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ABSTRALZT

' - In reviewing the development of competency-based
teacher education, emphasis was placed on philosophical and
psychological raticnales and on systems analysis. The philosophical
rationale stresses the acquisition of knowledge in teacher education
Frograms. Competency-based teacher education programs broaden this
scope to include the application of this knowledge to actual learning
situations. The psychological rationale stresses the manner in which
individuals learn, as well as behavioral objectives. The concern for
behavioral objectives provides the impetus to specify and measure
specific learning outcomes. Systems analysis emgphasizes the purpose,
process, and components of teacher education. Competency-based
teacher education programs also broaden this spectrum to include the
neces” ity of evaluation in the program. Further research is needed.
(Thirteen references are included in the paper.) (BRB)
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elementary classroom and teach. The emphasis ie

PHILOSOPHICAL AlD FSYCHCLOGICAL RATIONALE FGR CONMPETENCY-
BASED TEACHER EDUCATICH

INTRODUCTION

The education of tHe AméLlcaﬁ elementary school tcacher is presently

under attack from within and without the profession. For the past twenty yeaL

every major professional oraanization concerned with education has issued a

statement on the nead for reform in the area of teacher education. There has

been a plethora of ccnferences; recommendations, aid cuidelines on the questior
cutside of the profession

of how to best educate future teachers. Social critics

that many of the problemz of contemporary society -

have been quick to indicate

as a vwhole could in part be traced to thes teaching process. Silberman (1970) notes:

« » » there is probahly no aspect of contempory education
on which there is greater unanemity of opinion than “hat
teacher education needs a vast overhaul. Virtually every-
one is dissatisfied with the current state of teacher -

education . . . (pp 413)

rvice teacher education program for elementary teachers

Attraditional prese - I

consists of a series of courses in the e professional area and a core program

in the liberal arts. Little attention is directed toward the competencies

should posses to be an effective teacher. The assumption underlving the phil-

osophy of a traditional teacher Edﬁéati@n program is that if a prospective

' . s PR . .
d sequence of courses he is competent o Enter

W

teacher completes a specifie

is on the completion of a certain

number of prescribed courses regar rdless of Wﬂether or not the skudent acquires

necessary s skills, kﬁawledge, and attitxd s in a given area. Teagher Educat;cn

programs of this type tend to be temporal and stricctured around d the needs and

resources of the instiktution; few are huilt on the assumptians about the role
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of a teacher in a changiﬁg society.

It is becoining obvious to teacher educators and to state certification
offices that the traditional means of training *eaclers through a systeﬁ of
prescribed courses and credits will not insure a competent teacher. Individuals
concerned with the training of teachers are secking alternative models that
reflect the mass of accumulated research so as to provide thé prospective teaéher

with the nécessafy competencies to function effectively in the classroom.

In recent years there has been a movement away from the scope and. sequence
. ) \ o
training of teachers towards a competency-based program of teacher eduecation.
This movement has come about as a result of new knowledge and understandings in

three separate but interrelated areas. The first of these has come about due to

a change in the basic philosophical construects involved in teszcher aducation.

The publication of Teachers for the Real World under the spcnscrshiﬁ of the
‘American Aégaciatian of Colleges f@r Teacher Edu:étiaﬁ, provided a new framewerk
for the preparation of teachers. The Federal Government has become more active in
it's suppé:t-af preservice training of teachers. Through grants made available
from the United States Office of Education, nine teacher training insﬁitutiaﬁé
vere provided financial resourses to design new teacher education models that
would :ep:esent radical degartures from the traditional course-credit systemi
State Eértifiéatian offices have also become concerned with new approaches to
certification that will iﬁsure effective teachers and provide an element of
accountability to the ccmmgnities they serve.

The second area that has brought ébéut a change t@wa:d éampétency—bésgd

teacher education has-come through the behavioral sciences. With éniiﬁtﬁeaSEd'
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to examine the feas;b;llty of designing pr@gfams that allow for individual
differences. The behavioral objective movement has provided the impetus in

attemping to specify and measure specific learning outcomes. Teacher educators
following a competency~based approach to the training of prospective teachers

anticipate that the basic psvc’ ‘ogical rationale used in the design of given @

programgcould be carried over to the elementary classroom.

The third area that has had an effect on the competency-based movement
‘has come from the field of systems analysis. The nature of eystems analysis

indicates a need to define the goals of a given program. Traditional programs

are for the most part concerned with input variables such as time, space, per-

sonnel, and financial resourses, guch programs are usually not concerned nor

do they attempt to define how the prospective teacher will be different as a -
a result of completing a given seguence., For this reasang traditional p:carams

- cannot provide feedbaeck in the form of evaluation to bring a}:c:out ﬁ::rjlflt:atlcm.

Philosophic cal Rationale
* Historically, teacher educaticn progrars have centered upon knowledge ’
as the primary critera-in the preservice training of prospective teachers.

Knawiedgé criteria is typically defined as a specif;: sequence of coursges that

a future teac¢her will complete to be considered competent to function effeectively
in the classroom. Such a sequence of courses will usually include a core of
liberal arts, a social or historical foundations course in education, an ex-

posure to educational psychology as applied to the teae ing-] Earning pra:ess,

and a series of methods courses.

1(3 : e Tks b Hi sumph;nn underlv1ng this apﬁraa:h ta teacher ed ion is-that o
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knowledge, as measured by grades and transcript records, is a basisrfar pre-
dicting the success of a future teacher. Schalock (1970) indicates that knowledge
critera based teacher education programs operates on the assumption that "know-
ledge Gf'subjéct arcas that relate to teaching is sufficient as a predictor of
the ability to perform the tasks reguired of a teacher.(pp 5)}" Smith (1969)
correctly notes that there is no lack of theory or knowledge in the field of
education, The problem of teaéhéf education becomes on of how to select the
knowledge and train teachers to use it.(pp 47)" It is Smith's contentien that
"prospective teachers are now vrepared in programms that provide little or no
training in teaching skills. They are are taught apart from the realities. that
the teacher wili meet and are cénsidéréd preparatory to student teaching. (pp 48)"
Theoretical knowledge is abstract and has.little applicability to the real world.

If theorectical knowledge is to become meaningful and relivant to the teaching

profession, it must be adapted to suit the unique reality that it meets.

' Du;iﬁg the past few yeafs, some teachar training iﬂstitutiéﬂS,;EEpEEiélly
in the Master of Arts in Teaching programs, héve attempted to move away from
fha ké@ﬂlédgé critera based program. They have instpad gone over to the other
extreme, i.e., the total elimination of all theoretical knowledge and teacher
training becoming an extended intern éeri@d.>The assumption of such an exper=
ience-based teacher education program is that first hand experience is the Eest
kiﬁd of training. Smiﬁh (i?é?) criticizes the intern approach because the "trainee

learns by trial and error and a miniumum of feedback. The situationsz that arise

in his teaching are fleeting in tenure and can be discussesd only in retrospect.

(pp 70)"

_. 'What a ﬁ@mpétEﬁzy—based program.-provides is a synthesis of the kﬂéwléﬂge




critera and-experience-based programs. It is a bridge hetween the thecreotical

. and the rcal world. Cooper (19G7) indicates that ‘'what beginning teachers need

is more help in translatitg what we know aboit learning to actual teaching be
havior. (pp 2)"

Por example, a nrospective teacher could be sitting in an elementary sci-
ence methods course listening to the praféssar lecture on the work of Jean
Piaget and his influence on contemoory éiémentafy scilence curricula. Unless
this knowledge can he translated into teaching behavior that can be used in
the classroom, it will :émaiﬁbnothing more than a theoretical consiseration or

worse yet possible test items for a final examination.

The knowledge of the Piagetian theory should be a prerequisite to a
spe:ifiz behavior that can be observed and meésuredi The performing of specific
tasks by using the Fiagetian theory to provide learning opportunities in el-
ementary science that the reflect the intellectual development of children
bridges the knowledge critera with a given classroom reality. The focus can
perfo:mangé based teacher education program becomes one of what é prospective

teacher does not what he knows. However, in order for the teacher to exhibit

a given behaviar, he should posses a theoretical foundation.

The classroom teacher is a problem solver. One finds great difficulty
solving problems of human growth and potential on a strictly trial and error
basis. In a competency-based program, the Enawledge of how to solve classroom

rroblems becomes a prerequiste to a behavior insteac of the final pradugtg

vgmithniiQEQ)Anates that:




« « «» the focus, of study in a trainino program is the
trainee's own behravior, not the content of the course.
This is in sharp contrast with the theoregtical couponent
vhere is it the situation thrat is to ke evamined and
understood. In training, it is thfe trairecs verformance
that will be observed, analyzed, and modified.(pp 71)

Competency-based teacher education focuses on the integration of know-

ledge and performance. ‘$pecific competercies are made knowm to the trainee '
and he is put into a situation where he can perform the skill. His performance

" is analyzed and evaluated on a rredetermined critera. After the performance

the tr iner 'will suggest possible changes. C mpéteniy-nﬁ%ed pregrams repre

esent

M‘

radical departures from the knowledge based or experience based teacher education

seguUences.

Smith (1969) indicates

An appraach such as this fequires a s’arp break with
F‘-ﬁ

courses in educat;an shauld nat ‘be v;alated aﬁd that

the student will profit mainly from systematically
studying their content. This view relies heavily on trans-
fer éf l&afniﬁﬁi f@r it Ccpéﬁds on the application of
erent real situation
with w:;:n tje tea:nz* ﬁust deal. The focus of a teacher's

theoretical study in a situational approach is not the

content of a course but the situations he will meet and *the
tasks he will perform.(pp 48)

e

In the area of the behavioral sciences, the:e are presently ng foel
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which have a direct lﬁfidéﬂcé on CﬂmﬁEtEﬂEy—bauéd teacher education. The

of these is a dlS;lﬁEf change Lhat has come abaut in educational psychology in

ERIC

Aruitoxt provided by Eic:




a7 , |
-:S’u

respect to how individuals learn and the second is that of the behavioral ob-

jective movenent.

There is éﬁégqh evidence to support the baslc thesis that learning styles
are a unique and individualistic phenomenon. Stephens (1967) cites numerous
reviews and empirical studies that indicate no significant differences when

one method of iﬂétrucﬁigﬁ is compared to another. Nochman and Opchinsky (1958)
note that."different ;Eachlhg procedures produce little or no difference in
the amount of knowledge gained by the studéﬁt.(pp245)" Television instruection
verses traditional teaching, team teaching in contrast to the self-contained
classroom, large classes as Q??ESEd to small ones, and lecture techiaiques com-

pared to discussion ﬁEFHGd%, the results are always the smme, no significant

" difference.

Teachers tend to view their classes as a ‘single mindgiﬁat asindividuals.
Curricula, syllabi, and lesson ;lané all assume identicle life experiences, the
same intellegence levelsg and similar per@eptiéns of reality. Few teachers
take into consideration that each individual in a learning situation brings to
that situatiaﬁ & unique set of past experiences, and highly individualistis

conceptualization of the environment. Siegel (1957) sgmmerizes Lhis pcsitiﬂﬂ

by Statiﬁg that "to be most effsctive, instruction must be tallDfEd ta the needs,

capagll;tlas, and historizs of the ;ndlvldual lzarner. (pp 320)" |

After a review of a number of contemporary viewpoints on learning, g

Siegel (1967) believes that the process of learning is tgtally idésfncfatiﬁg 5

He: céﬁéluﬂeé that "classes do not 1earn,.sﬁudeﬁts 1ea:ﬁi(pp3263" Péych@lagists ‘-.é
ﬁﬁvexbééﬁ unable tgrar:iv& at a unified theéﬁy of i&atﬁing;JNa-sihgle“thecryaﬁah ?

Q _ Eﬁéﬂﬁﬁf far'éli'ﬁhé disec pané;es ‘that are fcund in a Spéﬁlflﬁ 1éarning style._; .%

armmmm  Siegel (19@7) _goes on to note that :ﬁﬂf
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‘with the t:a;nlng of LcachEPfcannct continu ta lecture- préségfiéé“téééhéfs>@nr

.dls:evegy 1% Hi ng. an d lnd;v;duajlzatLGﬁ Qf inst;uctlaﬂ, Tf traﬁsfjv f:om the

.uPIéSESViE

s 9
;5_

action between 'givens' brought to the instructional setting by the learner

and the circumstances (including other persons) comprising that setting.(pp 327)"

The eclassical idea of trying to find a unified theaéy of learning, is

“emerging as a series of generalizations. Educational psychsl iists have a
general agreement to view learning as a chance or modification of behavior. The
question has now become how to facilitate this change. On an initial reading

of a specific approach it would seem that tiere are a number of theories on how

this could be accomplished, however on closer examination it is the lanquage

e

in many cases tha different and not the im pi it ideas. A nurber of contem-

pory investigat@rs have almost identicle elements in their theories. All seem

to emphasize the need for higher order processes, i.e., the need to focus on

the skills of zanaegtuallzatlan aﬁd synthesis. There apnears to be a movement

toward a wholistic view of knowledge
divide reality into various domains. Another common denominator found in con-

temporary viewpoints on leaning is the emphasis on the active nature of the

process rather than the ﬁ3531vei A final commen feature is the view tihat learning

is idiosvneratic in natureg

Whatever theoretical stance one may take in respect to a given position on

learning, the time has come for investigatiors ""to stag'inquisiﬁg;whéthef one

mode of pregeﬂtatlcn is as good as another. (Slea 21 and Siegel, 1967, pp 261 )"

For teacher educators such conclusions have far reacning significance. Caﬁpetencyﬁ

based tedacher’ educatlan makes use Qf such knowledge by alléu;ﬁg the 1nd1v¢dual té

za

use the pafti:ula: lea rnlng Stfl& that iz coinc ident to his needs. Those CEﬂECfﬁPd




4
-1~

peritive that the program allow for individual differences.

In addition to providing a program that allows for individual differprices,
teacher educators are beginning to focus on specific goals and cbjectives. For

this they have turned to the ideas of curriculum theorists that see the need to .

~express learning - oukcomes in behavieral terms.

As a result of the work of Tyler (1950), Popham (1969), and Cagre’ iigss),

there has been a movement toward attempting to describe what students will be

able to do as a result of instruction. Theéy arque that if le earning is to be de-

fined as a change in behavior, a teacher should be able to specify the desired

.change and determine if indeecd the learner has changed his behavior.

In the simplist terms, a behavioral objective specifies how the learner
will be different at the end.of an episode of instruction. Once a teacher can
specify a.given behavidral. objective, he :has a powerful: tool .determine whether

or not the student has been:successful 'in achieving .the specified objective.

-No longer must the teacher be hound to a paper and pencil test for evaluation

One can set up situations and chserve the presence or aksence of the specific

betraviors of the learners.

Competencyv-based teacher education makes usarﬂf Eehavié;al objectives to
communicate to the praspeétive'téacher exactly what is expected of him. How
often are students involved in dEtérming the goals toward vhich they ére’wcﬁking.
and have té wait for an examination to "knaw" what the teacher vants? The use
of behavlcral Dbgcctlves in competency-based téache: education pfcgrams pub=

llcally 1ngi§dte what the 1earnéf w;ll be 11Le as a ngult Qf ;ﬁstructlan. By _

'rusiﬁg béﬁav:aral ijEZtJFES, evaluatlan QEFQmes an lntearal part of the tea:hér s

tion that. tESta,t  %:qu;s;tion_afiEnéwlédﬁé;l
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Systems Analysis

Teacher education institutions have traditionally prepared teachers hased
on the dictates of state é&:tifigation offices. The question of what kind of
teacher does a given institution want, or more important what kind of teacher
does the society need, is in reality nothing more than structuring programs
around a specified sequence of courses. Certification fequi:éments are slow - -
to change and we live in a rapidiy changing saciatf; Traditional progranms |
have generally been unresponsive to these changes. Cooper and Weber (1971)
note that"the rapid societal changes we are now exveriencing require teachér

education institutions to be far more responsive than ever before.{(pp &)"

It has become obvious from the research related to teacher effectiveness
that gocd teaching is not so much a functicﬁ of what a teacher knows but how
he can use the knowledge. An outgrowth of such a perspective has caused teacher
educators to think about the purpases or ggéls of a given program. Questions
of what kind of teachers are needed, what processes or means will be necessary

to achieve the stated goals, and what organizational components have to be de-~

signed to bring about the desired outcomes?

The three elements of purpose, Process, and components has brought teacher

.education into the realm of svstems theory. Once teacher educators begin viewins
Y b g g

a1

the training of teachers in terms of desired products, it becomes necessary to

examine thal product as vsrt of a tgtal‘systeﬁi'It is impossible to isolate .

the goals from the processes from the components.

,,Eépgar_and_wébe:'Cigﬁi)ﬂdefina a system as a'collection of interrelated = @ -

| IR and interactir

jééﬁraﬁé ésfwhigh.wgrk in an intggfated,fachi;n;thattaiﬂjf*




predetermlﬁed purposes. (Dp 8)" LeBaron (1979) provides a broader perspective
by lnéicatlng a system "as an orderly appraacH for first delnlrg and describing
a UﬂiVEESEréf interest (and the significant factors and their interrelationships
withig that universe); and second, determining what changes in that universe

will cause a desired effect. (pp 10)"

Both definitions have as a :@mﬁgnality the concept of a disired outcome
Q:;pgadugt_ The "products" of a given system are the teachersAth graduate
from a teacher education program. Cooper and Weber (1971) believe that "the
primary measure éf the’ program!s success %s whether or not these £ea§hefs posess
the knowledge, skilisz, and ét;ltLGE% whieh thw progran had as its goals. (pp 4)"

i

It is for thi; reason that evaluation becomes an absalute nacessity. The
information derived from the evaluation is ﬁsed to make né:éssary modifications
in the geoals, processes,or components of the program. By using a systems approach

to teacher education, a given program becomes responsice to the changes and needs

of the society.

Cooper and Hebe:i(1971) state that "in a systems approach the Qaﬁpgnénts
of a program must be derived from it objectives; they are designed specifically
to facilitate the'achievement of the prcqéamés objectives. (pp.7)" It is for
this reason that objectives cannot be stated vaguely or imprecisely since the
design of the procesnes and :Qmpéiﬁnts is dependent upon the objectives of the

pragram§ The use cf behavioral and expgéssiva ahje:tives makes iE'stsible to

1i$hiﬂ§ what,thgy-wexe,designed to accomplish.
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:ampétency-ﬁased teacher education is not to be viewed as the final
panacea for the education of future of teaché:si The effectivenessraf any
teacher eﬂuﬂatign progiram ultimafely depends ag hew the teachers ?hat come
through a given program effect student 1ea:ﬁing; Toplittle is known about the
effectiveness of teacher preparation programs. The félationship between teacher

behaviors and consequent learning by students has not been throughly investigated.

The major thrust in teatcher education research must be toward evaluating
the outcomes of instructional pzégréms in terms of bf teacher ﬁ%rformaﬁée in the
élassraﬁmi Competency-based teacher education is the second in a three critera
app:@aéh suggested by Schalock (1970). The first critera are those teacher ed-
vcation programs based on the acquisition of knowledge,eﬁnawledgé critera pro= -
grams are pred;cated on ths assumption that.knowl edge af subgest areas that
:elate ta teaching is sufficient as a predictor of the ab;llty to perfarm tasks
required of a teacher. The gecand critera is that of performance. In comptency- .
based p:aqrams, specific teaching bEﬁaViOrS are ldﬁn*ified and prospective
ﬁeachess are expected tg demonstrate these behaviors. Competency-based teacher
education bridgés the gap of knowing ané doing; The third criteria, whic¢h is
yet to be realized, is a product critera program. The growth of pupils the
teacher has taught becomes the evidence for the effe?tiveness of such a pro-

:
\ é-
j

gram.

Perhaps a quotation..from Rosenshine and Furst (1971) reflects the author§

point of view regé:éiﬁg the role of educational research and the training of

~ future teachexs: - R




« « « the beginning of wisdon in the studvy and
improvenent of teaching benavior is the confes
sion of our lack of knowledse that can be applied
with confidence to a teacher education program.
Educational researchers have not provided those
who train teachers with a repertoire of teaching
skills which indicate ‘o a teacher that if he in-
eases behavior X and/or decreases bechavior ¥ there
will be a concomitant change in the cognitive or
affective achievement of his students, It is tine
to stop touting structural panaceas and to begin
developing the research which may produce the :
knowlzdge. (pp 40) .
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