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This document reviews the comgetency-based teacher
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field-centered approach. Criticisms of CBTE are presented in addition
to statements about the need for CBTE. (MJM)
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WEY COMPETENCY-BASED TEACHER EDUCATION®

Compate quased or performence~based teacher education is the
"in-thing" currently in teacher education. Indicative of this movement

are the results of a recent survey conducted by the PBIE Project of the

American Ascociation of Colleges for Teacher Education. Of the 783
teacher producing institutions which responded to the survey, 125

= el mar o =od=le T2 s =
tnat they nad established

1l

ograme, ancther 430 reported
that they were either investigating or developing CBTE programs. Only

28 institutions responding indicated that they were not involved with

(1]

BTE,##

[l

Further evidence of this trend.ié seen in the activities of state
législatures and state boards of education where many states are
adopting competency-based certification as a convenient and handy way of
demanding and aéhieviﬂg that elusive "acz@untébility" from the school
Eystémi Some form of a competency-based program has been requifed, for
example, in Florida, California, Arizona, Georgia, Michigan, %ew York,

Texas, Utah, and Washington.-

H’m

The importance of CBTE can be seen in the interest of the 0ffic
Education in this area. Allen Schmieder, Educatiégai Program Officer,
National Center for the impfoveﬁant of Educational Systems, for example,
stated that "competency-based teacher education appears to hold great

promise and is a notion which deeerves adequate téstlng "l The Teacher
Corps has in the past and is continuing to stipulate that all programs

it underwrites or Supports have a competency-based approach to education.

*Although the author is indebted to his discussions and association with
the AACTE Committee on Performance-Based Teacher Education for many of the
ideas exhibited in this paper, the author assumes full responsibility for
the contents,

**The number of instit uti ons. operating or developing PBTE programs repre=
sents the perception of o one person at Each 1ﬁstlﬁutlan as refleeted in a
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Private faundétigns have supported such efforts as the National
- Commission of PeffDrmHﬁcE=Ba§Eﬂ Education, the Manpower Project in
educational media, and the conversion of some "traditi@nal"xpragrams
to competency-based programs.

Duxing these austere times of budget cutbacks and termiﬁatéd
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, ona cannot help but gaze in and reverence at a movement

E
g

prograi
which_fe;eives the financial support and blessings of the foigg of
" Education, state governments, ané private foundations.

What then is CBTE? What is this thing that 125 institutions
indicated they are doing .and aﬂchEf 430 reported that they are
talking about doing? What is it that has arroused the ‘support of

gavernments and foundations?
Ironically, there is no clear cut single definition of CBTE which
is accepted by all educators in the field. This lack of a de' tion

does not constitute a substantial criticism, I think, because the

definitions do not usually differ that much in substance and because

the resulting fluid situation affords proponents of varied appr@aches o

to CBTE the opportunity to demonstrate the superiority of their respective

programs. Let's look at a few definitions of CBTE. _ , E
Wilford Weber defi 'eé,CBTE as follows: 7

A competency-based teacher education program is a
program in which the competencies to be demonstrated
by the s*gdent and the cr;terla ta be

are made expllcit and tha student 15 held agcguntsble
for meeting these E‘Ilteflaiz
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Theodore Andrews and Wendell €. Allen stated:

Competency-based teacher education refers to programs that are:
(a) field centered; (b) individualized:(c) based on specific
performance criteria; (d) controlled by a caﬁgartium made up

e B, B A

. teacher organizations, and reare;antalees gf the schaa]s 1’vg1ved.
Robert Howsam stated that CBTE:

"+« 1s the application of the principles and practices of performance- ;
based instruction to teacher preparation .....PBI has four essential Z
elements. These elements are: (a) precise objectives stated in
behavioral terms; (b) performance criteria, indicators of performance,
modes of assessment, and criterion levels specified and made public
alang with ijECthES (c) instruction pertinent to the criteria;

and (d) learner accountability in terms of the criteria.”

Stanley Elam, writing for the PBTE Committee of AACTE, stated that:

«++ in performance-based programs performance goals are specified,
and agreed to, in rigorous detail in advance of instruction. The
student must either be able to demonstrate his.ability to promote
‘desirable learning or exhibit behaviors known to promote it.d

In addition, Elam listed five essential characteristics, each of
which must be an integral part of a teacher preparation program before
it cen appropriately be labeled compet&nzyﬁbased. These elements are:

1. Competencies (knowledge, skills, behaviors) to be demonstrated
by the student are derived fram explicit canceptians af teqcher
behav;or in ralatlgn to SpElelc compet21c;es, and made. publ;c
in advance.

2. Criteria to be employed in assessing competenéies are based
upon, and in harmony with, specified competencies; explicit ]
in stating expected levels of mastery under specified conditions;
and made public in advance. .

Assessment of the student's competency uses his performance as

the primary source of evidence; takes into account evidence of

the student's knowledge relevant to pianning for, analyzing,
interpreting, or evaluating 51tuatkons or behav1ars' and strives
for Gbgeat1v1ty .

Lo .

4. The student's rate of progress through the program is determined
by demonstrated competency rather' than by time or course completion.

5. The instructlaﬂal prggram is intended to facilit tg the develop-
ment and evaluation af LhE studaﬂt s a:hlevement Ef ccmpeten;ies

[SRJ!:' ' speclfled 6
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Aruitoxt provided by Eic:

I want to talk for a moment about Elam's definition wirh its

"essential elements" for one reason because it is

concomi tant
pr@bébly the best knew definition in the nation, and, secondly,
because it is the most rigorus in specifying what constitutes a
competency-based program.

Think about Elam's "essamtial.elgments" again. How many of you
who head-up or are a part of a so-called "traditional teacher preparation
program wéald deny that most of these elements é?é a part of your program.

Are not the knowledge, skills, and behaviors (competencies) your students

. are exrected te demonstrate role-derived? Are not competencies and

assessment criteria made public in advance; at least in course svllabuses
and pragram DbjégthES? Isn't a student's performance, either on tests
or in the student teacking experience, taken as the primary measure of
his or her competence? Who among us does not strive for objectivity,
even when we are judging a student‘ﬁn a subjective basis? And who would
deny that their total instructional program is uusigned to promote compe-
tent teachers?

I thlnk that with a 1little ingenuity, a collega of education could
qulta expertly re-write its objectives, produce a few competency statements,
and proclaim itself g competency-basegd program; thereby neatly circum-
venting_aﬁy state legislature requiring a competency-based program and

jat
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anﬂcunﬂlng to its ne;ghbor lnstltutlans that it is rEally 'with-

its adoption of the latest innovatieni The adoption of a GBTE pProgram

is .obviously more than this. The adoption of a competency-based prozram
involves a psychglgglcal and materlal commitment to e re=organlzatian

and perpegtual re—evaluatlan of the teacher prepataLlan process. Let us




lool: at just one of thE-"ESSEntial elements" and examine some of the
implications. Elam stated that competencies are "derived from explicit
conceptions of teacher roles." This deceptively simple criterian‘alicits
a monumental task. How can we be sure that the knowledge, skills, and
behaviors we require of teacher education students are fDlE*dEEiVEd?

One . can speculateign the competencies an effective teacher should have,
Or, one eould go to the literature and identify the various competencies
needed by the effective teacher which are recorded in the 1iteratur35
These processes, no doubt, have merit, but it reminds ané of the Middle
Ages when, I am told, Schalsfs spent many hours debating, arguing, and
searching the works of Aristotle, Galen,iand others in én attempt to
determine how many teeth could be found in the mouth of a horse. 1It
apparently never accured to them, grswas to démaaﬁiné to their scholarly
dignity, to simply locate the nearest barn with the nearest horse, open

the horse's mauth-and count his teeth.

Possibly the best method, then, of détermining teacher competencies
Wauid be to go straight to the horse's mouth, that is, to the classroom
to gbéérve the Eaacher in the act of teaching. Through a process of task
analysis, the behaviors, skills, and knowledge neadéd by a teacher are
identified and form the basis for ﬁhe teacher preparation program. Task
analysis of the teaching process is a long and arduous pfacédurei It is
an qn%gaiﬁg-pf@gésS'that is never really completed, but through "successive
approximation " competencies selected become more and more to represent

the reality of the teacher in the classroom.

.
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My digression into the role-derived nature of competencies was a

way of illustrating the necessary psvchological and material committment

-to a competency-based program if the program is to be a truly competency-

based one. It is easy to pay lip-service to the "essantigl elémEﬁts,”
but it is a different thing again to adopt the stance necessary to fully
implement a competency-based program.

How, then, can we breath life into these relatively innocuously-—
appearing but pregnant elements Ehat are a part of allzcompe;egcy—based
programs? This can be done through the adoption of aXSE:ies Gf catalysts.
These catalysts are so interwoven with COmpeEEEéyabased"prﬁgraﬁsEthat

it is doubiful a competency-based program exists without them. Conversely,

T

Ehéir existence can and is often taken as evidence tﬂat a comatencv=based
program is in Opéfétiéﬂ.

1 shall breifly summarize these all important catalysts.

The first catalyst is the individualization of instruction. In’

a2 competency-based program a student is able to develop at his or her own

rate. This is facilitated through the development and student use of

instructional modules. Modules are sets Dfxleafning activities designed

to assist the student in achieving pre-specified objectives. Since a
student can work on the module at his own rate, he i1s no longer locked
into the semester or quarter system.  In this self-pacing system, time

is no longer a constant. Time is the variable and the level of learning

-ds the constant.

Personalization of instruction is the second catalyst. Charles

Silberman, in Crisis in the Clsgs:o m,7. noted that a major criticism of

the educational sysgem'taday is the "mindlessness whigh-parmeétes the

[
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entire system. Too often things are donc with no clear understanding of

the rationale behind thésa actions. Competency-based programs, with
their‘éxplicitly stated cbjectives, afford ‘the student an opportunity
to undergo meaningful learning experiences. Competency-based programs
recognize the uniqueness of individuals and provides them with many
alternative routes to reach the program objectives. No longer is a student
locked into a series of lectures or a particular textbook. Personalization
of instruction permits a Studené, with the help of his advisors, to tailor
his own program. |

The third catalyst in implementing a CBTE program is student involve-
ment. Students play an active role in competency-based programs. Probably
the best example of this is student accountability for ﬁemcnstrating compe-
tencies. In this program students would not be graded on the basis of |
some supposed normal curve that exists in the classroom. Pr specified

competencies would have to be meet before that course, unit, or module

is ccmpletedi A student could no longer earn a "below averag*" grade

in one area with the expectation of balancing this with an "above average"
grade in anather area. If certain Qompetencies are judged necessary for
success ful teaching, then these competencies must be demonstrated prior
to certification.

Cancamltant with student agcouﬁtabilitf is the emphasis on exit
requirements rather than entrance requirements. Tfadiﬁicﬂally, teacher
education pragrams have mandated entrance réquirements whfch call for
something like two tenths of a quality point above the "C" average and
possibly a statement and recommendation :e;ativa to the applicants moral

character. I have never seen any research studies which would 1ndlcate

that these two tent hs of a quallty point made - the difference between an
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effective and an ineffoctive teacher. Certainly one must wonder in 1973

if an institution, especi ially a public insti+ution, has the prerogative

to judge moral character, Be that as it ma7, the dropping of all entrance
requirements sugge;ts the possibility of getting students from more diverse
backgrounds--students who will be judged on the basis of what they can

do at the completion, not what they have daﬁe prior to admission to the
program.

Since students are seen as adults and given responsibilicy for their

own learning, it is not supprising that they are included in the decision-

' making process in competency-based programs. Administrators and faculty

alike see teacher preparation as the baglnnlng of a career long process
of discovery and learning. Consequently, student% are 1n;leed at all
stages in the planning, development, and evaluation of ;urrent and planned
prégrams;

The fourth catalyst is the adoption of an effective management system.
The early administrative tasks identified by Gulick--planning, sfganizing;
staffing, directing, co-ordinating, reporting, and budgeting--are recog=
nized as activities which must be consciously coordinated toward the
,chievement of program goals. The effective management system, moreover,
takes more than a passing interest in the relationship of aa institution
with its énvi:anmeﬁt, Competency-based programs utilize an opénasystems
approach which, according to Katz and Kahn,8 "begins by identifying and
mapping the rapéated’cy;lgs of input, transfqrmatién, output, and re-newed
input which comprise the organizational pattern."

| "Input" is the total goﬁfiguratioﬁ cfistuaents, faculty, administratiéﬁ,

physical plant, and environmental influences on the teacher preparation

4



process. "Transformation" represents the behavioral and attitudinal

changes resulting from the educational process, and "output"

is, of
course, the finished product or "teacher." "Re~newed input" is again the
material and human inputs into the system but with modifications resulting
from féedback from the environment. The feedback loop is possibly the
most revolutionary aspect of the competency-based program because the
feedback loop involves a systematic effort to establish a research oriented
program. On the global level, feedback thraugh_rés&arch will indicate
whether indeed the competency-based ‘program is producing more effective
teachers than traditional programs. On the sub-system level, feedback
thraugh research will make it possible for the technology, modules,
behavioral modification techniques, protocol and training materials,
program objectives, and other segments of a total program to be improved,
modifieé3 or discontinued. This represents a Sigﬁifiaané advance over
traditional approaches where courses or content are dictated by inﬁuitign,
regulation, or, quite literally, by tradition.

: The fifth catalyst in the implementation of a competency-based program
is agfield centered approach. With its emphasis on early entry into the
teaching environment in such roles as teacher aideé,_tutors, and small group
discussion leadars, the exhibition of appropriate teaching behaviors in an
actual classroom situations and the translazion of theory into practice; it
is 1ittle WOﬁdEI that a field centered appraazh is not a luxury but a real
necessity to implement an effective program. |

A field centered approach, however, is much more than simply getting
students involved with the school in an early and systematic manner, and
piafgssgrs,teacﬁing ;lasses in the field. A field based prégram involves -the
,integration of the publie ‘schoonls, tgacher Gfgaﬂlsatlﬁns, state.departmpnts

- of educatlan, prafess;onal organizatlans and gammunity reprgsgnﬁaf
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tives into the teacher education decision-making process. This videning

of the decision-making base should be regarded with the knowledge that

greater participation and more extensive inputs can contribute to a

more effective teaching-learning situation.

L v

I think that many educators would agree that competency-based
teacher education, as defined and implemented with the catalysts just
- discussed, has a great potential for power, a power which Ben Rosner
suggested, "resides in the clear expression of the objectives of the
teacher education program and the ability to assess teacher competencies."9
J. Bruce Burker, in an analysis of the significance of curriculum
design in teacher education, stated that:
.+++ Competency-based teacher-education pPrograms .can create a
liberating environment for teacher candidates. A competency-based
program has’ the philosophical aim of restoring the capacity to
contend with the world on equal terms; this restoration is the overall
goal of a competency-based education,l0 ’
Robert Howsam, in discussing the advantages of CBTE, stated:
(CBTE) has the precision necessary to the training task and the
flexibility needed to preserve the individuality of the practitioner.
In addition, it is throughly consistent with the avowed principles
upon which our society is based. It is rooted in respect for the
individual. It gives fuller measure of equality of opportunity. It
encourages both independent and interdependent behavior-~and it is
efficient, 1l - '

Not all educators share in this unabated enthusium for CBTE, however.

Robert Nash and Russell Agne have cautioned that:

A program that stresses performance eriteria, measurable outcomes,

specifically planned objectives, a systems-analysis approach, -and

pre- and postassessment techniques risks including in its currieculum ,

only those learnings that are capable of being objectively measured. o
Consequently other types of learning that defy precise assessment _
will be underplayed or ignored.l12 : ’ ' : - C

 This fear and exasperation that CBIE programs will concern themselves

with only the "simpliest and most primitive aspects Qf what is expected - - 1’@ L

"of modern education" is best 5g¢méd_up'by Arthur Coubs who, in lamenting
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the popularity of behavioral objectives stated:

The madness has even spread to some teachers collzges where
teachers currently in training are expected to check themselves
out against thousands of teacher "competencies," another name
for behavioral objectives.l3

Harry Brcudyzuiﬁ a critique of CBTE, questiana& the premise thatr azll

Prospective teachers have the potential of becoming the "'ideal teacher"

CBTE ha

r¥
iy

that EETE promotes., He suggested tha
-good technicians, but for the cadre of professional teachers who are not
only technicians but theareﬁiziaﬁs, CBTIE would fall short.
.'vThé criticisms of CBTE can be summed up éssanﬁially as follows:
A teacher education program is more ccmpreheﬁsive and complex than can
be conveyed through a.list of competency goals andAbbje:tives; there is
a danger the program will concentrate on lower Qfdef learning levels;
teacher ﬁrepératian should not be limited to those things wﬁich can be
statéd in behaviorél terms; and Eommittmentrto c@mpatehcysbased programs
should not be made before a consensus on the behaviofs needed by effective
teaéhers 1s :eaéhéa.
" 11 will not comment on these criticisms in detail since I have alludéd
to these areas.al?gady in this'paper. Suffice it to say that proponents
of CBTE would argue that. competency-based programs are more "human" than
ﬁrédiﬁianal,p:ograms, witnéés this statement in the Cooperrand Weber
scenario on CBTE: 7
- Our program hassa heavy human rglationS'emphasis_ Our initial
experience in the program is focused on human relations training-~
glving and receiving feedback, team development, self-awareness kinds
of things ... The seminars .., were intended to provide us with an
opportunity to talk about our problems, share ideas, seek help,

explore our values, further develop our inteipersonal communication
skills, and, in short, to provide a home base in a program that has

=

allowed us to gu our own way,l3

the potential of producing -

T O O I S T v
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.summed up the problew quite succinctly:

CBTIE proponents would also argue that a competency-based pragfam
need not become grossly oriented toward the simplistic lower=level
cognitive objectives. Competency~based program operators recognize

this danger and déliberatély build into their program modules or activitier
with'expressive or éxplcratgry objectives, that is, objectives that cannot
be measured but would appear to ccntribuﬁa to the intellectual and social
, . | ,
&evéldpmént 6f the prospective teacher.
Be that as it may--we could go with count, pointer-count at some

length--the making or breaking of CBTE will come thréugh the evaluation

' process. As you may have noticed, throughout this paper I have used the

term "effective teacher" or "competent teacher" in talking about CBTE.

Thé question ariSés; then, does the implementation of a CBTE program
guarantee tha-ﬁraduétian of a eo@pétént teacher, or more precisely, a
teacher who is significantly more competent or effective than than those
érgducéﬁ under the aegis of a traditional program? This question is ‘the
Achilles heel of the CBTE movement, and it is a question that must be faced
Squéfely‘ 'Eesearchreff@fts'which'will_Shademlight on this must be dégigﬂed

and implemented. This 1s no mean task as educators well know. Ned Flanders ]

It seems to me inescapable that we in teacher education
must ultimately agree on certain basic teaching skills, We

~Must also agree on how performance on particular basic teaching
skill can be measured. We must find ways that the teacher training

" institution can collect performance data and compile. them into a
standardized display which can serve as an indication of teaching

- effectiveness, These procedures must permit us to compare first year
teachers from two different. institutions. What all this means to -
me is that we have a hell of a lot of work to do which will require 3
a kind of cooperation, coordination, and interdependence which we _, |
seldom achieve and, I would guess, are not likely to achieve easily." R




Recongnition of this difficulty has prompted some competency=based
program developers to debilitate the research-orientation of the progran,
or, as Elam indicaﬁééi add the r;search aspect of the prcgram Dnlv as
an "afterthought."

Iris Elfenbein, in an analysis of éighteéﬁ competence-based programs,
noted the lack of data supporting the contention that CBTE programs are
more effective than traditional programs, and stated:

In the absence of hard data it was difficult to accept the
enthusiasm of all concerned as evidence that the program itself

was effective in making 51gn1flcant changés in teacher education

and teacher perfarmaﬂce.l? ' o

vaiausly what is needed 1is é sjstematic, long=rang szﬁdy of CBTE
programs. The Camiittee on Nati@nal Program Priorities in Teacher
Educaﬁicn addressed itself to just that problem. Richard L. Turner,
writing for the committee, outlined several criterion levels for teacher
' évaléatiani Criterion Level 1 is a performance level at which a 1Dng=-
range (at least two yaars) study of the relatlgnship betwean teachef be-=
haviors and studant cognitive and affective learning can be made. One _
gf tgé ccmm;t;ge)recammgndatians'was that such a study be supﬁartéd Ey
the Office of Education.

The Natianal Commission on Performance-Based Education has recently
completed a ;Paslbillty study for a multigyear Evaluatign study of CBTE
prggrams. The Cammission recammaﬁded and is saeking funding from a private
fcundatian to initiate this assessment study.

Even if thesé national efforts do materialize, it is still the
responsibility of the gpgratgrs and participaﬂts of campeténcyﬁbased pro=
grams, themselves, to develop thorough evaluative studies of hgir program.
The feedback loop, Eharacteristig of the management system appfaach

[ A S A
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(
based pragr;msj then, have within them thraugh its inherent evaluation
process the seeds gfzits éwﬁ déstructign or the seeds of its‘gwn:
fulfillment.

Now we arrivé at the central question of this paper, why CBTE?

If we cannot demonstrate that we are producing a better teacher through
competency-based programs, is it worth the hassel -to establish one? 1I
- think the answer to that is yes, but not yés for everyone and every

institution. We can say yes to CBTE because of the power of ccﬁpglling

[

agic-' It makes sense to have clearly stated role-derived objectives,
* to develop a field centered approach, to individualize and personalize
instruction, tarsystematicaﬂy develop and evaluate a program, to pre-
Spéc%fy performance mastery levels and modes of assessment, and to permit
a student to progress at his own rate. CBTE would appear to me
to be a logical, rational, and systematic way of producing effective
teachers. | |

Until‘GBTE has proven itself superior to "traditional" approaches
to téacher education, however, I would caution you agaiﬁst a wholesale
conversion to CBTE, and indeed, encourage y@u‘tg develop and operate a

CBTE program only on an experimental basis.

has a real pctential:ta'révclutianisg not only teacher ad&cation-EuL all
levels of edugaticn; It is imﬁcftaﬁt, however, that we do not neutralize
the mgvgment_thzéugh_tha_adépticn af'"ﬁatéfed—dQWﬂ"'vérsigns of CBTE
programs in order to scamper aﬁ the band wagéni We must give ex}sﬁiug'
ané germinating CBTE pfograms the opportunity and time to grow and

develop so that proponents and'gfiﬁics aiikef;aﬁ adequately judge them. °
Given this opportunity to grow, I think ggmpetenéy;baséditéaéhar education
will pfovevitself{natrsimply”anéther'péssing inﬁévatiangAbut'tha wave of
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