectic approach with a continuing process of program
evaluation and competency validation research.

20 assessed the role and function of objectives in

Burns
his work on competency-based teacher education. He considered the
objectives' desirability, practicability, source, nature, stan-

dardization, and teacher accountability. He also discussed the

IBBruce R. Joyce, Jonas F. Soltis, and Marcia Weil,
Performance-Based Teacher Education Design Alternatives: The Concept
of Unity (Washington, D.C.: American Association of Colleges for
Teacher Education, 1974), p. 6.

lgPatricia M. Kay, What Competencies Should Be Included in a
C/PBTE Program? (Washington, D.C.: American Association of Colleges
for Teacher Education, 1975), pp. 11-12.

20Richard W. Burns, "The Central Notion: Explicit Objec-
tives," in Competency-Based Teacher Education: Progress, Problems,
and Prospects, ed. W. Robert Houston and Robert B. Howsam (Chicago:
Science Research Associates, 1972), pp. 17-33.
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problems that exist in the development and use of objectives, the
writing of objectives, criteria for grading, constraints, and
affective objectives. Burns concluded, "that while competency-
based teacher education is at present too young to be judged a
success, it certainly cannot be judged a fai]ure."ZI
Burke, writing on curriculum design in competency-based
teacher education, described competency-based curricula, considered
learning goals, issues and practical problems of competency-based
instruction, and concluded with, "No single institution has put all
operation pieces into a working model, but the movement is becoming
nat'lonal."z2
McNeil and Popham elaborated on assessment of teacher com-
petency by developing the following list of six attributes for
discriminating among criterion measures:23
1. Differentiates among teachers--This might include such
items as under what condition will teacher A perform
best? This can assess variance in teacher skills.

2. Assesses learner growth--Emphasis is on the results

rather than on the process of teaching.

21

22J. Bruce Burke, "Curriculum Design," in Competency-Based
Teacher Education: Progress, Problems, and Prospects, ed. W. Robert
Howsam (Chicago: Science Research Associates, 1972), p. 55.

23John D. McNeil and W. James Popham, "The Assessment of
Teacher Competency," in Second Handbook of Research on Teaching,
ed. Robert M. W. Travers (Chicago: Rand McNally, 1975), pp. 218-44.

Ibid., p. 33.
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3. Yields data uncontaminated by required inferences--
Stresses the acquisition of data with a minimum of
extrapolation on the part of the user.

4. Adapts to teacher's goal preference--Allows for adapta-
bility or adjustment to goal preferences on the part of
the teacher.

5. Presents equivalent stimulus situations--Measures which
could produce results not easily discounted because
certain teachers were at a disadvantage due to their
situations.

6. Contains heuristic data categories--Provides for the
gathering of information or interpretations which illu-
minate the nature of the instructional tactics.

These measures can be useful by pre-service and in-service

supervisors in assessing teacher competency.

Turner's Levels of Criteria for
Teacher Education

Richard Turner has developed six levels of criteria which
he claimed are applicable to all teacher education programs which
are performance and data based as well as those programs which are

oriented toward pupil outcomes.24

Criterion Level 1--Highest Level--Normally conducted over

a two-year period.

24Richard L. Turner, "Rationale for Competency-Based Teacher
Education and Certification,”" in The Power of Competency-Based
Teacher Education: A Report, ed. Benjamin Rosner (Boston: Allyn and
Bacon, 1972), pp. 3-23.
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Classify teacher behaviors in both affective and cogni-
tive domain,

Systematic analysis of outcomes achieved by the pupils.
This level used for permanent certification and teacher
education feedback.

Criterion Level 2--Identical to Level 1 except that a
shorter performance period is involved.

This level used for initial certification.

Criterion Level 3--Pupil performance data are eliminated.
This level is used for provisional certification of
teachers and in teacher education programs.

This is the most appropriate level for accountability
in teacher education. This provides evidence for
competency-based certification.

Criterion Level 4--Teaching context and the teacher beha-
vior observed are restricted. The context might be a
typical micro-teaching context before a group of stu-
dents. This level provides feedback to the student
regarding his progress as well as to the teacher edu-
cation program regarding some particular aspect of
their program.

Criterion Level 5--This level differs from Level 4 in that
the teacher need not perform before live students. He
must be able to show at least one teaching skill, e.qg.,
probing. Helpful information derived regarding training

materials or modules.
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Criterion Level 6--The teacher need not engage in a per-
formance, but merely show that he understands some
behavior, concept, or principle germane to teaching.
The utility of this level is that it may provide data
regarding a particular component of the teacher education
program.

Although Criterion Level 3 carries the major weight in
competency-based teacher education, Criterion Level 1 is used for
assessing the validity of the competenties which comprise the
teacher education curriculum.

As one considers competency/performance-based teacher edu-
cation it becomes apparent that assessment lies at the heart of
this movement. Goals of instruction must be so stated that they
can be assessed; throughout the instructional process the student's
performance must be assessed and reassessed; and the evidence
obtained must be used to evaluate the accomplishments of the
learner and the efficacy of the system.

Assessment is usually difficult and threatening and in many
competency-based programs is very limited or neglected. The Ameri-
can Association of Colleges for Teacher Education Committee on

25 has indicated that seldom

Performance-Based Teacher Education
has assessment been carried on with sufficient rigor to test the

basic hypotheses underlying the PBTE approach. The committee has

25AACTE Committee on Performance-Based Teacher Education,
Achieving the Potential of Performance-Based Teacher Education:
Recommendations, pp. 18-40.
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stressed the position that any effort to develop a performance-
based teacher education program should place major emphasis on
developing and applying appropriate techniques of assessment.
They further recommended that persons skilled in assessment col-
laborate with those establishing the programs.

The committee further recommended that plans be developed
before a program begins for assessing the on-going program to
assure that student needs are being met and to provide data for

the revision of the program.

The Committee recognizes that the evaluation system in
any new program is likely to represent simply a first approxi-
mation; it will be expected to evolve through incremental
improvements. But before the program is launched, there
should at least be a basic rationale, a recognized commitment
to assessment, agreement on initial sets of materials and
techniques to be used, and provision for suitable record
keeping. . . . As the program develops, these instruments,
techniques, and procedures should be sharpened, and budgetary
and staff arrangements should be effected to make possible
studies relating evidence obtained to the vargables in the
program judged to be most significant. . . .2

Houston's Criteria for Assessing Competency-
Based Programs

A further consideration of the criteria of assessment has
been developed by Houston et al.27 in which they have compiled a
1ist of criteria for assessing the degree to which professional

preparation programs are competency based. They indicated that

26

27”. Robert Houston, J. Bruce Burke, Charles E. Johnson,
and John H. Hansen, "Criteria for Describing and Assessing Competency
Based Programs," in Competency Assessment, Research and Evaluation,
ed. W. Robert Houston (Albany, New York: Multi-State Consortium on
Performance Based Teacher Education, 1974), pp. 168-71.

Ibid., p. 29.
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this effort represents the third major revision following considerable

debate by a wide range of persons. The list is included because of

its relevance.

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

Competency Specifications

1. Competency statements are specified and revised based upon an
analysis of job definition and a theoretical formulation of
professional responsibilities.

2. Competency statements describe outcomes expected from the per-
formance of profession-related functions, or those knowledges,
skills, and attitudes thought to be essential to the performance
of those functions.

3. Competency statements facilitate criterion-referenced assessment.

4. Competencies are treated as tentative predictors of professional
effectiveness, and subjected to continual validation procedures.

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

6. Learners completing the CBE program demonstrate a wide range of
competency profiles.

Instruction

7. The instructional program is derived from and linked to speci-
fied competencies.

8. Instruction which supports competency development is organized
into units of manageable size.

9. Instruction is organized and constituted so as to accommodate
learner style, sequence preference, pacing, and perceived needs.

10. Learner progress is determined by demonstrated competency.

11. The extent of learner's progress in demonstrating competencies
is made known to him throughout the program.

12. Instructional specifications are reviewed and revised based on

learner feedback data.
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Assessment

]3‘
4.

15.

16.

17.

Competency measures are validly related to competency statements.
Competency measures are specific, realistic, and sensitive to nuance.

14.1 Procedures for measuring competency demonstration assure
quality and consistency.

14.2 Competency measures allow for the influence of setting
variables upon performance.

Competency measures discriminate on the basis of standards set
for competency demonstration.

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

Assessment procedures and criteria are described and made public
prior to instruction.

Governance and Management

18.

19.

20.

Statements of policy exist that dictate in broad outline the
intended structure, content, operation and resource base of the
program, including the teaching competencies to be demonstrated
for exit from the program.

Formally recognized procedures and mechanisms exist for arriving
at policy decisions.

19.1 A formally recognized policy making (governing) body
exists for the program.

19.2 A1l institutions, agencies, organizations, and groups
participating in the program are represented in policy
decisions that affect the program.

19.3 Policy decisions are supported by, and made after con-
sideration of, data on program effectiveness and resources
required.

Management functions, responsibilities, procedures, and mechan-
isms are clearly defined and made explicit.

20.1 Management decisions reflect state program philosophy and
policy.

20.2 The identified professional with responsibility for
decision has authority and resources to implement the
decision.
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20.3 Program operations are designed to model the characteris-
tics desired of schools and classrooms in which program
graduates will teach.

20.3a Job definitions, staff selections, and responsi-
bility assignments are linked to the management
functions that exist.

20.4 Formally recognized procedures and mechanisms exist for
arriving at the various levels of program management
decisions.

Staff Development

21,

22.

23.

Program staff attempt to model the attitudes and behaviors
desired of students in the program.

Provisions are made for staff orientation, assessment, and
improvement.

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

Total Program

24,

25.

26.

Research and dissemination activities are an integral part of
the total instructional system.

24.1 A research strategy for the validation and revision of
program components exists and is operational.

24.2 A data-based management system is operational.
24.3 Procedures for systematic use of available data exist.

Institutional flexibility is sufficient for all aspects of
the program.

25.1 Reward structure in the institution supports CBTE roles
and requirements.

25.2 Financial structure (monies and other resources) in the
system supports collaborative arrangements necessary for
the program.

25.3 Course, grading, and program revision procedures support
the tentativeness necessary to implement the program.

The program is planned and operated as a totally unified, inte-
grated system.
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Implications

The next consideration in this chapter on related research
pertains to implications of competency/performance-based teacher
education. What is its potential for educational improvements and
also educational problems?

Karl Massanari, as indicated earlier, has stated that "As a
strategy for educational personnel development, competency-based
teacher education is pregnant with potential for generating reforms,
intelligent leadership, and adequate support for development and
resear‘ch."z8

Whenever plans call for change, usually problems need to
be overcome. This is true in competency-based teacher education as
certain questions need to be answered. 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 Bn
pupil learning? How does one manage a competency-based teacher
education program with all of its complexities? How does one
obtain the necessary support for developmental activities?

Karl Massanari stressed the various problems of competency-
based teacher education as challenges to be met. He indicated

forces which push educators to keep developing new kinds of training

programs. These include asking the right questions at the right

28Kar1 Massanari, "CBTE's Potential for Improving Educa-
tional Personnel Development," Journal of Teacher Education 24
(Fal1 1973): 244,
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time, defining professional roles, designing educational personnel
development programs for specific roles, relating pre-service
preparation programs more closely to schools, explicating of pro-
gram objectives which are made public, providing instruction and
experiences which will facilitate the desired objectives, personali-
zation of instruction, instructing to facilitate learning, devel-
oping new training materials and new management systems, applying
appropriate assessment techniques, conducting research, broadening
the decision-making base, accountability, systematic change
strategy to keep training programs responsive to societal needs.29
Massanari wrote,
Some people believe that CBTE is just another development
which will fade away into the oblivion of educational faddism.
On the other hand, some of us believe that CBTE--given intel-
ligent leadership and adequate development and research
support--can generate tgs kinds of reform so long sought and
now so urgently needed.

Jones discussed the progress being made in implementation
of competency-based teacher education programs as well as problems
which have arisen in relation to its implementation. The author
stated that the real strength of the competency-based effort is
relationship to the total program rather than on course-by-course
development. He stressed the need to adapt to programs rather

than just to adopt programs.3]

29 30

3]Howard L. Lones, "Implementation of Programs," in Competency
Based Teacher Education, ed. W. Robert Houston and Robert B. Howsam
(Chicago: Science Research Associates, 1972), pp. 102-42.

Ibid., pp. 244-46. Ibid., p. 247.
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As cited earlier, Dr. Rolf W. Larson, Executive Director
of NCATE, indicated the need for data and material on competency-
based teacher education which NCATE can use for accreditation.

In his paper Dr. Larson discussed our basic problems of accredi-
tation. The first is to allow for institutional differences; the
second, the need to base decisions on substance rather than on
form; the third, the need to determine the qualifications of the
graduate; and, last, the need to determine the focus or function

32

of accreditation. He also discussed standards used as minimal

or for improvement of programs.

Critiques

The final section of this review of related research on
competency-based teacher education will focus on critiques of
competency/performance-based teacher education and teacher organi-
zations' reaction to the movement. Criticism of PBTE can be use-
ful by aiding understanding and providing a view from a different
perspective.

Harry Broudy wrote a critique of performance-based teacher
education. He stressed the need for theory in performance-based

teacher education. He stated that, "if PBTE insists that it does

32Ro]f W. Larson, Accreditation Problems and the Promise of
PBTE (Washington, D.C.: American Association of Colleges for
Teac?er Education and ERIC Clearinghouse on Teacher Education,
1974).
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not exclude theory from its design, it has to make provisions for
the study of theory as theory somewhere in the total program.“33
Sandra Feldman presented a unionist's view of competency-

based education:

We believe that in education we ought to stop reinventing
the wheel, stop bringing in one tired "innovation" after
another. For once, at least, we ought to base a fundamental
change on substantive proven knowledge instead of on public
relations and guesswork.

We believe that experienced teachers have an important
contribution to make, and if they are truly involved, in a
nonthreatening way and with the time and conditions provided
for, they will be telling us not just what to do for prospec-
tive teachers, but what kind of retraining and help they them-
selves need. Experienced teachers and the representatives of
teachers must be involved in this if it is to succeed.

Summar

This review of selected related research on performance/
competency-based teacher education has included sections on back-
ground and definitions, program design, evaluation and assessment,
implications, and critiques. These studies considered have con-
tributed background material and information.

The next chapter will describe the procedures used to
establish the model developed for the analysis and evaluation of
the administration and operation of a competency-based system and

field tested with National College of Education.

33Harry S. Broudy, A Critique of Performance-Based Teacher
Education (Washington, D.C.: American Association of Colleges for
Teacher Education, 1972), p. 11.

34Sandra Feldman, "Performance-Based Certification: A
Teacher Unionist's View," in Exploring Competency-Based Education,
ed. W. Robert Houston (Berkeley, California: McCutchan, 1974), p. 99.




CHAPTER III

DESCRIPTION OF PROCEDURES

The purpose of this chapter is to (1) describe the proce-

dures used to develop the initiating, maintaining, and monitoring

functions of THE MODEL; and (2) describe the procedures used to
field test THE MODEL with National College of Education.

In order to gain an understanding of the functions of the
proposed model, a review of the historical development of competency-
based education has been conducted by reviewing selected related
research. This review has provided information to help develop
THE MODEL for use with National College.

The initiating function of THE MODEL includes the measures
taken to establish a competency-based system. The maintaining
function of THE MODEL includes the measures used to sustain or
support a competency-based system. The monitoring function of
THE MODEL emphasizes the measures used to assess and evaluate a
system. This study focuses on the monitoring function of THE MODEL.
Consideration of the initiating function and the maintaining function
is provided by reviewing the developmental process of the competency-
based system of National College of Education. The monitoring
function of THE MODEL included various measures to assess and evalu-

ate the competency-based system at National College.

44
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Historical Review of National College

A brief historical review of National College of Education
is offered to provide perspective for this study. "National College
of Education, a private college, is committed to the central purpose
of preparing men and women who are well qualified to guide the
development of children and to offer leadership and service in edu-
cation and related fields.“]

The college was founded in 1886 to meet the demand for
teachers in the developing kindergarten classes in Chicago. Out of
this effort emerged a formalized curriculum for the preparation of
kindergarten teachers and the establishment of the Chicago Kinder-
garten College, later to be named National Kindergarten College.

The movement of the campus in the 1920's from South Chicago
to Evanston permitted further development of the curriculum to
include preparation of teachers for nursery, kindergarten, and
grades one through eight of the elementary school. In keeping with
the then current trends, the college was reincorporated in 1930 as
National College of Education with a four-year curriculum and the
right to grant the Bachelor of Education degree.

The Baker Demonstration School, formerly called The Chil-
dren's School, was founded in 1918. A graduate program was
launched with emphasis upon the role of the master teacher in "the

elementary classroom” leading to a Master's in Education degree in

1952.

]Official Philosophy of National College of Education
adopted by the Board of Trustees of National College in October, 1975.
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The college's program for training early childhood teachers
has always included liberal arts. In 1965, a liberal arts cur-
riculum was formalized (Appendix A) and the college now confers
Bachelor of Arts degrees on its undergraduates.

In 1969-1970 the faculty abandoned the traditional letter
grade system of student evaluation in the undergraduate program and
substituted the currently used competency-based system of evaluation.

The 1970's brought continual change with the recognition
and formal naming of the Foster G. McGaw Graduate School and the
acquisition in the Chicago Loop of the facilities of Pestalozzi-
Frobel Teacher's College as National's Urban Center.

National College of Education is accredited by the North
Central Association, the National Council for Accreditation of
Teacher Education, and the I1linois Department of Education. In
addition, National College has received special state entitlements
for its designated programs in Early Childhood, Library Science
and Instructional Media, Special Education, and Administration and
Supervision at the Master's degree level.

"National College of Education continues its dedication
to the founding purpose of educating early childhood and elementary

school teachers."2

The Continuing Search for Criteria

The consideration of the initiating function of the

competency-based system at National College included a review of

2National College of Education Undergraduate Bulletin,
1976-1977, p. 5.
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various college documents, minutes of college meetings, and mate-
rials distributed by the Dean of Instruction and more recently
called the Vice-President for Academic Affairs at the college.

In his March 2, 1967, bulletin, "Leaves From the Notebook
of a Dean," Dr. Troyer shared with the faculty thoughts from
H. S. Broudy's address on "The Continuing Search for Criteria,"
presented at the AACTE meeting in February, 1967. The following
statements from the bulletin are pertinent to the initiating function
of National College of Education's Competency-Based System, with
the entire bulletin included in Appendix B].

The truth inherent in the quality-of-product criterion is
that we must search not only for criteria or signs of good
teaching but also for what they presuppose in the way of
training and institutional arrangements to provide that
training. We should, ideally, be able to relate training to
success behavior.,

I doubt that we are ready, even after hundreds of researches,
to apply the method of the single variable to this problem. Sys-
tems analysis, on the face of it, is more promising because it
takes account of many variables, and one can--if one likes--
regard a classroom as a social system. Yet I am not sure that
we are even ready to be dogmatic about which dozen variables
really delineate the system. We need as a preliminary to do a
more modest analysis--a kind of crude phenomenological des-
cription of what we do and mean when we judge a teacher in a
classroom. For we can, I believe, identify good teaching and
make highly valid judgments within our field of expertness,
even though we cannot generalize the basis of that judgment
into a formula. . . .

How does one qualify as an expert in so amorphous and
complex an enterprise as teacher competence? I submit that
expertise here comes about as it does in any field. First,
one specializes within a limited domain; second, he and his
peers arrive in time at certain agreed upon distinctions within
the domain; third, they build up models of "good" within each
domain; fourth, they are familiar with virtually the whole
range of samples within the domain; fifth, they know the
rules for applying their criteria, and finally, they often
share with their peers a theory or theories as to why the
rules are applicable. Please consider that complete agreement
among experts is not a necessary condition for expertise, but
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the gossibility of distinguishing an expert from the lay-
man is. . . .

Criteria need only meet the criterion of being usable by
experts, i.e., those men and women who carry in their heads
models by which they scale what they observe. I think it is
neither unreasonable nor impracticable to send in experts in
foundational studies, the content of a subject-matter area,
the theory of teaching, and teaching techniques to examine an
institution's teacher-training operation and resources, human
and otherwise. In a remarkably short time the specialist can
give an estimate that he can defend and explain. Another
expert may disagree with him, but not so often as is some-
times asserted. The important point is that it will be an
enlightened disagreement which upon explication is often con-
verted into qualified agreement. It is perhaps not too
extravagant to say that in areas where there are no experts,
i.e., no acknowledged specialists, evaluation starts more
arguments than it settles, and teacher-training programs are
no exception. . . . Given appropriate specialists, evalua-
tions of program, resources, faculty, and commitment loses
much of its unwieldiness and mystique. Lacking specialists
no amount of careful listing of objectives and specifications
will yield anything more than voluminous and spongy claims
and counterclaims. . . .

So the search for criteria must go on, but it had better
be undertaken by those who have examined their commitment to
teacher preparation. The search for criteria is complex and
difficult enough when we are clear and honest with ourselves;
it becomes a witless kind of masochism when we lacerate our-
selves by fantasies and rationalizations that have no basis
in the social reality of today or as we envision it for the
generation to come. It is perhaps not too much to say that
our search for criteria is impeded far less by their elusige-
ness than by a vague and persistent dread of finding them.

It is interesting to note that in order to help bring
about change, ideas pertaining to the possibility and desirability
of change were presented to the faculty in a fashion that these

jdeas, like seeds, could germinate and mature.

3Harry S. Broudy, "The Continuing Search for Criteria,"”
address presented at the February, 1967, AACTE meeting, included
by Dean Lewis Troyer, "Leaves From the Notebook of a Dean,"
National College of Education Bulletin (March 1967): 5,8-9,11.
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These ideas on nongrading and teaching competency were
presented in written form to the faculty in a rather nonthreatening
fashion from the Dean. Some faculty members probably did not read
the material but others started to discuss the ideas presented
with their colleagues, and some began to interact with the Dean
regarding the ideas generated. The process was slow, but faculty
members were able to refine their thinking, bounce some of their
ideas off the students to get their reaction and help, and have
input into the embryonic process of developing the competency-based
system.

Additional material was presented in "Leaves From the
Notebook of a Dean" in Volume 10, Number 6 on "Critical Thinking
in Courses" by Robert H. Ennis, "The Evidence of Good Teaching"
by Winslow R. Hatch, and "Clue Words in Stating Objectives" by
Paul E. Blackwood and included in Appendix BZ'

The Council on Academic Standards, responsible to set and
monitor academic standards, had been considering the nongraded
competency-based system for several months and recommended that
the faculty seriously consider adopting the competency-based system

of evaluation.

Copies of B. S. Bloom's Taxonomies of Educational Objectives

were provided through the Faculty Bulletin to help the faculty in

their thinking and development regarding the nongraded competency-

based system.
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Items Concerning Nongrading Proposal

In May of 1969 the Dean of Instruction distributed a paper
to all faculty members on "Items Concerning Nongrading Proposal”
and included in Appendix B3. Quotations are included from the Dean
of Instruction to convey to the reader some of the planning and
process which was used at National College to initiate the

campetency-based system.

To some extent the implementation of the Proposal must be
considered an experiment, an adventure into unknown terri-
tory, and if we find the going just too rough for our strength
and resources, we shall, of course, retreat. I would hope
that the spector of possible problems to be faced would not,
however, cause us to lose heart and accept defeat before we
had even started on the journey. From some experience, I
know that one is hardly ever aware of the resources available
in the world until one has committed himself to some under-
taking that calls them forth. If our objective is a worthy
one, the means to its accomplishment probably are available. ...

The Proposal also implies certain things with regard to
planning and conducting of courses. One of these certainly
has to do with the identification of the competencies them-
selves. The student will need to know at the beginning of
the course specifically what is expected. Theoretically the
competencies should parallel or coincide with the stated
objectives of the course. On this point it is not necessary
to get "hung up" on a strict behaviorism. As a matter of
fact, going through some visible motions (jumping through
prescribed hoops) may not indicate significant competencies
at all unless the particular action can be taken as symbolic
of a tendency, attitude, habit, developed capability (call
it what you will) with some sustaining power across a period
of time and in a variety of situations. If competency means
a capability of doing something, there must be some evidence
of persistence. . . .

Assuming the faculty makes the decision to adopt the
proposal on nongrading, it is the intention of the Academic
Affairs office to give the time, effort, and resources to
assist all departments in the "tooling-up" job for implemen-
tation of the proposal. A1l of us are much nearer that
objective than we may realize. . . .

Undoubtedly, we shall continue for some time, even after
starting the new plan, to have questions and problems; we
could hardly expect otherwise. I am afraid that postponing
the decisive action will yield few if any real values, since
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later rather than sooner the same start will have to be made.
While there is, as all of the above clearly recognizes, work
to be done yet in preparation, there should be much strength
obtained from going forward together as a united group, with
resolution to help each other meet the challenge, and the
strength of morale that comes from the knowledge that we are
all equally involved. I believe the faculty as a whole
should vote now to get on with the job. I pledge the
resources and leadership of my office, and ask the coopera-
tion of all, to translate this belief and action into suc-
cessful pioneer accomplishment.4

Following this presentation, the Council on Academic Stan-
dards made a formal proposal to the faculty that National College
move to the nontraditional grading system for the 1969-1970 aca-
demic year. The majority of the faculty voted in favor of the
shift to the nongraded competency-based system for the 1969-1970
academic year,

A letter written to the parents of National College of
Education students from the Dean of Instruction is included in
Appendix 84. This letter further illustrates the proposed system
as well as showing the communication process from the College
to the parents as part of the initiating function of the competency-
based system. Emphasis in the letter is on the value of the change
for students within the new system, stressing high standards of
learning and accomplishment for each individual. This requires
demonstrated mastery of competencies by each individual student,

guided by faculty in a more personal fashion.

4Lewis Troyer, "Items Concerning Non-Grading Proposal,"
Bulletin: National College of Education (May 27, 1969): 1-5.
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The Initiating Function at National College

In November, 1969, Dr. Lewis Troyer, Dean of Instruction,
shared with the faculty his article entitled, "Grades Have Gone:
What Then?" In the article Dr. Troyer described in detail the
function of initiating the competency-based system at National
College of Education. The article is included in Appendix C.

Parts of this article are quoted here as background information for

the initiating function.

With the advent of the 1969-1970 academic year National Col-
lege of Education, Evanston, I1linois, abandoned the tradi-
tional grading system "lock, stock and barrel." This
significant change was made essentially because the faculty
of the college, after careful study, became convinced that the
so-called letter-grade pattern functioned to subvert rather
than to support the goals of the curriculum for both the stu-
dent and the institution. A new and hopefully more effective
scheme of evaluation based on the designation and demonstra-
tion of specific sets of competencies appropriate to given
courses and levels of learning was developed, subjected to
scrutiny by both faculty and students, and is currently
undergoing its second trial year. . . .

The measurement specialist would classify this pattern as
"criterion-referenced" rather than "norm-referenced." It is
grounded on the assumption that students are unique human
beings and that all of them--or very nearly all--can develop
adequacy and effectiveness if given proper instruction and
time to grow (or learn), and if the self-esteem of each is
not destroyed in insidious comparison with others supposedly
better, smarter or faster. The object is to maximize the
potential of all, in a society more and more dependent upon
the intelligence and personal development of the total popu-
lation, rather than to encourage continuance of an intellec-
tual elitism characteristic of societies of the past. The
plan holds high but not unrealistic standards of accomplish-
ment for everyone and makes it possible within broad limits
of time and teaching effort for each to go as far or as deep
or as high as he can.

Under this plan no student can squeak through by having
"passed" only part of a course. All students must meet the
same performance criteria by demonstrating the required com-
petencies. There is no possibility of settling for a Cora
B and avoiding the learning necessary to acquire an A. For
some it may take a little longer, as the current TV commercial
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on the gaining of crowns has it, but all students, even the
slower ones, have a real opportunity to succeed. In other
words, the plan puts the focus on learning and achievement
for each individual student. It sees this as the fundamental
basis or reason for evaluation. That, at least, must be
accomplished first, and all other purposes are to be subor-
dinated and made incidental to it. . . . On 10 July 1968 the
Council on Academic Standards, charged with responsibility for
development and administration of policy concerning evaluation
of student progress, recommended to the faculty a revolution
in grading practices to become effective with the opening of
the 1969-1970 school year. It further recommended that the
1968-1969 year be spent in studying the implications of, and
tooling up for, the proposed change. Faculty meetings and
workshops were subsequently held for these purposes, and the
faculty voted general approval of the plan in December. It
reserved final enactment, however, until the student body had
had a chance to discuss and react to the proposal. By the
early weeks of the spring term several meetings and opinion
polls had been conducted, and the Student Senate reported
that the student response, while divided over certain spe-
cific items, was favorable to the plan and its proposed time
of implementation, including total application to all classes.
The faculty then completed its enabling action.

Thus every effort was made to involve the entire campus
community, or at least all those who would be immediately
affected, in the decision-making and in accepting this step
as a significant experiment in harmony with the fundamental
philosophy of the college. During the summer of 1969 a letter
explaining the new venture was sent to all parents of cur-
rently enrolled and newly accepted students, including one
sentence which expressed something of the depth of faculty
conviction and commitment: "We think it has a chance of
restoring to your sons and daughters the zest for learning
and a realization of the true values of education. . . ."

The plan adopted, and presented in detail, while cer-
tainly not considered perfect by anyone, provides, it is
believed, a means of overcoming the apparent deficiencies in
the present system and of fulfilling the positive criteria.
One faculty member spoke the viewpoint of most of his col-
leagues in saying:

This new plan calls for a chain of events in which the

student has a number of concrete opportunities to show

his competencies. It affords a chance for the student
to address himself directly to the attainment of these
competencies, and thus to his own learning and personal
development. It views success and failure in terms of
situations realistically defined and emphasizes a posi-
tive rather than a negative, a constructive rather than

a punitive psychology. It recognizes fully the signifi-

cance of individual differences in growth patterns,
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learning, and indeed, in the end-product of education.
It provides the instructor, as well as the student, with
a less ambiguous opportunity to be authentic in his own
efforts and to realize himself in his learning and
teaching. . . .

In "Leaves From the Notebook of a Dean," Dr. Troyer
included the following material on "Evaluating Understandings,

Attitudes, Skills, and Behaviors." The entire article is included

in Appendix D].

Evaluating Understandings, Attitudes,
Skills and Behaviors

Evaluation is a constant process in the classroom. It
is present in every activity, written exercise, oral report,
discussion and work period. The kinds of questions asked
by students and the behaviors following a discussion are
part of assessment. This continuous evaluation serves two
purposes. First, and most important, it tells the teacher
what to plan and how to plan. Faulty or inadequate infor-
mation, limited understandings and the lack of skills are to
be improved by providing follow-up lessons or activities.
Some things are retaught; new illustrations are sought; time
is provided for review or practice. This evaluation of all
aspects of student work indicates when to move rapidly to a
new topic, when to move more slowly, and what choices to
make concerning assignments.

This same over-all assessment is used to describe or
profile what the student can do, where he now stands. It
is well to remember that any one test yields only one measure
and that measure is limited to the called-for responses. The
score on a test asking for recall of factual information gives
a rating which indicates only how well the student memorized
that particular data. It does not say how much he knows,
what skill he has in finding information, how willing he is
to look up references, nor how well he understands relation-
ships. For this reason a variety of observations and differ- 6
ent kinds of tests should be used to determine achievement. . ..

5Lewis Troyer, "Grades Have Gone: What Then?" Liberal
Education 56 (December 1970): 542-56.

6Lew‘is Troyer, "Leaves From the Notebook of a Dean,"
Bulletin: National College of Education 13 (November 19, 1969): 16.
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The December 9, 1969, issue of "Leaves From the Notebook
of a Dean" contains information of training teachers for the

future as well as a book review by Dr. Troyer on Making the Grade:

The Academic Side of College Life by Becker, Greer and Hughes,

and is included in Appendix DZ’

Considerable thinking and careful planning went into the
initiating function of the competency-based system at National
College of Education. The efforts of the Dean of Instruction,

Dr. Lewis Troyer, contributed significantly to the developing of
the system. His work with the other administrators and his encour-
agement and guidance were basic to initiating the competency-

based system at National College. The administration and faculty
are also to be credited with willingness and in some instances

even eagerness to move ahead with the new system.

The Maintaining Function

In shifting thinking to the function of maintaining the
competency-based system, consideration is given to the period from
the 1969-1970 academic year to the 1976-1977 academic year.

In April of 1970, as part of the maintaining function of
the competency-based system at National College, the Dean wrote
to the faculty in "Leaves From the Notebook of a Dean" (Appendix
03) regarding student reaction to the system. He indicated:

A great deal of static (unpleasant noise) is flowing
from students into the various administrative offices con-
cerning the current operation of the competency evaluation
system.

Much of it, if true, indicates that many instructors
of courses have adopted or continued practices which
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violate the stated intentions of the new system and make a
mockery of faculty pretensions of real concern for the
development of the student. Some of it is misinformation,
ignorance with regard to what is really being done. There
is always a modicum of such in any human situation.

But even if it were largely misunderstanding, the ques-
tion would still be pertinent--Why? Are we failing to
interpret our procedures adequately?

Or is the real truth rather that we not only have
neglected to interpret but have nothing to interpret? Are
we ourselves subterfuging the system because we either don't
believe in it or have not taken it seriously? Are we doing
anything differently, or are we simply carrying on old habit
patterns without change? Are we living on the basis that
going through some motions will be enough? Who was really
corrupted by grading--the student or the instructor, or
both? If we were corrupted (which is likely the truth), can
we recognize it about ourselves and do anything about it?. ...

A 1ist of particulars included such items as lack of dis-

tributed competency lists, limited faculty interaction with students,

or of faculty imposing additional requirements after the competency

list had been completed.
The Dean concluded the article:

It does not register the "positive" side which is undoubt-
edly there. It is easy to be happy with the good things said
about us. It is important, however, to look carefully at our
purported shortcomings, for thereby we may open the way to
improvement and genuine accomplishment.

Now, therefore, I must come back to the main point of
this memo: There is too much flak! It would not be unlikely
that this experimental flight could soon be shot down. Next
year the NCA accreditors will be here to look at it. Unless
student response gets a great deal more positive and compre-
hending than it now seems to be, the writer of this memo
wouldn't want to place any money bets on its survival. Nor
on achievement of accreditation for the college.8

7Lewis Troyer, "Leaves From the Notebook of a Dean,"
Bulletin: National College of Education 13 (April 7, 1970):
16-17.

8Ibid., p. 18.
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Through this communique, pressure was exerted on faculty
members to continue to upgrade their performance so that the
competency system would be received moEe positively by the stu-
dents and that the North Central Accreditation team would continue
to grant accreditation.

To help encourage faculty members in the maintaining function
of the competency-based system and prior to Dr. Benjamin Bloom's
meeting with the faculty on November 11, 1970, the Dean of Academic
Affairs distributed an article by Dr. Bloom on "Learning for
Mastery."

". . . We are expressing the view that, given sufficient
time (and appropriate types of help), 95 percent of students (the
top 5 percent plus the next 90 percent) can learn a subject up to
a high level of mastery.“9

This degree of mastery was a challenge for any faculty to
consider, but with the likelihood of Dr. Bloom serving as a con-
sultant, it became an interesting possibility.

Dr. Bloom continued, "We believe that if every student had
a very good tutor, most of them would be able to learn a particular
subject to a high degree. A good tutor attempts to find the quali-
ties of instruction (and motivation) best suited to a given

Iearner."lo

9Benjamin Bloom, "Learning for Mastery." This paper will
be published as a chapter in Bloom, Hastings and Madaus, Formative
and Summative Evaluation of Student Learning (New York: McGraw-
Hill), p. 6.

101pid., p. 7.
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Teachers were challenged to be facilitators of learning .
rather than primarily disseminators of information, as Dr. Bloom
further indicated:

« « « But most important, the presence of a great vari-
ety of instructional materials and procedures should help
both teachers and students overcome feelings of defeatism
and passivity about learning. If the student can't learn
in one way, he should be assured that alternatives are avail-
able to him. The teacher should come to recognize that it
is the learning which is important and that instructional
alternatives exist to enable all (or almost_all) of the stu-
dents to learn the subject to a high level.ll

This was a challenge for a faculty that already considered
themselves to be at the growth edge of teacher education. For stu-
dents to be able to demonstrate competencies would help convince
others of the value of the system.

Dr. Bloom challenged,

We are convinced that it is not the sheer amount of time

spent in learning that accounts for the level of learning.

We believe that each student should be allowed the time he
needs to learn a subject. A strategy for mastery learning
must find some way of solving the instructional problems as y,
well as the school organizational (including time) problems.

The idea that most students can learn to a high level of
mastery with appropriate help and sufficient time was the main
thrust that Dr. Bloom stressed. He continued to emphasize his
thinking regarding diagnostic and prescriptive teaching and
learning for life:

Frequent formative evaluation tests pace the learning

of students and help motivate them to put forth the neces-
sary effort at the appropriate time. . . . For students who

lack mastery of a particular unit, the formative tests should
reveal the particular points of difficulty. We have found

n 12

Ibid., p. 11. Ibid., p. 13.
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that students respond best to the diagnostic results when
they are referred to particular instructional materials or
processes intended to help them correct their difficulties.
The diagnosis should be accompanied by a very specific gre-
scription if the students are to do anything about it.]

The article concludes with the following challenge:

Finally, modern society requires continual learning

throughout life. If the schools do not promote adequate
learning and reassurance of progress, the student must come
to rejecting learning--both in the school and later life.
Mastery learning can give zest to school learning and can
develop a lifelong interest in learning. It is this con-
tinual learnin? which should be the major goal of the educa-
tional system.14

The November 11, 1970, workshop at National College pro-
vided the opportunity for the faculty to interact with Dr. Benjamin
Bloom. This exchange resulted in probing questions being considered
and a refinement of the competency-based system at National College.
Dr. Bloom served as a consultant to National College of Education
during the initiating and the early maintaining periods of the
competency-based educational system.

Continued development of the system has taken place over
the years with new faculty members being absorbed into the system,
but also adding input into the refinement of the system.

Administrative personnel have also made a difference in
the maintaining function of the competency-based system at National
College of Education. In 1972, President K. Richard Johnson
retired after serving in that capacity for 23 years. An interim
president was appointed until the current president, Dr. Calvin E.

Gross, was inaugurated as the college's fifth president in December, 1972.

14

Blbid., p. 18. Ibid., p. 22.
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Also in 1972, Dr. Lewis Troyer, Vice-President for Academic
Affairs, moved into teaching until his retirement. Men from out-
side the college became Vice-Presidents for Academic Affairs.

The maximum tenure in office for each of these men was less than
two years, and during these periods much of their effort was
devoted to getting to know the institution and preparing for major
accreditation visits by the NCATE, North Central, and I1linois
Department of Education accreditation teams.

During this period, the Faculty Association of National
College emerged as a more powerful force, exerting a greater
amount of leadership in the institution than had been the case
under Dr. Troyer. The faculty continued to use and revise the
competency-based system, but with a President and a Vice-President
for Academic Affairs who were not part of the initiating function
of the system the administrative support, guidance, and leadership
have not been comparable in the maintaining function to that
provided during the initiating function of the competency-based
system.

The faculty and student body have repeatedly indicated
that they believe the competency-based grading system to be
superior to the former traditional grading system, and have voted
to continue its use recognizing that it is in need of ongoing
development.

To better understand the maintaining function of the
competency-based system at National College of Education, various

college reports and publications were reviewed. This included
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reports like the NCATE and North Central accreditation reports,
the Undergraduate Bulletin, summary of faculty meetings, and the

student newspaper.

The Institution Report to the National Council for Accredi-

tation of Teacher Education was prepared for the accreditation team

in March of 1975. This report contains a rather comprehensive
statement of the maintaining function of the competency-based
system at National College and is included here.

This plan emphasizes criteria of achievement by the indi-
vidual student in contrast to the older type of measures of
comparison between students. It is not a "pass-fail" system
as that term is generally understood. It is not even a "pass-
incomplete" system, although passing and incompletion are
aspects of it. It is, rather, a new and different pattern
of evaluation, probably not translatable into the older rub-
rics of grades and averages. It is basically grounded on the
psychological finding that a much larger proportion, than was
traditionally expected, of human beings can achieve high
quality academic levels if provided with adequate instruction
and sufficient time--the essential elements of the mastery of
learning concept. The competency system excludes no one from
trying, but holds high standards for everyone. No student
gets by with being outstanding or successful in any single
part of a course. All students are given generous opportu-
nity to succeed rather than to fail, but each must meet the
challenge of demonstrating all required competencies. Some,
of course, do not make it; for others it may take "a little
longer." A regularly registered student in a given course
may request the privilege of demonstrating required compe-
tencies at any time from first registration date to the final
deadline for removing an incomplete, except as otherwise indi-
cated below.

Completed courses are reported to the Registrar by the
instructors. If a student, however, has not completed by
the end of the term of original enrollment, the course may be
designated as "in-progress" and may be completed during the
following term. "In-progress" may be assigned only if the
student has continued to work toward course completion
through the last official day of the term. Designation of
"in-progress" is not automatically given at the end of the
first term of enrollment. A student having any course "in-
progress" after the end of a term must make contact with his
instructor during the first three weeks of his next term of
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enrollment and make specific arrangements for completing the
course or the "in-progress" will be changed to "no credit."
A1l courses must be completed within one academic year fol-
lowing the term of original enrollment.

This competency system is regarded as consistent with the
College goals of "liberal arts in teacher education." The
Faculty is in continual process of trying to revise and
improve the competency statements. Fall Faculty Workshops
have had considerable time devoted to developing and discuss-
ing competencies. At the present time the lists vary con-
siderably from course to course and department to department,
indicating different stages of thinking, whether the use of
Bloom's taxonomies, simple statement of content topics, list-
ing of activities, or two dimensional efforts that include
both skills and content. Some difficulty tends to continue
in differentiatin? competencies from criteria to measurement
or demonstration.15

The NCATE accreditation team praised National College for
their training of teachers and were particularly complimentary
regarding the use of the competency-based system at the institution.

An on-going concern of various accreditation teams is the
matter of financial resources, and the North Central Accreditation
body had raised this question regarding National College in an

earlier visit. The Self-Study Report for North Central Accredita-

tion prepared by the college for the North Central visit in
December, 1975, included,

For the past nineteen years, National College of Educa-
tion has operated with a balanced budget. The highlight of
recent fund-raising activities was the National Promise Cam-
paign in which college constituents matched a 2.5 million
challenge from philanthropists Foster and Mary McGaw. The
gampaigg raised over 5 million in vitally needed endowment

unds.

lslnstitution Report to the National Council for Accredita-
tion of Teacher Education (Evanston, I1linois: National College of
Education, March 3-5, 1975), pp. 155-57.

]65e1f Study Report of National College of Education Pre-
pared for the Commission on Institutions of Higher Education of the
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In maintaining the competency-based system of evaluation
the North Central report further stated,

For six years, the College has been using a system of
student evaluation based upon specific sets of competencies
in given courses. When a student has demonstrated that he
has mastered these competencies his record indicates "credit"
for the course. Additional evaluative statements about the
students are made in the form of professional promise cards
which are filled out by all instructors for each student in
required courses. Those cards which are filed in the stu-
dent's professional file indicate objective assessments in
areas of professional promise as well as written statements
of instructors regarding the student's performance in his or
her class. Competency work sheets are submitted to Division
Chairmen for review and filing. In addition, a student's
record at the request of an instructor may indicate that a
course was completed "with faculty commendation." "In-
progress" is recorded in the event course requirements are
not fulfilled within the quarter and students are given a
designated amount of time during the next quarter in which
to complete the work. Upon completion of the work, the
"In-progress" is changed to course credit.

Record keeping and problems related to completion of
"In-progress" courses pose some problems for instructors and
for the Registrar's O0ffice. In general, however, there is
acceptance of the grading system and considerable effort is 17
being extended by faculty and staff to make the system work.

The North Central team commended the college for its use
of the competency-based system. The team indicated that the
competency-based system more clearly focused on purposes and
objectives, that the outcomes were more explicit, and that the
competencies were more relevantly conceived.

The National College of Education Undergraduate Bulletin,

1976-1977 contains a recent official statement of the college's

North Central Association of Colleges and Schools (Evanston,
ITlinois: National College of Education, December 1, 1975),
ppo ]-440

17

Ibid., pp. 31-32.
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position regarding the competency-based system. It includes the
topics of evaluation of student progress, honors, and admission
to professional studies sequence and is included in Appendix E].

In the February, 1976, issue of Chaff, the student news-
paper published by the Student Senate of National College, students'
responses were printed to the Roving Reporter's question, "What
do you think of the competency system? And, why?" Some of those
responses are included here and the entire article is included in

Appendix EZ'

"If it (the competency-based system) were done consis-
tently, it would be a good idea. Some teachers still grade
on a curve which doesn't let you be yourself. If you have
to worry about tests at the end of the semester, you're
still worrying about the 'A.'"

"I like it because there's not so much tension to get
grades. I hate competing for grades against other people,
and with this system, you don't have to."

"I 1ike it. My only question is what other schools or
people think it's worth."

"I abhor it! I would much prefer to have something con-
crete to show for my hard work. A letter grade is preferable
to a 'complete.' Competing for grades has always been a part
of my schooling, so that's no problem whatsoever!"

"I 1ike the competency system because it is challenging,
but not competitive, and I find that there's not as much
pressure, therefore I'm able to absorb more knowledge. It's
helpful for me to know where I stand in a course, and I can
check it whenever I want."

"1 think it is a good system because a person's mind is
not all around grades. You have to learn everything to
pass."18

]8Chaff, 1975-1976, No. 3 (Evanston, I1linois: Student
Senate of National College of Education, February 1976), pp. 4-5.
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As indicated, the competencies have been refined and the
faculty and students have voted to continue the use of the
competency-based system, but limited time and energy have been

allocated to the function of monitoring the system.

The Monitoring Function

This effort will now focus on the function of monitoring
the system, with an analysis and evaluation of the administration
and operation of the competency-based system at National College
of Education. The procedures used to consider the monitoring
function will include a review of what the college has done in this
area and then to use THE MODEL developed to monitor the competency-
based system at National College.

A questionnaire follow-up study was given to a limited
number of National College students on April 27, 1970. Approxi-
mately 60 percent of those responding indicated that the competency-
based system had aided the learner in appraising his own strengths
and weaknesses more easily than in a grading system. Seventy-four
percent of the respondents indicated that there was less emphasis
on comparisons of one student to another. Seventy-three percent
of the respondents indicated that the system had not decreased
tension due to school work. Seventy-one percent of the respon-
dents indicated that the competency lists were stating the goals
of the course followed by the teachers.

Almost 67 percent of the respondents indicated that the

new system had not increased their desire to learn and 74 percent
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did not think that the new system had increased the quality of
their work. Finally, the questionnaire indicated that approxi-
mately 30 percent of the students were learning more under the new
system, while 20 percent were learning less and about 50 percent
were learning the same.

In December, 1975, students and faculty were asked to
evaluate the competency-based system at National College of Edu-
cation. Again there was a limited response, but The Dais, the
faculty-staff newsletter dated January 30, 1976, stated:

In general, the students were more enthusiastic than the
teachers. Of the 127 students surveyed, 82 said they were
learning more than under a traditional grading system, 35 said
they learned equally well under both systems, and 10 said they
were learning less under the competency system. More than
half the students said the competency system helped them
appraise their own progress more easily, gave them more feed-
back from teachers, and increased their desire to learn and
the quality of their work. However, it has not alleviated
mental and emotional strain caused by grade pressures, or
decreased cheating, most students believed. . . . Slightly
more than half of the faculty felt the competency system
helped motivate students, but that there were problems main-
taining the quality of "overall student performance" and
distinguishing between students who performed at minimally
acceptable and above-average levels. Most of the teachers
who responded favored keeping the competency system with
major or minor revisions rather than returning to the tradi-
tional grading system.19

The subcommittee on competency evaluation from the Council
of Academic Standards gave a summary report in March, 1976, of
its conclusions resulting from the student and faculty question-

naires and discussions. The report indicated that there was

lgThe Dais, Vol. 5, No. 4 (Evanston, I11inois: National
College of Education Faculty-Staff Newsletter, Public Relations
Office, January 30, 1976).
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general student support of the system, that there were concerns

by a minority of the students about transfer problems, graduate
school admission problems, and recognition of outstanding work.
The report further indicated that faculty reactions were similar
to student reactions and that there was a need to rehabilitate and
renovate the system, to reach consistency of operation of the sys-
tem, and to consider alternative evaluation system options for
some or all courses by student choice.

It was decided that the Council on Academic Standards
would continue to review the current practices of the competency-
based system and would air the "myths" currently circulated about
the consequences of the system. They would also further assess
the support services which might enable the system to function
better and conduct a study of possible changes or optional alter-
natives to be recommended to the faculty for discussion.

These efforts taken by the college to assess the competency-
based system have indicated that the students, faculty, and admin-
istration, while voting to continue the use of the system,
recognized the need for additional study and refinement of the

system.

Procedures to Field Test the Model
With National College

THE MODEL's monitoring function involved an analysis of

student teaching records; the study of the principal's rating of
first-year teachers; a consideration of the teaching job market

as related to National College graduates; the use of questionnaires
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with the administration, faculty, and students; and the use of a

10-question interview with National College personnel.

Student Teaching Records

A review of a sample of student teaching performance was
conducted to analyze observations of public school and private
school cooperating teachers and college supervising teachers
regarding the training of students under the competency-based
system at National College.

The Student Teaching Department maintains complete records
for each student doing student teaching at National College. Two
student teaching experiences are normally expected for certifica-
tion of the National College of Education students. The first
student teaching contact is a half-day experience for an academic
term. The second assignment consists of completing full-day student
teaching for another term, usually at a different grade level than
the first experience. A random sample of 1500 student teaching
records was considered in THE MODEL. The records included stu-
dents admitted to student teaching for the years 1973-1976. When-
ever possible the records pertained to the full-day student teach-
ing experience. These years were used because they were the first
years that the graduates would have received all of their training
under the competency-based system.

The public school cooperating or critic teacher normally
evaluates his or her student teacher and returns the evaluation to

the college Student Teaching Department to be retained in the



69

department's records for that student teacher. Each college super-
visor of student teaching is expected to observe and confer with
the teacher and student teacher a minimum of five times during

each quarter. The college supervisors also evaluate each student
teacher assigned to them for that academic term and the evaluation
is kept in the Student Teaching Department records for each student
teacher. These records were examined to determine the consistency
of the cooperating teacher's ratings with those of the college
supervisor. In addition, the records were examined to determine
the percentage of students in each class who satisfactorily com-
pleted their competencies and those who performed in their stu-
dent teaching in such an outstanding fashion that they received a
rating of "commendation." A "commendation" rating is issued for
superior performance.

Cooperating teachers and college supervisors assessed the
demonstrated competencies of the student teachers in the areas of
preparation skills, implementation skills, evaluation skills, and
interpersonal skills. In addition, they were asked to mark a
checklist of experiences encountered by the student teacher rang-
ing from the areas of the curriculum to evaluating and assessing

student progress and learning.

Principals' Ratings of First-Year Teachers

The "Teacher Competency Evaluation" completed by princi-

pals was a second measure employed to evaluate THE MODEL.
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The principals rated each first-year teacher's performance
at the end of the school year in the areas of curriculum, organi-
zation, participation, communication, professional growth, effec-
tiveness of teaching, and compared the National graduates with
other first-year teachers in their buildings. (See Appendix F4.)

The College Placement Office has conducted "Teacher Com-
petency Evaluation" on an annual basis for several years. While
the individual rating categories have changed somewhat with the
use of the competency-based system, the overall rating categories
of the teachers have remained the same. Thus, by comparing records
of the teachers who were certified after the system was adopted
with those who graduated before the system was adopted, it is
possible to evaluate the competency-based system.

Each year approximately 65 to 80 percent of the principals
have completed and returned the "Teacher Competency Evaluation
Form," or the formerly used "Evaluation of First-Year Teacher
Form," to the Placement Office. An analysis of these data is

included in Chapter IV.

Teaching Job Market

Another measure of the institution's effectiveness is the
willingness of consumers to "purchase" the product. Placement
Office records of National College were reviewed to determine the
percentage of National College certified teachers who were able to

obtain teaching positions in view of a "tight" teaching job market.
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Questionnaire Used With Administration,
Faculty, and Students

To further consider the monitoring function of THE MODEL, a
list of the characteristics of a "good" competency-based system
was compiled from the review of related research. To validate the
list of "good" characteristics, the list was sent to a jury of
seven members selected by working with the American Association of
Colleges for Teacher Education special committee on Competency/
Performance-Based Teacher Education, chaired by Dr. Karl Massanari.

The jury members were identified by Dr. Massanari as being
leaders in the field through their contributions in the profes-
sional literature, special committee work in competency-based
teacher education, and general leadership in professional education.

The identification of the jury members with a brief des-
cription of their major responsibility follows:

Dr. Norman Dodl, Education Department of the New Poly-

technical University, Blacksburg, Virginia. Formerly

with Education Department of Florida State University,

Tallahassee, Florida.

Dr. Del Felder, Education Department, University of
Houston, Houston, Texas.

Dr. W. Robert Houston, Associate Dean, Education Depart-
ment, University of Houston, Houston, Texas.

Dr. Karl Massanari, Associate Director, American Asso-
ciation of Colleges for Teacher Education, Washington,
D.C.; Director, AACTE's Committee on Performance-Based
Teacher Education.

Dr. J. T. Sandefur, Dean, College of Education, Western
Kentucky University, Bowling Green, Kentucky.

Dr. H. Del Schalock, Education Department, Oregon College
of Education, Monmouth, Oregon.
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Dr. Gilbert Shearron, Chairman, Elementary Education,

University of Georgia, Athens, Georgia.

Each jury member was contacted by telephone and asked if
he would be willing to serve on the jury to identify characteris-
tics of a "good" competency-based system. A follow-up letter
(Appendix F]) was sent, which asked each member to rate the char-
acteristics of "good" competency/performance-based teacher educa-
tion systems as being: (1) essential; (2) desirable, but not
essential; (3) not essential, nor desirable. In addition to
rating the list of characteristics provided, they were asked to
add other characteristics which they considered to be essential.
This rating form is included in Appendix F2.

The results of the jury's responses to the rating form,
Appendix FZ’ were tabulated and used to establish the list of
characteristics of a "good" competency-based system for use in
THE MODEL. This information from the jury's rating was used as
the basis for developing the form which would be used with National
College. This revised form is included in Appendix F3.

The National College Rating Form, Characteristics of the
Competency-Based System (Appendix F3),wasused as a questionnaire
with National College of Education academic faculty and adminis-
tration and selected students.

A meeting was scheduled with the Undergraduate Dean of
National College and his cabinet to discuss and plan the use of
the instrument, "National College Rating Form--Characteristics of

the Competency-Based System."
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The discussion resulted in Division Chairmen distributing
the rating forms to the faculty members in their divisions. In
addition, the faculty in each division used the rating form with
those students who had declared their concentration or major
emphasis to be in that particular division. Chairmen distributed
and collected the rating forms for further study.

The student responses on the rating form of the character-
istics of the competency-based system were recorded by freshman,
sophomore, junior, and senior classifications. The faculty
responses were separated into two categories, tenured faculty and
nontenured faculty. Students and faculty also designated the
number of years of personal experience with the competency-based
system.

Not every individual who completed the instrument rated all
jtems on the rating form of characteristics of the competency-
based system. Percentages were calculated, based on the responses
for each characteristic and the results tallied into three cate-
gories (see Table 4). The first category used was faculty, the
second was seniors, and the third was freshmen, sophomores, and
juniors together as one group. An analysis of the responses by
the jury to the first rating form and by the college personnel to
the revised form is included in Chapter IV as part of the monitoring

function of the study.
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Interviews
Interviews were conducted with the National College academic
cabinet, division chairmen, department chairmen, and a full-time
teaching faculty member from each department. Prior to each
interview, the following list of questions was sent to each indi-
vidual to be interviewed for consideration and help with the
interview.

1. How do you define the competency-based system?

2. Is there an understood and accepted model of competency
statements to be used by faculty in your division and/
or department? What is the basis for your response?

3. How widely accepted is the competency-based system by
the administration, faculty, and students?

4. What evidence can you offer to indicate that the stu-
dents are able to pace themselves, when desirable, in
an individual manner? Are modules of instruction used?

5. Is a consistent position on the competency-based system
reflected between the public school critic teachers and
the college supervisors? What evidence can you offer
to support this position?

6. How do you view the competency-based system in terms
of the teaching profession?

7. How do you rate the amount of paper work under the

competency-based system?
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8. What are the major advantages to using the competency-
based system?
9. What are the important impediments to using the
competency-based system--i.e., time, effort, evaluation?
10. Is there anything you wish to add about the use of the
competency-based system?
Each interview took approximately 30 minutes to complete;
an analysis of the interviews is included in Chapter IV.
Having described the procedures taken to develop THE MODEL
for use with a competency-based system, the next phase of this
study included in Chapter IV is an analysis and evaluation of the
data regarding National College of Education. This included
measuring the college against the proposed functions of THE MODEL,
using the criteria identified by the Competency/Performance-Based
Teacher Education Jury as being characteristic of a good competency-
based program. The final dimension of this study presents conclu-

sions and recommendations in Chapter V.



CHAPTER IV

ANALYSIS OF DATA

The analysis of the data focuses on THE MODEL's monitoring

function. Consideration is given to the analysis of student teach-
ing records; the study of the principal's rating of first-year
teachers; a consideration of the job market as related to National
College graduates; the use of a questionnaire with the adminis-
tration, faculty, and students; and the results of the 10-question

interview with National College personnel.

Student Teaching Records

Cooperating public and private school teachers and college
supervisors assessed the demonstrated competencies of the student
teachers trained at National College from 1973 to 1976. In each
of the years from 1973 to 1976, there was an extremely high degree
of consistency between the rating given by the public school
cooperating teacher and that given by the college Student Teaching
Department supervisor. Undoubtedly, the close cooperation and
frequent conferencing of the personnel involved in assessing the
degree of competency exhibited by the student teachers is a major
factor in the high degree of consistency of the ratings by the

cooperating teachers and the college supervisors.

76
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In the 1973-1974 school year 10.5 percent of the student
teachers completed the competencies, but with some problems noted.
For example, the cooperating teacher noted, "The student teacher
exhibited some weakness in the teaching techniques, attitudes, and
behavior toward children." The college supervisor indicated, "The
student teacher needs growth in coping with the demands of the
teaching situation with poise, stability, and maturity as well as
discretion and judgment making decisions." Also in the 1973-1974
school year, 47.4 percent of the student teachers satisfactorily
completed the competencies as established and 42.1 percent of the
student teachers received commendation recognition. Comments like,
"This person is a credit to the teaching staff" or "Outstanding"
were often included in the recommendations for the commendation by
the cooperating teachers or the college supervisors.

In the 1974-1975 school year, 4.8 percent of the student
teachers were encouraged to explore alternate career possibilities.
In addition, 4.8 percent of the students who were admitted to
student teaching decided not to do student teaching and 4.8 percent
of the students completed student teaching, but with problems.
Examples of statements offered by the cooperating teacher and the
college supervisor included the following regarding the student
teachers: "Poor preparation and lack of poise on occasion";
"Student is aware of several areas where she still needs to exert
more effort." The analysis of the student teaching records

revealed that 48.6 percent of the students received a "commendation

rating in the 1974-1975 school year. A typical comment stated that
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the student teacher exhibited a "consistently outstanding perfor-
mance in integrating the cognitive and affective skills with
children."”

In the 1975-1976 school year 5 percent of the students
demonstrated minimal competency during their student teaching
experience. An analysis of the records revealed that during that
same year 70 percent of the student teachers were given a rating
of "commendation." The Student Teaching Department indicated that
they do expect a high percentage of commendations if the student
teachers are really performing up to their potential and consider-
ing the training and experiences they have received and the compe-
tence they have demonstrated. Typical comments written by cooper-
ating teachers or college supervisors include:

"Most poised and well prepared. She is adept, confident,
innovative and flexible."

"Consistent excellence. Demonstrated professional objec-
tivity and expertise. Integrated cognitive and affective
skills. Maintained cooperative and adult working rela-
tions."

"Highly sensitive toward and accurate identification of
needs of children and consistency in initiating and
assuming responsibilities with a spirit and commitment
admirable for a student teacher."

"This individual made an important transition from think-
ing of herself as a 'student' teacher to a 'teacher.'"

The review of the records for the total period of 1973 to
1976 indicated that 1.7 percent of the students were provisionally
admitted to student teaching, but that the students decided not to
do student teaching and that an additional 1.7 percent of the

students were encouraged to explore alternate career possibilities.
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During the period 6.7 percent of the students completed student
teaching with problems and minimal competency demonstrated, and
37.7 percent completed the competencies as stated or expected.
The study further revealed that in the period from 1973 to 1976,
53.3 percent of the student teachers were given a rating of
“commendation."

The Student Teaching Department records also included the
fall quarter of the 1976-1977 school year when 77 percent of the
students were given a rating of "commendation." The actual Student
Teaching Department average for the three-year period including
the fall quarter of 1976-1977 indicated that 57 percent of the
students received a rating of "commendation." This figure is
offered in comparison with the sample average of 53.3 percent of
the students receiving "commendation." The sample statistic did
not include the fall quarter of 1976-1977 in the average.

Normally the student teaching experience is the final test
of competency that the students receive before graduation and
certification as teachers. As indicated by the reported findings,
37.7 percent of the students demonstrated satisfactory completion
of the expected competencies and an additional 53.3 percent of the
students were given a rating of "commendation" by their cooperat-
ing teachers and college student teaching supervisors. This total
of 91 percent of the student teachers receiving a completion of
competencies rating or a "commendation" rating indicates that other

professional educators believed that the student teachers were
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well trained and in effect paid tribute to the competency-based

system of training used at the college.

Principals' Ratings of First-Year Teachers

The "Teacher Competency Evaluation" completed by the prin-
cipals was the second measure employed to evaluate THE MODEL.

Table 1 indicates the principals' ratings of first-year
teachers trained at National College. Those students graduating
in 1968, 1969, and 1970 prior to the use of the competency-based
system at National College are compared with those graduating in
1973, 1974, and 1975 under the competency-based system. In recent
years there has been approximately an 80 percent return of the
first-year "Teacher Competency Evaluation" forms from the principals.

Prior to the adoption of the competency-based system, an
examination of the records reveals the tendency of the principals
to rate National College first-year teachers a bit lower than has
been the case recently. In 1968, 64 percent of the teachers were
rated as either strong or superior. In 1969, 63 percent of the
teachers were rated as strong or superior and in 1970, 57 percent
of the teachers were rated as strong or superior. This is an
average rating in the three-year period of 61.3 percent of the
teachers being rated as strong or superior.

A comparison of these findings with those when the
competency-based system was implemented reveals that in 1973,
77 percent of the teachers were rated as strong or superior. In

1974, 82 percent of the teachers were rated as strong or superior
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Table 1.--Principals' ratings of first-year teachers.?

Evaluation of First-Year Teachers
(Former Form Used)

Rating 1968 1969 1970
Number rated 77 103 78
Superior 26% 19% 18%
Strong 38% 44% 39%
Average 28% 23% 31%
Fair 6% 11% 9%
Inferior 2% 3% 3%

Teacher Competency Evaluation
(Present Form Used)

Rating 1973 1974 1975
Number rated 85 83 45
Superior 33% 47% 29%
Strong 44% 35% 53%
Average 16% 14% 18%
Fair 5% 3% 0%
Inferior 2% 1% 0%

3 valuations reported by principals of first-year teachers
trained at National College of Education.
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and in 1975, 82 percent of the teachers were rated as strong or
superior. This is an average rating for the three-year period of
80.37 percent of the teachers being rated strong or superior. This
compares with the 61.3 percent for the 1968-1970 period.

At the lower end of the rating scale the results were
similar. In 1968, 8 percent of the National College teachers were
rated as fair or inferior. The results of the 1969 survey revealed
that 14 percent of the teachers were rated as fair or inferior and
in 1970, 12 percent of the first-year teachers received a rating
of fair or inferior. This is an average rating for the three-year
period of 11.3 percent of the teachers being rated fair or inferior.

By contrast, in 1973, 7 percent of the first-year teachers
were rated as fair or inferior and in 1974, 4 percent of the
teachers received a rating of fair or inferior. The most recent
survey, that of the 1975 graduates, revealed that the principals
did not rate any of their first-year teachers from National College
as fair or inferior. This is an average rating for the three-year
period of 3.67 percent of the teachers being rated as fair or
inferior as compared to the average of 11.3 percent for 1968-1970.

It is obvious that the principals not only rated more of
their first-year teachers trained under the competency-based system
in a higher fashion than under the traditional system, but they
also rated substantially fewer teachers trained under the competency-
based system as only fair or inferior teachers.

The "Teacher Competency Evaluation" of 1975 indicated that

the one area that received the lowest rating was "Uses community
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resources and extends the classroom into the community." Fifty-
four percent of the teachers were rated average and 1 percent was
rated as fair in the category. It is expected that it will take
teachers new to a community a period of time to become aware of
the various community resources available to their students. It
is also expected that they would not be as competent in this area
as other teachers formerly acquainted with that community.

The teachers received their highest ratings in two areas
with approximately 90 percent of the students receiving a rating
of superior or strong. The two areas were: "Demonstrates respect
for individuals by being honest and polite with children and
parents" and "Attends professional meetings, participates in work-
shops, and indicates desire for further study."

A closer scrutiny of the results of the "Teacher Compe-
tency Evaluation" rating form as reported by the principals
reveals a particular change for the 1975 graduates in comparison
to the 1974 graduates. The rating forms were sent out later in
1976 than other years, with fewer responses returned from the
principals. Forty-five responses were returned out of 60 sent out,
for a 75 percent return rate. In 1974, 47 percent of the graduates
were rated as superior; however, in 1975 only 29 percent of the
first-year teachers were rated as superior. While this percentage
is more like those ratings issued prior to the use of the competency-
based system, as noted in Table 1, this unfavorable result needs to
be observed carefully over the next few years to see if it con-

notes a trend.
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Teaching Job Market

The records from National College of Education's Placement
Office indicate that of the total number of undergraduate candi-
dates in the active teaching job market between 1972 and 1975,
better than 90 percent had secured teaching positions. This is in
contrast with teachers certified in other public I11inois univer-
sities where approximately 50 percent of those certified obtained
teaching positions.

The teaching job market has continued to tighten, but the
Placement Office records indicate that of the 1976 BA certified
graduates from National College, 86 percent have obtained teaching
positions. The record is even better at the graduate level, with
95 percent of the Masters-level graduates securing teaching posi-
tions. This positive record is another indication of the effec-
tiveness of the training program at National College of Education

using the competency-based system,

Characteristics of a Competency-Based System

The review of the literature on competency-based teacher
education yielded a 1list of characteristics which could be classi-
fied as essential or desirable in a "good" competency-based system.
In order to further develop THE MODEL, as indicated in Chapter III,
the list of characteristics was sent to a jury of recognized experts
in the field of competency-based teacher education for their con-

sideration and rating. (See Appendix FZ')
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The jury was asked to rate 23 characteristics in terms of

being (1) essential; (2) desirable, but not essential; and (3) not

essential or desirable. Each characteristic was given a value,

with the lowest possible value of seven receiving an essential

rating by all jury members. A rating value of 21 would result

when all of the jury members rated a characteristic as neither

essential nor desirable. As in golf, the lower the value, the

better or more essential the characteristic.

A11 of the jury members rated the following six character-

istics as being "essential" to a "good" competency-based system,

with a total value of seven for each characteristic.

la.

2a.

4a.

The

"Competencies to be demonstrated by the student are
derived from explicit conceptions of teacher roles
in achieving school goals." (Value 7)

"Competencies to be demonstrated by the student are
supported by research, curriculum and job analysis,
and/or experienced teacher judgment." (Value 7)

"Competencies to be demonstrated by the student are
stated so as to make possible assessment of a stu-
dent's behavior in relation to specific competencies."
(value 7)

"Criteria to be employed in assessing competencies
are based upon, and in harmony with, specified com-
petencies." (Value 7)

"Criteria to be employed in assessing competencies
are explicit in stating expected levels of mastery
under specified conditions." (Value 7)

"Assessment of the student's competency uses his
performance as a primary source of evidence."
(value 7)

list of six characteristics became the basic list of

nessential® characteristics used in the model for the assessment

and evaluation of a competency-based system.
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The jury members were also asked to add other character-
istics which they considered to be essential. No characteristics
were added by any jury member. The inference is drawn that the
Jury members considered the list of essential characteristics
to be complete.

None of the characteristics rated by the jury members
received a value of 21, indicating that that particular character-
istic was considered to be neither essential nor desirable. In
fact, only one of the characteristics received as high a value as
14, which indicated that all jury members were in agreement that
that particular characteristic was not essential, but was desir-
able. (See Table 2.) The characteristic with this value of 14
was Number 10, “"Instruction is modularized in a competency-based
system."

The other 16 characteristics received a value that placed
them in a category between "essential," with a value of seven,
and "desirable," with a value<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>