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This publication is being distributed by the Muiti-State Con-
sortium on Performance-Based Teacher Education as a function of
one of its major objectives — “the dissemination and communica-
tion of information about performance-based teacher education.”

The opinions expressed herein should not be construed as rep-
resenting the opinions of the United States Government, the Muiti-
State Consortium on Performance-Based Teachei Education or any
of the states which are members of the Consortium, or the National
Dissemination Center for Performance-Based Education. Syracuse
University.
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FOREWORD

The sine gua non of competency/pearformance based programs s assess-
ment. research, and evaluation. yet in thase areas remain the knotligst
problems faced by educators today They thrust educators beyond the
cognitive Into assessing the parformance of teachers and other educational
professiwnals They press for measures of effectiveness in assessing the
conseq.ences of the protessional’s actions

C/PBE provides the basis for developing assessment and evaluation
techniques and employing them in research efforts In a recent monograph,
the Committee on Pertormance Based Education of AACTE noted thal this
movement “offers an opportumty for signiticant research because (1) in.
Creased precision in defining goals. identitying assumptions, and measuring
outcomes greatly improves the condwions for analy2ing cause and efect
relationships within teacher preparation programs. and (2) the possibiity
of having groups of leachers with more clearly identiied consteliations of
abshities enhances the probabibity that reiationships between teacher prep-
aration and pupil outcomes can be truitfully studied =

Schalock. n proposing a research strategy as part of the efforts of the
Consortium of CBE Centers, emphasized that, “At present we have only the
barest of data on program cost when operating within the CBTE mode. and
no evidence as yet upon cost/benei:t relationships We also have no firm
evidence that one set of competencies 1s more productive of learning in
children than another set, that one level of competency detinition 1s any
better than another level. that one approach to program organization and
instruction i1s better than another in bringing about desired competencies,
elc . etc Agan. questions of this nature can be answered only through
research. and at this point 1n ime such research has not ang 15 not being
undertaken ° Albert Shanker. in a column 1n the New York Times. con-
cluded that ‘Instead of hard data and controlied experimentation. educa-
tional panaceas are put forth on the basis of subjective Impressions.”

The importance of building this data base 1s acknowledged by all. within
recent years, an increased effort can be perceived Many C/PBE projects
have integrated research into program deveiopment, Research and De-
velopment Centers are conducting series of studies. the National Institute
of Education has pianned a series of conferences and activities to devise a
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thematic research strategy. membership n the American Education Re-
search Association has increased rapwdly, and othar orgamizations are em-
phasizing assessmeont and research in theirr programs

Certainly. these areas--assessment. research. and evaluation —are the
most challenging 1in education today. and the most powerful catalysts to
improved training of educational personnel. To consider the current state of
the art. and to encourage turther efforts. a conference was organized to
study CBTE The papers included herein were delivered at the National
Conterence on Competency Assessment Research and Eviluation
held at the University of Houston on March 13, 14, 15,1974

The Conterence was designed so that eminent educ.ators and researchers
could spuculate on needed thrusts. consider current achievements. and
interact on major issues More than 250 invited participants attended.

The Report 1s organized o six parts. The lirst part reports thr~a frames
tor conceptuahizing research in CBE Frederick McDonald pr +d the
keynote address in which he outhined live major areas for resa. +55€5S-
ing protessional competence. program eflectiveness. effectiveness of
instructional stralugies. social context: and institutional change. Each ol
these areas. 1n turn, was the focus ol a major presentation. several clinics.
and a task force These presentations are included as chapters in the last
tive parts of the report. and are self-explanatory.

Thanks are due 10 50 many persons who made that conterence and this
publication possible The diractors o! projects anc programs sponsoring the
conterence responded to numerous calls lor assistance in identifying speak-
ers. program personnel. participants. and n making fiscal and other ar-
rangements. These sponsors aie described in detall below.

The Multi-State Consortium on Performance Based Teacher Education s
a tederally funded project (Tiule v. ESEA: Teacher Corps. National Center
for the improvement ot Educational Systems) designed to assist the par-
ticipating statas (Washington. Oregon. Utah. New Jersey. Arizona. Minne-
sota. Vermont. New York. Texas. Florida) in daveloping appropriate policies
related 10 each state’'s unique approach to performance education. The
Consortium aiso provides a national communication and dissemination
resoutrce . wough the publication of a monthly newsletter. PBTE, and a series
ot monographs Theodore Andrews of the New York State Education De-
partment (the administering state) 1s Dwector ot the project

The National Commussion on Performance Based Education seeks 10
improve programs tor the preparation of educational and other prolessional
personnel by ntiating. supporting. and coord'nating PBE research and
development activihies Direction for these activities will be provided through
the mplementation ol a comprehensive Research and Development pian.
with initial eftorts focused on teacher praparation. The Comm:ssion 1S sup-
ported by a grant lrom the Rockefellar Brothers Foundation; Frederick J.
McDonald. Educational Testing Service. is executive director.

The National Consortium of CBE Centers is an informal association of
insthitutions involved in the development and implementation ot Competency
Based Teacher Education. At present, there are nine National CSE Centers’
Florida State. Georgia. Houston. Michigan State. Syracuse. Teachers
College-Columbia. Teaching Research/Oregon College ot Education. To-
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ledo. and Wisconsm The Consortium serves as the coordinating body for
the CBE Centers. sutves ay a conceptual forum focusing upon the refine.
ment and advancement of CBE concepts. provides a source of CBE leader-
ship at the national level. tunctions as a Clearinghouse for providing deveiop-
mental assistance to ment protity CBE needs. commissions papers and
pubhications on unresolved 1ssues. and sponsors think-tank’ Symposia on
key CBE topics Norman Dodl. Fionida State Uriversily. 18 the current
charrman of the board of drectors. and John M Hansen is the execulive
secretary

The Nahonal Institute of Education (NIE) was created in 1972 to support
the policy of providing every person with equal opportunity 10 receive a high
quabty education Under the leadership of Thomas K Glennan, Jr . the
Institute has established a number of priories and programs to meet its
Qual

The Program on Teaching and Curriculum 1s one of these major efforts
This Progtam’s focus 1s 10 assist teachers in providing ett@ctive instruction
to chigren In addition to ongoing work in research on teaching and cur-
ficulum renewal. the Program s developing a targeted research and devel-
opment agenda 1o guide tuture studies of teaching and curriculum

The Committee on Performance-Based Teacher Education of the Amer-
ican Association ot Colleges for Teacher Education gives drection 1o the
Association s national project on PBTE Composed of represertatives of
colleges and universities, stiate education departments and the organized
teaching prolession, it seeks to clanity the PBTE concept, study the state
ot the art. stimulate dialogue about PBTE « promise and Iimiations. provide
practical help to operators of PBTE programs. and make recommenda-
tions which wiil assist in achieving the potential of PBTE The major actvi-
tes ol the project include the publication ot pertinent monaographs and the
sponsorship of various types of raining opportuniies The project 1s sup-
ported by NCIES ot the U S Office ol Education through the Texas Educa-
tion Agency. and 1s drrecled by Kari Massanar:, AACTE

The purpnse ol the Profess:..nal Development Center. University of Hous.
ton. 15 1o taciliate the development of CBE programs lor preparing proles.
sional personnel in Texas The Resources Center in room 466 1s part of the
Center in addition. it 15 cosponsoring with the Texas Education Agency and
the Muiti-State Consortium a series of regional conlerences and provides
support services for program development The PDC s a special project of
the Teacher Corps W Robert Houston is director of the PDC. Sarah White
15 assoCiate dwector of the PDC

Teacher Corps s dedicated to improving the education of chidren from
low mcome tamihes 1t specifically includes authotity to broaden programs
ol teacher preparation from prospective teachers. as well as those exper:.
enced teachers not in the schools. Now preparing for 1s ninth 2-year cycle.
Teachet Corps supporls some 80 projects in 35 states. Puerto Rico. and the
Dsstrict of Columbia Approsimately hall ol the projects are in major cities.
and three-fourths are in elementary schools The heart ot each project 1s
the Teacher Corps team of interns and experienced teachers working 1o-
gether with the schools. therr communities. and thewr nearby universities in
the planning and operating of innovative programs for the training of teach-



E

O

BEST COFY AVAILABLE

ors The dinector of Teacter Corpes o Walliam Smith and the associate di-
rector 1s Russet! Woods

Several meetings of the Coordinating Committee of the Natonal Com.
mission un PBE were devoled to this topic  Fredenck McDonald. Theodore
Andrews Howard Coron Allen Schmieder . David Polter Horace Aubertine,
Kart Massanart. and Robert Mouston conceptualized the program design.
suggested areas of research to be included and recommended a number
ot the speakers tor the conterence

Girry McDanmels and Frank Sobol identified topics for several sessi0ns
and encout aged many o! the part:cipants to attend

All of the orgamzations histed above and particularly ther directors were
intlyentigl in shaping the hinal program tormat. wdentitying educators who
are concerned with research in CBE and supporting the conference hoth
tinancially ang conceptually James Stellensen continually provided ideas
and a resihent backboard tor ideas during the deveiopment stages

Thanks too must be accorded lo program personnel Following the con-
terence many ol the speakers reviewed and edited ther presentations on
the basis ot guestions and teedback Task force synthesizers consolidated
weveldl hours of discussion into d few pages and several relevant questions
Then eftorts heiped make the conlerence successtul. while thewr caretul
attention 10 ¢ela has made this report more usetul

Dean Robert Howsam taciitated use of the College of Education at
Houston and provided leadership in conference achivities While mote than
50 tacully. stalt. and graduate assistants wotked in the conterence. the
tollowing deserve special dentficalion as members of the arrangements
commitiee and chaupersons ot vanous commitiees Eugene Chiappetta.
reqistraton. Barry Pelton. pubicity. Joseph Schroeder ang Jay Shores.
audio-visual equipment and resources center. 1da Stewarl. hospitahty. and
Bruce Thompson transpottation

Obtaimning manuscripts from duthors. copy ediing them. and preparing
them lor pr.nting wete accomplished by Barbara § Colemin and Sheila
Ford Unmwersity ot Houston and Anne Finch. New York State Education
Department Layout and format was designed by Pat Schirader and Parker
Fioya of the Umversity ot Houston Printing Plant. ard the pubhcation was
printed by the Multe State Consortium

June 1.19/74
Housten Tenas

W Robert Houston
Conterence Dunector ana General Editor of the Report
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Conceptual Model
of R&D for CBE

Q

Fredetick J. McDonald

{here are two queslions which are the toci tor analysis and discussion
at this conlerence given thal there s a definable set of events called
compeotency based education. what constituies evidence that it produces
i1s claimed effects and how much evidence 1s sulticient before we decide
that it 1s an eftectve sirategy for iraining teachers? When we bring together
a group of people as diverse as this group. each brings his or her own ideas
about what the signiican® research problems are in competency based
education What we are trying to stimulate as we go through this conference
1s. however. 10 focus your atiention on those two questions

In my op.-uon. the poal of our research and development efforts ought
not to be to prove that compelency based aducation 15 eftective That is
an 'mpossibie task and can probably never be realized However ! the
problem 15 taken to be to establish what constitutes sufficient evigence so
that competency based education may be estabiished as a matter ot social
policy. then a research and development program 1s more readily conceived

My role 1s t0 !ay out what i think are some of the major problems and the
major questions which set the network of problems on which evidence s
needed The log:c of this presentation 1s to gescribe the problems for which
ovidance is needed | will be answering the quaestion. what are the critical
questions whick must be answered if we are 1o fingd whether or not com-
petency based sducation makes a difference? In some cases. | will suggest
the cr.igf.or against which the evidence ought to be projected The question
of how much evidence 1s sutticient 1s inore dithicult to answer. and | will
consequently have considerably lecs to say about it

The problam of what constitutes sufficient evidence that competency

MC 1"
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based education vught to be the style and strategy tor training teachers is
bart logical andg part psycholugical The logical aspec! relates 10 the struc-
ture. amount. and kinds ot evidence needeo to conshtute suthicient proof
that the theory or modei or strategy 1s useful. The psychological aspect
relares to what indwiduals will demand bacause of their intuitive and preter.
ential reactions 10 the concept The psychological aspects of beliet and
acceplance are not t¢talty responsive 10 the logic of data.

One component ot the psychological aspects of stimulating conviction s
that as coenpatency based teacher education catches on, significant social
mplications tor the teachung protession will be apparent. As a consequence.
people whose [ives will be aftected by competency based education are
lookiny at the polhucal 'mplications of certifying teachers on the basis of
demonstrated competence Their concern is twofold tirst. that the concepts
ot competence will be defined independently of the conditions of teaching.
second. that the criteria of competence will not take into account other
tactors thatintluence both teaching and learning.

The conclusion to be drawn trom this concern 1s that research designs
must include the varety of factors that probably i/mpinge on teaching per-
tormances and ther consequences in learning 1t 1s reasonabie to assume,
tor example. that vaniations wy administi ative structure. curncutum, and
charactenstics ot children and teacners attect teaching performance itseit
4nd also learning 1115 ubvious that an important research problem in its own
rght 's to measure the relative eftects ot such factors Descriptions of
competeénce divorced from the conditions of teaching and learning are not
likely 1o be believable

The criteria tor assessing the sutficiency ot evidence appear 1o be nt two
kinds. One se1 s related to the validity ot the results ot the research --what
data support a hypothes:s that a teaching pertormance s etfective. and how
generalizable are the resulls The second set are mora elusive. related
more 1o the context and content of the research The researCh must be
believable in that it attends to the complexities and realties of teaching

| address myselt primarily to the kinds of knowledge needed to support
the proposition that competency training is the most effective way 1o
educate teachers | wil discuss several basic research problems whose
solution s required f the effectiveness of competency training 1s 1o be
Jdemonstrated and accepted. Other speakers will discuss these problems in
greater detail. elaborating thewr conceptual and methodological ditf:culties.

Let me begin with what | thirk 1s the basic probier. which hanpens aiso
10 be fraught with implications ot the kind previously described: tt at is, what
's the nature of teaching competence? Some of us seem to assume that
because we have ma::» precise descriplions of teaching competencies that
we have resolved the question ot what is teaching competence. One of the
most commonly stated accusations aimed at competency education s that
we believe that a list of behavioral descriptions of competence constitutes a
description of competence We are quite properly asked. "How do you know
that « the teacher pertorms as described that the performance will have a
deswable ettecton student learming?”

A competence may be described as a benavior of a teacher. for example,

asks students 1o gwve reasons tor thewr opinions on ¢controversial topics

‘12
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being discussed In class ~ Presumably, a high frequency of such state-
ments indicates that the teacher has the behavioral pertormance n his or
her repertorre But 1s such information evidence of competence? It s anly it
we assume that the appearance of the behavioral act 1s synonymous with
competence

Such an approach 1s rightly charged. in my judgment. with indifterence
to the consequences of the event The more cynical of critics point out that
this concept of competence leads logicaily to certitying as competent
teachers who emit the behavioral performances in the absence of students
While such criticisms are unnecessanly harsh. they point to the probiem
15 competence 1o be defined in tarms of effects manifested in students,
in terms of observable acts of teacners. or 1n terms of pairs ¢t acts and thewr
effects?

it seems 10 me that we can no longer avoid sayiny that teaching com-
petence must be defined in terms of etfeCts on pupit learning Uinless the
research and development movement behind Competency based education
addresses the problems imphicit 1n that concept of competence. it seems 10
me there 15 no hope of ever persuading anybody that the competency hased
education movement s doing anything other than developing semantic
Jdescriptions of what constitutes competence. | propose that the tirst and
most important research probiém to attack 1s the question ot what teaching
performances produce sigmficant etfects on learmng.

There are two general research methodologies that may be used for this
purpose | woutd iike to describe them very briefly The first of these 15 an
inductive approach to the analysis of the relationship between teaching
performance and student iearning. This methodology proceeds as follows.
The research should be conducted so that actual teaching may be observed.
preferably that of more experienced teachers. You need not have precon-
ceptions about what kings of performances are lkely to affect student
learning. or vour observations of performance may he guided by theory or
previous research But you must have a clear and specific conception of
the kinds of student learning that you are going to study.

The simple form of the methodology consists of measuring student learn-
ing at two ponts in time * Given two such measurements obtained on each
ot the students n the Classes of a sample of teachers. a regression of the
later or posttest scores 1S pertormed on the earher or pretest scores The
results of this statistical analysis can be diagramed as in Figure 1.1

The points are represented by the mean scores for a teacher’s class. the
first number being the mean tor the pretest. the second. the mean for the
posttest The line through the points is called a regression line and points
on 1t represent expected scores Given the information in the analysis. we
expect T.'s posttest mean score 1o fall on the ine at T.g; simiarly, we would
expect T 's posttest mean to be located on the itne at the same point. Both
posttest means. however. incate T. above the hine and T below the line.

‘Learning 0 this speecn s an omnibus calegory meant to nCiyde all desyable changes :n
students cognitive aftectve and soc:al Nor am 1 concerned about the method ol measule-
ment of the diltic uies of measuring some changes The reseatcher needs to be specihc about
tne Lhinges desited and have developed reliabie and vahd ways of measuning them

RIC 13
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Regression Analysis ot Posttest Scores on Pretest Scores Using
the Scores of the Students of a Sample of Teachers

*The metric 1s arbittary The hirst number in parenthesas represents the mean score 1or the
T s class on the pretest. the second number. tha mean an the posttast

When you do this type of analysis. you are looking tor toachers who de-
part markedly from the regression line because you wan! to siudy them
intensively to find how they differ from teachers who are closer 10 the re-
gression hine The general idea is that teachers whose student performance
shows marked departures from the line may be highly eftective. other things
being equal. We ignore here the many technicalities of this type of analysis
10 make the point that the method provides a way of identitying teachers
who may be unusual and provides a way o! inducting hypotheses about what
constitutes performance related 1o student learning.

14
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The next step is to study the observed perfarmances of these teachers
and tind the pertormances which discriminate their teaching performances
from that of other teachers in the analysss. |f you gather enough infermation
around the performance of the children and the performance of the teacher,
such as the kinds of schools in which they are. the composition of the class,
and similar tactors. you stand a tarrly good chance ot sorling out those
performances associated with the act of teaching which distinguish more
effective teachers from other teachers.

It is not true. however, th. these performances are guaranteed to be the
ones that are associated with effective teaching. Let us consider the prob-
lems of this type of a study with respect to the two questions that | asked
earlier: what constitutes evidence. and how much evidence is sufficient?
At the end of this type of study, all you have is a set of hypotheses about
the relationship between teaching performance and student learning that
may have some validity. These hypotheses m st be tested either by doing
experimental studies or by doing replications of the original study or both.

The problem of how much evidence is sutficient arises from the com-
plexity of these studies. 11 1s feasible to study a limited number of student
outcomes. To gather data on students on relatively few outcomes requires
several days of testing. To study the teachers over time requires multiple
observations. The guestion is, how many studies of this kind are needed
before we have sufficient evidence of the components of competence?
Where are they to be located in a matrix of pupil changes. types of schools,
difterences n organizational structures. differences in levels ot education.
and differences in teacher and student characteristics before we have
contidence thalt we have working hypotheses that describe competence?

What we must not do I1s propose of claim that we need 500 of these
studies and that it will take 10 years and $10 billion of research money to
describe teaching competence. We must recognize that we are living in
an environment of pessimism about the probability of demonstrating that
there is a relationship between teaching competence and pupil learning.
One of the goals of the research and development program on competency
based training should be 10 demonstrate the probability that teaching com-
petence can be idenufied. It seems 10 me that several studies of the kind
that | have described are likely 1o demonsirate some relationships. Such
studies will at least eliminate some hypotheses about teaching or indicate
weak relationships. Because such studies involve correlational designs,
nowever. and because they are inductive in character, potentially valid
hypotheses may not be discovered. Another type of strategy is needed that
1s theoretical-experimental in character.

A theoretical-experimental type of study varies teaching performances
systematically and assesses the etfects of these variations on student
performance. The manipulation of the pertormances may be of two kinds.
One manipulation is to vary the degree of the skill of a pertormance to
determine the relation of the degree to the amount of the effect. Such
experiments provide the data necessary 1o establish a criterion level tor the
performance.

A second type of experimental manipulation requires varying the kinds
of performances 1o assess their effects on the same outcomes. Such studies

IToxt Provided by ERI
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provide comparative diatis on the effects ot performances. their interchange-
abilty, and thewr interdependence

These experiments should be conducted under controlled conditions
where the conditions and materials for teaching are dentical and where
students are assigned randomly to ciasses. They may ailso be conducted
under tieid conditions using fractional tactonial designs This type of design
\nvolves seleching relevant contrasting conditions in which the teaching
occurs such as those associated with the characternistics of students.
schools, or curnicula Fractional tactorial designs are notably efficient
because ralatwely few teachers can be used to test a relatively large num-
ber of hypotheses. When used under field conditions, they provide tests of
interactions among school and pupil factors and teaching performances.

The advantage of experimental designs 15 that they provide a way of
testing hiypotheses systematically. Experiments are powerful ways of test.
g theories of teaching by testing the hypotheses derived from them. One
can begin as follows' select one or more modeis of teaching; detine or
describe the kinds of pupil changes that the theory predicts will occur if
children were instructed by teactrers applying that model. and derive hy-
potheses about what kinds of teaching competencies produce these changes
in students. The experiments are then designed to tes! these hypotheses.

The advantage of using theories or models as starling points for deriving
hypotheses 1s that the size of the hypothesis-pool will be greatly enlarged.
The d'sadvantage s many hypotheses will be derived of unknown validity
either because they are freshly derived from the theory and have no empiri-
cal support from any source or because the theories themseives have weak
empincal support At this stage of res@arch on teaching. it 1s probably better
to inClude more rather than less hypotheses in the pool for testing.

A research and development strategy on teaching competence aught to
inciude both inducCtlive-correlational and theoretical-experimental studies.
Further, each inductive-correlational study ought to be followed by exper:-
ments which test the validity of the hypotheses derived inductively.

The problem remains. what constitutes sufticient evidence to make
reasonably defimilive statements about teaching competence? One approach
to answering this question would be to consider the consequences of train-
ing for a set of competencies that has been derived from an inductive-
correlational study. Here the evidence 1s relatively weak—no replication
of the original study and no experimental verification. There seems 10 be
no risk in using such information, particularly if the training program studies
what happens when i1s teachers use the competencies in real teaching
situations in this case. the opportunity exists to generate more data about
the effects of the teaching performance

The problem of sufficient evidence seems 1o lie in the political arena. if
a stale agency requires that programs train for the competencies derived
from even a few inductive-correlational studies whiCh have not been repl-
cated. one has cause for concern.

It also seems unwise 10 assume that there will be an end-point at which
it can be said that we now have sutficient evidence to “justity’” competency
training. Rather the hypothesis-generating. hypothesis-testing life style
should characterize the development of the competency based movement.
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There ought not to be a time when we have stopped research on teaching
competence
A few general camments about the problem ot studying te» ~ng com-

petence are relevant here In studying teaching competence. we have to

separate out systems ettects on chiidren trom teacher ettects. Many of the
goais of education are broad Changes with respect to them occur as the
consequence of the teaching of the difterent kinds ot teachers whom the
child encounters and also as a consequence of other kinds ot influences,
such as those trom peets It seems to me that our basic problem in gener-
ating a hypothesis-pool about teaching competence 1S to generate it in such
a way that the systems’ eftects are treated as potenhal moderators of
teaching performances Research on competence ought not to be, at least
inthally, research on etfects that occur as the consequence of {ive years
ot education Such research 15 both interesting and /mportant, but it 1s not
really related to demonstrating the ettects of teaching competence. When
we know more about the specitic ettects of teaching acts under known
conditions, we will be prepared to study systems’ ettects.

it 1s important to keep in mind that 1n conducting the type ot inductive
tield-onented research that | referred to earher. it is possible to design
those studies so that a wide varety of system ettects may be studied as
interacting with the eftects of teaching pertormances. You can determine
the kinds of nfiuences that the administrative chimate of the school. tor
example. has on teaching pertormance. and how pertormance varies within
difterent orgamizational structures or within ditterent types of programs.
But our probiem s to account for. or to describe how much of the varnation
in student pertormances actually can be accounted for by various teaching
pettformances The goal of our re. .sch 1s to tind the ettects of teaching:
other factors in this research are mportant it they intluence or So attect
learning that the influence of teaching 1s minimal. It we cannot determine
the etfects of teaching pertormances. the competency based movement is
rrelevant.

Another problem is that we need to know how ditterent kinds ot teaching
pertormances cluster -—-we know practically nothing at all about the struc-
ture ot teaching pertormances. There 1s some evidence that spechc
descriptors ot performance cluster in tactors. Most descriptions of com-
petence are hsts ot behavioral acts interdependencies among them are
made logically But it such specitic acts tend to occur together in groups.
and if these clusters have demonsirabie relations to changes in students,
then these clusters are probably the basic units of teaching pertormances.

Then the question 1s. what 's competence? Is it the pertormance em-
praced in such tactors. or i1s it the basic descriptors that are speited out
specitically and that an observer may check as present or absent in a
teaching episode? We really do.not know. but some evidence suggests
that perhaps it 1s these clusters and not the most miniscule aspects of the
total purtformance that produce learning ettects The inductive-correlational
type ot study provides the empirical data required for the analysis needed to
study this problem

A tundamental probiem facing us from a research point ot view is: what
is the unit of competence? is it the simple semantic descriptor which 1s
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usetul in devising a training program or 1S it some combination of these
units that produces the expected eftects of a teaching pertormance?

Permit me to summarize very briefly The focus of this presentation has
been on the problems of research on teaching competence. which are
problems of designing a strategy to identify and isolate the effects of
teaching performances. This strategy should inClude two kinds of studies,
inductive-correlational and theoretical-expermental tn all such studies.
the Criterion of effective teaching must be changes in students. Second. 2
Judicious combination of designs will facilitate testing a very large number
of hypotheses in a retatively short period of time.

Inevitably. any conterence discussing research and development pro-
grams and problems in teaching. particularly a program directed to creating
an empirnical base tor competency based training must tace three facts.
First. there 1s a body of research whose results are mediocre and meager.
Second, there 1s a body of literature and a schoo!l of thought that seems to
support, in the case ot the literature, and has concluded. in the case of the
school of thought that schools and teachers do not make a significant dif-
terence in learning. Third, there is widespread pessimism that research on
teaching and specifically on competence in teaching is ever likely to
produce usetul knowledge.

The import of my presentation is that irrespective ot what is také 1 as the
present state of the art in research on teaching, methodologies may be
systematically applied which are likely to identity the parameters of
competence It seems pointiess to continue 10 bemoan correlation?| studies
when it 1s obvious that thewr logical weakness in establishing causality can
be ameliorated by rephications and experimental studies. Al$o. the usual
Jeremiad that partialling out the influence of school and other tactors is
difficult seems pointiess when so few researchers study teaching and its
Context. Lest | shp into a morahstic diatribe, suttice it to say that our problem
1S to design a strategy that attacks the study of teaching competence Sys-
tematically and with confidence that meaningtul results are likely even if
they may not be overwheiming.

There i1s one problem: in designing such a strategy that will not yield to
rational analysis alone. Tt research problem. as | have described it. re-
quires tirst a decision about what pupil etfects will be used as the criterion.
Occasionally this choice will be predetermined as when a political agency
stipulates pupil outcomes for which they wish 1o determine the antecedent
teaching performances. Otherwise the choice of outcome is made by the
researcher. Thus, we must as a research and development community
arrive at some consensus on the priorities of these outcomes.

I have chosen to place the description of competence as the critical
problem on which research must be done. It should not be interred that a
other activities need be postponed until considerable progress has been
made on this problem. Competency based training :s here both in the torm
of program development and state mandates requiring shifts to competency
based training. Two other kinds ot problems require research.

The tirst of these problems 1s the effectiveness ot training modules. That
research 1s a straghttforward engineering problem. The research must be
designed to show that a particular module has produced a change in train-
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ees which it 1s expected to produce One compounent of this research is
speciying the conditions under which you will decide that the trainees
should demonsirate that they have acquired a skill For example. if you use
microleaching you may demonsirate that under the conditions of micro-
teaching tramees have acquwed a particular periormance s that sufficient
evidence tor deciding that the trainee has acquired a skill? Many of us are
accepting the criterion that at the end of the module a prespeciied per-
formance mus! be demonstrated by some assessment procedure That
critenion 1s sufficient for deciding that the experimental treatment designed
into the module does produce the desired outcome. We do not know, how-
aever. whether or not the trainee can manifest the performance under other
condiions Al some poinl. we must demonstrale the links between these
specific acquisitions and the ultimate criterion of effectiveness—ciassroom
performance Hence two kinds ot research are needed: 1) does the module
produce the specified change: 2} do performances acquired at the moduiar
Ievel appear in complex performances in realistic teaching situations?

Assume that a module does praduce an immediate change but appears
to have liitle intluence on subsequent classroom performance. One con-
clusion 1s that the modute has no transfer value to teaching But the problem
may be within the system ot moduies Many are assuming that the acqursi-
tion of teaching skills 1s an additive process-—that components are added
from the simplest 1o the most complex This view s usetul tor an nitial
organization of a system of modules

The modules may facitate transfer from the acquisition of one skill to
another or may inhibit such transter Some arrangements of modules may
be more etficient than others. Some skills may be better acquired in their
complex form rather than by accruing components of the skills. Thus. once
one designs an instructional system. its assumptions about the composition
of =omplex teaching skills should be explicated as well as the assumptions
being made about how the skilis may be best learned as the trainee pro-
ceeds through the system.

Each system is a model of the processes by which teaching competence
1s acqurred These modeis ought to be compared by treating them as exper:-
mental conditions

Thus. a major research area is the problem of instructional effectiveness.
We need 1o know not! only what constitutes teaching competerne ! ut also
the most effective ways to educate for 1 Research n ihis area should
ultmately answer two fundamentai questions what aspects of teaching
competence are learnable and under what conditions can they be acquired
maost eticiently?

A related probiem 1s the evaiuation of program effects. Do competency
based programs produce better teachers? Attempts to conduct research
on this problem at this hme are premature for three reasons. The most!
obvious 1s that there are not sufficient graduates of such programs to yield
worthwhile evaluation data. Further. until programs are better developed.
there 1s httie point in conducting comprehensive evaluations of programs.
Sacond. the critera for evaluating program effects are neither clearly
defined nor agreed upon

Third. f competency based programs are to be evaluated. the design of
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sucth eviluation oughl 1o provide tor compansons ot planned vanations in
the triuning programs  As the preceding analysis hopeltully suggests. there
'S ample room lor varying conceptions of teaching competence and for
syslematic variations 1n program design We ought 10 anticipate program
evatuation by planning tor such desgns now These prohlems must be
solved within the next tew years, conseqguently, problems of program evalu-
ation 1s @ major topic of this conterence

This discussion of research and development in competency based edu-
cation has tocused on two major problems. and by mpi:cation on a third -
the problem of mearuring teaching competence Teaching competence
c4annot and 1s unhkely to be measured in any meaningful way at the present
time because we do not know what 1 I1s: however. research on the nature
ot teach:ng competence and the eftectiveness of instructional systems
should hasten the development of the technology ot assessment. Many
people believe that finding ways ot measuring competence i1s urgently
needed Bul. .n my opmnion. they seem to be seeking panaceas There are
no tests. observation systems. rating scales. or even simuiated teaching
stuations that can be used in any sensible way except in the context of
research on competence Thus, a major concern of tius conference is the
use of assessment procedures in research on competence and instructional
and program ettectiveness

This conterence will also give attention to two other problems that require
study The tirst of these is related to the social context of the schools.
Teaching skill 15 intluenced by the composition ot the staff and students of
@ school. by the orgarization of the statt and students of a school; by the
social milieu ot the schools. by the value consensus of staff, students. and
community and by curticulum designs Thus, the study ot competence 1s
necessaridy incomplete until it 1s studied in the context ot schools, traaitional
or Jlternative, open or structured

Teaching competence has mulitiple social meanings, and these meanings
detine the parameters ot research on teaching citectiveness. Both the crni.
teria and conditions of eflectiveness vary as the soc:al context of education
viries

The last problem that this conterence will consider 1s the Public policy.
Oor more mundanely. the political implhications of competency based educa.
tion There are two categories of problems to be cons'derad in this respect.

First are the problems ot change within training institutions. Competency
based programs require changes in roles and habits. the structure of inter-
personal relations among faculty and students, and the assumption of public
accountability not heretolore either expected of or required by tl.e trasing
institution We need to know the tactors that faciiate or iertere with such
change~. the problems encountered in change. and the most eftec ive ways
o!resolving them

Second are the prct »ms ot pubhc policy These problems relate to the
controf of the traming 5! and certification of teachers and the critena for
dand evaluation ot 1eacher effectiveness The mandating of certitication on
the basis of compeience 1s a matter of pubhc policy with significant imph-
cations tor institutions and organizations whose interests are aftected by
such major shifts in public policy We know very iittle of a systematic char-
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acter aboul these pohtical probleme,, though some of us may have practical
experignce with them it 1s difficult at this time to visualize what research
needs to be done. but the competency based movement 1s immersed in the
pohitical process What 1ssues of this character need to be studied and how
should they be studied?

In conclusion. this conference wili agdress these five problems 1) what
s teaching competence. 21 what are the most effective ways of educating
for i1, 3) are competency based programs producing effective teachers.
4) what are the influences of the social context on teaching competence:
and 5) what are the public policy 1ssues relevant o competenCy based edu-
cation?

The purpose of the conterence is not to provide answers {0 these ques-
tions because there are no simple answers 1o them. Its purpose 1s to clanty
the problems. 10 propose appropriate resedrch strategies for studying them,
to bring current experience into the analysis ot the problems. and to stimu-
late interest in a research and development program that wil sndergird
the competency based movement

Today s hopefully the beginning of the creation of a national research
and development eftort whose ultimate purpose 1S through the study of
teaching and its effects to influence the quahty of education and to provide
the knowledge necessary 1o make the most protound and far-reaching
processes for change in teaching successful

O
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National Institute of
Education and
Research in C/PBE

Garry L. McDaniels

The purpose ot this conference 1s to focus on the question. “What are the
things that teachers do which make a difference tor children?” This ques.
tion 1 reasonable Qur business s 10 help children; however, as unreason-
able as 1t may seem. the quantity of research linking teacher training and
teacher performance with child performance 1s hmited: some would say.
nonexistent The National Institute ot Education (NIE) plans to ask this
question repeatedly over the next saveral years in its Program on Teaching
and Curriculum in asking this question, we hope to examine many of the
assumptions underlying competency based teacher education and licensing

In ine pages that foliow, the process by which the NIE will plan its re-
suarch efforts in this area will be described The first section argues that
tha current relationship between tunding agencias and researchers could
be made more efficient. The second section describes how to establish a
more etticient reiationship between researchers and funting sources. The
third section describes one phase ot NIE's planning eftorts—the National
Conterence on the Research on Teaching

While these eftorts are more broadly tocused than the issues related to
competency based licensing and certiication, parts of this eflort will
obviously be relevant to the primary concerns of this National Conference
on the Assessment of Competency Based Teacher Ecucation and Licensing.

The Rationale for Development of a Research Pian

The purpose of this section is to describe the efforts of the National
Institute of Education 1o create a relationship between itseit as a funding
agent and the research and development community. While the tocus 1s on
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NIE and s relationship. the principles apply to the more general issue of
the relationship between any funding agent and its constituency

The assumption underlying thig disCussion I1s that relationships between
funding sources and rusearchers, especially in the social sciences. are
ready t¢ become more efficient. that these more etficient relationships wtll
improve the impact of social sciance research on contemporary problems,
and that :mproved relationships will also enhance the :mage of the sociat
sciences as an effective tool for attacking social problems it s NIE's
premise in this planning conference that a major path toward improving
atficiency will resuit from improving the abiity of researchers and funding
sources 1o develop research plans

The Current Relationship Between Most Funding Agerciles
and Their Related Research Communities

At present. the process for funding education research is as follows. The
rasearcher develops proposals in isolation from the funding source. Pro-
posals are sent 1o several funding sources where some rather abstract
objectives seem consistent with the intent of the investigator If a source
finds something interesting in the proposal. a peer panel is usually assigned
(a) 1o assess its internal quaity. and (b) to consider the merits of the pro-
posal as 1 relates 10 some “fieid” Finally. a set of the most highly rated
projects ar@ maiched against a budget, a budget usually determineéd prior
1o the submission of 1deas.

Sevaral sources of inetficiency can be seen here. The first 1s the problem
of not knowing where to sénd a proposal The second 15 that, even if the
approprniate funding source s found, it 15 necessary not only that the general
content of a proposal be adequate, but that the proposal emphasis be related
1o the primary concerns of the tunding source. Often, the proposal 1s wide
of the mark at the time of the evaluation. The third source of inethiciency 15
that a coliection of good proposals that add up 1o a program strategy must
often be arbitranly cu! because a budgeting level was set prior in the
estabishment of strategies for attaining the goals of the furding source.

The etticiency and eflectiveness can be improved i four essential types
of activities occur

e The abstract goals and general prionties of the funding agent should
be established

¢ Specitic objectives and strategies should be developed

¢ Individual projects being funded shouid meet criternia of internal
quality as welt as cnteria which require that one projec. relate to
others in a cumu:ative fashion.

e All projects, strategies. and objectives should be digseminated in
public documents so that public recommendations and budge! allo-
cations come before the actual funding.

It will be productive to consider the parameters of these activities.
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Estabiishing Goals and Prionhes

How caretuily are the objectves ot a turding agency stated? let us
consider. tor example. the lagisiative mandate of an organization such as
the National institute ot Education 1t 1s troadly stated The authorizing
legistation ashs the NiE to

* Help solve or alieviale the problems ot and a hieve the oYjectives of.

Amer:can education

e Advince the practice o! education as an arl. science. and protession
e Strengthen the scientitic and technological toundations ot education

¢ Buig an etfective education resedrch and development sysiem
Many education research sources especially private sources. do not
often detine goals bevond the abstract level ol a mandate The Institute has
recogmized this problem Theretore. ane of the imiial mayor actions of the
National Counct on Education Research (NIE s policy-making body! was
10 increase the speciticity ot NIE s mandate by identitying priority areas
The priorities tacus the work of the institute n tive areas
e Essental Skills  nvestigating ways to a:d all chitdren in obtaining
skills essential to tunction in society Inmitial emphasis wili be placed
onreading 131, mihon

e  Productivity ensur.ng the Natons continued abiily 1o meet its
commiment to Quably educat:on at a price 1 can allord. through
improvements n the proguctnatly and ethic.ency of the education
system ($16 5 mill.an)

e Education ard Work improving out understanding ot the relationship
between education and work. ang :mproving career access anad pro-
gress:on ($21 3 mithon)

* Probiem Solving. accumulating the knowledge and experience
necessary 10 assist state education agencies. communiies, and
therr ‘ocal schools to build the capacity 1o address local problems
anag adap! solutions suited to local needs ($8 6 mithon)

¢ Dwersity 1mproving ou! understanding ot individuai and group
a'tterences in learning styles, needs. and preterences and developing
programs that take those difterences nto account ($20 3 muliion)
Whiie these priori@s retlect progress toward speciticily. the statements
descr:be only the general cliaracter ot NIE s concerns. they do not articulate
the essentiat character ot the problems beng attacked by the tunding
source

Developing 5 ategies

Funding agencies setdom articulate strateqies tor achieving thes objec-
tives or provide a rationale tor the strateqgy adopted It s exceplional 1o
ting o strategy clearly art:culated in advance ot making tunding decrsions
This point can be iliustrated in some of the major curniculum development
eltorts These ettorts have led to the guestion ot what to do next There s
some skeptic:sm abou!l the extent to which the nationat curriculum eftorts
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such as new math provided children with new mathematic ungerstanding
and skilis

Assuming that the skepticism 1s reasonable. researchers have three
general strategies regarding what to do next One strategy 1s lo do nothing
it the outcomes are uncertain let ys no longer support large curnculum
eftorts. let us tocus our eflorts, for example. on heiping teachers 1o develop
therr own curniculum A second general strategy 1s based on the argument
that such projects may not have really been well )/mplemented n class-
roems Teacher tra:ning may have been nadequate. or materials may not
have been sutticiently prepared The issue becomes the process of imple-
mentation A third strategy s based on the arguments that we really do not
have measurement devices which are sensitive to such a sophishcated
curniculum variation This probiem 1s essentially one of measurement This
third strategy argues that measurement 1ssues mus! be given high priority

While this 15 not an elegant illustration, it indicates how a public aining
of one or more strategies would be helpful in getting the tield of researchers
to debale a common sssue And when a strategy s selected. knowledge of
that strategy wouid mprove the etticiency of the relationship between
rgsearchers and the tunging source

Evaluating and Interrelating Research Proposals

The third activily that should occur n deveioping plans 18 the develop-
ment of strategies tor evaluating research prcjects and proposals as to
thesr (a) mnternal qually or logic. and (bl the extent 1o which one project
relates truttully 1o other projects

The first crilerion has had prmacy The qually o! the nternal logiC,
design. analytic stralegy. etc provides the essental basics tor project
evaluation But there should be a second Criterion

The second criterion receives nohce but rarely any systematic analysis
Any evaluation of the degree 1o which projects are cumulative 1s usually
left 1o those who review the Iterature. and such reviews are properly
suspect 11:1s even aitficult to organize sympos:a that put together projects
that are additive or that produce a substantial mass of information related
to a lopic. Without a cross-project analysis, prior 1o tunding. a cumuylative
impact is left 10 chance There is the continuing assumption that it a project
is intelhgently designed and 18 tunded. that project will somehow comple-
ment the next project tunded Even more optimistically. it 1s often assumed
that, when ali the projects are completed. the magnitude ot some major
problem will be reduced

Communicating Projects, Strategies. and Objectives

The fourth and las! activity needed 1§ communication 10 make certan
that a research plan exists which can detine the relationship between tund-
ing agencies and ther research communities. Sutficient and imely informa-
tion regarding the objectives. strategies. and evaluation procedures ol a
research agenda 1s seldom available There have been few. it any. instances
in social science research where a pubhic debate about the essential
glements of a research agenda has occutred prior 1o funding. Although a

L 25

RIC

Aruitoxt provided by Eic:



BEST COPY AVAILABLE

catalog of funded projects s usually available. it 1s rarely possible to obtain
a catalog ol proposed projects

Establishment of an Aiternative Relationship

It1s possihie 10 create a relationship between tunding agencies and their
related research communities based on the foregoing four kinds of initia-
tives. An approach 1s being tested in the Program on Teaching and Curricu-
lum (directed by Garry L. McDaniels) and in the Essential Skills Program
{directed by Marshall Smith) at the National institule ot Education. After
the general approach 1s described. the specific initiatives being taken will
be presented. The ganeral approach has four elements: (a) specitying
major problems, (b) obtaining simultaneous input from tield researchers
regaraing possible projects. (C) establishing alternative strategies tor
attaining goals. and (d) communicating alternative strategies with project
recommendations.

Soecitying Major Problems

instead of having the tunding agency 'dentity major problems at a broad
or abstract level, the agency must force concrete definition of problems. A
Federal funding agency cannot remain at the general level of the goals ot
the authorizing legisiation, just as the private ‘oundation cannot eftectively
use the broad goals identfied in its request 1o the Internal Revenue Service
fur tax-exempt status. Also, ! the character of the problems are not tully
described. 1t 18 also rather difficult 1o assess the accomplishments of the
eftort.

Obtaining Simuitaneous Input trom Figld Researchers
Investigators are storehouses of projec! ideas. As time and conditions
allow. an idea s selected. relined. and sent 1o a funding source by an
investigator Three problems result:
* The ideas are sent from different people at dilterent times
¢ Itis ditticult to relate projects across agencies and foundations
e Each person’'s proposal is developed in a time lag from the recent
work of other investigators; theretore, he may piow the same ground.
It cross-project analysis is 10 be possible, it is essential that simul-
taneous input from field researchers be achieved.

Establishing Alternative Strategies

Not only must the input lrom tield researchers be obtained simultaneously,
it must also be obtained in a manner which identities the intellectual and
administrative relationships among projects. The development of a plan
requires that the potential researcn ideas be organized into a logical agenda.
Further, the organization should demonsirate how the projects relate 1o
the achievement ot an objective worthy of public or other support.

Communicating with the Research and Development Public
Finally, the steps described above provide intormalion to be communi-
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cated 10 the research and development public. Much ot that public will be
informed as a result of having been a part of the process. The remainder wiil
have the time required for receiving and analyzing the pertinent documents.

The National Conference on Studies in Teaching

To further clarfty the implications of these eiements. the sSteps being
taken n the Program on Teaching and Curriculum will be described. In
regard to specitication of major problems. the staft is meeting with Stu-
dents. teachers. administrators, teachers n colleges ot education, etc.
to get @ summary of problem statements. These problem statements will
serve as a charge 10 the researchers who will make project recommenda-
tions during the planning conterence. Perhaps it would be ideal to have
everyone meet simultaneously. Such a meeting would. however, require a
gquota system tor representation of the relevant groups—which would
result in huge working sessions that would be impossible to manage.

To obtain simuiltaneous input trom tield researchers, the present con-
terence has been planned. To establish the organizational tramework for
the development ot the plan, the panel charmen will spend several weeks
in making a separate analysis of subject area objertives. in cooperation
with the conterence participants. During the conference. the participants
will retine those approaches. identity possible areas of research to imple-
ment the appreaches. and specify the research projects which should be
considered by the Agency.

Finally. 1o Communicate thesa proceedings, several steps will be taken.
First. all participants wiil leave the conterence with complete volumes of
panel suggestions. These will be edited for minor errors and sent to the
Government Printing Office fur printing and distribution. The analyses by the
NIE which result in strategy recommendations will be available for general
distribution at the end of Auqust 1974. The logistics of printing and dis-
tribution have been established.

Substantive Form of the Panels

Preiminary discussion by NIE statt and consultants since August 1973
has fielded a formulation of the substantive structure of the ccenterence—
and the consequent toc: of its 10 panels. In part, this structure is based on
a categorization of major concerns in the career of the teacher: {a) recruit-
ment. selection. and retention: (b) training. performance. and etfectiveness:
and (c) utization In addition. three foremost concerns of all Research and
Deveiopment in teaching will be taken into account by panels on Personnel
Roles 1n New Instructional Systems. Research Methodology. and Theory
Development Thus. the Conference will consist of the following panels:

1. Panel on Teacher Recruitment. Selection. and Retention

2.6. Panels on Teacher Training. Performance. and Eftectiveness

2 Panel on Teaching as Human interaction
3. DPanel on Behavior Analysis in Education

4. Panel on Teaching as Skill Pertormance
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5  Paneiun Teaching as a Logical and L inguistic Process
6 Panel on Teaching as Chinical Information Processing
Panet on Teacher Utihzation

8 Panel on Personnel Roles in New Educational Systems

9 Panel on Research Methodology

-
!

In the tollowing paragraphs, each ot these paneis is br wiefly character.zed.

Panel 1 Teacher Recruitment, Selection and Retention

The panel on Teacher Recruttment. Selection and Retention wili be con-
cerned with planning Research and Development on dewvising, valdating,
and installing methods for improving formal and intormal decisions at
various points in a teacher’s career.

ta) admission 1o a teacher education program

(b) retentionin the program

(cy admission to student teaching or internship

{d) gradualion tfrom the program

(e) certihication or licensure

(h  employment by a school system

(g) granting tenure
{th) promotion in rank and pay

The classical paradigm in Research and Development on recruitment,
selection, and retention consists of identiiying criteria, selecting potential
predictors ot those criteria, and determining empurically ther predictive
validity. The panel will accordingly pay much attention to the matters of
cnteria. predictors, and ways of basing decisions on their relationships.
The critenon problem will entall consideration of competency assessment
and teacher evaluation prccedures.

The panel will also deal with selt-selection—ways in which persons are
attracted toward or turned away tfrom teaching, 1.e.. the occupational choice
and attriion processes. |1 will examine the social class. ethnic. and other
ongins of teachers and the differences these make. It will also deal with
the possibiity that success in a training program 1s mor@ a tunction of the
program than of the candidate and his charactenistics.

Panel 2: Teaching as Hurnan Interaction

Many studies have cealt with observed human interaction (either live or
recorded) as independent and dependent variables. In some cases. obser-
vations of human interaction have been made merely to describe ditferences
between kinds of teachers in various settings and contexts. Tiuse studies
have been reviewed in several monographs. This approach has been the
most frequently used in research on teaching during the past two decades.

To review the current state of this approach, to lay out the most promising
next steps (suCh as projects on taxonomies of teacher behavior, chains and
patterns of teacher and student moves. computerized storage and analysis,
and archival banks of videotaped interaction records). and to formuiate
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those projects 1n optimally detinte terms —these illustrate the tasks that
can be undertaken by a panel in this highly gultivated, but tar from ex-
hausted. tield.

* Research ang deveiopment on teacher traming. performance. ang effectiveness deais
with teacher variables (teacher characteristics ang bahaviors) in @ither or both of two ways.
(8) as depeandent vaniables (with teacher training methods setving as ndependent variables).
ang
(D) as independent variablas (with attects on students s8rving as dependent variables)

Work in this are@a has been based on a number of paradigms,. each relatvely indgependent.
Hence. several corresponding paneis (2-6) will work here

Training 18 consiru@d to ambrace $0C:alizat9n Procassas that iMbue the irainee with the
values ang norms of the profession It inCludes both preservice and inserv:ice traimng These
panels will Smphasize aspects of training that requiré prachce. i.8 . training intended to
provide “knowladge how.” not merely “knowledge that = The paneils will be encouraged to
develop new paragigms. cutting across or departing radically from present ones

Panel 3: Behavior Analysis in Education

Somewhat more recently, but with equal vigor and productivity, the
behavior analysis in education approach has been applied to the improve-
ment of teacher training. performance, and eftectiveness.

The success of teacher training and especially ot classroom management
by these methods has been trequently reported. Thus, this thriving line of
attack on several important problems in teaching and teacher training
merits the attention ot a parel. This panel might seek to increase the atten-
tion already being given to private events and cognitive processes. It could
advance the etfort to apply behavior analysis in education to the achieve-
ment of humanistic educational objectives. It could consider studying the
effect of students on teachers through the cues provided by studernts,
perceived by teachers. and responded to by teachers, and thus the ways in
which students may reinfo: ce teachers’ responses.

GQuestions have been raised about the morality of “controiling™ behavior
through behavior modification methods. Hence, this panel may undertake to
address such ethical issues.

Panel 4. Teaching as Skill Pertformance

During the past decade. an analytlic approach to the training and evalua-
tion of teachers has frequently been adopted. In such an approach, teaching
is broken down into component skills, such as questioning, explaining.
listening. and reinforcing. Little concensus has been reached on what skills
should be identified. But the approach itself has flourished, lying at the basis
of such innovations as microteaching and minicourses, in which teachers
are trained in only one or a few skills at a time.

The analytic approach has also led to the movement to develop teacher-
training products. Such products call upon the trainee to practice a given
skill, in addition to reading. listening, or watching material about the skill.
Hundreds of such pro.tucts have been developed and cataloged, in part as
a response o the nationwide atteinpt to make teacher training and evalua-
tion “performance based.” Their promise will be realized, however, only to
the degree that they benetit from turther rasearch and development. The
analyses should become more valid, logically and psychologically.
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Panel 5: Teaching as a Logical and Linguistic Process

Studies of linguistic and logical aspects of classroom interaction here
and in England have varied widely in the particular aspects of language
studied, the kinds of classrooms seiected for research, and the methods
used for data collection and analysis.

Aspecis of language studied have included the logical operations
engaged in by teachers and pupils: the types of pedagogical "moves” in
the class.oom interaction ‘'game” and their distribution among teachers
and pupils; formal speech regis’ers used in the school, as contrasted with
the home, and their various spuecial characteristics in vaiious school sub-
jects; and the sociolinguistic rules operating in the classroom seen as a
special setting tor face-to-face interaction.

Most research has been conducted in teacher-structured recitations,
less in small-group and pupil-led discussions and group projects. Many
researchers have assumed a set of norms governing ¢lassroom interaction
that is shared by all participants; others have deliberately worked in multi-
ethnic settings and considered variations in these norms as a special
problem for analysis.

On the basis of this previous research aclivity, this panel will undertake
to formulate the direction in which research should move to provide im-
proved undersianding of logical and linguistic phenomena in classroom
settings and the ways in which that understanding might be used to improve
the teacher’s work.

Panel 6: Teaching as Clinical Intormation Processing

This panel should be concerned with the thought processes that precede
the teacher’'s choices of action. How teachers think, make judgments, size
up situations, plan angd react 10 unanticipated contingencies—all these
should be of concern here. Thus, this panel would be concerned with the
study of teaching as thinking, problem solving, judgment, and decision
making. It might also consider the value of a clinical (possibly anthropologi-
cal) approach to research on teaching. Studies of the teacher as clinician
would be concerned with the way in which theory, although it does not pre-
scribe for practice, nonetheless informs practice.

The diagnostic approach to teaching and teacher preparation would also
be concerned with the teacher's expectations. Such expectations have
been found to influence not the student's intelligence, as was once claimed,
but teacher behavior, teacher-student interaction, student motivation, and
student achievement of the objectives at which instruction is aimed. This
panel should, therefore, give attention 10 the determiners and effects of
teachers’ axpectations concerning students in various categories (sexes,
races. /thnic groups. age levels, tc.).

Panel 7: Teacher Utilization

After teachers have been selected and trained, they go to work in a school
which is part of a school system. What happens to them ir; the months and
years of their work in the school obviously influences greatly the ways i
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whiCh they teach, teel and, what 15 mast important, influence thewr students.

The term utrlization refers to the ways in wh:Ch teachers are required or
permitted to work by the administrative, organizational, and physical en-
vironment that their school and school system provide. The many new ways
ot ‘utihz:ng” teachers in this sense include team-teaching, teacher aids.
nongraded ciassrooms. schoois without walls between classes, accounta-
bility iaws. mandated teacher evaluation systems. voucher plans. teacher
centers, tlexible scheduting. and difterentiated statfing. How 1s academic
labor divided? What are the causes and effects of what 1s often considered
to be a low 1evel of collegiality in elementary and secondary schools? Should
utihzation vaniables be used in studies of scChool outcomes so that their valua
can be assessed? Can relationships between schools be arranged so as to
improve teaching and inservice teacher education?

Sociologists. school administrators and teachers’ organizations have been
especially active in developing and analy2ing innovations in teacher utiliza-
tion. The panel here should contain representatives of these groups.

Panel 8. Farsonnel Roles in New Instructional Systems

Some writers regard the traditional classroom organi2ation of the school
and the teacher’s role in that classroom as moribund. During the next two or
three decades. the presently prevalent arrangements will be supplanted by
what are now regarded as revolutionary new arrangements. The new schools
will incorporate instructional systems that fully exploit the potentialities of
computers. television. and various other products of recent technology.

The role of the teacher will change in correspondingly radical ways. In
some views, the teacher will have much less to do with the intricacies of
facilitating achievement ot cognitive objectives. because computer-assisted
instruction will carry much more of that burden. Instruction will be more
effectively adapted to the needs and capabilities of each individual student.

Such indwidualization will adjust the pace, the occasions, the initial
phases, the remedial efforts. and the media or methods of instruction so as
to optimize learning of Ihe individual student. Beyond these kinds of adjust-
ment, the new systems will adapt the subject-matter presentations to the
individual's aptitudes, learning styles. attitudes. preterred types of rein-
forcement. and immediate past history ot responses. They will also use new
approachas to the evaluation and grading of student achievement, turning
more to “'criterion-referenced’’ approaches. In turn, these approaches will
lead to the objective of greatly increasing, indeed maximizing, the per-
centage of students that master all aspects of all their courses. Such
“mastery’ 1deals will be achieved much more abundantly in the new instruc-
tional systems.

What will be the teacher's role in the new systems of instruction? Will
the teacher become less the curriculum planner, the diagnostician and
arescriber. the evaluator? Will the teacher become more group process
taciitator, the mediator of emotional responses. the model for moral and
esthetic development?

Trus panel wiil develop approaches 1o the research and development that
will provide bases for predicting and optimi2ing the roles of various kinds of
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persons in the new mshuchional systems Basing its work on a variety of
conceptions of the new systems, the panel will explore and tormulate pro-
posals for ways of making the emergence of the roles as efticient and
rational as possibie

Panel 9. Research Methodology

As 1n most tields of the behavioral sciences. methodology n Research
and Development on teaching, of the kinds with which panels 1-8 are con-
cerned, has sutfered from inadequate standards of validity.

The primary purpose of the panel on methodology is to identity methnd-
ological problems that appear crucial to the successtul compietion of
research on teaching. The panel should produce a serias ot briet descrip-
tions of problems that can be integrated into one component of a directed
research program. The results of the directed r@search program component
are to be methodologica! developments that are applied in the sense that
they are of clear utiity tfor research on teaching. It is also hoped that the
directed research eftorts will contribute to the more general tield of psycho-
metrics

There are a number ol methodological problems which need further
attention and that relate directly to the value of research on teaching. In
the area ot measurement. there is a need for better understanding ot the
properties of existing measures of independent and dependent variables
commonly used in past research. Such difficult problems as measuring the
qQualty of a teacher (in several respects and across several situations)
require new instrument construction. There is also a need tor improved
understanding ot existing design and analysis strategies that would increase
the utihty of future research.

The Panel on Methodology will concern itselt with both types of problems,
with emphasis on the latter. In addition, it may call tor a sampling survey of
the methodological problems and errors in the recent literature on Research
and Development on teaching. The tinding of the survey might lead the way
to preparing a set ot methodological standards and guidelines for research
and development in teaching. If they proved etfective, such standards and
guidelines would raise substantially the validity of the work of the next
decade. They would also enhance materially the degree to which research
tindings would become comparable across studies. so that future reviews
of the literature would be able to accumulate results in valid ways. Of
course. at the same time it is necessary to remain sensitive 1¢ tha .deal that
methodology should be espec:ally well suited to the particular investigation.
Theretore. it would also be usetul to develop methods tor synthesizing
results from studies having difterent methodologies.

Summary

This, then. is the strategy being tested by the NIE to increase the impact
ot the research on teaching. It the strategy is only marginally successtul,
we should move a long way toward providing the data needed 1o answer
the question: "What are the things that teachers dn which make a difference
tor children?”
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Closing the
Knowledge Gap’

H. Del Schalock

The position paper prepared by the Consortium of CBE Centers has three
purposes The tirstis to suggest the kinds of research needed tu <inse the
knowledge gap that now exists with respect 10 competency based teacher
education The second s to build a case for CBTE programs as unusually
rnich contexts tor basic research in education. The third is to outhine a ‘rame-
work tor proceeding with basic research that will yield informa*ion of greater
use 1o practitioners than have most basic research ettorts m education in
the past

Background

ihe paper stems from the experience of the elementary model directors
i attempting to design and mplement CBTE programs in their own inst.-
tutiuns, or in attempting o heip others do so in the course of these eftorts,
ail have cxperienced the frustration of not having sutficient information on
which 10 base program design decisions. all have recognized that there 1s
little hope ot mproving the guality ot what 1s being done until there 15 In-
creased knowledge of what works and what does not work: and all have telt
concern about the rapid move to adopt CBTE programs without clear evi-
dence that what 1$ being adopted i1s any better than what has been n opera-

* This 1s a summary of a posion paper prepared by the research committee of the Con.
sortum of CBE Centers on CBYE programs as a tocus ol and context for research in education
Mempers of the tesearch committee are Dr vere Devault. Unwersity of Wisconsin, Dr
Norman Dod! Florda State U~wversity Dr Bruce Joyce. Columbia University. and the author
The paper '« being pubhshed n full by the Muit:-State Consortium on Performance Based
Teacher Education A comptehensive bibhogt aphy 1s included in that monograph
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tion in the past The program of research that has been proposed by the
Consortium of CBE Centers is designed 1o overcome these shoricomings,
and in the course of so doing to move hoth education and teacher educalion
closer 1o a mode of operation that 1s empirically based. _

'n addition to the pressing need to know. three other conditions have
contnbuted to the decision 10 prepare a position paper on research in CBTE
at this pomnt in tme. The tirst is that CBTE programs are reaching a level of
maturity that parmits the research called for 1o be carrnied out. Research on
competency based teacher education, for example, or research that com-
pares CBTE to non-CBTE programs. reauires operational CBTE programs.
Now that such programs exist, the essential condition for such research has
been met

The second condition that triggered the preparation of the position paper
by the Consortium 1s the increasing demand for evidence as to cost and
benefits associated with CBTE. Persons who control fungs in support of
teacher education programs and persons who have been led 10 expect
sigmficant changes in the educational system as a function ot CBTE pro-
grams. are demanding 1o see data in this regard. Providing such data 18
seen as 4 fundamental obligation of the Consortium. as well as a necessary
condiion for the survival of the CBTE movement generally.

A third tactor that has contributed to the preparation of the paper 1s the
inconsistency that presently exists between CBTE model expectations and
CBTE program :mpiementation so far as a data based mode of operation is
concerned All of the eiementary models called for continuous program
adaptation and for this adaptation to be based upon empirically derived cost
and effactiveness data With tew exceptions this basic tene! of the models
has no! been realized, and 1o maintain any degree of cred:ibility —as well as
to optimize the power of model based proagrams — it must

Overview

The paper outhines four diffrent kinds of studies that need to be under-
taken if the knowledge gap with respect to CBTE 15 to be closed for all
concerned. These have been labeled "Policy Oriented Studies.” “Practice
Oriented Studies.” “Basic Research Studies.” and “"Documentation Stu-
dies.”’

As used in the paper. ‘Policy Oriented Studies” are essentally cost-
benefit studies of CBTE versus non-CBTE programs. or of CBTE programs
that differ 1n major respects. whereas "Practice Onented Studies™ are
essentially cost-effectiveness studies of alternative approaches to the
maslery of teaching competencies within the context of CBTE programs.
The knowledge coming from practice oniented studies. of course, 15 as
applicable to non.CBTE programs as 1t 1s to programs that reflect CBTE
characteristics

By contrast. "Basic Research Studies” are concewed as dealing funda-
mentaily with two matters. The first is the search for new or more powertul
constructs that can be applhied 1o the field of education or teacher education.
The second 1s the application of these constructs in the search for principles
of instructiorn As in the case of practice oriented studies, knowledge coming
from basic research studies 1s equally apphcabte 10 CBTE and non-CBTE

Q

RIC 35

Aruitoxt provided by Eic:



Q

ERIC

Aruitoxt provided by Eic:

BEST COpry AVAILABLE

programs

The proposatl to carry vut  Documentation Studies 15 in response to the
need for usable case histories on the development and mpliementation of
CBTE programs Because of the retative complexity of CBTE programs and
because of the general lack of famihiarity with many aspects of their opera.
tion help needs 1o be given 1o program desgners and developers 4t a nuts
and bolts  levet Documentary studies are seen as providing this kind of
heip Three kinds of documentary studies are called tor in the paper one
that describes the development of programs one that describes the struc-
ture and operation of programs, and one that describes the diftusion of
programs

Because of space limitations. the research program taing called for by
the Consortium of CBE Centers s treated in the present paper essentially in
outline torm  This will be bothersome 1o some. for the level of detail needed
to see what the research might lcok ke when carried out 1S missing. To
others. however, this lack of detail may make it easier to place in perspec-
tive the over all program of research that 15 being proposed The reader who
wishes greater detail than 1s offered n the present paper i1s reterred to the
Muiti-State Consortium publication of the position paper in tull (Schalack.
1975

Parti: Policy Oriented Studies

Persons responsible for the allocation of resources in suppor! of teacher
education need 1o know whether the educational returns from CBTE pro-
grams are greater than those trom traditional programs. whether the costs
associated with CBTE programs are greater than those associated with
tramtional programs, and the relation of costs to benefiis. in both cases.
Intormation of this kind 1s negded by persons responsible for estabhishing
state and national standards for teacher preparation programs, by inst-
tutional executives who must allocate resources in suppert of programs,
and by employees of the Federal government who must recommend or
make policies relative 10 the funding of Federaily sponsored activities that
relate to such programs Without such information. policy decisions must of
necessity be made on some basis other than fact

Two lines of research need 1o be undertaken in order to obtain information
that facitates policy decisions The first involves the comparison of CBTE
and non-CBYE programs as to costs and benefits The second involves the
same kind of comparnisons, hut of CBTE programs that define teaching
competencies at different levels ot generaihly, or at the same level of
generalty. but in markedly different ways For ease of reference these two
designs are reterred to as

* aCBTE/non-CBTE design. and
¢ aCBTE Program Variations design.

Three conditions are essential to the implementation of either design.
First. the criteria that detine and ditferentiate desired program vanations
must be clearly specified Second. ongoing teacher education programs
must exist that meet these specitications. Third. persons responsible tor
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such programs must be wiling to take part in a comparative research study
Put o other terms, the CB1E/non-CBTE research design calis tor clarity
as 1o what constitutes significant program adterences, essentially ‘pute
cases’ of mature, lully functional programs that reflect these differences.
and teacher educators willing 10 engage n a comparative research eftort.

Given these condittons. policy oriented studies 1n the arena of CBTE will
probaply take the form of “natural” field experiments— that i1s, systematic
compatrisons of planned vatiations in aiready estabhished programs.

CBTE/Non-CBTE Studies

The most critically needed policy oriented studies involve the compariscn
of CBTE and non.CBTE programs Because there are major differences
. within CBTE and non-CBTE programs. however. and because these differ-
ences may be as signficant in terms of cost/benefit relationships as the
ditterences between CBTE and non-CBTE programs, an elfort should be
made 1o include within such studies a samphing of the major vaniations
that appear within both CBTE and non-CBTE programs. On the CBTE side
this should involve programs that dehne competencies primarnly in terms
ol knowledge, skill, and the ability to pertorm the jon ot a teaciwn n a
school setting.* On the non-CBTE side. programs should be selected that
reflect the classic. discipline centerad. four year undergraduate approach
fo teacher educanun, the ‘phenomenotogical”” approach to teacher educa-
tion. and perhaps the Master ot Arts in Teaching (MAT), or the Teacher
Corps approach 1o teacher education These possible variations in program
design are shown schematically in Figure 3 1

Figure 3.1

PROGRAM VARIATIONS THAT NEED TO BE TAKEN
INTO ACCOUNT WHEN COMPARING CBTE
AND NON-CBTE PROGRAMS

Dominant Vanations in Dominant Variations m
CBTE Programs ~  ~ __ _Non-CBTE Programs
1 Knowledge Centered Detiration 1. Classic Four-Year Under-
ot Competency graduate Approach
2. Skii Centered Definition 2 Phenomenological Four-Yeat
ot Competency Undergraduate Approach
3. Job Performance Centered 3. MAT or Teacher Corps Approach

Detinition ot Competency

In carrying out studies of this nature, 1t would seem that u! least three
programs would have 1o be tound that meet the requirements of a particular
program vanaten in order lor that variation to be included in & stugy Oper-
atonally, this probably means that the programs studied would center at

* According to Turner s Critend for classitying 1he tocus ol CBTE programs (Turner 1372,
knowladge-cenlered programs toCus at 1evel six. skil.cantered programs locus at ‘e-et; f.ye.
toat ot thige. and job pertormance ¢ enlared programs focus al tevels two or one
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the elementary tevet, tor it s doubtful that a sufticsent number of fuily de-
veloped CBTE programs exist at the secondary level 10 permit the design
requirements of three programs par cell to be met

in addition to controlling as carefully as possibie for program differences
at the treatment level. the CBTE/non-CETE research desigh requires that
caretul attention be given 1o the output or dependent variables to be con-
sidered, the unw.anted sources of vanation to be controlled. and descriptors
of program cos! fable 3 1 contains a summary of preliminary thinking about
such matters

Program Variution Studies

This design 1s simply an elaboranan of the CBTE portion of the design
described previously in the CBTE/non-CBTE design, # was proposed that
CBTYE programs included in a study vary by level ol competency defimtion.
In the present design 1t 1s proposed that within lavel differences be explored
as well.

Operationally. the CBTE Program Variations design calls for the identifi-
caton of programs that define competency primarily in terms of knowledge.
skilt or job perlormance. and tor the comparison of major program varia-
tions within each of thase three levels of competency definitton as 10 the
affactivenass of their graduates on the same criterion measur@s as em-
ployed in CBTE/non-CBTE stuches All of the conditions that need to be met
n orgder t¢c carry out CBTE/non-CBTE studies must be met in carrying out
CBTE Program Vanations studies, for example. mature CBTE programs of
varying foct and emphases must be avaiable. people in those programs
must be wiliing 1o engage n a comparative study. and the same unwanted
sources of variation must be controlled The same dmensions of program
cos! mus! also be attended to

Unfortunately. given the reiatively imnted devatopment of CBTE programs
nationally. 11 15 hikely that this design wil! be applicable in the near future
only 10 programs focusing at the knowledge and skill levels. There simply
are not enough CBTE programs in operalion at the present time that detine
competencies at the job performance level 1o permit the comparison of the
eftects ot alternative program emphases 10 be meaningfu!

Part 1I: Practice Oriented Studies

While policy makers need the king of information alludaed 10 above, per-
sons responsible for the development and mplementation of CBTE pro-
grams need a different kind of information. Obviousiy. they must also be
concerned with cost and benefit questions, but the central focus of proegram
developers and managers 15 the effectiveness of alternative program struc-
tures and procedures n bringing about a specified set of teaching compe-
tencies. Examples of the kinds of information needed at this level of decision
making include the costs and benefits of a field based. as opposed to a
non-field based. mode of operation; the costs and benefits of “"simulated”
field condtions as opposed !o “‘real-life”” field conditions; the costs and
benefits 0! implementing an instructional program in “module” form as
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opposed to a form that relies upon syllab, readings. discussions. and the
ke, and the costs and benefits of inCluding 1n a program elements that deal
wiln understanding selt as teacher, interpersonal awareness and sensitivity,
and skills 1n group probiem solving Without such information, decisions as
to program design and operation must also be based on something other
than firm knowiedge

As in the case of policy oriented research. two conditions must exist
before practice oriented research can be carried out. First, programs must
be in operation that reflect the practice of concern. Second. e@ither programs
must be found that are comparabie in structure. organization. and student
body and are willing to compare alternative practices, or a program must be
found that 1s wilhng 1o design and carry ou! aiternative practices under
experimental conditions while continuing 10 carry outl program operations.

In some respects. these conditions resembie those needed to carry out
policy oriented studies. The existence of fully operational programs is a case
n point. in other resnects. however. practice oriented studies go beyond
poucy oriented studies in their demand upon control over unwanted sources
of vanation in this respect they become more dittiCult 1o carry out. tor
they impose considerably greater constraints upon programs that are taking
part in the research

Given these conditions. practice oriented studies in the arena ot CBTE
will probably take the form of “systematically manipulaied” tield exper:-
ments. in contrast 1o the 'natural’ field experiments that characterize policy
oriented studies

By viewing the requirements fo- practice oriented studies in this hght,
both policy makers and practitioners should be able to understand why
research of this kind has not been undertaken thus tar in the history of the
CBTE movement Simply put. 1t :s for the same reason that policy studies
have no! been undertaken  there have not been programs sufficiently well
developed 1o permit such research 1o be carried out Now that CBTE pro-
grams are beginning to reach maturity. research of this kind becomes pos-
sible

Intra-Institutional Studies

Since the eftects of program practices and procedures would be expected
1o interact powerfully with learner charactenstice and the kind of learning
outcomes desired. 11 1S hkely that most practice vriented research will be
carnied out within the context of a particular CBTE program. This will permit
as many sources of unwanted variation in such studies to be controlled as
possible The conditions outiined earlier, however. must be obtained before
a CBTE progrem would qualify as a site tor such research, Paraphrased.
these conditions would include a fully operational CBTE program where
personnel of the program are interested in and able 1o carry out experiments
on the eftects of systematiCaily designed program variations while keeping
constant the learning outcomes desired from the program. In addition, a
participating institut'on must! have a reasonably ia. 5@ number of students
enrolled in its CBTE program; it must be orga~ized a such a way that bona
fide experimental and control groups can be established; it must be
orgar.zed \n such a way tha: true component variations are able to be im.
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plemented. and high qualily measures ot learning outcomes must be obtain-
able The criterion or dependent measures to be used in such 2 design. the
sources of vanation to be controlled: and the dimensions of cost 1o be
attended ‘0 ar® summarized in Table 3 7

A note of caution needs to be introduced at this point. The fact that prac-
tice griented studies require the caretul control ot unwanted sources of
variation in both treatment conditions and outcome measures has led edu-
cational 1esearchers historically 10 undertake practice oriented research
in a particular way. First. i1 has tended to be carried out within contexts
that would “tolerate” such manipulation—tor example. an instructor’'s own
class or some mited segment ot a student population. Second. it has tended
to involve detinitions ot educational practices that were relatively narrow or
limited in scope. for example. a one day or one week program ot instruction.
a particular grading practiCe. or a particular set of role relationships between
mnstructor and student that are 1o be tried tor a term. Both strategies have
given rise to the problem of the results ot such studies having limited
uti'ty—even within the context where they were done—and limited gen-
eralizability

These are the problems that have plagued educational researchers for
decades. Only now are we coming 1o understand what must be done 1o over-
come them. Basically they are problems that have to do with the external
validity ot education experiments. Shulman speaks to such problems point-
edly when he says-

Researchers are caught in a bind. To maximize the internas
validity ol experiments. they develop carefully monitored
seltings within which they can govern their research. This has
long been recognized as a necessity, but it is likely that the
experimental tradition in American education over-empha-
sized the /mportance of reliability and precision at the ex-
pense of the characteristics affecting that other tactor of
equal importance (external validity) . . . It is not sutticient
that the individuals studied as a sampie are truly representa-
tive ot that human population to which the results of a par-
ticular experiment will be inferred. Researchers must also
ascertain that the experimental conditions can serve as a
sample from which to make inferences to a population of
external conditions ot interest. That is, researchers must
also attempt to maximize the similarity between the condi-
tions in which they study behavior and those other conditions.
whalever tney may be. to which researchers may ultimately
wish {0 make inferences. The similarity should hoid between
psychologically meaningful fea‘ures of the settings. not
merely between the manitest “spects of the two situations.
(1870, p. 377)

It Shulman’s analysis is correct, three tundamental shifts in the nature
and focus of educational research must take place it it is 10 be responsive
to the criteria of external validity: 1) a shift in emphasis trom the sampling
of people to the sampling of educational environments; 2) a shift from the
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study of single, isolated variables to the study of the complex of variables
that make up ongoing educational environments: and 3) a shift from piece-
meal, unreiated. “one-shot” research efforts to studies that are articulated
through time, theory, and problem tocus. It is the contention of the research
committee of the Consortium of CBE Centers that CBTE programs provide
the kind of contexts where such shifts, tor the tirst time, have some hope ot
coming about.

Having said this. it 1s important to point out that the conduct of long-term,
multi-faceted, conte:tually valid experimental research lays heavy demands
on an ongoing educational context, and uniess the context is special in many
ways, such demands wiil not be met. In the judgment of the committee, at
least tive conditions must prevail:

s Parsons responsible for the management and operation of the pro-
gram must be inclined toward experimentation. Commitment to em-
piricism and the desire to know must be dominant features of the
context. Research must be viewed as an integral part of pragram
operation, and as such viewed as a continuous, hecessary, and de-
sirable part of the program.

o Parsons responsible for the management and operation of the edu-
cation program must view the program as subject to continuous
change. and view as a major data source for its change a systemat-
ically designed program of research on its effectiveness. When
viewed in this way, research can have both the immediate and ap-
plied value that is needed tor it to be supported by those responsible.

e Data of a quality that will support trustworthy research must be
collected as a normal part of program operation, Accurate, reliable
descriptions of program operations must be provided and accurate,
reliable measures ot learning outcomes must be recorded as a matter
of course.

» Sophisticated data management, storage. retrieval, and display capa-
bilities must be available. Data to be used for research, program
operation. and program adaptation purposes must be routinely stored
on computers and routinely retrieved in formats that support program
related decision making and research.

e There must be an advisory structure that ensures that the research
that is pursued has value to persons in the program as well as to the
profession at large.

It is recognized that these five conditions represent an unusual array
of features to find In any ongoing educational context today. It is also recog-
nized that they are difficult conditions to bring about if they are not already
in existence. It is the judgment of the committee, however, that CBTE pro-
grams represent the most hopeful development in the history of education
for such conditions to be met.

Interinstitutional Studies
While most practice oriented studies will be carried out within a particular
ingtitution, at least initially, the continuing concern for the utility and gen-
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erahzability of the results of such studies requires that they be replicated
ultimately in a variety of educational contexts. Yo some extent. this require-
ment can be met by testing a particular practice in ditferent programs. or
with ditferent poputations of students within a single nrogram. In the long
run, however, this 1s not sufficient. for until 1 can be shown that a particular
practice 1s successful in a number of institutions. 11 1s not hkely that @ w
have a great deal of acceptance in or utilty to teacher education at iarge.

In carrying out interinsttutional studies on alternative practices, it will
be necessary of course to control for the same sources of variation and 1o
take the same measures of cost that are outlined in Table 3 2

Part I1): Basic Studies

Historically. research in education and teacher education has been dis-
appointing (Gage. 1963. Smiuth. 1972: Travers. 1973). A host of explana-
tions have been offered for this fact, including the argument that the world
of education 1s simply too complex o yeid to the strategies of science. but
two explanations seem to have most authority. The tirst 1s the failure of
education research to meet the requirements of external valhidity.
The second 1s its lack of adequate dependent or outcome measures.
No matter how powerful a research design. or how powerful a treatment
condition, research results of significance will not be forthcoming unless
the measure of effect 1s strong.

One of the most hopetul features of the competency based education and
teacher education movements 1s that they are desigred specifically to over-
come the perennial problem of outcome measurement. !f carried to suc-
cesstul completion, competency based education should yield new and
powerful measures of learning outcomes In pupiis. and competency based
teacher education should yweld new and powerful measures of teacher per-
tormance. if these measures are of the kind and quaity anticipated. and
the research community recognizes them as such and takes advantage of
therr availability, basic research in education and teacher education should
profit immensely.

Two ccndiions must be met. however, if competency based education
and teacher education programs are 10 become contexts for basic research.
First, as imphtied in the above paragraph. the measures employed in the
assessment of teaching competence must be of a quality that permits their
use in research. That 1s, they must be vand. reliable. and sensitive. Second.
experimental designs must be employed in the context of program opera-
tion with sutficient rigor that “causalty” can be attributed to the experi-
mental or treatment variables investigated. Both of these conditions are
above and beyond the requirements of normal program operation, but both
can be achieved if introduced with care and foresight. When both are met.
much 1s to be gained. for basic research can be carried out as an adjunct
to normal program operation at Iittle added cost.

While it 1s possible to combine basic research with program operation
by meeting these two conditions. it needs to be pointed out that considerable
risk 15 involved in attempting such a venture. High qualty measures. for
example. are often difficult and costly to obtain. Also. requiring that pro-
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gram operations meet the constraints of experimental design almost always
creates a cumbersomeness and rigidity that frustrates program managers
and participants. Heretotore ettorts to design data collection systems that
support both program operation and basic research have tended to end in
the design of research programs instead of operational programs that have
good data. When this has occurred. there has been a nearly universal reac-
tion on the part ot program managers and participants throw the research-
ers out! (Parlett and Hamilton, 1972).

it th:s pittall 1s recognized, it 1s still possible that, it done with care. data
generation systems can be designed that will support both program opera-
tion and basiCc research When this 1s the case, the best possible context
tor basic research exists it can be carried out at low cost, and it has a good
chance of meeting the requirements of external validity that are not met in
most educational experiments.

Notes On Terminclogy

While the distinction between basic and applied research has never been
particularly clear (Cohen, 1948; National Science Foundation. 1960:
Brooks. 1967) the distinction has been maintained for purposes of the
present paper Following the proposals of Schalock and Sell (1972). basic
research c.n instruction has as its focus (a) the identitication and delineation
of the constructs central to instruction and (b) the establishment of prin-
ciples of instruction that incorporate these constructs. Applied research, on
the other hand. has as its primary tfocus the testing of instructional practices.
which may or may not retlect the principles ot instruction developed through
basic research. When viewed in this way, both the policy and practice
oriented studies descrnibed in the previous sections of the paper are seen as
classes ot apptied research. They have direct and immediate utility to
practitioners and policy makers. Typically, basic research has little direct
utility to the practitioner. Its primary utility 1s to the applied researcher,
particularly the applied researcher who is concerned with practice oriented
studies.

Another distinction that has never been particularly clear, but one that
i1s central to the present paper. is the distinction between learning and
teaching. As strange as it may seem. it i1s a distinction long ignored by
educational and psychoiagical researchers (Gage. 1963) but one that in
recent years 1s beginning to bear fruit (Nuthall and Snook, 1973: McNeil
and Popham, 1973). As used in the present paper. theories of learning deal
with how an individual takes in, stores, transtorms, and utilizes intormation;
theories of ieaching deal with how an individual influences that process.
In drawing this distinction elsewhere. Schalock has pointed out that

In a sense the distinction is arbitrary, for the end point of
both i» learning. In another sense. however. it 1s not, for the
tocus of one 1s upon the processes of learning and the other
upon the conditions of learning. By forcing the distinction.
and then attending systematically to the conditions of instruc-
tion. issues that tend to be obscured when tocusing upon
learning come into tull view: for example. the dependency
ot instructional decisions upon educational objectives and

s s
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learner charactenstcs In ther putsuit of laws governing
learning, experimentil psychologists have not attended SyS-
tematically 1o either of these classes ot information . . The
assumption underlying the present effort 1s that by highiight-
ing the instructional process. and by attending to it both
conceptually and empirically. it will be possible in time to
devetop a productive science of instruction which. in turn, will
permi an effective and efficient technology of instruction.
(1972.p 39)

A Paradigm For Basic Research On Teaching

Without wishing 1o become embroiled in the paradigm-model-theory de-
bate (Brodbeck. 1963. Gage. 1963. Snow. 1973). 1 1s necessary to present
the conceptual framework that underlies the proposals 10 be made Whether
the framework 1s a model, a paradigm. or a first cut at a C- or D-Theory is
unciear. What 1s clear are the direcuonal implications of the framework
for research on teaching. Since these directional implications are im-
modestly seen as = defining the legiimate problems and methods of a
research field for succeeding generations of practitioners™ (Kuhn. 1962,
p. 10). the framework 1s equally iImmodestly reterred 10 as a paradigm.

The paradigm proposed as a guide 10 basic reseaich on teaching reflects
a point ot view about teaching that 15 not inconsistent with how teaching is
viewed generally. hut 1t 1s inconsistent with how most research on teaching
has been done The paradigm can best be described as a “‘context depen-
dent” paradigm. for it is based on the assumption that for teaching to be
effective, what a teacher does mus! always be adjusted 10 the nature of the
learning outcome(s) desired. the nature of the learner(s) being taught,
the nature of the setting within which learming-teaching is occurring. and
whalever 1s known about how learning occurs. As such. eftective teaching is
seen as representing an articulation of a remarkable nutaber of variables,
especially when a wide variety of learning outcomes are being pursued by
a wide vaniety of learner types under a wide variety ot learning conditions.
The parad:gm 1s portrayed schematically as Figure 3.2.

Two comments need 1o be made about the paradigm. First, it has sirong
directional implications for research on teaching. it specities the major
classes of variables to be attended to in such research. and 1t specifies
that these variables be treated in designs that accommodate them as inter-
dependent o7 “contextually dependent” variables.

Second. it iends perspective 10 the anxiely that many educators feel about
the continued emphasis in CBYE on teacher behaviors and the continued
press to carry out research that attempts to link teacher behavior to pupit
outcomes (see articles by Rosner and Kay, McDonaid. and Flanders in the
January. 1974, issue of the Phi Delta Kappan as examples of the continued
press for such research) Within the framework of the proposed paradigm,
1Lacher behavior may be treated as either a dependent or an independent
vanable, and when It is treated as an independent variable it mus! be done
S0 within a design that Iinks it 10 student characteristics., setling character-
1stics. class of learmng outcome pursued, and the learning processes in-

46




REST COPY Avp:.*

Figure 3.2 \BLE

FACTORS TO BE CONSIDERED IN ESTABLISHING

THE CONDITIONS OF INSTRUCTION AT A GIVEN
POINT IN TIME

Deswed
Learner
Outcomes
The Characteristics Conditions The Characteristics
of the 4-@—{-9 ot 4*—6-» of the
Learner Instruction Setting

tincluding instructional
behavior. materials
and activities)

The Processes
of
Learning

{The circles on the arrowed hines represent learner be-
havior and the squiggles on those lines represent the
filtering eftect of teacher characteristics on the percept:on
of learner behavior and the tactors attecting learning.)

volved in the mastery of such outcomes.

Within such a framework, the continued search for simple correlations
between teacher behaviors and learning outcomes in children does not
carry much appeal. Nor does it carry much hope. considering the near
infinite array of permutations possible between particular behaviors, par-
ticular learmngs. particular learning outcomes, parlicular teachers, elc.
The conclusions reached by Rosenshine and Furst (18971). therefore. should
not be surprising. Nor should the kind of criticism that Maxwell has recently
leveled at persons responsible for the design of CBTE programs who con-
tinue to define ieacher competence in terms of specific teacher behaviors:

We don’t have a Iist of the competencies ot the successtul
teacher for the simple reason that teaching is an art—not a
science. Behawvior that 1S a valuable asset 10 a given teacher
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with a certain personaity 1n many (but not atl) situations, in-
sotar as most (but not all) of his pupils are concerned, may
well go over like a lead balloon (to most students) if atfected
by some other teacher with a ditferent personality. We can't
even say that a teacher should love his students, since many
teachers that we and the students consider successtul exhibit

no behavior (measurable or otherwise) that would iead one
to this conclusion.

The teacher/student relatonship 1s one characterized by
heterogeneity on botk sides of the relationship. The art hes in
knowing, or sensing, what particular stimulus or behavior is
best tor me as an individual teacher to reach most ettectively
a particular student or group of students in a given set of
circumstances. To assert that the “competent” teacher “will
demonstrate his concern for persons in the lower socio-
economic groups by voluntarily spending at least two hours
per week working 1n a social agency’ is absurd, no matter
how highly we value such concern or approve of such work.
We can make no such simple statement about the competent
teacher (1974, p 310)

Research On Constructs That Relate To Instruction

In order to carry out research on instruction that meets the requirements
of the paradigm outlined abova, 1t 1s necessary to detine, establish the
parameters of, and make operational the major variables contained within
it. The research angd development involved in this process is perhaps the
most basic of all activities that goes on in any science. It is a highly con-
ceptual activity. it involves basic methodological work in that constructs
must carry operational detinitions and be subject to measurement in order
to be incorporated into a research program; and it involves a major empiri-
cal effort 1n order to determine whether the constructs identitied are suf-
ticiently powertul to warrant inclusion in research on the paradigm proper.
In its more advanced stages it 1s also likely to involve theory tasting, since
any set of constructs take their detinition within a theoretical system ot one
kind or another.

For all these reasons, it i1s proposed that construct identification and
measurement be considered as a necessary part ot any basic research pro-
gram on instruction and that it be seen as paralleling or preceding research
on principles of instruction, that 1s, research on the relationships between
the sets of variables outlined in Figure 3.2.

The design of construct identiftication and dehineation studies assumes
two basic forms. The tirst is a classic, single variable or comparative re-
search design where the purpose is to determine whether a particular con-
struct has any identitiable impact upon learning outcomes in children or
has any likelihood of such impact even though thare 1s no empirical evidence
to that eftect. Research of this kind is always guided by the paradigm that
reflects the particular view of instruction that is being researched, for exam-
ple. an “‘inquiry” or a “'precision’ approach to instruction. The specific pur-
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pose of such research is to detine within the broad classes of variables iden-
titied within Figure 3.2 specitic variables that are promising for inclusion in
the next level of research, that is, research that seeks to establish laws or
principles.

A second research design that is a necessary feature ot construct iden-
ntication and delineation studies is a “'testing ot methodology ™ design. When
new constructs are 1dentihed, or when existing constructs are refined, a set
of measurement operations have to be developed in order to test the power
of the constructs. Since the results ot any research study are only as good
as the measuras of the constructs employed within i, the development of
strong measures for all constructs to be investigated becomaes a critically
inportant activity. Central in this aclivity are comparative studies under-
taken to determine the relative power or eftectiveness of alternative ap-
proaches to the measurement of a particular construct.

Research of this kind, of course, borders upon and at times may become
synonymous with the reliability and validity studies that must also be carried
out as a part of methodological development.

As in the case of validity studies, the issue of Criterion is paramount in the
design ¢ comparative studies of methodology. On what basis is the decision
to be made that ona approach to measurement is superior to another for a
particular varniable or construct? The correlation of one measure with
another that 1s known to be a “valid" measure ot the construct under con-
sidaeration (the criterion usad in “concurrent” validity studi@s) is an appro-
priate strategy. for it provides no intormation at all as t0 which ot the two
measures s in tact the more powerful. To obtain data on the relative power
of & measure. one has 1o move to the arena nt prediction. As tortuous and
convoluted as Dredictive evidence often becomes, it is the only evidence
that can be looked to with contidence in tests ot the comparative power of
alternative methodologies. Other things being equal, the measure that
predicls with most accuracy or power must be viewed as the better mea-
sure (Schalock, 1969).

in closing the discussion ot construct identitication-delineation studies
and the methodological studies that are a necessary part of such research,
four observations seem appropriate. First, studies ot this kind do not need
to “start from scratch.” Large literatures exist with respect to at least four
ot the five clusters of variablas identitied in Figure 3.2, and a literature is
beginning to emerge in relation to the fifth. Second. research of this kind has
not, and need not. be carried out only by educational rasearchers. Biolo-
Qists. psychologists. anthropologists. and sociologists are all involved in the
identification and delineation of constructs that contribute to the conceptual
structure called tor by the paradigm. Third, the process ot construct identi-
fication and delineation i1s laborious, compiex, and time consuming. It is
also never ending. tor implicit in the philosophy ot science is the assumption
that constructs will never cease to evolve nor ever tind their absolute deti-
nition. In this context, it is probably sate to say that several hundred lite-
times ot research will be needed on each of the classes of variables identi-
tied «n Figure 3.2 betore constructs will surface that are sufticiently powertul
to permit research in education to proceed with the hopefulness ot having
an eftect which research carries in the basic sciences.
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Finailly, the same reasons that make a CBTE context particularly desir-
able for carrying out practice oriented studies are the same reasons that
make it a particularly attractive context for construct identification-delinea-
tion studies It 's a stabie, continuously available research context; much ot
the data needed lor such research are availlable as a consequence of nor-
mal program operation. thus making it & low-cost research context; and
the var.ables being investigated are the real-life variabies with which teacher
educators and educators must deal Stability. accessibility. low cost. and
the likelihood ol being able to overcome the probirr of the external vahidity
of experiments constitute a Iot ot value to be gained.

Research on Principles of instruction

When construct identification-delineation research has progressed 1o the
point where reasonable confidence can be placed in one or more varnables
within the various classes of vanables specilied in Figure 3.2, research on
the identification of instructional prinCiples can begin. As used in the present
paper, a principle of instruction 15 an empirically established relationship
between a particular set ot instructional conditions and a particuiar class
of learning outcome lor learners who have a particular set of l@arning-
related characteristics and are working under a particular set ot learning
conditions. The power of such principies rests in the guidance they provide
for on-line instructional decisions made by teachers. and the more retiec.
tive decisions made by the designers ot instructtonal materiadls and pro-
grams. It the empirical relationships established are strong. teachers and
the designers ol instructional materials will have a set of guidelines that
for the tirst time will enable them to establish instructional conditions and
be reasonably sure that those conditions will make the kind of difterence de-
swed. Until such empirical relationships are @stabhished, instruction and
the design of instructional materials must of necessity be an iterative pro-
cess of best guesses and successive approximations.

In some respects. the design of research that ams toward the identitica-
tion of principles o! instruction 1s more complex than that amed at the
identification of constructs and deveiopment of methodology. but in other
raspects 1t 1S less s0. On the one hand, principle-related research requires
the use ol designs that will accommodate a large number ol sources of
vanation in the course of a single study, whereas construct related research
does not. On the other hand, the criterion problem 1s less troublesome In
principle-reiated research than 1t 1s in construct related research. The cri-
terion of progress in relation to desired learning outcomes s straighttorward
and unambiguous. whereas the criterion of predictive utility 1s anything but.
Be this as it may. there are designs and methods of analysis that can ac-
commodate the complexity required by principle related research. Proto-
typic n this regard are the designs and analyses used in aptitude-treatment
interaction studies (Bracht. 1970: Cronbach and Snow, 1969).

As in the case of construct related studies. a number of brief comments
need to be made betore leaving the discussion of studies aimed at estab-
lishing instructional principles. First, studies of this kind do not need to
“start trom scratch,” but they do not have the conceptual and empirical
base @njoyed by ronstruct related studies. Aptitude-treatment interaction
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studies are prototypic. but they need to accommadate the additional vari.
ables «dentitied in Figure 3.2. Second. research of this kind will probably be
undertaken only by educational researchers While biologists. psychologists,
sociologists. and anthropologists search tor and work with many of the same
constructs that need to be involved in instructional research. they will rarely
search for instructional principles of the kind considared hare. Third. the
process of establishing instructional principles 1s just as laborious, com-
plex. and time consuming as the process of dehineating constructs and
developing methodology. It is also as neverending. In part, this 1s because
ot the iMerdependence of construct and principle related studies—as
better constructs are established, better principle-related research can be
undertaken, as better principles of instruction emerge, sharper constructs
and tiner measures can be developed. In part, however, it is because of the
implicit assumption 1n the phitosophy ot sctence that principles once es-
tablished will forever be retined.

Finally. the reasons that make a CBTE contex! a particularly attractive
contex!t for all of the other kinds of research that have been discussed are
the same reasons that make 1t a particularly attractive conteéxt within which
to pursue research leading 10 the establishment ot instructional principles.
It 1s a stable, continuously available context whare the cost of carrying out
research 1s low and the tidelity (external valhdity) of the variables high.
Given the likelihood of a large number ot “pilot” or “exploratory” studies
being pertormed (the frequency of talse leads and wrong predictions will
undoubtedly be high in the beginning) and the requirement of a large num.
ber of replications 1o astablish the contidence levels naeded it practitioners
are to rely upon the emerging principles as guides o instruction and instruc-
tional development. a research context that has CBTE.like properties would
seem 10 be a necessary condition for the conduct of principle-related re-
search. Whether ongoing CBTE programs can be tound that will tolerate the
demands placed upon them by such research. and at the same time possess
staft with the competence 1o carry out such research. is an open question.
Until such contexts are planned for. res<arch that makes an appreciable
ditfference in instructional design and pra<g. -2 18 nOt likely 10 ocCur.

Part IV: Documentation Studies

It was argued earlier in this paper that CBTE needed to be the locus of
documentary or case studies as well as basic and applied research studies.
Competency based programs are a great deal more complex in their struc-
ture and organization than tradiional programs and require for their devel-
opment and implementation a level ot assistance that new programs out of
a tradtional mold do no* The point of view adopted in the present caper is
that an extremely useful way to provide such assistance. and indeed per-
haps the only way. i1s through detailed documentation of the development
and operation of existing CBTE programs. Knowledge of the development
and /mplementation process in CBTE represents as much a knowledge gap
as the knowledge gaps 1o be closed through the research directions that
have been outhned. At ieast three kinds o! case studies are needed within
which both developmental and operational 1ssues need to be attended to.
One kind of case study needs 1o tocus on program development and opera-
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tian. another one selected aspects ot CBTE programs that are particularly
compiex to develop and operate. or that have been particularly tardy in their
gdevelopment. and stll another on the diftusion of program practices within
an institution or to other institutions within a state or region. Documenta-
tons of the tirst kind would require tinding programs reasonably well along
in their development that retlect in then operation all of the bas:c principles
called tor in the generic conception ot competency based teachar educa-
tion Documentations of the second kind would require only that the aspect
of program operation to be documented be under development. Examples
of program elements that might be the tocus of second level documenta-
tons include selected consortium or coalition arrangements, selected ap-
proaches 1o competency detintion and assessment, and selected ap-
proaches to program adaptation on the basis of program and student per-
tormance data

Documentation of the third kind would require the identitication of pro-
grams that could point clearly to program related practices or proceduras
that have been adopted by others This type o documentation would allow
tor identitication of dittusion related activities that could account for the
adoptions

Collectively. these various approaches to documentation would give the
potental developer ot CBTE programs access 10 critically needed informa-
tion. They would provide access to slrateg:es and procedures that have
been used to develop such programs or to make such pragrams available
to others. They would also provide some sense of the etfectiveness of such
strategies and procedures. in shorl, {f carefully selected. they would pro-
vide much of the intormation needed to select trom among oplions ‘o pro-
gram development. assist in carrying out program development. and sug-
gest means for helping others adopt procedures and praclices tested
through program development. All are conditions that must exist it the
principles of CBTE are ever to be adopted widely.

Within all three kinds of documentation studies, attention should be given
to both cevelopmental and operational issues. It 1s turther proposed that.
within both developmental and operational toci, attention be paid particularly
to the critical decrision points encounteraed, the decision alternatives con-
sidered. the decision choice made, the consequences of the decision made
and. to the extent possible, the likelihood of the consequences of alternative
decisions considered. 11 1s information of this kind and at this level of detail,
especially as it retlects the reaiity of real hite operational constraints, that 18
most cnlically nreded by those who wish to initiate or disseminate CSTE
programs

On the basis of extended experience in preparing case studies of ongoing
research and development programs (Schalock, et. al., 1972), it is essen-
tial that the preparation ot documentary studies be undertaken with as much
planning, as much torethought. as much prolessional expertise. and as large
a resource base as any of the apphed research studies that have been called
for. itss unclear. however. how best to actually carry out such studies. One
procedure would be to contract with an agency to carry out all documen-
tanies This would involve the preparation ot statt, the collection of data,
the provision ot case study reports, etc. The advantage ot such a procedure,

‘. 52

[

so2% 9 g

k|



E

BEST COPY AVAILABLE

as compared 10 a seres of mdependently inmihiated studies. are ethiciency,
comparability of reporting tormats, and reasonably good assurance of
qualty The disadvantage s the lack of firsthand famiharity with the data
o be reported and the cependence upon the recall of others to provide such
data.

An alternative approach would be to provide only for the central coordi.
nation and management of the doCumentation eftort at the Federal level.
for example, establish specitications as 1o substance, format. etc.. and train
statt from the institutions whose programs are 1o be reported and have
them satve as scribes or reportars of the development and impiementation
process as it 1s occurring. Either procedure would require a considerable
tunding base. a grea! deal of preparatory and design work, acCess to exper-
1158 1n case study preparation. and a well designed management system to
nsure optimum qualty at minimum costs. Without a clear recognition of the
complexities involved in the preparation of the kind ot case studies needed,
there 1s danger that an eftort to prepare such studies will be undertunded
and understatted.

A by-product ot the documentation studies outlingd, or perhaps a com-
panion to them. 1s a series of case studies that document the development
and operation of CBTE programs that serve as contexts for research. While
relatively tow CBTE programs will meet the criteria ngeded 10 function as
research centers. 1 would seem 10 be importan! 1o include them in the
overalt documentation effort Given the promise that such centers holid for
educational research and giwven the nature of the relationships that must
@xist between mstruction and research if a program 1s 10 serve as a tunc-
tional research context, 11 would seem that documentaries of this kind
would be of part:cular interest 1o an agency such as NiE. Since the creation
ot CBTE centers tor research may be to education what the creation of
laboratories was to the physical sciences. agencigs such as NIE should
understand all they possibly can about how such centers tunction.

PartV: Problems, Pruspecis, and a Plan of Procedure

Outlining the kind of research and development program needed in rela-
tion 1o CBTE 1s one thing Implementing what has been outlined 1s something
elsa. 1t seems appropriate, theretore. 10 close a paper of this kind with a
brief look at the task of transiating what has been proposed into practice
and 1o ofter at least tentative observations as 10 how that translation process
might take place.

Some Anticloated Problems

It has been argued that only now 1» it possible 1o begin to undertake the
kind ot research and documentation studies that have been called for in the
paper bacause only now are tunctional CBTE programs beginning to he
established. It 1s simply no! possible 1o compare the cost and benetits !
CBTE with non-CBTE programs until CBTE programs are available for com.-
panison. The same argument obviously pertains to using CBTE programs
as contexts within which 10 carry out practice orie;ted research, basi
research, and documentation studies.

Q
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Even though ilustrative CBTE programs are now beginning to emerge,
a host of problems remain betore the kind of research and documentation
called for in the present paper can be undertaken. Many such problems
are referred to in the course of the paper. tor example, finding CBTE pro-
grams that are willing to face comparison with other programs or that are
willing to accommodate the demands of ongoing practice oriented and basic
research stucies. Other problems remain, however, and need at |east to be
identified. The more important of these would seem o be:

® Assuring the continued development and operation of competency
based teacher education programs as demonstration and research
contexts;

® Securing the funding level needed to carry out the research and docu-
mentation studies outtined in the present paper;

* Finding competencv based teacher education programs that are at a
levei of development and possess sufficiently competent staff to
carry out the kind of research and documentation programs outlined;

® Fixing responsibility tor the long term coordination and management
of the research and documentation program called for.

A numbur of these problems revolve around the avaitability of tunds. This
is obviously the case with respect to the research activities that have been
proposed. Funding is also involved, |.owever, in the continued development
and operation of CBTE programs. Unless viable CBTE programs exist, most
of what has been proposed is. in the parlance of the day, inoperative.

Some of these problems are not so much a matter of money as they are
the availability of personnel who are competent to carry out the tunctions
that will need to be carried out. In this regard, two broad sets of functions
need to be performed—developing and maintaining a CBTE program that
can in fact support the kind of research that has been called for; and
actually carrying out the research and documentation activities.

Finally, a number of these problems are plainly and simply a matter of
the National Institute of Education and the U. S. Ottice ot Education agree-
ing to the importance of the kind of research and development etfort that
has been outlined; the probability of its short- and long-term contribution;
the priorities of the proposed program as compared to the priorities of other
programs that are being supported: the priorities of the various activities
called for within the overall program; and the responsibilities to be assumed
individually and collectively by the two agencies for the implementation,
funding. and management of the program. In approaching the various
problems and issues that have been identified, it is recommended that the
last issue mentioned be attended to tirst, since decisions reached at that
level will largely determine what happens in relation to all else.

Some Optimistic Projections

Assuming that the National Institute of Education and the U. S. Oftice
of Education were able to reach the decision that the proposed program was
worth supporting, that it had high priority in relation to other programs,
that agreements were able to be reached in terms of shared responsibility
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for supporting and managing the program, that a reasonably high level of
funding was made available to the program, and that operational CBTE
programs could be found that were willing 10 serve as research cuntexts,
what could be expected to emerge from the program at the end of a 3-year
period? at the end of 5 years? at the end ot 10 years? The projections that
follow attempt an answer 1o these questions They assume that all lines of
inquiry that have been recommended are to be supported.

Products And Conaitions At
The End Of Three Years

DATA FROM POLICY ORIENTED STUDIES

Preliminary data on costs and benetits ot CBTE and non-CBTE pro-
g:rams

Preliminary data on costs and benetits of alternative forms ot CBTE
programs

Methodologies. settings. and personnei established to carry out long-
term policy studies

DATA FROM PRACTICE ORIENTED STUDIES

Preliminary data on the costs and benefits associated with selected
instructional practices within particutar CBTE contexts

Methodologies. settings. and personnel established to carry out long-
term studies of the costs and benefits associated with selected in-
structional practices within particular CBTE institutiors

Methodologies. settings. and personnel established to carry out
cross-institution replications of cost and benefit studies on selected
instructional practices

DATA FROM BASIC RESEARCH STUDIES

First level taxonomic work completed in relation to the construct
delineation studies. related literature reviews completed. design and
measurement methodologies tested. and some replication data on
constructs that have appeared promising in existing @ducation and
psychoiogical iterature

Theoretical positions that link the constricts identified in the research
paradigm stated at an intial level of ¢ .ail, related literature reviews
completed. design and analysis methodologies tested, and studies in
progress that test the soundness of the theoretical structures that
guide the assembling of variables

CASE STUDIES FROM THE DOCUMENTATION EFFORTS

At least three case studies on selected CBTE institutions covering
at least two years of development and implementation decisions

At |east six case studies on selected attributes of competency based
teacher education that have 2-year history of development and im-
plementation
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The End ol Five Years

DATA FROM POLICY ORIENTED STUDIES
e Sufficient yata on costs and benefits of CBTE and non-CBTE programs
that policy decisions can be made with reasonable confidence

e Sutficient data on costs and benetits of alternative forms of CBTE
programs that policy decisions can be made with reasonable con-
fidence

® Methodologies. settings. and personnel established to carry out
whatever additional policy studies are needed

DATA FROM PRACTICE ORIENTED STUDIES
e Sufticient data on the short-term costs and benetits associated with
selected instructional practices in particular CBTE contexts that
program impiementation decisions can be made with reasonable
confidence

® Preliminary data on the long-term costs and benefits associated
with selected instructional practices in particular CBTE contexts

® Imtial replications across institutional settings of cost/benetit studies
on selected instructional practives

DATA FROM BASIC RESEARCH STUDIES
® An initial set of empirically grounded constructs within each cluster
of varniables 1dentitied in the research paradigm that has been pro-
posed

Measurement methodologies tirmly established for each construct
within each cluster of variables in the paradigm

® The theoretical structures that link the constructs identified in the
research paradigm reasonably well worked out and reasonably pro-

ductive in terms of hypothesis generation

o Design and analysis methodologies firmty established for research
on pninciples of teaching, gwen the constraints of the paradigm
governing principle-related research

¢ A beginning collection of empirically based principles of instruction
that are suggestive of the nature oi the interactions between the
variables listed in the paradigm on teaching

CASE STUDIES FROM THE DOCUMENTATION EFFORTS
e Completed case studies on three selected CBTE institutions {each
case study would cover a 4-year period of time)
e Six additional case studies of selected attributes associated with
competency based teacher education programs that have had at
least a 2 year history of development and implementation (making a
total of 12 such documentaries)

® At Jeast three case studies covering a 2-year period of time on insti-
tutions that are serving as centers for research in CBTE
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The End Of Ten Years

DATA FROM POLICY ORIENTED STUDIES
* The completion of whatever cost/benetit studies are needed on CBTE
as opposed to non-CBTE programs

e The completion ot whatever cost/benefit studies are needed on al-
tarnative torms ot CBTE programs

DATA FROM PRACTICE ORIENTED STUDIES
e Short-term cost and benetits studies essentially completed on se-
lected instructional practices within particular CBTE contexts

¢ Sufticient data on long-term cost and benetits of selected instructional
practices in particular CBTE contexts that program decisions can
be made with reasonable contidence

s Sutticient cross-institutional replication data on cost/benetit studies
of celected instructional practices that program decisions bv a wide
variety of institutions can be made with considerable confidence

DATA FROM BASIC RESEARCH STUDIES
e Second generation construct delineation research underway and
the theoretical structures within WhiCh constructs rest under empiri-
cal test

e Second generation design and methodology in relation to construct
delineation studies under development

s A sizeable number of principles ot teaching established, and estab-
lished with sutticient confidence that program design as well as on-
line teaching i1s able to benetit from their application

CASE STUDIES FROM THE DOCUMENTATION EFFORTS
® All case studies on CBTE programs and program elements com-
pleted

e Al case studies on CBTE programs as contexts tor researCh com-
pleted

Figure 3.3 repasents a iranslation of these projections into a simple time/
task chart.

A Plan Of Procedure

Any of a dozen strategies could be tollowed in implementing the pro-
gram of research and documentation that has been proposed. Each would
have advantages and disadvantages; and more than one would undoubtedly
prove to be successtul. Be that as it may, a number of recommendations
are oftered at this point to assist in its implementation. The recommenda-
tions assume NIE and OE agreement as to joint sponsorship ot the pro-
posed program and agreement as to the division of responsibilities therein.
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1. Begin work on all aspects of the research proposed, even though
there may not be enough mongy to do so on a large scale. All of the
rasearch etforts outlined need to be done; each will contribute to the
other: and each will serve the needs of ditferent audiences.

2. Take fully into account the program development work needed in
order to carry out the research that has been proposed, and then s2e
to it that the development and the research aspects of the overall
program are closely coordinated. Without such attention to develop-
ment there is danger that the research contexts on which the entire
proposal is predicated will not be available.

3. Share the research and development costs across Federal agencies.
tor example, have NIE assume the costs of research and OE assume
the costs of development and documentation.

4. Keep responsibility for managing the overall research program a
Federal responsibility, rather than a state or non-Federal responsi-
bility.

5. Hinge the program on competitive proposals that are in response to
RFP's.

6. Direct most of the tunding for research to institutions that have
CBTE programs that can tunction as Research and Development con-
texts (funds should not be directed to existing Research and Develop-
ment Centers unless they are linked to CBTE programs that meet
the criteria tor CBTE research centers).

7. Betore letting research contracts to any institution, establish care-
fully the characteristics neecad by an institution to carry out the
various reésearch and development activities that have been called
for.

8. Implement a dissemination function of major proportions, and target
the research and documentation results to be disseminated to the
audiences for which they are particularly appropriate.

Obviously, the research program proposed is a massive undertaking. It
is also an extremely complex one, and one that in the minds of many would
be too slow to produce results or too grandiose ever to get started. In the
judgment of the members of the Consortium of CBE Centers, however—and
it is a judgment that has been carefully weighed—it is precisely this kind of
research program that is needed in order for teacher education programs
ever 1o make the kind of difference in teaching that they are supposed to
make. The irony and hope is that by using CBTE programs as contexts for
research, costs will be sufficiently reduced and the problem of the external
validity of experiments will be sutficiently overcome so that the program
that has been proposed can be carried out successtully.
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Listening to

Different Drummers:
Evaluating Alternative
Instructional Models

Bruce R. Joyce

The purpose of rese@arch on teaching etfects is to identify teaching skills
which induce learning of difterent kinds. Therefore. it is prescriptive re-
search in the sense that it seeks relationships which can guide teachers,
teacher troiners, and policy makers. By now most of us recognize that valid
prescriptions will be developed only slowly and atter intensive cumulative
research programs have been established for some time. These programs
will gradually ciarity the outlines ot skill in teaching and relate them to
growth by learner=. What we will find depends largely on what we learn to
look tor.

in this paper, | seek to clarify several issues which affect the shape ot
such research programs—their direction and their technology.

Some of these issues are technical and some are philosophical. We begin
with a philosophical issue with considerable implic:'1ons for the shape of
our research.

The Teacher and the Learner: With Whom do we Start?

| tirmly beheve that we have to begin with the conception of the learner
rather than a conception of teaching. | think we are in some danger of for-
getting one of ‘he most important messages that we can get trom John
Dewey's attempt to detine the process of education.' Specifically. | am
referring 1o the beliet that learning is a product of the interaction of the
learner with an environment. The importance of this definition lies in the
emphasis on the learner’s activity and the perspective that the educator
tacilitates learning by creating environments.

When we begin with the conception that it is the student's own activity

61




Q

ERIC

Aruitoxt provided by Eic:

BEST COPY AVAILABLE

that resulls in learrming and that the role of the educator lies in the provision
of the environments with which the learner interacts. then the teacher be-
comes /mportant as he contributes 10. and 1s part of, an environment He is
obviously only one of the contributing agents. but he 1s a critical one. His
roleé broadens from an instructional one 10 the muitidimensional set of roles
that contributes 10 the creation ot the environment (The teacher heips to
buiid the social system. 10 deveiop a sense of rapport among the students.
1o bring resources together. 1o help the learner focus his activity. 1o set out
tasks. and 50 on } Teaching skill from this perspective 1s the creation of
environments. Thi5 conceplion of teaching has a powerful etfect on the
search for skill and an even greater eftect on the evaluation of the effects of
a skdl, tor a skill appears as par! ot a complicated environment with which
a complex bundle of sensations and capacities —the learner -—interacts.

To begin with. we do not expect the effects of an environment 1o be
mechanical and simple. A change in environment will ordinanly be ex-
pected to have only a gradual effect on the learner He has 10 adjust to the
environment. and if it 1s very difterent from previous ones, the adjustment
usually 1akes some time. In addition, because 1t 1s the learner’s activity that
r@sulls in learning. his motivation. intelligence, experience. and skill will
naturally be very powertul determinants of what results We do not expect
that environments will have a mechanical. homogeneous ettect on any
group of learners that interacts into them. At times, as | read some of the
Iterature on competency based education and review some of the studies
that are presently going on. | feel that the teacher is being conceived almos!
as a swordsman who lays about the learner with his repertory of sharp-
poin;ed skills, each of which will have a mechanical eftect on learning out-
comes The expecialion seems 10 be that if he pushes on the learner with a
certain kind of question. then a certain kind of learning will pop out, and we
will be able to see it quickly and clearly. Such 1s not the nature of the inter-
acdion between learning environments and learners. it is very rare that any
one skill (any single sword thrust) or any stylishic charactenstic wili stand
out as the ciuse of the learning Even where we 1ind that increased learning
1S assoc:ate:d with the presence of a certain kind of skill or style in teaching,
i 1s very hiely that the reason 1s because that skill or aspect of style 1s an
index of a much larger complex of behaviors that signals the presence of a
certain king of environment (For example. environments characlerized by
praise are believed by many to produce greater learning. certainly greater
sell-esteem. The skill of praising helps 10 create such an environment, but
1 1s not very hkely that it stands alone. A teacher who authentically and
warmly praises his learners more than another teacher probably also does
many. many othe; things as well. You do not simply turn On praise in a
matrix of hostility and bring « forth as an unintegrated skill that shines out
and determines what the learner will do )

Teaching. thus. 1s a multidimensional act that fits in a mult:dimensional
context to produce multidimensional environments which are interacted with
by muitidimensional learners Given this condition. research on teaching
eftectiveness will produce a multivariate kind of truth. We will not end up
with formulas that we can state in unequivocal, mechanical terms such as
“teaching skiil such-and-such increases such-and-such a kind of iearning
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in such-and-such a way ~ A *eaching skill will be more like'y a small but
useful part of a certain kind of environment which will be reazted to differ-
entially by learners and will have a number of kinds of main and side effects

It 1s because of the really greal complexily of the learner-taacher rela-
tionship that the study of teaching effectiveness appears to be a stab at a
seamless web To develop a cumulative program of research to identify and
validate teaching competencies, a number ot 1ssues have to be faced. Some
of these 1ssues are philosophical, and some are techmcal. In this paper,
we will discuss several of them and suggest! how their resoiution leads to
decisions on the shape of a program of resea*ch on teach:ng effectiveness.

Cutting into the Web:
How should we partition the Act of Teaching?

Teaching can be viewed as a generahzed role-function—an 0rganic
activity whose varniations we try to clarify and try 1o relate to learner activity
.~or It can be partitioned in terms of a variety of sub-roles and dimensions
of activity related to those roies.

Gage® has severely cnticized treating teaching as an undifferentiated
function and attnbuted the slowness of growth in rehable indicators of
teaching eftectiveness 10 the lack of partiions in the detinitions of 1eaching
whiCh have guided so many investigations. This has reduced the likelihood
of dentifying relationships between teaching skills and pupii behavior. For
exampie. questioning behavior by teachers 1s often studied and related to
pupil outcomes. We have 10 question whether any given aspect of teaching
behavicr 1s hkely 1o be effective through all the roles the teacher plays, or
without considering the compiex ot behaviors in which the targeted one 15
embedded. It appears to me {0 be very unlikely that any single teaching skill
or even a combination of a number of skilis 1s hikely to be related very con-
sistently 1o any kind of learning outcome excep!t within a specitically defined
role Certain teaching skills may function beautfully in certain kinds of
teaching roles and be totally irrelevant 10 others. Thus, 10 use the undiffer-
entiated act of teaching as a dependent variable of training studies or as an
independent vanable with respect to all classes of learning outcomes In
correlational studies seems 10 me 10 be unwarranted. The thinking which
underlies most such studies is simphstic. The investigator tends to get into
a frame of reference where he hopes 10 identity easily definable skilis that
are likely to be related 1o specific kinds of learning outcomes and to search
for a simple cause and effect relalionship among these.

| preter to see teaching as an act which contributes to the creation of
various learning environments which fullill certain kinds of roles in the lives
of students. roles which have attached to them dillerent kinds of potential
benelit lor the learner. In other words, 1t appears 1o me that teaching is the
craation of a vaMity of learnigg environments from which learners can bene-
fit 1n a var 2ty of ways. In anothgr paper for example. | have described a
school in which learners visit several kinds of centers, each one of whiCh is
characterized hy an environment that can help him grow in particular kinds
of ways. In the idiosyncratic center he meets counselors who help him to
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ind tearning activites which will help him 1o grow on his own terms_ In the
skills center he meats with diagnosticians who help him understand his own
competence n reading. mathematics. angd some other “basic” areas and
define with him programs of study to remedy his deticits and to help him
obtain further skilis In the academic inquiry center he works with people
who help him try 1deas from the disciphines to learn the modes of inquiry
that characterize several of them. In the social ecology center he works
with others 1n social action developing the skills of active citizenship and
learning 10 inquire 1nto social problems and clarnty the value .ssues of his
sociely Each center tries to foster a particular kind of independence in the
learner 1o teach him how to learn in a certain fashion.

Learning Center by Function in a Hypothetical School?

Center Idiosyncratic | Basic Skills Academic Social
Inquiry Ecology
Function Personal Mastery Concepts and | Valuing -
Growth of Symbolic Methods of Socal Action
Program Skullg Disciplines
Role of Counseiing Diagnostic - | inductive Group
Teaching Prescriptive Inquiry
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For our purposes here. the importance of this illustration is that each of
these centers 15 characterized by a particular kind of learning outcome for
which certain kinds of learning environments or modes are likely to be more
appropriate than others. The teacher, the most important agent in creating
those learning environments, probably needs ditferent skills to work in @ach
center How much teaching skills would overlap from center to center is an
open question.

In today’s schools we tend to employ teachers as generalists, asking
them to play a vaniety of roles analogous 10 those in the hypothetical school.
A self-contained classroom teacher, for example, 1s asked to teach skills
and concepts from academic disciplings as well as to counsel his students
and to lead them in social dialogue. Just as in the differentiated staffing
plan of the hypothetical school. each of these roles (and we might mention
others) requires a range of unique competencies embodied in one teacher.
Uitimately. a program of research to detine and validate competencies
needs to take :nto acccunt these role ditfarences Particutlar kinds of Ques-
tiwning skills, for exampte. are appropriate to each model of teaching or 1o
the environment which 1s most likely to produce the outcomes associated
with each role. Many skills which may have important utility in one role may
scarcely be relevant to another

| believe that our collective etfort 10 conceive of and validate teacher
competencies depends on our abihty to develop common definitions of
teaching which partition the act so that we can search within defined fields.
I believe that this was the major importance of Gage's recent article on the
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microcriterion approach, where he suggests that the general acts of teach-
ing are far too broad and ill-defined to permit systamatic programs of re-
search; but that f we identify particular kinds of functions of teaching such
as lecturing and counseling, we create a more rational field within which to
develop programs of iInQuiry.

For my own work, pending a dialogue among the group of researchers
working in this area, | am searching within the roles of the teacher which
are defined in Appendix B. | am attempting to identily the models of teach-
ing which logically seem most productive for those roles testing the models,
and trying to locate the competencies that appear necessary to bring those
models into reality nside of those roles.

The Philosophical Side: The Avoidance of Technophiila

The definition of teaching and the selection of environments are mare than
technical processes—we cannot study teaching as it it was an act without
moral signiticance. For example, any model of teaching (the specitications
of an educational environment) represents a philosophical statement. That
15, it amerges from a view of man—how he learns, and what he should
learn. Consequently, it is a symbol as well as an nstrument in the ire of
the learner. The meaning of that symbol is likely to be as important an out-
come of instruction as 18 any substantive or attitudinal learning which is
likely to derive from instruction.

Far example, the use of drill and practice strategies in military training
symbolizes the discipline of the military and an obedience orientation It
represents a view of man as one who should be disciplined to collective pur-
pose, who should learn to play his roles with precision and should con-
fine himsel to roles defined by an authority which is above him and in
control of most ot his behavior. The environment of Summerhill, by contrast,
symbolizes the importance of the individual's psychosexual development
and the necassity for him to deting lite on his own terms and to place his
needs for personal integrity and fultiiment above those of the normative
requirements ot his society. He has to negotiate the damands of his own
needs with those of his tellows, rather than have the means of that recon-
ciliation thrust upon him.

in the search for tha medels which are appropriate for the various roles
of lhe lwacher. and indeed when we select those roles in the first place,
we need to consider the symbolic eftects and implications of our choices.
it we search only for the most efficient methods, in the sense that we select
only those models that result in defining learning outcomes in relatively
short periods of time. we are making a philosophical statement as well as
choosing an effective avenue. To avoid the implications of the symbolic
value of the environments we select would be to beg the question of the
nature of our existence and its meaning. At this time when there is so great
a concern with accountability and when accountability is translated into a
search for efficiency-related competencies, we must not forget that we
create philosophical meaning in all of our actions. Because of this. to fail
to research the symbolic effects of a model of teaching ic not justitied. |
am suggesting explicitly that one of the necessary dimensions of our re-
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saarch 15 to begin tu understand the learner's interpretation of the sym-
bolism inherent in pur educational environments and the kihd of philoscphi-
cal viaws which he 18 hkely to derive by exposure to them. We will presently
return to the technical side of this aspect of research. As an issue, | place
it early because the meaning of the remainder of our work 1S contingent
on our handling of the symbolic worth of the types ot teaching we cloose 1o
study and advocate.

Potential Pluralism: Does our Research Converge
Toward a Monolithic School or Does it Diverge
Toward Educational Pluralism?

I will not pretend to be open minded on this 1ssue. The question is plain—
Do we hunt tor a single. all-purpose model of teaching. or do we try to tind
the range of competencies that are appropriate for an educationally divarsa
world?

The ancouragement of diversity among mankind requires diversity in the
nurturing of the young. A pluralism of educational environments s impor-
tant for two reasons. One -Lthese i because it exposes to the learner the
operationalization of a vanety of points of view about the nature of man
and his development. It symbohizes plurahsm and shows him what it s,
Second. exposure 10 differant environments is likely to piomote different
kinds of learning outcomes and thus increase the learner's repertowre of
knowledgs and skills. Qur research should anticipate a much greater degree
of pluralism than we see today in most of our sChools. or certainly have
seen in our past. Pluralism, it has to be noted. is ditterent from eclecticism.
| do not believe that we should search for a model of teaching which 15 a
compendium of the most attractive elements of a variety of models. We
should seak rather, | believe, to develop models on their own terms, borrow-
ing only where it 1s clearly appropriate. An¢t rather than searching for the
optim=l teaching strategy ‘or all purnoses., we should search for ways of
Creating the pluralism of environments that will lead to a pluralism of human
kind. Qur research should be relevant to today's schools, but not contined
by them

Behaviorism and Conservatism

A few years ago Michael Apple* wrote a concise and pungent essay in
which he pointed out tha* a search tor teaching competence which relied
largely on the study of teachers working in today’s schoois would be bound
10 have a restraining effect on educational progress. to pu* i mildly.

! have a great love for teachers ana still see mysel! as one. Teachers
labor, however. under ungodly conditions. Elementary teachers are best
described, from a behavigral point ¢f view, as able to teach any learner
anything under any conditions (to achieve any objective with any learner
using any teaching strategy). In response to therr role-demands they
develop an eciectic, elastic style that is anything but a repertoire of ultra-
sharp competencies. If we have learned anything from studying them, it
1S that the demands of their role have tunneled them into a style much more
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that of a bureaucrat of learning materials than a master of technigue.

The time-contines o! the subject specialists, straightjacketed by the
45-minute class period. general course syllabuses, and adopted textbooks,
have homogenized them also into the skills demanded by the four moves
described in Arno Betllack's Language of the Classroom.® the skills of the
racitation. Most Models of Teaching do not find the customary rale of the
teacher or the skills of this role congemal to their execution.

It we tinally succeed in identitying the competencies most usetul for
today's teachers. they will look more hike the skills of a country post-
master than those of the creative artist or behavioral technician. Our task
1. rather. to tind the skils that will increase the capacity of tomofrow’s
teachers 10 vary —10 discover the competence necessary to produce learn-
ing environments rarely spawned in the present, so-calied “"Real World™
of the classroom.

It we can trust our theoreticians and researchers at all, we presently
have a store of models of teaching which require competence rarely seen
in today's classroom. (For one example: a student teacher and his students
produce. in one hour ol microteaching practice with the Synectics Model of
Teaching. more synthesis-level communications than 30 experienced
teachers produce altogether in 300 teaching episodes.*)

The Matching Models Concept:
Bullding the Equation from the Student.

In addition. learners respond difterently to any model ot teaching. We
should not expect any teaching skill, 1ot alone any model. to have the same
effect on all students Without a ditferential concept there wili probably
never be such a thing as a valigated teaching skill. What we may have
ultimately 1s an elaborated matching models concept (such as the one pro-
posed by Dawid Hunt). in which the validation of a teaching strategy is
reported in terms of its difterential etfect on a variety of learners. In other
words. a program of research 1o validate teaching competence needs 1o
anticipate the differential eftects ot environments on learners and build
that capability into thew research designs. Our empit cal experience in the
subject areas should reinforce this concept. The vast amount of research
in reading methodology. for example. has shown very small ditterences
among competing methodologies. except when one considers the char-
acteristics of the learner In other words. competence in the teaching of
reading has to be conceived of partly as the competence to select a mode!
that 1s most appropriate for the growth of the particular learner.

We may even hina th it the eftectiveness of any given strategy may “wear
oft" after a per:od of iitne. The learner as well as the teacher may need
variety to keep stimulated. and as he matures, his vacillating preterence
for environments may be very important to hm,

The Settings of Teaching: The Context of the Roles.

When one concelves nf teaching as the exposure of a learner to an edu-
cational environment, he iImmediateiy perceives that the agert is not the
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Only wmportant element in the creation of the environment. Setting becomes
extremely important to both the learner and the teachers. In recent years
in our work at the Agnes Russell School. we have created a variety of
learning centers whict. support different kinds of teacher activity. In the
skills center. for example. the teacher works with the assistance of a variety
of diagnostic devices and a range of systems which can be used by learners
to remedy particular kinds of skill ditficulties. This teacher in the skills center
is faciitated in the role of skill builder by these support materials. In addi-
tion. he 1s attected by the concentration of his efforts, which has enabled
him to train himself in specific role-related skills. He can use programmed
instructional methods and other systemalc teaching methods with a far
greater accuracy and tluency than can some of the other teachers in some
of the other settings. Similarly, the teacher in the Sciencing Center is
supplied with a storehouse of equipment which students can use to replicate
science experiments. The presence of that equipment. as well as the
teacher’s competence in using it. affects strongly the kinds of environments
that can be created within that Center. Students can generate experiments,
organize ther equipment, and have places where they can keep the
mater.al for long periods of time while theyre conducting a series of
investigations

The Film Center was supported with videotape equipment. motion picture
cameras. stil cameras. and a darkroom. The teacher thus supplied was
able to create an environment in which children learned the skills of filming
and also could engage in production of films and television recordings.

Not only were the physical settings important, but also the setting of the
Centers in the community of the school. For example. the Film Center
worked on a contract basis with small groups of children. The Skills Center,
on the other hand. was responsibie for the diagnosis of reading and arith-
metic ditficulties tor every student in the school. Appointments at that
Center were mandatory for all children. The Sciencing Center negotiated
with teams of teachers and their children to generate units of activity, as
well as contracting with small groups of children. The possibilities of teach-
ing are greatly affected by the fact that these Centers relate 10 their clients
by appointment and by negotiation, as are the competencies needed to
operate in the Centers. Competence is enormously related to both the
material and social aspects of setting. The settings in many schools are so
primitive that probably only a few kinds of educational environments can be
created in them. The secondary teacher. working in 45-minute periods in a
departmentalized organization has brief, if regular. contact with children.
The roles he i1s able to generate in that kind of setting contrast greatly with
those of the teachers in the Centers ailluded to above. We need 10 increase
knowiedge about how setling influences competence, inciuding how it is
possible to activate different kinds of learning environments in a variety of
kinds of settings

Teaching as a Boost to Learning:
Self-Directed Learner Activity as the Baseline

When one conceives of teaching as the creation of learning environments,
the emphas:s moves toward the learner. If learning is seen as a product of

.

68



BEST COPY AVAILABLE

the learner’'s interaction with the environment, then it is primarily the
learner's activity which produces the learning. A teacher as an agent can
help shape the environment and modulate it to the requirements of the
individual child, but in the final analysis, there is truth in the old cliché
that learning is done by the learner. Teaching can but facilitate learning,
even in the most directive of the Models of Teaching. Because ot this.
the effects of a teaching competence—the extent to which it contributes to
learner growth—needs always to be measured against what the learner
might do for himself. The re .ilts of this can be somewhat surprising. David
Hunt and | and our associates have conducted a series of studies in Toronto
in which Marsha Weil and | have created environments styled after several
models of teaching.” We have exposed to those environments students of
varying personality structure. We have compared the substantive learning
(recaill of information and the integration of subject matter) of students
exposed to those environmeants with that of children who read the material
for themselves and conducted their own analysis of it. Even after five or six
hours of teaching we failed to raise recall scores above those of the “do-it-
themselves™ control group After as little as one hour, however, we affected
the numbers and types of concepts the children formed—the integration of
material. In other words. we as teachers and the environments created by
the models of teaching have a much greater impact on the learner with
respect to “"higher order” outcomes.

Studies of the effects of teaching should be measured against the effects
of self-directed learner activity. (The same principle applies in teacher
education; training strategies should be measured against teachers’ self-
training.)

The Multidimenslonality of Educational Environments

Educational environments consist of a variety of cognitive and social
tasks set in a social context and a support system of materials. The learner
thus is exposed to a social system, some kind of sequence of social tasks.
sets of cognitive tasks, learning materials, and the personalities of the
individuals in the environment. The study of the effects of instruction is the
study of the results of being exposed to a many-sided environment. We can
expect multidimensional environments to have several kinds of ettects
resulting from a combination of the substances into which one inquires,
the cognitive and social tasks, and the social relations.

An instructiona! model or model of teaching is a pattern for the design of
such an environment. In practice. inquiry into the effects of modeis of
teaching is complicated by the fact that so many instructional strategies
do not explicitly attend to a number of the important dimensions of the
environment that they will inevitably create. We have to flush them out by
careful conceptualizing and by = apirical work if we are to know what we are
really studying—what the educational environment really is. For axample.
the introduction into a school of automated instructional systems with
individual study carrels influences the social as weil as the instructional
dimensions of the environment, although normally only the instructional
dimension has been attended to. We have found, for example, that many
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students do nnt like to learn in sych a setting tor purely social reasons.

The closer we get to the study of learning environments. the more Jdiffer-
entiated are ther elements in Toble 4.1 there appears a task analysis of
some of the dimensions of a concept-learning model ot teaching.

In the second <vlumn are the cognitive tasks which are presented to the
learners: in the trurd column are the involvement options.- - the options that
a teacher has with respect to the social system which will be created. In
the tirst column on the left is an identitication of the kinds of learner skills
required to respond to the ditferent tasks. This particular sequence of tasks
can be carried out in a Intle over an hour with junior high school aged
children. It provides some idea of the complexity of the environment that is
created within a simple model used tor purely instructional purposes.

In order to vahdate any given teaching competence, we need 1o analyze
the dimensions of the environment thoroughly and to study them with
respect to ther effects on the learner. Only in highly controlled studies can
we vary small aspects of the dimensions of the environments, but it is
necessary to employ highly controlled studies—to conceptualize the en-
vironment very clearly and to manipulate variables systematically —if we are
to obtain any reasonable knowledge about the effects of teaching on
learners.

The Muitiple Outcomes of Educational Environments

The learner 1n a multidimensional environment always produces a variety
of kinds of outcomes.® There are substantive outcomes, such as the recall
ot information and the development of concepts for integrating it; there are
attitudinal outcomes, such as a liking for the material, the method. and the
tea@cher. There is the learning of social aid cognitive skills. All of these need
to be taken into account. Specific educational models may promote par-
ticular kinds of learning (what Marsha Weil calls model-relevant outcomes),
but many models are likely to share educational outcomes, and may boost
the same outcomes about equally. We need to test hypotheses about the
existence of model-relevant outcomes and about cross-model effects. It
iS more likely that particular high-order and affective outcomes wili be
boosted by specitic models than that paired-associate learning will. Ex-
posure 1o material is likely to be such a powerful determinant of sheer
paired associate learning by a highly-motivated learner that it is unlikely
that very many models will stand out. The integration of information, how-
ever. and the ability to apply information to new situations may vary much
more.

| believe that the transter of learning shc ild receive the greatest empha-
si1S In the evaluation of instructional strategies and hence. teaching com-
petences should be validated much more by the effe.ct on transter than by
substantive outcomes. Consider, for example, the training of teachers.
When we try 10 evaluate the eftectiveness of strategies for training teachers,
all of the important criteria are ultimately bound up in problems of transfer.
It we teach an instructional strategy to a teacher, our only way of evaluating
his performance is to learn what ettects it has on children as the teacher
transfers it to new situations.
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it 1s equally important to know what children transfer from any given
instructional encounter. How do they carry the intormation to a new situa-
tion; how do they use the concepts they have learned. how do they apply
the principles that are being developed: how do the attitudes they have
tormed 2nd the social relations they have developed affect their subsequent
behaviu: * Simply to evaluate the performance ot a model of teaching. or a
given teacher who uses it in terms of what i1s obtained from the encounter
itself 1s to concentrate on the trivial and ignore the important. Probably
the most important learning outcomes of models of teaching are those
which are embedded in the patterns of the models themselves and attect
responsiveness to future situations. For example, one outcome of a coun-
seling environment is t0 equip the learner to respond to nondirective
enviroaments. In the case ot learning strategies centered on the modes ot
inquiry of the disciplines. the most important outcomes are those whiCh
have to do with his application ot those modes to new situations. The model
of learning embedded in the mode! of teaching is tive critical transterable
content. In the studies Dave Hunt and | have done recently. we have
studied the process by which children acquire a model of teaching to the
point where they can actively carry it out by themselves. We have exposed
learners with different personality structures to training programs until they
are able to behave in the mode of the model independently, without the
assistance of the teacher. We have been very much surprised by the
relative quickness with which learners pick up the hueristics ot a model.
Wrat has not surprised us so much, but which complicates our lives
consic-rably, is the difference in transter by children ot ditterent personality
types. The more rigid children, for example. tend to apply a model more or
less as the teacher uses it, following it aimost as a tormula. where the
more complex children tend to transtorm a model and apply its heuristics
rather than the tormula of patterns that they have been exposed to.

The study of transfer is enormously complicated by the tact that the
learner transtorms what he learns as he applies it in new situations. This
plagues the study of transfer in teacher education. A teaching skill which
stands out clearly in a specitic type of microteaching laboratory exercise
may appear in quite a difterent form and even be almost buried in the avents
of the classroom. For example, several of my associates and | tor several
years studied and trained teachers’ sensitivity to learners in simulated
teaching situations. In the laboratory settings the teacher was given a
teaching task and presented with one or more learners (actually role play-
ars). The role players emitted cues which represented a point of view which
conflicted with the teaching task. Until the teacher read the cues. attained
the concept of the learner, and modified his behavior to build a bridge to the
teaching task. he was unsuccesstul in the exercise. We found striking
individua! difterences in teachers’ ability to “read’” the iearner and modulate
to him. and in the styles which were employed to accomplish this modula-
tion. We also found great individual differences in teachers’ ability to
acquire the “skills” of sensitivity. When we followed teachers into the
classroom., however, we found no reliable way to detect those skilis. In
the classroom the teacher was trying to read and modulate to many chil-
dren. sometimes simuitaneously. He transformed his skills enormously
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in order o relate to the larger group of children. Sometimes we clearly
saw versions of the behavior we were after; but in general we were unable
to develop an economical and fair system with which to record it, let alone
to judge its effects on children.

Proposed Focus on Learning Qutcomes. Presently, my associates and
| are exploring the following types of learning outcomes as we explore the
effects of different models.

The substance of the transactions. We explore the acquisition of infor-
mation {(paired associate learning), concepts, and principles that integrate
the material which is explored by the learner during any given period of
time. Multiple-choice tests are used at the paired-associate learning level
and essays or interviews are used to collect data which is content-analyzed
to determine the kinds of concepts and themes which the learner develops
in the course of his inquiry.

Model-relevant concepts or skills. We have been expioring the develop-
ment of tests to identify the particular skills and concepts which are generic
to particular kinds of models. The synnoetics model of teaching. for
example, attempts to 1each children to think metaphorically. It they explore
a given subject matter in metaphoric mode. they will acquire information
and build concepts. but they also learn the concept of metaphor and how
to use it. This 1s a model-relevant concept, and the ability to use it is a
model-relevant skill. Group investigation requires learners to work together
to define objectives and to analyze one another's perceptions in a social
situation. The ability to work with others to identify objectives becomes,
therefore. a model-relevant skill for group investigation. Concept learning
teaches children to enumerate. classify, and label data. The concept of
classification, the concept of labeling, and the ability to classify and label
are therefore model-relevant outcomes for that model.

Transter of substance of outcomes. This outcome involves the ability
of the learner to apply what he learns to a new situation. If, for example,
we teach children how to analyze a culture we would then investigate their
ability to analyze a second one. or perhaps compare the second analysis
with the first.

Acquisition of the mode! of learning. | referred to this earlier when |
described our attempt .0 determine what it takes to help a student learn
to use the cognitive and social skills of a model of teaching to guide his own
inquiry. A clear example is when we use inductive methods with children
and then study their ability to carry out inductive inquiry independent of us.
Situational tasks are most appropriate for investigation of this kind of out-
come.

Attitudes toward self. Inventories can be used to investigate how the
learner views himself when interacting with any environment. Inventories
can also be used to study the following affective outcomes:

Attitudes toward material. (How does the student like the substance and
learning material he encounters in an environment?)

Aftitudes toward the method. (How does he feel about the methods of
teaching he experiences?)

Attitudes toward the teacher. (How does he teel about the training agent?)

These are depicted in Tabie Two.
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TABLE 4.2

Type of Outcome

Type of Measuring Device

Recall ot Mater:al

integration of Material

Transter ot Concepts
Learned and Social and Cognitive
Skills ot the Model

Attitudes about
salt

teacher
material
method

Tests - True - False
and Multiple-Chcice Items

Content Analyses of Descriptions
Given by the Learner

Situational Tasks

Inventories

o

The Generally-Effective Teaching Skill

What 1s the tikelihood that we will identity a halt-dozen skills which have
powerful effects across models that will increase learning in many kinds of
environments?

As we make a task analysis of particular models of teaching, we tind
varying degrees of overlap. There are some modeis which appear to have
almost no overlap with others. The skills of some fairly simple models seem
to be entirely subsumed by fairly complex models. It is difticult, however,
10 dentify any given skill except in the matrix of the pattern ot a model.
For instance. negotiating with a learner in a counseling situation is rather
ditferant than negotiating with the learner in a group dynamics model while
the group 1s trying to analyze a situation ana develop hypotheses about it.
There is negotiation involved in both cases and. at a microanalytic level.
we can detect similarities. However, a teacher brings that skill into play
differently within the ditferent patterns. Marsha Weil conducted an inves-
tigation which bears on this issue.® After an analysis of the interaction
analysis patterns ot a group of teachers who had learned several models of
teaching, she extrapolated what appeared to be three general and widely
useful skills that were related to ditticulties in implementing the maodels.
Each of these, moreover. was a fairly complex skill. For example, the skill
of structuring consisted of the ability to implement several types of social
relations in a classroom from a condition in which the teacher directed all
of the activities to a mode In which the activities were negotiated with the
children and to one in Which the learners negotiated the activities them-
selves. The skills. in other words, are not simple skills such as the ability to
ask a particular kind of question or probe in a particular way. Weil built
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instructional systems which could be used to train teéachers to use those
skills and did so. rating the degrees of performance that resulted. The
teachers then learned several models of teaching and she correlated the
degree of skill with the ability to acquire the models. Sha found that the
skills, rather than having general effects as she had supposed they might,
were model-specific, then were associaled with specitic models. We
formed the generalization that the more classroom-unusual the behavior
required by a model was, the more the skill that was relevant to that be-
havior was important to the acquisition of the model. In other words, a state
of constructive structuring is relatively rare in most of today's classrooms,
and such strucluring was extremely important in the group-investigation,
but much less important in a model that utilized more or less conventional
structurning. The skills, in other words, turned out to be model-specitic.

Eventually. we probably will tind speciftic characteristics of teachers or
types of skills that are quite general. To search for them at this time,
however, betore we have identitied the skills most appropriate to particular
models and determined how those degrees of skills relate to learner out-
coOmes, seems premature.

Duration: Avoiding the Quick and Dirty

How long does a learner need to be exposed to a particular environment
before we can expect to see changes in his behavior? This question has
critical importance for the design of investigations to determine the
effects of various models ot teaching. To try to validate a competence in
studies which are too brief for the eftect of the competence to be detected
is wasteful. It also tells us little it we employ studies so long that almost
any reasonable approach has the kind ot eftect we are studying. There are,
In the literature, an enormous number of laboratory experiments in which
the duration of teaching was only 30 minutes or less. It is hard to imagine
very many learning outcomes which would be seriously affected by inter-
ventions that short.

it should not be difficult, however, for us to engineer sets of studies
designed speciticaily to develop principles of duration. At tirst these studies
should probably be outcome-specific. For example, recall of information
contained in written passages might be a dependent variable of experiments
in which teachers interact with students for varying lengths of time. This
type of experiment should be repeated for varietias of iearning outcomes
and approaches 10 teaching. Without the princip'es which these studies
would generate, we really have only rulec of thumb to decide how long
experiments on teaching should be. If, as it turns out, transactions with the
teacher should atfect recali by the iearner in a half-hour or an hour, we can
productively conduct experiments in which the teaching episodes are of
about that duration. If. however, it should turn out that one must teach for
10 or 12 hours before the learner learns more than he does by reading the
material by himselt, then those experiments would have to be much longer.

It would also be important for us to track both the induced effects of
teaching transactions (nurtured) as well as those that are directly taught.
For example. one nurtures rather than instructs the development ot self-

- -
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asteem through prasse and support. but he can diractly instruct the commu-
tative principle. It is reasonable to suppose that nurturant effects occur
more slowly than instructional effects. Personally. | think this is why there
have been so many unsatisfactory experiments in the field of reading. One
does not simply instruct in phonics principles (direct effects). He provides
a setting 1n which chilgren can teach themsglves a wide variety of things.
including developing their vocabulary. forming concepts about coding and
decoding. and developing the kinds of attitudes and reading habits which
lead to real reading power. An experiment to evaluate a teaching strategy
in the field of reading that lasts only 6 or 8 weeks. one may find very few of
the /mportant nurturant effects.

A Systematic Program of Research
to Identify Teaching Competence

| propose a six-stage model for identifying and validating teacher com-
petencies. The mode! is built directly on a resolution of the issues in ways
which appeal to me.

Detining the Roles of the Teacher

The process begins with the partitioning of the teacher's role. Ideally,
the role is defined as a result ot a8 construction of 8 medel of the school (see
Appendix A), so that we are looking tor competencies for a characteristic
kind of educational institution which deploys its stalf deliberately and
rationally. However, if we are faced with the problem of searching for
competencies within the present general teacher roles, then thegse need to
be partitioned into subroles such as the teacher as individualizer of instruc-
tion. the teacher as counselor. the teacher as instructor of groups. the
teacher as lecturer, and so on. For purposes of illustration, let us work with
three roles: the teacher as an individualizer ot instruction, the teacher as a
small group instructional leader, and the teacher as a lecturer.

The Specitication of Role Qutcomes

The detinition of the roles should include a determination of the outcomas
of the anticipated outcomas of the role: that is, how it is expected to function
for the education of the student. For example, the role as individualizer
might be associated with the teaching of basic skills in reading and mathe-
matics at the elementary school level and the basic skills associated with
any given subject matter at the secondary level. (For example. grammar
in Enghish, map skills in geography, and so on.) These role outcomes are
extremely important because they will be the basis on which we ultimately
wish to validate the competencies which are eventually identified.

Daveloping Appropriate Settings and Support Systems

The next task is to develop settings in which the role can legitimately be
played and to specify the kinds of support systems that would be available
10 the teacher. For example, a teacher who is playing the role of an individ-
ual of instruction and has available to him the resources ot the IPI System is
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'n a very different positiun than the teacher who has available 1o him a
library of trade books In both cases the role can be played but the com-
petencies which are needed are likely 1o be very ditferent. The IPI System
pravides the teacher with a diagnostic and prescriptive system that he can
use on many of his tasks. whereas It he has open-ended resources. he has
to determine the skills he will teach and perhaps o buid his own diagnostic
and tracking system.

Igentitication of Appropriate Models of Teaching

The next task s 1o identity which models of teaching enable the teacher
to fultdl the role. There are two ways of doing this. One is by studying edu-
cational theories and operationalizing models of teaching from them.
Marsha Weil and | have made a survey of available models. and we reach
Into this storehouse and malch the existing models with the roles of the
teacher '® For instance, we are able 10 identity a number of interactive and
information processing models that seem appropriate 10 the role of small
group instructional leader. Concep!t learning. group investigation. concept
detainment, etc , are all appropriate 10 the role.

The alternative to theoretical sources Is the study of practtioners. We
Can ask teacher to play the roles in our prototype instructional setlings
and to dentity the patterns of behavior they use. thus developing models
originated by practitioners. This is the method preferred by Arno Bellack
and his associates at the Center for the Study of Teaching at Teachers
College. | am sympathetic 10 the model. for | am aiso a member of that
Center. but In my own work | tend to use the tormer approach. Either way,
a series of models i1s generated which are role-appropriate. In the next
step. a behavioral analysis of the models is made by comingling two
methods. One method is 1o obtain behavicral examples of exper! teachers
trying the mode.. In the prototype settings. A group of experts familiarize
themselves with the model and try it out, S0 that we can get some idea what
the specific behaviors are that they use. The second method I1s 10 make a
careful conceptual task analysi of the model. thinking 1t through stage by
stage. and identifying the cognitive and social tasks appropriate 10 the
model

From these two processes we get a behavioral representation of each
model. in the case of some models, it may have a relatively fixed sequence
of phases, whereas others are very flexible. If the conceptual task analysis
ts used. 1t should be followed vy the empirical representation of the model
by several expert teachers. so that a range of skills appears as well as a
normative pattern

The Laboratory and Training Streams

From this point there are two sequences of investigation; laboratory and
training streams One sequence 1S r@search on the model of teaching. It
includes an analysis of the function of different teach:ng skills in the model
and an analys:s of the effects of the modet on learners in the short and long
run. The second stream of work 1s the training stream, which focuses on the
development and tasting of systems 1o train teachers 1o the model of ‘each-
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g and the study of the ettects when a range of teachers use the mode! in
tield settings. The two streams of work need not be separated in practice
although 1t 15 often conventent 10 have them separated. Whether they are
done together or correlated. they have conceptually different purposes.
in the laboratory research stream, studies are made of the ettects of the
model in controlied settings with an attempt to identity the kinds of skilis
reeded Dy learners to respond to the model, the difterential responses of
learners, and the kinds ot outcomes which are boosted by the model In
comparison with othars. Thus the cutcomes of the model of research are
model-relevant ouicomes. a ditterential model or mode! for applying the
modal with children of different characteristics. an analysis of the side
effects of the model. and identitication of the mode! of learning. In the
training stream the results ot the empinical and conceptual task analysis
of the model are used to develop training systems to expose both teacher
candidates and experienced teachers 10 the model. Teachers study the
model. and they are studies in microteaching and tield situations as they
try them out. An analysis of their behavior leads to a more pracise identi-
tication of the skills which they have difficulty learning and which are essen-
tial to carrying out the model. The results ot this research lead to a rede-
veiopment of the training system. Another trial with the training sys'ams
determings the effect of the additional skill training and the effects of the
model on learners. To compare the results of the behavior of differant
teachers. controls have to be placed on the content which is taught, or it
becomes impossible to compare outcomes. This phase of the investigation,
however, represents the tield validation studies. it may well be that, in the
field. outcomes are legitimately difterent than those in the laboratory set-
tings of the mooet of rasearch stream, but hopetully there is relatively great
congruence between them. A comparison of the patterns of teaching in the
tield validation studies should indicate whethar certain teachers possess
skills which result in greater learning than do other skills, whether there are
certain microskills which lead to greater etfectiveness than any given model.
As this program of work is repeated with several models, one edges toward
a position where he can determine whether there are any cross-model
teaching skdis of importance.

FOOTNOTES

* John Dewey. Experence and Education, (INew York Scribners. 1937)
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tChicago University of Chicago Press. 1974)
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Task Force on
Relating Teacher
Competence to
Pupil Outcomes

Donald M. Medley
David Krathwohll

A substantial portion ot the time allotted to the task lorce was spent in
smail groups whose mandate was 1o lformuiate qQuestions for discussion
when the entire task lorce reassembied. Since not all of these questions
were dea't with by the larger group, 8 summary 1S appended 10 this synthe-
s1s

The issue that seemedto receive the o+ 1 attention had to do with whether
i 1s delensible to attempt to deline . <. ea.’* - compehance interms
of pupil outcomes The wording of **i2 .. ;* . «r 10 the task force—to
deal with the problem of relating teacha <o re. 2 -~22 1o pupil outcomes —

imphies that teacher competence - (1. . iitarent entity lrom pupil out-
comes. and (2) that the relationstu, "+ - ** . ,18 an emprical ques-
tion. While the point was disputed, r.- *.a group concurred in the

opimon that the teacher should be held ac- cuntui - 1or competence rather
than outcomes.

An analogy often cited was the r,.edical one: it was pointed out that when
a panent dies. the physician i1s not 1 9ld respon:ible so long as he has cor-
reclly used the best known methods t.: diagnosing and treating the patient.
It 1s generally reahzed that the state ol meu.~al research is not sulliciently
advanced that sure cures exist tor many diseases Failures tend to be
blamed on incompiete research data rather than on the incompetence of
the individual physician. When the practitioner’'s competence 1s called into
question. his defense i1s based on his knowledge of and ability to apply the
best known methods. angd not on outcomes.

Some question was raised about the lairness ol the evaluation procedures
sed in the program descriteu by Del Schalock. in which students are re-
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quired 1o prove ther abihty to produce pupl learning betore they may be
certified as competent As one member phrased it. ‘if the student uses the
correct procedure according tn his supervisor, and the pupils fail to learn - -
who should be held accountabie for the failure — the student or the super-
visot? Or 1o paraphrase annther comment 1s it ethical to demand that a
teacher demonstrate more knowledge ot the teaching process than those
who purport to be training him possess ?

The state of research in teacher etfectiveness - that s, research relating
teachet behavior (process) to pupi outcomes iproduct)--is far less ad-
vanced. everyone agreed—thar research in medical science--that 1s,
research relating the behavior of physicians to patient recovery.

The defense of the Schalock program was that the learning outcomes to
be produced were determined by negctiation: between teacher dnd super-
visor. and were restnicted to what would be reasonable to achieve with the
group of pupils in question This is an iriportant point. and goes a long w \y
toward removing the objections cited above by ensuring (to a degree! that
the student 1s not confronted with an unreasonable task.

Serious questions were raised abou! the validity and reliability of such a
prucedure The reltability 15, of course. unknown. and inaccessible to study
since each performance 1s based on different criteria as well as on different
pupi's. content. elc . turther. not oniv the evaluation but the defimtion of
the criterta are highly subjective Decisions as i/mportant as whether or not
a student s to be admitted (o the prach=e of a profession should be based
on measures ot high objectivity and reliab.ity. as well as vahdity.

Questions regarding vahdity took two forms. The desirability of certifying
teachers or the basis of abiity to produce only short-term gains n imited
content areas and with only one type of class was debated. The fact that the
student 1s required only 15 produce what his supervisor considers a reason-
able amoum <t learning was seen as tending to stifle progress by requiring
the new teacher to be no more effective than the old.

Ali of this discussion seemed to serve the purpose of sharpening a dis-
tinction between the activities of research and evaluation. When we are
evaluating teachers individually. we need much greater reliabiity {and
practicahity) than we need when we are doing research in teacher effective-
ness

The objective of research s to 1dentity teacnher competencies that are
related to pumi outcomes in a probabihistic sense. that I1s. teacher behaviors
which are most likeiy 1o produce pupil learning. Research studies are sta-
tistical in nature and 4eal vath groups of teachers: i we can show. for
example. that the mean gain in a group which behaves in one way is, greater
than the mean gain in a group which behaves in another way. we have
evidence of the greater effectiveness of one way of behaving. Reliable mean
difterences can (fortunately for us) be demonstrated with measures whose
rehabiity tor discriminating between individuals 1s low.

Measures of pupt outcomes are highly unstable: the principle source of
errors of measurement are differences betwcen pupils used one time and
those used another time witl. the same teacher. If the average correlation
oetween gains measures based on different groups taught by the same
teacher is around .3 (as Rosenshine reports). then it would be necessary to
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averdage gaims «h seveh qroups to get a measure whose rehiabiity s 75,
Assuming that we are interested in gains achieved over a one-week interval,
this means it takes some seven weeks {0 measure teacher effectiveness.
it we are interested in gains over one year, It takes seven years! The im-
practicaity of using mean pupil gains as a basis for teacher evalvation—
uniess one 1s wiling to use very short term gains indeed - 1s obvious And
yet just such measures can be used in research studies o 1dentity compe-
tencies the possession ot which will increase a teacher's effectivengss,

it a teacher 1s evaluated according to the competencies he possesses,
adequate rehabiity can be achieved with a reasonable expenditure of time
and effort And when research begins to 1dentity new ways of being etfec-
tive, we can begin to certify teachers who are more competent —and more
eftective --than the ones we certify today.

When pianning a study in this area, it 1s important to design a study with
suthcient powet 1o detect relationships that are none too robust: In par-
ticular, sampie sizes of at least 50 to 100 teachers are needed. Data should
be collected that prowide information. not only on the teacher behaviors
and the pupi outcomes which are the primary concern. but also about
vanables hkely to interact with them. Pupil charactenstics (especially
socioeconomiC status and related characteristics) and type of curriculum
seem particularly /mportant it 1s dangerous to assume linearty. Recent
research strongly indicates that sn many cases. the regression of pupil
growth on teacher behavior 1s curvilinear with optimum effectiveness
achieved by teachers whose behavior 1s somewhere In the middle of the
observed range ot behavior. Qutcome measures should reflect more than
one type of pupil ledrning. since 1t 1s hkely that ditferent patterns ot teacher
behavior wili be most effective in taciitating different kinds of learning.

To sum up, the general attitude of the group was positive—tha consensus
was that research in teacher effectiveness can increase our ability to train
competent teachers in performance-based programs by identifying the
nature of teacher competence. How rapidly these programs improve ce-
pends to a great extent on how extensive a research program we are able
to mount anc sustan

Relating Teacher Competence
to Pupil Outcomes Task Force

A. An area of concern to almost all members of the group had 1o do with
the specification of the outcomes to which competencies are to be
telated Questions raised inciude the following:

1 What philosopt.cal base should be usad in determining the desired
outcomes?

2 How may parents (and other ccmmunity groups) gain access to
the establishment of desired pupil outcomes?
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How will political constraints and decisions based on them —which
may or may not be compatible with decisions about desired out-
comes—be dealt with?

Are there some competencies which relate positively to some out-
comes and negatively to others?

Should long-term outcomes be used: and it so. for what purposes?

How can the public be educated to expand its concept of ouicomes
to include aftective dimensions?

A second area ot concern had to do with interactions batween teacher

L]

and learner characteristics (and other extraneous variables) and
their effect on relationships between competence and outcomes.

What variables need to be taken into account in identitying pupil
learning styles. teacher learning styles, etc.?

Does the interaction between these two vary for such types of
outcomes as selt-concep!. student attitudes. and mastery of cog-
nitive skilis?

Are there any generic teaching skills whose ettects are invariant
across such variabies as these?

O
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A number of researchabie questions were raised. including the tollow-

ing:

1.

What kinds of teacher competencies produce what kinds of out-
comes with what types of pupiis?

How are these relationships affected by entering characteristics
of pupils and currnculum variables. and how do they interact with
teacher behaviors?

Is it possible to i1solate the etfects of teacher behavior from other
environmental factors?

What are some of these other variables?
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5 Is there enough known cortrelation between competenctes and
outcomes to justity certification on the basis of competencies?

6. Which kinds of outcomes are most reliably measured at the pre-
service level? at the inservice level?

7. Are there competencies which once acquired are never lost? Are
there competencies which need continual reintorcement and prac-
tice 10 be maintained?

Miscellaneous Questions

1. How can effects of setting and teacher role be separated?

2. What variables are involved in research relating teaching and
learning styles?

3. Shouid the emphasis be on relating outcomes to competencies as

such. or in identifying effective teachers and determining what
competenc:es they possess?

Appendix
Summary of Questions Raised by Task Force A

Using the regression model. couldn’t you regress the teacher behaviors
on performance of the outliers?

How to overcome the resistance to judge certification eligibility based
on pupil learning—uncontrollable conditions. differences in learners,
home background

The “invasion of privacy” issue which will emerge when we use data of
praclicing teachers: effect on career. certification, salary, uniess all in
population are included.

Are there ways of relating change in pupi performance 1o causal tac-
tors without experimental designs?

What about styles of teaching vs. child learning styles?
What are the act-categories under consideration?

What concepts of curricular structure and instructional structure are
being assumed?
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8. Is the teacher assumed to be performing in his indviduar acts under
certain credible principles and ethical norms?
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A Practical
Approach to a
Complex Problem

Part 1

George Gustatson

A teacher training program must be considered from three points of view:
program deveiopment, progranm research, and program accreditation. Cali-
formia i1s unique among the states in that it has legislation which is both
specific and. at the same time. provides opportunities for modifications in
the three areas of development, research. and accreditation. One of the
intiating elements for this legislation, the research and development of
Competency based teacher educaticn, allowed us to move in some very
constructive directions in a state where there are approximately 75 teacher
training institutions. These institutions range from the very small to some of
the major universities—the University of California, Stanford, and others.

The teacher certification legisiation in California established the California
Commussion tor Teacher Preparation and Licensing which is responsible
for the certification of teachers. What the Commission tried 1o do was to
design a program cycle that would ailow a whole new series of events 10
occur in terms of development of professional education activities. This
program cycle contains four pieces in a simple paradigm. (Figure 6.1).

The first of these pieces is planning. during which the institution oerates
from a set of guideiines developed for, and adopted by. the Commission.
Thes< juidelines provide direction to the program planning and development
proce:s. During this stage the staff of the Commission works with the in-
stitutions to develop a plan for teacher education. The institutions then
submit the plans to the Commission tor approval. for conditional approval,
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Figure 6.1

or for modification. based on the program planning guidelines. Prograrn
planning may take as lorng as two to three years.

The Calfornia legisiation has a very interesting and thoughtful part to i,
the requirement tor involvement by persons outside the traditional teacher
education program This requirement 1s incorporated into two aspects of the
guidelines for program development by teacher education institutions. The
first guidehine requirement is that the world of practice must be involved in
the teacher education program. The teachers, school districts, and the
community must be involved in the planning process. The people in the field
have some impact upon the development of the teacher education program
by providing the institution with information about the types of teachers
needed In the schools and the training requirements for such teachaers.

The second guideline requirement, which | think is equally important to
the university and college people. is that teacher education must be a total
campus commitment. The teacher education program may not be developed
in 1solation but must result from a coordinated. campus-wide, participation
in the developmental process.

The planning stage then moves into the second stage, implementation.
during which the Commission statf works with the institutions in imple-
menting and modifying the approved plans. As modifications become neces-
sary during this implementation stage, such modifications are in turn planned
and implemented.

The thurd stage in the process is that the institution does in fact have an
operating teacher education program. based on the plan and the moditica-
tions made during implementation of the plan. In the traditional sense, we
said that the program begins with a series of ideas. plans. and operational
notions. which, as they begin to be implemented, cause courses which are
presently being offered 1o be changed and moved into new directions.

The real trick is to be sure that the programs which are developed. im-
plemented. and operating at the universities have some relationship to the
tield. To insure the relationship of the programs 10 the field of public school
teaching and to provide for program evaluation. we built in a system of
collecting data which involves several steps—the collection of data about
the person. the process. and the product
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DATA COLLECTION SYSTEM

process

Figure 6.2

The first element to be considered in developing a program for teacher
education deals with the person, so you coliact data and infarmation about
the people with whom the program of teacher education will be working.

Then you do an anaiysis of the process. The colleges and universities
begin to do things to the persons who are in their program. These include
some good and some bad. but they are doing these 10 the students in vary-
ng degrees. We have had some interesting battles over the process, and
over what the institutions plan to do with the students in their programs;
student teaching is one example. Everyone talks about competencies and
the need to define the competencies which students must master, but the
battle over student teaching centered on whether or not student teaching
must consist of 15 units. The law clearly states that the requirement for stu-
dent teaching shall be one semester of full-time student teaching or its
equivalent. But the law does not define the equivalency, and the battle raged
over whether it should be 18 quarter units or 12 semester units or what.
There was little concern for the planning tor the activities in which students
would be involved during the student teaching experience.

The third stage 15 the product which is the outcome of the person going
through the process. One requirement of the program development guide-
lings is that the institutions mus! state what their students will be able to do
when they complete the program. the exit level skills or competencies.
There is no attempt at this time, and hopefully there won't be for a leng,
long time, 1o specify the competencies which students must alain when they
leave a program. There is no hidden list that specifies that these are the 25
or 30 important competencies. The Commission is really working from *he
commitment that the institution must identify the types of competencies or
skills which they presume to be useful and viable for teachers. The parson
who enters the teacher education program and the process of the teacher
education program combine to produce an individual who will teacn in a
school in California.

The Commission will be concerned with collecting data to provide in-
formation about how graduates of teacher education programs are func-
tioning within the public schools of the state. Thus, by looking at the person
enterng the program, the process of teacher education, the exit skills of the
person leaving the program. and the ability of the teacher to teach within
the public schools, the pieces fit.

We have a syslem which has some inher@nt possibilities for flexibility.
Ultimately. the Commission will have to look at the success of the process
of teacher education as described by the institutional plans and as imple-
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mented within the teacner education institutions They will have to ook at
the person. the process. and the product. in terms of how weil the graduates
deal with the real world of teaching in pubhc schools and how we!l they can
teach The intormation obtained by iooking at the product. the teaCher in
the pubhic schools. will provide for a recycling of the teacher education
program

The need. then. 1s to design a system. a manner of collecting information.
which will put all of the pieces together. which will ook at the characters-
tics of the entering teacher education students, the process of teacher edu-
cation. the skilis or competencies of the graduating teacher education stu-
dents. and the success of the teacher in the pubiic sChools

As one step to accomplish this enormous task of systematizing the data
collection process. | have designed a matrix. (Figure 6 3) There are seven
categories in which we collect data about what 1s occurring within the teach-
ing process The tirst 1S one that s farly traditional; that teachers are in-
dividuals and as ndividuais. they have certain kinds of knowledge. whether
it 1s academic knowledge. pubhic school required knowledge. or knowledge
of the anticipated student learning 1n terms of the instructional objectives of
the school or district Teachers must have a knowledge base from which to
organize then teaching both academic knowledge to convey to students
and knowiedge of the student iearning outcomes which are important with
the particular sChooi a'strict

A second category 18 knowledge about learning. If teachers are going to
teach. they must have some knowledge about the learning process. They
must know the ways in whiCh a teacher can assist with the learning process.
They must know what stimulates and what depresses learning.

The third category deals with student motivation. Hf teéachers are going to
be effective. they must have some operational control over the factors
which affect student motivat:on to learn

The tourth large area of concern 1s one about which there is a lot of talk
today. diagnos:s The taik centers on the need for professionals to be skilled
at diagnosis. and the need for the development of tools to ad in the di:ag-
nostic process. Teachers need to identity the level at which the student 1s
functioning 1n a given subject or skill area.

{ think it 15 aimost :mpossibie to deal with the business of diagnosis
without iooking at the same time at prescription, category five. One of the
most frusirating things for me as a professional. particularly as | consider
the process of individualization of instruction. 1s finding that we have a large
number ot diverse diagnostic procedures and that we end up with the same
basic prescription the assignment of a page or series of pages n a text-
book 1f you can't prescribe alternative strategies to meet the diagnosed
needs of students. there i1s no point in doing all of the elaborate diagnosing.

The next category. six. deals with communication. Teachers must com-
municate with a vanety of audiences. other teachers. students, the ad-
mimistration. and. very important n today's world. the community. So we
must begin to coltect information about the teacher as a communicator.

The last category has to do with evaluation. Teachers need some knowl-
edge of and some skilis 1n evaluation of both indiwvidual student and total
class progress Thus, this matrix provides a means whereby we can dwvide

Q
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Figure 6.3
WHAT ARE WE MEASURING?

5

THRE

g8l 21§ (2

€lzl3le |§

E| 8| 2| 8|2 |8
21el 5| |EelEe

o 8, g °© F:w:

& | @ = [WElLE

25| 5| 8|oslBs

SUBJECT MATTER (CONTENT) S8 8|58 |gxEx

Knowledge__ L
ecademuc

Public School Required Knowledge

Public Schoql Objectives

-

LEARNING

Stimulators

Repressors

MOTIVATION

Theor:es

Practices

DIAGNOSIS

What can he do?

What does he need? (Short-Term)

What 1s possible now? (Interim)

What 1s required for hm? (Long-Term)

PRESCRIPTION

Learning Style

Learning Materials

Alternate Ways

92




BEST COPY AVAILABLE

g
) 2 e
° - -
2 3| EE I3
£ z 5 E >
sl21 21218 18
tls| 2| GlERED
E| S |SEwE
HHHEE %
COMMUNICATION £E1l8 R
Learner/Teacher
Learner/Learner
Teacher/Teacher
Teacher/Admnistrator ]

Teacher/Community

EVALUATION

Student l_"Lg_g_v_e_ss -

Group Progress

Class Progress

School Progress

. Jesting/Appraisals

Into seven basic elements those teacher skills which institutions are telling
us are important teacher skills. Even though each mnstitutional plan is
unique, and the experiences through which students progress within the dit-
ferent institutions on their way 10 becoming teachers are diverse, we have
a consistent system for categorizing what institutions tell us are (1) the
learning experiences of their students and (2) the exit skills of thew gradu-
ates The development of a system 1o categorize the stated experiences pro-
wided within institutional programs of teacher education and the anticipated
skills of students upon completion of the programs was tough, given the
uniqueness of each institutional plan, until we developed the matrix, which
aliows for classfication of the process steps and the product detinitions.

When we look at students as they leave teacher training and enter the real
world of teaching in public schools, we must recognize what everyone
knows. that districts have requirements and constraints which are unique
10 the ndividual districts When we hegin to collect information about the
skills of the teacher at the completion of a teacher education program, then
we can design a pre-employment training program at the district level to
meet the specific. unique, needs of the distiict in terms of teacher com-
petences.

The catagories in the first matrix detine the broad areas of necessary
teacher skills, but do not detine any ot the situations in which teachers
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teach Yo do that. we have desighed another matrix As identified within
this matrix, (Figure 6 41 there are tive kinds ot instructionai settings 1 which
teachers are asked to tunction :n public schools While the matrix was de-
signed with seif-contained ctassrooms in mind. it can also be used to
examine open space learning environments and aiternative school settings
Whether there ate wilis 0t ot we are still dealing with The tve instructional
settings

The tirst 1s the standard instructional setting where teachers nstruct a
large group of students, a small group of students. or work with students on
a one-to-ona basis !n this setting, teachers use a series of instructional
methodologi@s and resources to meet the needs of the students within the
mstruchional setting

The second setling 15 the hbrary resource areéa In such an area, the stu-
dent 15 conducting research with tradwional research materials such as
reterence books. encyc'oped:as. lrade books, and programmed materials.
Liorary resource areas are found in seif-contained and in open space in-
structional settings

The third one 1s the multi-media center. distinguished trom the hbrary
center by the presence of several modes ot presentation of matenials, such
as mowvie and tim stnp projectors While some multi-media centers are
stocked with the latest technological advances. ithers consist of less
equipment and the sharing ot equipment among teachers or schools Stu-
dents may move 1o an area specified as the center and containing all of the
¢ 'wipment. ur the media materials may be brought into the classroom

The fourth setting. one of the most important 10 me, s the laboratory
where the student has the opportunily 10 experiment directly. a place for
children 10 develop skills in stating and testing 'deas This 1s, again, the
type of actvily which can be conductled anywhere and does not require a
fancy location compiete with the latest equipment.

The last category deals with the community. The community 1s any in-
structional setting outside of the school. The need to utihize the community
as such a seting increases as we nvolve the commuraty in defining the
studen:! needs These are the needs wnich the instructionatl program must
mee! n developing the goals for that program We cannot invoive the com-
munity in estabhishing the heeds and goals of an instructional program and
then attempt to solate the program from the community. or educate the stu-
dents without concern for an involvement in the community. Again, teachers
in traditional schoot orgamizations, as well as teachers in open space nro-
qrams, can make use of the community for a varwety of instructional ¢ .1 -
ties

These two matrnices detine the categories ot teacher competencies and
the instructional settings 1n which those competencies are employed Jointly,
they aliow tor the classificat'on ot the information obtained from the program
plans from teacher training institutions, the data about program implemen-
tation. and the information about the success ot graduates when they are
teactung within the public schools This 1s the first step in a systen: tc vbtain
and orgamze information about the totality of teacher education, looking at
the person who enters the program, the process of teacher education. and
the product, the teacher in the public school
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Part 2

Marjorie Powell

ceacher trining anstitutilons admit students who meet entry critenia and
then move the students through the process, thew teacher education pro-
gram  designed to prepiare students 1o teach in the pubhc schools The
Cantorma Commussion tor Teacher Preparation and Licensing requires that
mst.lutions describe t-:@ program which they wili implement The Commis-
swon grants approvai tor a period ot time to the program as described by
the nstitution. and s establishing 1 procedure to insure that programs are
mplemented as descr:ibed. or that moditications are documented

While these steps involve the person entering the program and the pro-
cess by which the person 1s educated, they do not yet iook at the product.
the teacher teaching within the school classroom The important question
 stll unanswered Will the students who move through the program as
described and mplemented by the institution be successtul teachers when
they have recewed thewr certiicates trom the Commission and have been
hired to teacn? What skilis are necessary to be a successtul teacher?

In order to look tor the answer 1o the question ot what 1S a successtul
teacher. the Cornmission has undertaken a research study. the Beginning
Teacher Evaluation Study. with tunding trom the National Institute of Edu-
cation The purpose ot the multi-year study 1s 10 dent:fy teacher behaviors
which are related o student achievement :n reading and mathematics

We have imied tne focus ot the study to reading and mathematics be-
cause ot the necessity ot contining the research to manageable proportions
Such a study has a way ¢! expanding unlit the entire universe i1s included
and the impact ot the study 1s dittused to the point where nothing 1s iearned.
However, we do recognize tnat the elementary school turriculum contans
more than the basic skills of reading &and mathematics. and we hope that the
work ot this study will be expanded in the tuture to incorporate more areas
ot the elermentary program.

The t.rst vear ot the muit-year study. Phase 1. was devoted to planning.
Atter the development of an intial design for the study. the Commission
sponsured a Research Design Conterence in February, 1973 The confer-
ence parucipants. educational researchers teacher educators. schoot
adrmimistrators, and subject matter specialists, reviewed *he research design
and made a senes of recommendations Based on many of these recom-
mendations. a des:gn for the second year of the study was finalized.

The second year. Phase 1i of the study. focuses upon the development of
instruments and the generation of research hypotheses Educational Testing
Service (ETS) was selected to conduct the work of Phase Il during the
1973-1974 school year Experienced teachers in grades 2 and 5 form the
sample for Phase |1, the tirst year ot tield work School districts were asked
{o participate. then experienced teachers were contactled, provided with
intormation about the study. and asked to volunteer

During the pianning for Phase 1, a vanety of procedures was discussed
tor «dentutying the teachers 1o be included in the sample We considered a
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process of nomination by all of the teachers In the school or by the principal.
However, even when the criteria to be used to make the nominations are
clearly spec'tiad, in many instances nominations are based on tactors other
than the specitied criteria. We- finally concluded that we wanted to study
experienced teachers i1n the vanety of instructional situations, without using
nominations to identity teachers to be included in the study.

The Phase 11 sample of 97 experienced teachers in eight districts include¢
teachers in urban. suburban, and rural districts teaching students from low
and middie income areas. Some teachers are in self-contained classrooms
while others teach in open space programs. Some have mulii-grade groups
of students. some are departmentalized. teaching only cne or two subject
areas. Several teams of teachers volunteered and are included in the work
this year. The majority of the teachers have some form of teaching assis-
tance — an aide, parent volunteers, or older students who tutor specitic chil-
dren.

We are particularly pleased that teachers from so many instructional set-
tings are involved in the sample during the first year of tield work. We hope
to identity teacher behaviors which are important in a variety of instructional
settings and must insure that the measurement instruments which we use to
ientity and measure teacher behaviors are appropriate for, and applicable
to, a variety of instructional settings.

While the major facus of the study is on newly certiticated teachers. a
model must first be built, based on behaviors exhibited by, and related to
student achievement in the classrooms of experienced teachers. For this
reason. experienced teachers will be studied during Phase 11 anc will be the
major part ot ihe sample in the work next year.

Instrument developrient during Phase 1l has included the development
of student achieveme.t tests in reading and mathematics. specitically de-
signed to measure student achievement in reading decoding, comprehen-
sion, application of skills and attitude: mathematics computational skills,
concepts. application of skills, and attitudes.

Fall data collection was conducted during November, 1973. Student
achievement will be measured again in the spring to provide a measure of
student growth during the school year. Most of the student instruments have
been developed specitically tor this study. so normative information will not
be available.

instruments have also been developed to measure teacher knowledge of
the teaching of reading and mathematics, and teacher verbal ability, or the
ability of the teacher to pracess information. The latter instrument included
subtests of vocabulary, memory, classification skills, inductive and deduc-
tive reasoning, and creativity. A tilm test is being developed to assess the
skills ot teachers to diagnose the reading problems of students and the
range of alternatives which the teacher would prescribe to meet the iden-
titied need(s) of the students. The test is being developed because we
recognized the importance of the skills of diagnosis and prescription, but
we were concerned that we might not observe enough instances of dlagno-
sis or prescription to adequately measure the skills ot the teachers during
the somewhat limited observation period in the classrooms.

Observation procedures and two instruments have been developed by ETS
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specitically tor the multiple ciassroom observations within ttus study The
observations are occurring from February through Apri of the 1973-1974
schooi year Ditering numbers of observations are being done. using the
two observation instruments The teachers indicated that thev would preter
as many observations as possible. since they did not believe that a few
observations would provide enough intormation about important teacher
behaviors The differing observation patterns will also allow tor the analysis
of the reniability ot the instruments and the observers. and a determination of
the varying types ot information obtained through the use ot each instrument
when the same ciassroom 1s observed at the same hme by observers using
difterent instruments

Teachers are aiso being videotaped, so that further analysis of teacher
behavior can be completed The teachers will have an opportumty to view
ther own videotapes after the taping i1s compieted. providing the teachers
with an opportunity to see themseives in instructional situations. In addition,
information about both teacher and student background has been coliected.
A senies of work dianies has been developed to collect information about the
instructional program within the classroom throughout the school year and
the particular instructional events during the specified weeks ot the year
The teachers work within an instructional setting. with resources available
to them. and with specific goais for students The work diar:es are designed
1o obtain data concern:ng the instructional resources and goals.

The school ciimate 1s being measured through questionnaires for teachers
and principals and an interview with the principais All school instruction
occurs within the setting estabiished by the persons involved in the school,
the principAal. the teachers. and the students. This environment, or climate,
has an :mpact upon the instructional stuation and therefore must be as-
sessed n order to adequately determine the relationship between teacher
behaviors and student achievement.

The consistency of teacher behavior throughout the school year will be
determined through the consistency substudy. which involves the videotap-
ing of a sample of teachers three times during the school year. and the
analysis of the videotapes in terms of the consistency of teacher behaviors
across the three videctapes

The stabiiity of teacher performance. as measured by student achieve-

ment. will be assessed through the collection o! rustorical test data for
students in the classrooms of the sample teachers in previous years. This
task s especially dithcult due to the differences in testing programs across
the eight participating school districts.

The dependei! var:able in the Beginning Teacher Evaluation Study 1s
student performance. a measure of growth from fall to spring The inde-
pendent variabies are teacher pertormance (behaviors). teacher char-
acteristics (years of experience. etc.). student characteristics (age. ian-
guage background. etc ). and school characternistics (size. special pro-
grams, etc )

Phase |11 will be designed to refine Instruments and to test the research
hypotheses which are developed in Phase li. to provide empirical data con-
cerning the relationship between teacher behaviors ang student achieve-
ment 1n reading and mathematics. During Phase ill, beginning and experi-
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enced teachers will be included in the sample of teachers. 1o test the hy-
potheses with both types of teachers

Phase i1} 1s planned to cover three years. with the first year devoted to
additional development and field tasting of instruments and research hy-
potheses. A series of special studies are planned tor the first year. Al of
this work will iead into the second year of Phase (il, during which a large
scale tield study will provide a test of the research hypotheses. The third
year will focus upon a review of the imphications of the study for teacher
certification and teach@r preparation.

To review these imphcations and to obtain information about training
procedures. a series of SMall studies will be conducted 'n which teachers
will be trained to utihize the behawviors dentitied during Phases Il and Il
These studies will provide both a test of the relationship between the
teacher behaviors and student achievement, and information about one or
more methods of preparing teachers to exhibit these behaviors.

While | am confident that the study. over several years. will identity im-
portant teacher behaviors and will provide information about procedures
for training persons to implement the behaviors, | would be unrealistic it
| expected that the study woutd result 1n a firm list of béhaviors which could
be detined as vital for all teachers in ali teaching situations. Rather, | antic-
ipate that we will identifty some behaviors which are important to all teach-
ing situations and other behaviors which are important to specitic instruc-
tional settings Or the teaching of specitic skills. | am convinced, further, that
insttutions will want informat:on about the one or more methods ot teaching
students to exhibit the identiied skills.

O
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Classroom
Observation

Robert §. Soar

A point of view which has been expressed with increasing frequency is
the view that systematic observation of classroom behavior has not been
a useful measurement procedure for identitying teacher behavior which is
related 10 pupil growth. Rosenshine’ concludes that ratings are more ef-
fective than observation of teacher behavior using specific behavioral items,
ang Heath and Nielson evaluate work in this area and conclude.

Last. given the well-documented strong association between
student achievement and variables such as socio-economic
status and raze (see Coleman and others, 1966). the eftects
of techn:ques of teaching on achievement (as these variables
&re conventionally defined) are likely to be inherently trivial.?

Whether this extreme position is accepted or not, it appears that research
which has attempted to relate measures of classroom behavior obtained
trom relatively specitic behavioral items to pupil growth may have tailed to
produce as much as it could have because of a number of methodological
difticulties. Since these apparent pitfalls in the past use of observational
methods are likely to be related to the success of these methods in PBTE,
they will be reviewed brietly here.

Methodological Problems in the
Past Use of Systematic Observation

There have been numbers of weaknesses in the studies which have
employed systematic observation in the past, including the power of the
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typical study, the nature of the observaticnal measure. the nature of the
achievement measure used as an outcome, the statistical analyses em-
ployed. and others.

Power. A major difhculty with research using classroom observation
has been the limited power of the typical study. For example, in the review
cited above. Heath and Nislson divide their summary into studies with 15 or
more teachers and studies with tewer than 15 teachers. If 15 is taken as the
minimum number for a study to be taken seriously, as their division of
studies imphes, and if the correlation between two variables as measured
is .30 in the population, then @ach study will have only 19 chances out of 100
of tinding that resuit signiticant at the 5 percent lavel.? But this 1s not the
worst of the problem. Cohen argues persuasively that if the relation between
two true measures is .30, a reasonable degree of fallibiity in our measure-
ment procedure would reduce the observed reiation to .10 between the
variabies @s measured. it that value i1s taken as a reasonable esiimate of
the correlations which we attempt to test, as Cohen argues, then only 8 out
ot 100 relations which are real would be tound to be significant. There is,
of course, the countervaiing influence that when large numbers of statis-
tical tests are done, some will be significant by chance. Thus. one influence
tends to produce too few significant results, and the other tends (o produce
too many. Since both of these influences are at work simuitaneously, it
would be surprising if there was very great consistency of results across
studies in which the numbers of teachers are small. This, ot course, sup-
ports the conclusion that our knowledge base i1s weak; but it argues that the
basic dithiculty may not be the insensitivity of the measurement tool, but
the fact that 50 many studies have been done which possass limited power
{and that these studies are taken as seriously as studies with greater power).

Simplictic Statistical Anslysis. Another major weakness of past class-
room observation research is probably the statistical analysis, which has
usually stoppad at the level of linear correlations. Very few analyses have
testad the possibility that relationships might be nonlinear, and even fewer
have examined interactions—the possibiity that the simultaneous eftect of
two behavior measures might be different from the eftect of each taken
alone. Intuitively. both ideas seem appealing. It seems uniikely that a
teacher behavior which is desirable in some amount is more desirable as
the amount increases, without limit. It some praise is good, is more praise
always better? i1s more indirectness always better? is more drill always
better? We have found strong nonlinear rolations between a teacher
behavior which controls or directs pupil behavior, and pupil growth, in four
ditferent sets of data.* Yet a hnear correlation assumes a “more is better™
relationship.

It also seems piobabie that the meaning of any particular teacher be-
havior is moderated or influenced by other classroom behaviors. Simple,
linear correlations aiso tail to recognize this possibility. For example, in
our recent work. the extent to which the teacher was central in the work
of the classroom was unrelatad to any measure of pupil change.® But if the
teacher was often central and also often chose the problem to be worked
on (not necessarily in the same aclivity), pupil growth was less than it the
teacher did one or the other with some frequency. A number of such inter-
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actions agreed with each other and with the nonlinear relationships 1n
mdicating that greater amounts of pupil growth were associated with inter.
mediate amounts of structure or control by the teacher

There were also numbers of interactions between pupid characlenstics
ana the classroom behavior which was associated with most gan For
example. mcreas:ing amounts of gentie teacher control (a very gentle,
vnobtrusive noncoercive style) were more strongly associated with greater
subject matter qan for disadvantaged pupis over the summer than tor
advantaged pupis

Empirically, the same study tound that simpte hinear correlations produced
about one and a haif imes as many significant results as would be expected
by chance. whereas an analysis of nonlingar and interaction terms produced
between three and four hmes as many s:)gmhicant resulls as wouid be ex-
pected by chance So it seems likely that another problem in past research
has been the infrequency with which analyses have adequately dealt with
the complexity of the relationships that exist between measures of classroom
phenomena

Complexity ol Achievement Measures. Shil another problem which
seems Lkely to bear on the appiication of observation in PBTE has been the
tanure to specity the nature of an achievement measure beyond merely
naming the subject matter represented Within a subject matter. a measure
may nvoive learning which s simple and concrete. or compiex and abstract,
requiring assoc:ation or nformation processing For example. an arithmetic
measure might refiect only knowiedge of the multipication table at the
level of rote memory, or it might represent compiex problem solving. It
seems probable that rather ~ifterent styles ot teacher behavior would be
assoc:ated with most gan for eacn kind of learning Three separate studies
have supported this idea with varying deyrees ot completeness ¢

in the research which has been reviewed in this tield. if measures differ.
ng in complexily or abstractness were used as outcome measures. 1t would
not be surprising that there s ittie consistency in the results.’

Complexity of Classroom Behavior. Sull another possible source of
aithiculty in past observational research may have been the tailure to dis-
timguish between sublly different classroom behaviors For instance. teacher
behav:or which was directed at controliing the behavior of pupils. can use-
fully be d:stinguished from teacher behavior which was intended 1o control
or hmy pupil thought processes It 13 possible for the physical activity of
pupiis to be restricted. and yet for thern 1o be engaged in complex problem
solving or in very creative endeavors In facl. previous data indicated a
positive relation between a “freeng style of teacher-pupil interaction and
pup'l growth in creativity, but a negative relationship between degree of
pupit physical movement and the same creativity growth measure.®* There
15 N0 way of knowing the frequency with which this distinction s maintained
at a theoretical level, but several sets of data indicate that teachers in
classrooms rarely make this distinction

in general. distinctions of this sort which have emerged trom the use of
Classroom observation, seem likaely to clarfy the nature of the teacher's
task ang the recording task which represents it On the other nand. it seems
possible that failure to recognize such distinctions may have led 10 some of
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the contusion n results which 1s present in current literature. Not infre-
quently, conthicting results are 2 consaquence of the tailure 1o recognize
additional important variables. and it seems possible that this may be the
case here.

Single versus Multicle Coding. Another major problem which has not
always been 1aced in the use of systematic observation has been recording
specitic bahaviors in isolation. For example, the fraquency with which a
teacher asks analytic questions may be a usaful outcome measure to assess
the conssquences of a module intended o teach students to ask analytic
questions, but perhaps the fact that the student-teacher asks analytic ques-
tions will not make very great ditferences in the achievement gain ot pupils,
uniess these questions are asked at aopropriate points in a developmental
sequence of learning experiences. For example, Taba and others concluded
that a teacher would be unabie to maintain a higher level of thinking in pupil
inQuiry it an insutticient amount of attention had been given to gathering
the requisite facts betore the higher-level thinking began.?

Racant developments in multiple ceding (for example, simultanscus.,
coding who speaks to whom. the level of thinking in the interchange, the
attective tone, etc ) are important attempts to record such complsx ard
sequential information and have recently been reviewed by Flanders.'®
The beginning work was the matrix tabulating procedure of the Flanders
System which captured. one step at a time, the sequence of occurrances
in classrooms

But thore 1s a possible problem in the nature of the items which are used
in instruments intended to record multiple aspects ot an event, or sequen-
tial svents. The problem is that the items which represent sach aspect (who
and to whom; whether direction, instruction, or question; the atfsctive tone,
etc.) must be small in number in order to make the coder’'s task manage-
able. This means, in turn, that they must be broad. The tact that a direction
was given, for example. would be given in a single code. in contrast, in the
Flerida Climate and Control System, direction giving has 20 codes to scale
the degree of coerciveness with which verbal directions are given, from very
gentle, noncoercive ones to very harsh, coercive ones.'' Correlstions of
items with pupil outcome measures in the lower grades suggest that gentle
control items relats positivaly to growth, intarmediate items do not relate,
and harsh, coercive ones relate negatively. As a consequence, when all
direction giving 15 assigned to one code. relations with outcome measures
may be masked by the cancellation of positive and zero, or negative, rela-
tionships. If. as we have come to believe. the kinds ot observational items
which are most likely to be ettective in identitying classroom behaviors that
will relate to pupi growth will often be items which are relatively narrow,
specific, and subtie rather than obvious, then there s likely to be a trade-off
in toss ot intormation by the use of items which can be used to multiple
code events or sequences. In addition, it seems likely that the multiple
coding of events or sequences will complicate the problems of analysis.
Each combination becomes a varigble. so that combinations must be con-
solidated in some way, and information may be 'ost.

It seems clear that two approaches to dealing with the compiexity of
classroom phenomena and relationships are in use. One records events in
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greater deta:d, but without a multiple record. then develops combinations
and interactions by statistical analysis; the other records multiple aspects
or sequences of events and then combings them_ I{ seems clear that the
nature of the data will difter, and which approach will be more tunctional,
or more functional for what purpose, 15 an empirical question. Several in-
strumants of both sorts will be reviewed later

Reliability versus Validity. Tradwonal concerns over reliability may also
lead the developer ot observation ingtruments astray. The items which are
most easily observed reliably are the relatively abvious, global, molar ones
such as, "Is the teacher front and center in the teaching process?” While
observers agree readily on how such an item should be tallied. the measure
does not seem likely lo be a useful one. indeed, there are some suggestions
that the teacher behaviors which most often relate to pupil gain are the
relatively subtie. flesting ones. in contrast to the more global items for which
rehability 18 eas:er to obtain.'? Thus, it seems likely that if the developer of
an observauon instrument focuses first on the reliability of items as he is
developing them. he may risk giving up potentially powerful items and
retaining ones which have littie utility. Uitimately. in applications in PBTE,
the decirion shouid surely be influenced by the question of what is to be
measured, but the temptation to give up items which are dithicult 10 observe
reliably may need to be resisted.

The Place of
Observation in PBTE

Observation may play at least two, and perhaps three, roles in PBTE.
First, it seemns likely that the observed behavior of the student-teacher in
training will often be used as a measure of the success of a module or a
larger unit of the program. That s, it would be an outcome measure assess-
ing the success ot the student and of the tra ning material. Second, in the
fong run. it seems likely that observational measures will need to be em-
ployed to test whether the differences in teacher behavior which the pro-
gram produces, in turn, are related to differences in the achievemunt of
des.rable objeclives by pupils. Thatl 13, in the simplest terms, observation
may heip to answer Iwo questions: does the program make a difference
iIn the behavior of its graduates? and, do these oehavioral ditierances in the
Qraduates make a difference in the pupils they teach?

It seems wise to keep these two functions separate. Each aione will
probably be a dithcult attainment to assess, but (o attempt to relate program
differences to differences in pupil outcome seems almost to toredoom the
validation attempt at the start. The shippage is great enough at each link
in the frocess 10 make the demonstration of relationships ditficult, but if
both sets of inkages are included in the experimental test, the difticulties
appear to be increased materially.

Finally, observation systems may be used as a way of teaching desirable
behaviors to student teachers in training. There is a growing body of litera-
ture indicating that simply teaching a student a set of categories which
describe behavior 1s surprisingly effective in moditying his behavior in a
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The Usefuiness of Mieraschies of items

As the faculty at our university worked through the question of whether
they wished to commit themselves to working on a performance base, the
objection was sometimes raised. "I'm not interested :n behavior at the level
ot whether the student can thread the tilm through the projector.” In order
to provide a means tor talking about this problem, Figure 7.1 was produced.
It should not be taken as a sat of standards to be taken seriously, but only
as an example of a way in which specific bshaviors might be organized into
successively more abstract and comprehensive conceptual schemet. The
top row across the table represents a kind of broad hypothesis or beliel
about a desirable skill tor a trainee to have ar a desirable situation tor him to
create in a classroom. It would be accepted by most educators. but because
of its level of abstraction. would probably have difterent meanings to the
ditferent peopie who accepted it. it is not, as it stands, measurable. It we
move down n a row in the figure, however, the concepts of Gentie Teacher
Control and ot a Warm Climate are somewhat more distinct and behavioral,
and yot ure sufficiently comprehensive that most pecple attach values to
them. It we move down to a still lower level in the table, a series of mea.
sures is 1dentihed which makes up each of the desirable classes of class-
room behavior. Each ot these behaviors. in turn, 15 detfined in a manual
which specifies with some detail the settings and the aspects of the be-
havior which quality for each ot the measures cited. It is a kind of implicit
~appendix” to the measurement scheme. Given such a system, the term
Gentle Control or Positive Climate has relatively clear meaning, and there
is relatively hittle disagreement about what the term means when it is used.
At the same time, it represents behavior at a level of generality that appeals
to many people as being of some consequence.

In discussions with others, it appears to be fruittul and to increase under-
standing and communication to clarity several leveis of the hierarchy. It
specific measurable behaviors are cited. it helps to give them meaning to
angwer such questions as. “Why would you care about that?” “Why is it
important?’’ On the other hand, when broader labels are usad, greater spec-
ihcity 15 sometimes achieved by asking questions like, “What would a
teacher be doing it he were doing that?"" or ““What wouid he be doing that
would be ditterent than if he weren't doing t?" One advantage of such a
procedure lies in avoiding the need to deal with hundreds of behavioral items
tor most purposes. Rather. a considerably smaller number of terms can be
used which stand tor the larger numbers of behavioral items that make
up each complex.

The critical requirement is to verity statistically that the items which
make up a composite are positively interrelated. It not, the unrelated or
negatively related items may. at the least. muddy the concept. and at the
worst. may destroy it operationally. The frequency with which an item
empirically differs from others with which it seems logically to belong ur.der-
lines the importance of this empirical check.
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Some Widely Used Observation Instruments

The first three of the systems which are described use large numbers of
items, but do not code sequences or provide for multiple codes which can
later be dentified as describing a single event. The third is an extension of
the Flanders System of Interaction Analysis, which was the first to begin
1o represent sequencs, and the last three are more recent instruments which
code sequence or multiple aspacts of an event. Al are "general purpose,”
in that they are not designed 10 assess a particular competency or skill, or
to describe teaching in a particular subject matter. Several are designed for,
or have baen mostly used in the lower grades.

The Fiorids Climate and Contrel System (FLACCS). This is a moditica-
tion of the South Carolina Qbsorvation Record,'? which draw heavily on the
Hostility-Attaction Schedule'* and the earlier versions of the Observation
Schedule and Record (Madley and Mitzel 1958, private communication).

The tirst section is organized araund the concept of direction and control
of the classroom by the teacher and the response of pupils, including the
teacher's role and the organization of the ciass. Twanty items of verbal
teacheér control are scaled into five levels ol coerciveness ranging from
“Guides, Suggests.” to “Orders, Commands” and smaller numbers of
nonverbal items are similarly scaled. The response 1o teacher control is
represented by pupil items, such as assumption of responsibility tor class-
room order, pupil task involvement, obeying, resisting or disobeying, and
the amount of sociahzing. The second section, attect expression, records
the eight combinations of teacher versus pupil, verbal versus nonverbal,
and positive versus negative attect.

The Teacher Practices Observation Record (TPOR). This is an instru-
ment developed t0 measuré a teacher's practices in relation to John
Dewey's Experimentalism, with each item describing a teacher behavior
that is widely practiced in schools.'s

It records whether the teacher or pupil 1 the center of attention, the
axtent to which pupils are active or passive, and the amount of freedom that
puptls are permitted. it describes the nature of the problem as organized
around the concerns of pupils or the concerns of the teacher or textbook.
as well as dentitying the ditficulty of study topics. Subject matter is classi-
fied as to whether the pupils or the teacher assume primary rasponsibility
for locating it, and whether it is taken from a textbook or a wide range ot
sources. Whether the teacher evaluates the pupils’ work or the pupils en-
gage in self-evaluation is recorded. along with the degree to which the
classroom tasks are ditferentiated for individual pupils.

Florida Taxonomy of Cognitive Behavior (Cog Tax). This instrument is
based on The Taxonomy of Educational Objectives: The Cognitive Domain, ¢
as it was modified and extended by Sanders'’ to assess teacher l8ssor
plans and teaching materials. The Florida group converted Sanders’ instru-
ment to one for live observation in the classroom.'® The levels of the instru-
ment are:

1.  Memory - recognize or remember intormation;
2. Translation - alter the form of the material—tigurative to literal, be-
havioral to verbal— but not to change or evaluate the ideas.;
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3. Interpretation - :dentily similarities or ditferences. relate supporting
evidence to a generahdation, or carry out a specitied operation;

4. Application - bring together and use previously learned material such
as deciding what mathematical operation 1S appropriate to solve a
problem,

§. Analysis - applying ti@ rules of logic to the analysis of a problem.
or infarring feelings or motives.

6. Synthesis - bringing ideas together, but reorganizing or changing
them 1n such a way as to produce something new.

7. Evaluation - establishing a set of criteria, and then evaluating.

The original instrument was intended for all grade leveis, but since a
pertormance which is routine and low l@vel when well learned may be high
leval while being learnad-—reading. for example—a new version of the in-
strument was developed tor kindergarten or first grade.'?

Although it 1s sometimes believed that the higher levels are more appro-
priate tor older pupils than tor younger, experience indicates that this is not
true. The ditterence. ot course, 1s that simpler materials and concepts are
invoived at lower grade levels. The development of a Piagetian concept such
as conservation would fall at the level of synthesis, and the discussion that
accompanies a story or a reading lesson may deal with questions such as
"What else might Jimmy have done?” (Synthesis). or "Would it have been
better it Jimmy had done something differert? Why?" (evaluation).

Reciprocal Category System (RCS). This is an extension of the Flanders
System of Interaction Analysis, which i1s one of the most widely used in-
struments and whose well-known 10 x 10 matrix tirst permitted analysis
of sequences.?®

In the moditication by Ober. Wood. and Roberts, the seven teacher
categories were expanded to mine.?' Teacher lecture is divided into that
which is responsive to pupils, and that which is teacher initiated; the
category of teacher criticism s divided into a category for correction without
criticism, and one with criticism. Category 10 remains silence and contu-
sion as betore. Each of the categories is redetined. however, so that it can
be used for pupil talk as well as for teacher talk. That is, teacher amplitica-
tion of a pupil’'s 1dea is coded as a 3: a pupil amplification is a 13. Each
category is changed from a teacher category to a pupil category by adding
a 17" as the tirst digit. The observer. then, learns nine categories as he did
with the Flanders System but has 18 to work with and, as a consequence,
the same variety ot pupil talk is recorded as teacher taliz. Practically
speaking, this modification offers greater richness of data at little increase
In the complexity of the ohserver's task. A strength of the matrix procedure
initiated in Flanders’ work is the cap’:wring, one step at a time. oi the se-
quence of occurrences by the way the categories are tabulated. An inter-
esting feature of the RCS s that it can be broken down into four submatrices:
teacher-teacher taik, teacher-pupil talk, pupil-teacher talk, and pupil-pupil
taik.

Observation Schedule and Record. Form &, Verbal (OScAFkS5v). This is
the current revision of an instrument which has a history beginning in 1958.2?
Without question. the various forms of OScAR and the Flanders System of
interaction Analysis have heen the two instruments used more than any
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others by researchers.

The current revision of OScCAR differs sharpiy from the original, and
codes inteiactions as sequences. !t uses 18 categories—four for pupil
utterances and 14 for teacher utterances. Since six of the teacher categories
are dual-purpose, however, there are, in ettect, 20 for teacher behavior.
The instrument provides for recording interactions by pairs of items which
record either pupil utterance and teacher @valuation or response, or teacher
question and the teacher's response to the pugil’s response.

The tac: that both entry to and exit from the interchange may vary maans
that the number of combinations —the number of specific interchanges—is
large, and although the primary focus of the instrument is substantive,
social-emotional bekavior in management is also recorded.

One aspect ot the instrument which seems likely to be important ina
variety of settings and with a variety of objeciives in PBTE is the ingenious
system for recording interchanges—which not only records a teacher be-
havior, but also its antecedent. It seems likely that PBTE could use such a
procadure for coding sequence with a variety of kinds of content.

Personal Record of School Experience (PROSE). This irstrument is a
system for recording the behavior and experience of individual young chil-
dren.?? The method used is time sampling. For a “cycle” ot tive observa-
tions, on signal from a timer, every 30 seconds the observer records the
activity of the child at that moment. A series of 11 “words” are used to
describe the aclivity; words 1-3 describe the adult-child contacts, with 1
recording the activity of the adult: words 4 and 5 record child-child inter-
actions, wi*h 4 the target child and 5 the child with whom he is interacting.
word 6 re irds the lavel of the activity of the target child in the previous
words, in terms of physical contact, materials, or whether verbal or non-
verbal communication occurred; word 7 contrasts the sex and ethnic group
ot the target child with the other person: words 8, 9, 10, and 11 describe
the apprupriateness of the activity, the nature of the physical activity (move-
ment), the nature of other activity (work,. fantasy, etc.), and whether the
activity was structured by a teacher or by a child.

After tive observations (a "cycle”) have been coded, the observer records
the child's cantext in terms of the general activities ot the classroom as a
whole, other adults, and the instructional content.

Classroom Observation Instrument (COl). This instrument is the one
which Stanford Research Institute has used to represent the major programs
of planned variation in Headstart and Follow Through.?* The instrument
provides for a physical description of the classrnom (recorded at the end of
the day) in which numbers of adults and children are recorded, along with
physical aspects such as noise level, lighting, furniture arrangement. and
whether pupils select work groups. The observation begins with a Classroom
Check List. which records the grouping patterns, materials in use, and adult
responsibility. The Five-Minute Observation records four items ot informa-
tion for each of 76 frames: Who, To Whom, How, and What. The tirst two
identity the initiator and receiver; What inciudes such items as command or
request, open-end question, response, or instruction, How includes such
items as nonverbal, motion, happy. or positive. The information recorded
in each trame is summarized as a sentence which describes an event, and
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provision is made for simultaneous or tor recurring events.

Since there are thousands of possible combinations for a sentence. it is
necessary to combine them into variables for further analysis.

Other Systems. There are hundreds of systems which have been de-
veloped, and many are reviewed by Rosenshine and Furst.?* The n.ost ex-
tensive collection of instruments, with annotations, is the series of volumes
by Simon and Boyer 26

A Final Comment

When one reviews the major points of this paper. the problems in class-
foom observation seem overwheiming. We have often approached teaching-
learning as a simple. linear relationship while it is neither simple nor linear.
The statistical problems are great. the problem of measuring outcomes for
pupils is complex; and the measurement of classroom behavior is even more
ditticult.

Yet there is no alternative to facing these problems, because the most
important part of schools is what is happening in the classrooms.
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Inservice e
Needs Assessment ¢

Competency Based
Teacher Education

Gilbert F. Shearron

Public schooling probably is the only large-scale enterprise
in this country that does not provide for systematic updating
of the skills and abilities of its employees and for payment
of the costs involved. Teachers, we presume, can acquire
markedly different ones through some process of osmosis.'

Most persons and organizations who give serious thought to nservice
education (staff development seems to be the current term) would probably
agree with the above quote from John Goodlad. One. of the difficulties in
inservice education has been that it only provides information to teachers—
information about what someone eise (usually a consultant or college pro-
fessor or textbook) thought or information shared between teachers. Little
of no consideration has been given to assisting teachers in developing and
practicing new teaching skills in the classroom. And little attention has
been given to assessing the effectiveness of what the teacher does, and
v.hat the pupils learn.

Bob Bhaerman has summarized inservice education by saying that often
it has been long on service and short on education. it has been too frag-
mented, without integrated activities based upon assessed priority needs,
ingufficiently supported by budget, and too insignificant to leave a marked
and continuing impact upon taachers and programs

Iinservice education is a term that has various interpretations. For pur-
poses of this paper, it is defined as the continuous training that a teacher
needs as a result of being assigned to certain teaching situations. School
districts have unique needs. Sometimes schools within school districts and
classrooms within these schools also have unique needs. Fow, it any,
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preservice teacher education programs make the claim that their graduates
have all of the teaching skills necessary to tunction in any circumstance.
Theretore, inservice education should tocus tirst on developing those addii-
tional teaching skills needed to imptement the regular program prescribed
by the school district. Secondly, the inservice program should tocus on
providing knowledge and teaching skills that result from change in both
curricula and pupil population.

Eor exampia, in the early 1960's. teachers who were asked to teach
“new math'’ might have needed knowledge and new methodological skills.
As anothar example, it a school district adapts a diagnostic, prascriptive
teaching strategy. then the teacher may need knowledge ot Jiagnostic
techniques as well as practice in the application ot diagnostic procedures.
Thirdly, inservice education aims at the naed for the continuous improve-
ment of educational personnel.

Inservice education cannot be eftective without considering what needs
teachers have. The position advanced in this paper is that a viable inservice
education program begins with a needs assessment procedure that requires

the toliowing:
1. The identitication ot teaching skills needed in a particular teaching
situation.

2. The development of a procedure for determining teacher needs in
relation to the identitied teaching skills.
3. A procedure for assisting teachers to acquire and improve his or her
teaching skills.
This paper speaks to these three points. it discusses and outlines a strategy
based on Competency Based Teacher Education (CBTE).
This paper does not address itself to the knowledge teachers might need.
It tocuses on improving teaching skills. The paper also does not deal with
the question ot who is responsible tor teacher growth. While this is a most
crucial issue, it is not within the scope of this discourse. The paper is limited
to a needs assessment strategy only for classroom teachers.

Why CBTE?

Competency Based Teacher Education is a data-based system for
training teachers. CBTE precisely specifies that teachers must exhibit
those competencies assumed to promote pupil learning. and/or demonstrate
their ability to promote desirable pupil learning.3 Instruction in CBTE tocuses
directly on the development of those competencies thought to promote
pupil learning. it is the opinion of the author that CBTE is a viable approach
to needs assessment because it is a data-based system. William Drummond
points out that in a CBTE program, data are collected and used to make
adjustments and changes in what and how things are done. Data are not
collected for punitive reasons.* It is crucial that needs assessment be
thought of as a procedure for improvement, and not to “"get teachers.”

The basic elements in CBTE provite a way to develop a needs assess-
ment system that addresses itself to the three requirements for such 2
system mentioned earlier in this paper. Stanley Elam identities the essential
elements ot CBTE as:

‘ 13
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1. Teaching competencies to be demonstrated are role de: ived, speci-

iied in behawvioral terms. and made public.

2. Assessment criteria are@ competency based. specity mastery leveis,

and are made public.

3. Assessmen! requires performance as prime evidence, takes knowl-

edge into account.

4. Student's progress rate depends upon demonstrated competency.

5. Instructional program tacilitates develobment and evaluation of

specitic competencies.*®
The Elam essential characteristics are perhaps more often thought of in the
preservice realm. They can, however, be applied to the needs determina-
tion-inservice area. The position of this paper is that conceptually, CBTE
18 more easily adapted to inservice education than to presarvice education.

Elam's tive essentials tit nicely into a needs assessment scheme. items
one and two offer the opportunity to identity teaching skills in particular
situations. (tems three and four provide direction tor establishing a pro-
cedure to determine needs. and the tinal item addresses itselt to the
improvement of teaching skills.

The systematic data-based approach utilized in CBTE provides a means
to tie needs assessment and inservice together with other parts of the
school program. Robert Houston and Robert Howsam point out that CBTE
18 planning n systemic terms, dealing simultaneously with the elaments
that comprise a total system.© A systematic data-based approach can make
possible the continuous updating of teaching skills. The use of a systems
approach. however, requiras that specitic decisions be made as to what is
to be accomplished. It also requires that problems in inservice teacher
education can neither be resolved nor exist in isolation from the total pro-
gram ot the school district. As an example of this, one might consider that
it the school district is unwilling to provide released time or extra compen-
sation for a teacher to improve a skill that the district itseit says he or she
must have. then there is little likelihood that the new skill will be developed.

The Politics of Assessment

The assessment of the needs of schcol bersonnel can be threatening to
those who are being assessed. The threat may or may not be implied. A
decision to identity teaching skills presumed to be necessary tor existing
and new programs can become a matter of great concern to some individ-
uals charged with carrying out the program. Organizations representing the
teachers become concerned that the assessment will be used as a device
to dismiss and retain teachers, rather than as a device to improve teaching.

In addition to concern about assessment. the introductinn of CBTE at
the inservice levei can become a highly partisan issue. Untortunately, CBTE
often ehicits an emotional response rather than reasoned consideration.
Theodore Andrews believes that teachers will demand a significant role in
any competency based system that includes inservice education.” A few ot
the political questions to be deait with are: Who will determine what
teaching skills are required? Who will determine which teachers need
which skills? Who will determine what learning activities are appropriate to
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develop certain skills?

The position put forth in this paper is that the design of a needs assess-
ment system in a CBTE framework must consider, along with the con-
ceptual strategy. a corresponding political strategy. The integration of these
two strategies calls for a systematic approach to planning and implemen-
tation.

A Proposed Strategy

The strategy offered in this paper is an attempt to combine the con-
ceptual aspects of needs assessment with political considerations. Gener-
ally, the conceptual notions come from attempts t0 apply the essential
elements of CBTE to needs assessment. The political implications come
from piot efforts to use these conceptual notions in naeds assessment and
inservice programs. The pilot work has been done tn three school districts:
a ‘arge urban district, a middie-class suburban district, and a8 small rurai
dis‘rict.

Generally. the strategy begins with the determination of some of the
teac:ung skiils needed n a particular school district. Once nseds have baen
estab shed. assessmeont procedures are developed to determine where
teachin_: personnel are in relation to these needs. Finally, the noeds assess-
ment stra. ~gy {eads to insarvice education opportunities.

There are two assumptions that provide the foundation for this strategy:

1. Needs 1sseéssment is based on the improvement of teaching skills.

2. Those wi.» are to be assessed should be active in the development

of the asse: =ment procedure.

iKlentification of Needs

The identificatior. of needuy 1 teaching skills is the first step in the strategy.
By utilizing a CBTE approach, -saching skills are identified as competencies
that teachers should have in or ‘er 10 carry out the program of the school
district. The school district has to make a decision as to how the teaching
function should be analyzed (how -=oripetencies should be determined).
Later, we will describe two approaci-es used by two different school dis-
tricts to determine this.

The next question to be considerec is: who is to analyxe the teaching
function? Most teachers in the field ars inclined to believe that they know
more than anyone else about what a teacher does. Researchers and those
who attemp! to project what a teacher shouid he usualiy feel that they know
more about the role of a teacher. However, inservice teachers are not likely
to be willing to have someone else analyze the teaching tunction, and then
have the administration hold them responsible for these functions. We have
found that teachers are willing to listen to the advice of so-called experts,
but they intend to reserve the final decisions for themselves.

An illustration of a role the “experts” might play would be in helping the
teachers to clarity ideas. Suppose that ong of the competencies needed is
the skill of questioning. Here the teachers might be aided by looking at a
number of alternative questioning strategies winch would help to define
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what types of questioning skills are appropriate, how they might oe as-
sessed, and what types of training activities are available.

One approach to developing inservice compeisncies has been tried by
the Atlanta Public Schools. A comprehensive revieion of theic elersantary
curriculum was carried out in the early 1970's. Five areas ot literacy were
developed for all pupils: personal, career, aesthetic, social, and inteliectual.
Major ideas. concepts, and objectives were identitied tor sach of these
areas. In addition to the five a'eas, a basic instructional strategy was
tleveloped to carry out the curriculum.® The curriculum was developed by
taachers, community, professional organizations. etc.,; then the curriculum
was piloted in 10 elementa-y schools. Atter one year of piloting, one of the
pilot schools was selected to develop competancies thought to be necessary
to implement this curriculum.

The teaching statf ot tre School. university personnei, plus curriculum
and supervisory personnel trom the district office bagan to systematically
determine what competencies were neaded to implement the curriculum.
As an illustration, Figure 1 depicts the instructiona! strategy to be employed
n carrying out the curriculum. The teaching staft analyzed the strategy,
applied their experience in piloting the curriculum trr one year, and began
to determine what skilis a teacher needed. The str tegy (see Figure 8.1),
as you see. begins with “Find what student knows." This implied diagnostic
skifls. The five areas of literacy referred 10 earlier indicate that diagnostic
skills need to go beyond the intellectual into the social. aesthetic. and
personal areas. There are, of course. additional competencies needed to
util‘ze the prescribed strategy.

The Atianta approach might be classified as a curricula approach to
analyzing the teaching function. They teok the basic curriculum wvsith its
instructional strategy and trom this, inferred competencies tor teaching.
The strategy empioyed in Atianta was invoivement of the teachers (among
other groups) in developing the curriculum. Teachers then had the oppor-
tunity to define the teaching skills needed for implementation. While there
is still, perhaps. some apprehension on the part of some teachers. this
should be reduced because of the involvement of the teachers from the
beginning.

Another eftort to develop competencios for purposes of assessment was
done by the Mentor, Ohio Exempted Village Schoo! District. The Mentor
project utilized ditterentiated stafting within two elementary schools using
open-space settings. Withwn these two schools, professional and parapro-
fessional staff members were employed in a role hierarchy (i.e., master
teachor-instructional strategist, staft teacher, assistant to the teacher, and
intern). The project focused attention on the nesd to enhance instructional
opportunities for pupils by developing a systematic approach for continuous
statt growth based on individual as well as differentiated staft needs.
Specitically. the project focused on specitying competencies for teachers
in a differentiated st:'fing pattern. These competencies were to be used
in an assessment procedui @ to determing what types of statf development
activities ware necessary 10 enable the teaching staff to develop and main-
tain the desired level of proficiency.'®

The strategy utilized in Mentor was initially to have the persoanel involved
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react o an instrument deveioped to measure perceptions of competency
levels within sach school. The itatements utilized in the instrument were
drawn from the literature on ditterentiated statfing and from current opera-
tional job descriptions. Siaft members were asked to react to the degrees 1o
which the statements were operational in their bulldings. They were also
asked to indicate the importance of sach statement. One of the statements
on the instrument was "Teachers in my building show evidence of successful
planning of learning activitics.” Statements such as this provided a basis of
discussion which led to the specification of competencias for a ditferentiated
staffing pattern. *

The Mentor apgroach can perhaps best be cescribed as a speculative
approach to analyzing the teaching function. fhe instructional statf, with
some structure present in the instrument, speculated on what teachars do
within a difterentiated staffing pattern. The political strategy is present
because those who are to be affected were making the decisions.

There are. of course, other approaches to developing competencies for
ins®rvice teachers. The two lllustrations were used becaus® of the attempt
1o put together conceptual and political strategies. In both cases. once the
sompetencies were identitied they provided the baseline data that describes
where the school district wants t0 go and what a teacher should be able to
do.

It is interesting to note that in both the Atlanta and Mentor efforts, neither
group identitied as a teaching competence any of the strongest variables in
the relationship between teacher behavior and student learning identified
by Barak Rosenshine and Norma Furst.'? This would indicate the lack of
inputs by researchers into determining cornpetencies for teachers in the
two districts. Consequently, we would suggest that part of any identitication
of teaching skills be preceded by opportunities for consideration of research
on teaching. Most teachers have not had the opportunity to consider the
theoretica! and research aspects of teaching. Although the decision for
determining the specific competencies should be the responsibility of
teachers, they need to be exposed to the study of teaching.

Assossing the Needs

The assessment 9! needs requires that some type of scheme be de-
veloped thal can describe where a teacher is in terms of the school dis-
trict’s requirements and can also provide an opportunity to chart a direction
for improvement. In developing assessment procedures. our experience
has been that you begin with the assumption that persons who have a
certificate and have been employed by a school district are compaetent in
the opinion of those who granted the certification and those who employ.
This assumptlion may be odious to some readers; but nevertheless, it is
difficult to start with the assumption that some teachers are competent
and others incompetent because competencs without some data base is
a rolative thing. A teacher with a certificate and a Job has as much claim to
competence as anyone elise. It also is, in our opinion. unwise to start with
the propositiun that assessing needs is a basis for finding out who is and who
is not competant. It has been our experience in the three school districts
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that when we start from a base that everyone 1s presumed competent, there
1§ less reluctance on the part of teachers 10 participate.

W. Robert MHouston uses the ilustration of the violin when discussing
competence. He points out that the violin soloist at the symphony mus! be
able to read music. properly hangle the bow. tune the instrument, and have
a stage presence. But so mus! the beginner in the seventh grade concert.
The diterences between the violin soloist and the seventh grader lie in
the criteria which are acceptable for an adequate performance.'?

Houston then points out the paraliel in teaching. The beginning teacher
may pertorm adequately in asking higher order quastions. establishing
sots, and writing criterion-referenced objectives, but might not be able to
integrate those skilis and employ them in given circumstances. The be-
ginning teachar may be adequate the first year on the job, but after a ‘ow
years of experience. she should be able 10 integrate the skills and empioy
them appropriately.’* in the Mentor model referred to earlier in this papar,
the Master Teacher instructional strategist certainly should be able to more
effectively utilize teaching strategies than the statf teacher.

Tra ditferences :n lovels of competence and the reluctance by teachers
10 be associated with \ncompetence led us to utilize a continuum of pro-
ficiancy for @ach competency. the definition ot proticiency beiny to advance
or move forward By utiizing the continuum, we have the opportunity to
allow movemient through inservice education toward new leveis ot pro-
ticiency. Theoretically. ane can always become more prolicient. The idea
ol continuous improvemaeant ot one’s skills is ditticult for any organized pro-
fession to be against. Point one on the continuum can be the position where
one enters the profession or where minimum proficiencies are exhibited.
The last point of the continuum ¢an be the ultimate in teaching or the place
where a teacher uses spacial skills in particular situations.

At each point on the continuum, a set of criteria must be developed that
1$ acceplable at that level. A special set ot critena is needed for the violin
soloist and a special set! for the seventh grader. Figure 8.2 illusirates how a
continuum of proficiency might look.

The criteria or indicators of proliciency help us to operationahize the
competency. They provide the precise criteria and conditions under which
the competency will be judged. In a needs assessment system, the criteria
not cnly help in the igentification of where the teacher is, but they will aid
in seiting directions for improvement. For avery competency. representa.
tive indicators of proficiency should be developed. It is the position of this
paper that they should be developed along a proficiency continuum. We use
reprosentative indicators because, in our opinion, the same indicators are
not necessarily acceptable in all situations.

Teachers also feel that because of variation in conditions, the same
indicators are not appropriate for every situation. For example. lsarning
outcomes being related to pupil entry behaviors may not always be possible
or desirable. Available data on pupil learning behavior may be limited only
to the cognitive. Or the lesson being taught may focus on experiences that
someone thinks are desirable tor pupils t0 have. It the purpose 15 to
experience something, then pupil entry behaviors may not be important.

Chances are that the indicators ot proficiency may be appropriate for
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some teachers in some ciasses, but they are certainly not appropriate tor
evury teacher in every situation. Therefore, it is our teeling that those in-
volved in the needs assessment should have the opportunity to negotiate
additional indicators of proticiency either for purposes of assessment or for
detarmining appropriate directions for his personal inservice education.

Negotiation becomes a critical fsature of the proposed Strategy. whom
the teacher negotiates with will he discussed in the succeeding paragraphs.
But the politics of negotations gives the teacher the oppoftunity to have his
views plus his unique teaching situation considered. Conceptually, there
are, at this pont in time, few people who are willing to state categorically
that they can specily all of the conditions ang criteria under which one can
be stamped competent.

The negotiation of proficiency also allows for dialogue amonQ the teacher
and those who participate in the assessment process. The baginning teacher
can be assisted n considering what are the most appropriate skills to be
developed immediately while the experienced teacher can be helped to
astablish some sort of priority. Moreover, it is also usetul 10 have someone
eise’'s opinion in determining where one ranks on a proticiency continuum,
Finally, negotiation makes the individual being assessed active in the éntire
rieeds assessment effort.

Who Assesses?

Negotiation implies that selt-assessment be part ot any needs assess-
ment procedure. Our experience has bet: that most teachers express a
desire 1o use salf-assessment for one of the following reasons: (1) They
hypothesize that they are not likely to change their performance unless
they see a discrepancy between what they want to achieve and what they
are actually achieving. (2) They feel that they know better than anyone
eise about their particular teaching situation

John McNeil and James Popham point out that there is a tendency when
using self-assessment tor teachers to overrate themselves. Further, there
are negligible relationships of selt-assessment with other criteria such as
student ratings and measures of student gain. McNeil and Popham also state
that most teachers seam to Criticize the superticial aspects of their teacn-
ing. personal mannerisms, appearance. etc., rather than the relavant
aspects of their work.'*

Still the polincal expedient remains. We believe that at this point in
time. self-assessment will probably have to be part ot any assessment
procedure that carries teacher approval. However. to be ettective in self-
assessment. teachers should be trained to focus on the relevant aspects
of their work, especially in judging the consequences of their behavior on
pupis. Furthermore. teachers must have opportunities to practice these
skills. There 18 competence in the application ot self-agsessment skills just
as there i1s 1n asking questions. It selt-assessment skillg plus proper atti-
tudes toward needs assessment can be built, then the acceptance ot a
needs assessment systern can be enhanced. It is our opinton that seolf-
assessment ang the political strategy areé comphmentary.
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A needs assessment system also should be related to the administrative
higrarchy of the school district. There should be suinu type of subordinate-
supercrdinate relationship. 1t the teacher is in the subordinate role, then the
role of superordinate might be played by a principal, supervisor, or in a
diffurentiated staffing pattern by a team leader. The superordinate, while
perhaps posing a threat in some instances. does have some responsibility
for seeing that programs are carried out. It needs assessment is to be based
on improvement, then the superordinate has responsibility for this, being in
a position to make the inservice effort more responsive to the teachers'
needs. It is the posilion uf lhis paper that through the use of indicators of
proficiency, with the teacher and superordinate negctiating ‘=2 Inuioaiois,
there i1s less possibility of threat to the teacher. The possibility ot dialogue
for improvement and understanding is also expanded.

As an illustration, suppose that a competency for a teacher is in the area
of diagnosis. Teacher A has no particular skills in diagnosing pupils.
Teacher A and the principal agree that the teacher should focus first on
diagnosing the intellectual abilities of pupils. They agree that ono of the
criteria to be used in assessing intellectual abilities 1s the use of tcacher-
made diagnostic tests for groups and individuals. In oroer to become more
proficient, Teacher A is to develop a skill in building tests that can identify
where pupils are on specitic skill continuums in reading and mathematics
Inservice activities should then be recommended by the principal that will
help Teacher A to learn how to construct and administer diagnostic tests
in reading and mathematics. Once the teacher develops the skill and
utilizes it in the classroom. then there would be opportunity to develop
further diagnostic skills that would Luniinue t0 make the taacher more pro-
ticient,

We believe that teachers and administrators can work together in iden-
tilying needs it it is for purposes of improvement. Obviously, there are the
human requirements of trust and consideration that must be prssant in the
relationship for this or any other working relationship to succeed. We are
hypothesizing that it a subordinate and a superordinate agree on an area
of improvement, then pracisely define what the improvement will be, there
is a good possibility that improvement can be assessed by both partles.
Agair it is also important to consider that the administrative hierarchy
be responsive to the needs of the teacher. A hierarchy is likely to react more
readily it it is represented in the process.

Summary

This paper has prusented a proposed strategy for developing and utilizing
a needs assessment strategy based on Compatency Based Teacher Educa-
tion. The »irategy takes into account both conceptual and political con-
siderations. It comes from attempts to combine some of the conceptual
elements of CBTE with pilot efforts to use these conceptual notlons in
school districts. Some of the suggested procedures are as foll2ws:
1. Teachers should make the tinal decisions on needcd competencies
to partorm effectively in a school district. However, teachers should

]
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have opportuniies to consider the theoretical aspects ot teaching.
including research hindings prior 1o making decisions about needed
competencies.

2 The assessment procedure should begin with the assumption that
needs assessment 1s tar the improvement of teaching. Therefore, we
begin with the notion that teachers are competent. and that the
purpose of the needs assessment i1s 1o help them become more
proficient.

3. A continuum of proficiency tor each competency should be developed
in order 10 allow tor continuous teacher growth The indicators of
proficiency on this cor nuum should be negotiated by the assessor
and the teacher.

4 Seh assessment should be part of the needs assessment procedure.
However. self-assessment skills need 10 be developed in order to
make this a successful venture.

§ The administrative hierarchy of the school district should be involved
in the assessment procedure.
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Assessment of teacher performance may be conducted for a variety of
reasons. such as selection for entrance into preservice training, identiti-
cation of the types of training most needed by a preservice and/or inservice
teacher, awarding ¢! a certificate to teach, and research into effects of
teacher use of particular skills.

For the purposes of this paper. we are focusing upon assessment as a
means for selecting training options. We have made this choice for iwo
reasons. First. tne body of knowledge in teacher effectiveness research at
the present time is too mited and too subjact to question to justify using
assessment data for selecting preservice candidates or granting licenses
to teach.' We do not as yet know enough about which aspects of teaching
are essennal for atfecting student pertormance positively to use specitic
levels ot teacher performance as “go” or “no go" criteria for entry into or
promotion within the protession

Yet much is known about measurement of teacher performance. Large
numbers of @valuative studies repoi: dawa describing typical levels of teacher
performance before and after training.? To ignore these data while waiting
for completion ot effectiveness research is. in our opinion, as great a mis-
take as using them for hiring or tiring purposes. Thus, our second reason
for concentrating upon assessment for training purposes is 10 itiusirate how
the current ctate-of-the-art in the study of teaching can be productively
applied to the design of a self-improvement program tor an individual teacher
or a group of teachers.

Within the spectrum of pertformance based teacher education, several
training approaches have been developed. The assessment techniques
described herein illustrate two diverse points on the continuum of ap-
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proaches The skill diagnosis approach represents a behavioristic view ot
assessment. the inquiry approach, a “umanistic view Three critical dif-
terences In the approaches are (a) the data base {rom which decisions are
made reqarding the need for traming. (‘. the individuals responsible tor
designing the assessment event, and (c) the type of evaluative feedback
provided

Both approaches are under development at the Far West Laboratory tor
Educational Research and Development. Work on the performance tests of
teaching 1s in cooperation with National Teacher Corps and Corps sites at
Kansas State Teachers College. Emporia, Kansas: Buffalo State University
College. Buffalo. New York: and the Southern Consortium of Lolleges and
Universities. Mobile. Alabama. The inquiry approach 1s being developed in
cooperation with the Qakiand Unitied School District. Oakland, California,
under the auspices of the Bay Area Teacher Traming Compiex. sponsored
by a grant from the U. S. Otfice of Education.

A Skill Diagnosis Approach

The skill dilagnosis approach to analysis of competericy in teaching com-
petency 's based on a beiief that teacher trainers and researchers need to
introduce a medical model into the way they examine teachers and their
teaching practices. Within the medical protession. the model requires the
monitoring of a number ul putentially :important systemic indicators, such as
heart rate. patellar reflex. and biood pressure. Then clinical knowledge
about the client 1s developed—his or her job reguirements, temperament.
previous history. etc. On the basis of these data. if certain indicators are
out of tolerance. individuahized prescriptions are made (e.g . lose weight,
qQuit smoking. take medication four imes a day).

Teacher trainers and researchers also need to develop ways to moniu
the systemic functioning of ther clients. perhaps checking their warmth
instead of ther temperature and thewr response to pupils rather than to
light. Then. with clinical insight derived from information about the teacher’s
experience and interests—and perhaps the age and social class of the
students to be taught—individualized prescriptions could be prepared, such
as: “Take Module 014 from the Houston Module Bank for learning rén-
torcement technigues 10 use with young inner-city children.”

How to tind the indicators tor diagnosis and prescription of this kind 1s
the concern of the sk:!! diagnosis approach to assessment.

Knowing “What" and Knowing “How"

Multiple choice or essay tests are easy 10 develop and grade, can some-
times even be reliable, and cost very little per client tested. One can readily
assess knowledge about what discovary-teaching is. what one should do
with obscene notes, what the definition of contingent reinforcement is, etc.
This knowledge of 'what’ may be important. but its relationship 10 knowing
how to teach is gquite indeterminate. A recent view correlating a highly
reliable test of knowledge about teaching with various measures of teach-
ing performance informs us that virtually no relationship exists between the
two variables.? Indicators for examining teaching should not come from
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papeor-and-pencil tests which measure what is known. The indicators must
be based on how teachers pertorm.

Observation in Natural Environments

Some believe. along with the many developers of observation instruments,
that observations of how teachears perform in their classrooms is the way
10 assess teaching competency. But inclass observations might be very
much like the annual visit to the classroom by the principal—an exercise in
futility. In most philosophic systems, the "good" teacher is one who varies
his or her behavior depending upon the child, the learning objective, the time
of year, and a host of other variables. All these are influences on teacher
behavior designed to make the behavior unstable in situ. Thus observation
of teachers in npatural environments may be an inappropriate way to develop
reliable and valid indicators of teaching performance.

Performance Tests

in performance tests of teaching, where a controlled environment exists,
indicators for skill diagnosis may be found that are similar in type to those
used by our medical colleagues. in these diagnostic tests, a teacher trainee
receives a statement of two or three objectives, some written material on a
topic, and sampie test items. The teacher is told to prepare to teach five or
six students for 20 minutes. The teaching performance is video- or audio-
taped. Frequency counts or ratings on as many as 50 variables are com-
pleted.

In order to develop suCh tests, three important elements must be
considered:

Choosing variables. Thus far, the literature on teacher effectiveness
{such as it is) along with the valus systems of the participating researchers
and teacher trainers have directed the selection of variables. Variables
also have been picked to match those included in existing teacher training
materials since it is important to examine the pharmacy. i.e., the Mini-
courses, texts, protocols, simulations, etc., available for use in responding
to a skill diagnosis before writing a prescription. In the performance tests,
we try nOt to be like the doctor who diagnoses terminal cancer and offers
no cure. We assess first if there is a cure. i.e., a training module, and
then proceed to diagnose by examining some indicator to see what, if any,
training need exists in the curable area.

Evaluating performance. The teacher's performance is evaluated
against: (a) norms whiCh have been accumulated from other trainees,
{b) the performance of master teachers attempting the same lesson, and
(c) criteria we have set for performance in a particular area. In light of each
or all of these sources of information about teaching performance, a diagno-
sis is made. reedback is provided to the trainees on each diagnosis. For
example:

Variable 1: Teacher gives specific praise or encouragement

Variable Description: The teacher praises or encourages students and
clearly siates why praise or encouragement is given. Example—"That is
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a good answer because . . .~

Performance Evaluation
1.) This evaluationoccurred _3 times in your teaching.

2.) Based onnorms andour criteria, 5 to 12 times is desirable.
3.) Thediagnosis to be made is:

Performance is within limits

e Performance is too high

X__ Performa.ie. is 100 lOW

Prescriptions: |t performance is too high, see Nos. 2, 4, or 31.
if performance is too low, see Nos. 30.1, 32,

This form of feedback is continued for as many variables as desired. In
e@ach case, the trainee receives descriptive information and definitions of
the variable, his actual performance. estimates of desirable performance,
and prescriptions for remediation.

Prescription. The numbers in the prascripiion list refer to training
materials which exist in the “pharmacy.” For example, No. 30.1 may be the
code for a lesson in a Minicourse that focuses on contingent reinforcement;
No. 32 may refer to a protocol videotape that demonstrates ii:& concept of
“because extensions” in communication, or the trainee may be referred to
a chapter in a text on the effects of praise and blame on performance. It
the trainee’s performance was too high, that is. if performance exceeded
the levels considered desirable, the trainee might be directed to materials
which teach about habituation, since praise will become ineffective if too
much is given, because people tend to disregard it or question its genuine-
ness.

For any teacher variable of interest, if an out-of-tolerance situation is
detected in a performance test, one or more prescriptions can be recom-
mended. In this way these tests are as diagnostic as the physician's exami-
nation. An individually prescribed program of training may be developed
which allows a teacher to concentrate on areas where training will be most
useful and skip areas where performance competency has already been
demonstrated. Preliminary study of these performance tests has shown
them to be reliable. Stabiliiy of performance seems to hold ove: parallel
lessons and for the same lesson taught at zgdjacent times. This means that
the performancs tasts, when thoroughly developed, can be used not only to
plan training but also as objective measures of the effectiveness of compe-
tency based teacher training programs.

An Inquiry Approach

All approaches to assessing teacher competence share at least one
common purpose—the improvement of instruction. The two approaches
discussed here share a common orientation to attainment of that goal—1.
view that formative evaluaiiun of teacher effectivensss is the most viable
route. The inquiry apisuach differs from the diagnostic/prescriptive ap-
proach in actively pursuing the following additional purposes:
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1. To provide a supportive chmate in order to maximize change in
teacher behavior,

2. To indwidualize the explicitly stated criena on which assessments
of teacher competence are based,

3 To provide teachers with a strategy for continuous self-assessment
and selt-improvement.

The inquiry approach to be described here had its roots in an analysis of
the process of inquiring Into one’s own teaching behavior proposed by
Flanders * 1tis analysis was directly related to assessment of teacher
cormpetence n a later paper on the Califorma Stull Act.* which proposed
teacher inquiry projects as one method of assessment. The comparative
procedure which 1s an essenhial element of this approach was tested and
found to be effective in getting teachers to be more specitic 1n identifying
training needs and more interested in continued skill training.®

Procedure for Inquiry Projects

A teacher embarking upon an inquiry project for the purpose of self-
assessment wouid engage in the following steps:

1. identify one or more instructional objectives and plan two alternative
lessons to achieve the objective(s).

Complex:* ot plans may vary here. An insiructional objective may
be simpic and immediately attainable, such as “to \dentity correctly
si1x words as nouns, given a list of ten nouns and verbs.” The objective
may be more complex and long-term. such as. “to inurease pupil
skill in hstening to and reacting to each other's commeits.” The
alternative lessons tor achieving the instructional objective may
involve simple variation in use of one particular teaching skill. such
as praising pupils tfor every correct answer in one lesson and praising
at intervals for attentive behavior in the ather |esson. Variation in
instructional strategies would be a more compiex approach to plan-
ning alternative lessons, .g.. using an inductive discovery strategy
in one lesson and a deductive strategy in the other. (The illustrative
inQuity project in the appendix has short-term objectives and in-
tiudes variation in the use of a particular skill as well as variation in
instructional strategies.)

2. Decide what data to collect for evaluation of the effectiveness of the
two lessons.

Data on the interactive tshaviur of the teacher will usually be used
1o determine whether the planned variations in the two lessons did
in fact result in observabie differences. Data on the interactive
behavior of pupils may be used to determine if instructional objec-
tives were achieved. Samples of pupil work or pupil attitude invento-
ries may also be used for this purpnse. Interactive data may be
collected by use ot a standard category system. but usually the
teacher wili nged to adapt such a system to highlight the difterences
he/she plans to create. it is also possible for the teacher to design
his/her own simple category system. (The sample inQuiry project in
the appendix utilized the Flanders Interaction Analysis System with
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a time-line display and with the addition of special subscripts. Addi-

tional rtequired data for this project were pupis’ papers to be
evalvated on the basis of divergent thought production.)

Teach the two alternative lessuns to two different groups of pupils
and collect the necessary data.

Lessons may be audiotaped or videotaped for later playback and
analysis of interacti+e behavior. Another possibility. it a simpie tally-
ing of a spec.fic behavior 1s the only interactive data to be collected,
1$ to have another teacher observe the lessens and code behavior.
Involvemznt of colleagues in one’s inquiry projects generally oper-
ates 10 increase the supportiveness of the climate. It is recom-
mended that teachers try to get feedback trom their peers at one or
more stages of the inquiry process. (For the sample inquiry project
in the appendix, the lessons were videotaped for later coding.)

Compare and analyze the two alternative lessons, and evaluate their
effectiveness in attaining the desired objective(s).

One griterwn for assessment of teacher competence is that the
teacher can demonstrate planned variation in behavior. Another
criterion 1$ that the teacher can achieve the instructional objective
in at least one of the two alternative lessons. A third criterion may
well be that the teacher can plan, conduct, and learn from a project
in which he studies the etfects of his own behavior on pupil outcomes.
('n the illustrative 1nquiry project in the appendix the teacher was
able to demonstrate behavioral ditferences. Sampies of pupils’ work
are not available for us to judge whether the instructional objective
was achieved.)

Continue 1o test additional alternatives or work to improve skill in
using the more effective procedure.

One result of the inquiry project approach may be that the teacher
generates additional variations to improve the attainment of the
original objective, or other similar objectives. This could lead to
improvement of instruction as the teacher identitias more and more
eftective alternatives. Another possible result of the inquiry project
is that the teacher finds a particular skill or strategy to be slightly

-more eftective. and decides to improve his ability to use it. This could

lead to improvement of instruction as the teacher engages in further
skill training. (The teacher who conducted the sample inquiry project
in the appendix decided to learn more about teaching strategies that
encouraged divergent thinking and began studying the synectics
model presented by Joyce and Weil.)’

Anticipated Outcomes

The inquiry approach outlined above has not been thoroughly tested as

a method for assessing teacher competence. Mater:als for trainirig teachers
1o use the method are currently under development® and will soon be field

tested.
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In preiminary field tests there has been some indication that the pro-
cedure of planning, teaching, and comparing two alternative lessons for
purposes of assessment operates to provide a more supportive climate
for change. Almost all teachers following this procedure are able to exhibit
some observible difierences in behavior and to identity differences in the
effectiveness of the lessons. In most instances they judge one lesson to
be more ctective than the other, even though neither was totally effective
in achieving the stated objective. Thus the comparative method is expected
to result in some feelings of positive accomplishment and to provide some of
the seif-confidence necessary for exploration, assessment, and change of
behavior.

The inquiry approach can serve to individualize the criteria on which the
assessment of teacher competance is based. A teacher engaging in an
inquiry project can identify tha specitic criteria for assessment in relation
to particular problems of the class he/she is teaching. For this reason, the
teacher will have more reason to view assessment as a process that con-
tributes to improvement of instruction in his/her classroom, yielding useful
knowledge about what is effective for the individual teacher in a specitic
setting with particular pupils.

Teachers who have learned the inquiry approach will have developed a
strategy for continued self-assessment. They need not wait for an outside
assessment to determine how to improve their instruction. Furthermore,
teachers using the inquiry approach will be practicing ways of varying in-
struction. There is sorne indication that increased variation in itself could
lead to a general improveinent o! instruction.®

While there iz certainly no available evidence to suggest that inquiry
projects will single handedly solve the problems attendant on the current
demands for assessment of teacher competence, there do seem to be
sound reasons for thoroughly testing the effectiveness of this approach.

Summary

Further development and refinement of the two assessment approaches
presented in this paper will contribute much to the quality of teacher training.
As the research base regarding teacher effectiveness expands and im-
proves. assessment also can expand and improve. Teaching strategies.
skills, characteristics. etc. that are shown to have positive effects upon
student learning can be added to the testing and inquiry packages. Ulti-
mately. as much more iniurmation is available regarding teacher effective-
11885, as the psychometrics of measuring teacher behavior are understood
and resolved, and as the interface between performance based training and
the in-school teaching environment becomes more compatible and com-
plementary, we may be ready to use assessmeni iur such purposes as
entry into training and certitication to teach. in the meantime, both research
into teacher effectiveness and time spent in training can be improved
through the use of diagnostic and inquiry assessment strategies.

FOOTNOTES

'M D Gall. The Problem of “Student Achievement” in Research on Teacher Education
Eftorts (Paper presented at AERA. New Orleans. February. 1973).

130



BEST COPY AVAILABLE

R W Heath and N A Nwsisan  The Mytn o Performance Based Teacher Educaton (Paper
presented at AERA New Oteans Febraay il

B Rosenshine Tedching Behdviors and Student Actievement 1t ondon Natonal Founda.
t on tor Educ atonai Resedren in E ngrand ang Wales 1871

B Rosenshine and N Furst  Research on Teacher Pertormance Critera  in Symposium,
od by B O Smitn (Engiewoad Uits N J Prentice Hall 1971

W R Rotg  The Minourse As a vetnie for Changang leacner Henavor A Three- Year
Follow-Up  Journai of Educational Psychology LXin 6 (December 1922 $72.79

B A Ward Estabiishing @ Stangara of Performance (Paper presented at AERA New
Orieans February 1934

*T J Owtkh B J Witen and S F Wemnberg Review of Studies of the Concurrent ang
Predictive Valudity ot the Nat:onai Teacher Examination. Review of Educatonal Research.
XLit 1 (Wonter 19731 89.113

N A Flandets Analyzing Teaching Behavior (Menlo Park. Caidorma Addson-Wesley,
19700 191

“N A Ftangers and G Morine Tno Assessment ot Proper Control and Suitable Learning

Environment i Mandated Evaluation of Educators ed by N L Gage (Stantorg. Calfornia
Stantord Center tor Researcn and Deveiopmenl in Teaching 1973}

* G Morine. Entry Procecures Mow Do You Get on the Board? (Paper presented at AERA.
New Orleans 1970

B Joyceand M Weu Modeis of Teaching (Engiewood Ciitts N J  Prentice-Hall. 19721
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APPENDIX

Sample Inquiry Project

Many teachers find it diffticult to get pupils to think ang write creatively.
This teacher decided to test two methods of simulating pupils 1o think and
write about the future The specitic objective of these lessons was that
pupils would write a divergent prediction about “The Family ot the Future.”
in both lessons the teacher wanted 1o encourage pupils to listen to each
other's i1deas in the belet that this would stimulate additional thinking.

Inquiry Objectives

To compare two different ways of using pupil \deas as methods of en-
couraging pupils to histen to each other.

To compare two instructicnal strategies (inductive thinking versus ana-
logical thinking) as methods of stimulating pupil thinking and writing.

Asgsessmont Questions
A Was the teacher able to vary the two lessons as planned? (See
interactive data collected.)

1. What differences were there between the two teaching methods
planned?

2. Did these ditterences show up on the time ling? How?
3. What differences in pupil participation were planned?
4. Did these diferences show up on the time line? How?

B. Which lesson was more effective in achieving the instructional
objectives?
1. What additional information (besides Interaclive data) did the

teacher collect in order to make this judgment?
Q
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Teacher Competency
Research

Barak Rosenshine

The purposes of this paper are to review current research on teaching
skills and to suggest procedures tor future research which can take place
as part of competency based teacher education.

There ar2 two action suggestions within this paper. The first is the sug-
gestion that each institution engaged in competency based teacher educa-
tior. conducts one experimental study per year involving teacher skills and
student achievement. The second suggestion is that each institution pro-
duces one interpretative review on a teaching skiil per year. Details about
how this rmight be done and possible topics for study are contained within
this paper

State of Research on Teaching
Competencies and Pupil Achievement

Most papers on teacher education contain the embarrassing recognition
that the present scientific base for teaching and téacher education is
primitive. That 1s. the number of studies which have looked at both teacher
behavior and student outcomes 1s embarrassingly small. A diligent search
wili uncover less than a hundred studies. The quaity of many of these
studies i1s questionable. The resuits are most useful for suggestirg future
research. the results of these studies are not sufficie tly strong or clear
to direct teacher training practices or certification or evaluation of
teachers.

In contrast, there 1s no lack of research on how fo irain teachers to intro-
duce a lesson. ask questions at higher cognitive levels, redirect pupil
responses. praise students, or encourage student talk. Nor do we lack for
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lists of teaching skills. What 1s lacking. however, is research demonstrating
an experimental or correlational connection between these skills and
measures of change in pupil achievement and atfect.

Statoments on the lack of research may be surprising to many readers.
Readers are invited to check these claims for themselves. Consuit a text-
book in educational psychology. teaching. or subject area methods and see
how much research exists for oft-proclaimed teaching procedures such as
matching teacher style and pupil style, asking questions, using behavioral
objectives. promoting student talk, and motivating students. in these areas,
as in others, | find only a few studies which took place in classrooms. and
these have yielded equivocal results,

| believe that there are insufficient studies to date, to permit an evaluation
of the promise of this research. Currently, an important task is to generate
more and improved research so that the promise of this research and direc-
tions for future study can be evaluated more adequately.

Research Findings to Date

There have been very fow attempts to summarize the current state of our
knowledge on teaching competencies. In one review, the correlational
research on some 25 teaching competencies is presented.' Nine of these
25 variables were selected as the most promising for future research on the
basis of results obtained to date. A subsequent raview supports. in general,
the Rosenshine-Furst findings and conclusions.? It should be noted that
these nine "most promising’ variables were selected from a review of the
correlationa! literature. and future experimental studie@s may not support all
of these correlational results.

The variables below were listed in the 1973 summary, and more details
are available in the 1971 volume. Those nine variables were:

1. Clarity of teacher’s presentation

Variety of teacher-initiated activities
Enthusiasm of teacher

Teacher emphasis on learning and achievement
Avoidance of extreme criticism

Positive responses to students

Student opportunity to learn criterion materia!

Use of structuring comments by teacher

© ® N o0 O bk WD

Use of multiple levels of questions or cognitive discourse

These nine variables are promising suggestions for future research. They
cannot be used as checkpoints to assess teacher competency because the
research to date is t00 incomplete.

At first glance. the above list of most promising findings may appear to
represent educational platitudes. Their value can be appreciated, however,
only when they are compared to the variables which have not shown signifi-
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cant or consistent relationships with achievement o date. These variables
are:

Non-verbal approvai

Praise

Teacher warmth

Ratio of all indirect to all direct behaviors (1/D ratio)
Number of different teacher behaviors (flexibility)
Number of questions

Questions classified into two levels

Teacher talk

Student talk
Teacher experience

Teacher attitude toward subject matter

=PV @ N LW -

- -

Against these above two lists, there is a much targer ist of teacher com-
petencies tor which training is currently given. For most of these variables |
have been unable to locate more than one or two classroom-based studies.

These variables include:

1. Probing of student responses
2. Selection of tasks to tit readiness ievel of pupils
3. Motivating pupils’ attending behaviors
4. Establishing and maintaining rapport
5. Providing teedback
6. Conducting individual activities
7. Presenting information
8. Explaining subject matter
9. Giving exampies
10. Using inductive strategies
11.  Using deductive strategies
12. Pacing
13. Responding to student answers
14. Preventing discipline problems
15.  Giving homework
16. Solving problems
17. Developing pupil selt-concept
18. Devsloping learning to learn skills
19. Developing acceptance of responsibility
20. Selecting instructional strategies

21.  Involving students in self-evaluation

The state of the art, then, is one of a lack of research. We simgly do not
have enough studies about the relationship between teaching competencies
and pupil achievement.
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Teacher Questions

The situation is more complex than merely a lack of research. There is
also a need to intey: aie research tindings into some meaning tor teacher
educators. At times this is a difficuit task because of the scarcity of studies
and the difficuity of comparing studies. These ditticulties are illustrated in
the mini review on teacher questions presented below.

Training preservice teachers to ask a variety of types of questions is part
ot any teacher training program. In some programs, instruction on types ot
questions is given through assigned readings or through worksheets and
examples. In other programs. trainees reéceive additional practice in a
microteaching setting and receive teedback on the number ot questions they
asked which were factual. analytic, divergent, convergent, comprehension,
synthesis. evaluative, application, comparative, inferential, or any of the
bewildering variety of categories into which questions have been classified.
The objective of the training, of course, is to increase the teacher’s use of
a variety of nontactual questions. Tens of training studies have been con-
ducted, and aimost all show that a teacher's use of a variety of “higher
cognitive level’” questions inCreases as a resuit of training.

Although the results of training studies are straightforward, the resuits
are not so clear when une inspects correlational and experimental studies
involving teacher questions and student achievement. (To the best ot my
knowledge. interpretative reviews of teaching behaviors and other student
outcomes such as Student attitudes or beliefs about oneself have not been
written. Such additional reviews are urgently needed, and readers are in-
vited to consider conducting such reviews.)

Correlational Studies on Questioning

Some 15 correlationa! studies were found which contained classifications
of teacher questions and measures of student gain. Fifteen studies is an
unsatistactorily small number when one considers that there are at least
tive grade level groupings (i.e.. primary, intermediate, junior high, senior
high. and college), at least four subject areas. and at least two types of
cognitive outcome measures (factual and comprehension). This alone
yields 40 separate cells—and there are only fifteen studies, and the quality
ot many of them is less than desired.

Eitteen correlational studies on teacher questions and student Qain
reported in the last 15 years of research! Without any trouble, one could
easily tind 50 books, chapters in books. and journal articles, which claim
to teach how to ask questions. In the two volumes on Resources for Per-
formance-based Education. there are 26 modules on how to ask questions—
and an equal number of filmstrips. movies, audiotapes, and multimedia
kits.3 We are instruction rich and data poor.

Ditferences in definitions. Even with only 15 studies, there are problems
in interpretation because variables with the same titie (e.g.. tactual
questions) are defined and coded ditferently in ditferent studies. Although
investigators usually classify questions into two types, many questions
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which are classihied as highs ¢ level questions  (or open or interpretative
Questions) by one nvestigator have been coded as lower order questions’”
by another investigator For example. questions which requite a pupi to
explamn how he got an answer. or questions which require the answer to a
thought problem. have been classitied as tactual by one investigator and as
highet leve!l questions by anpther

Even if one knew the precise delimtions each investigator used to classity
questrons. we stll would no! know how many expiaining questions. for
example, were classified among the higher level questions by one investi-
gator and among the lower level by another Because of these problems,
any comments on the overall results must be treated with caution

Results of correlational studies  Of the six studies in primary grades in
which questions were broken into two types. significant results tavoring use
of higher level questions were not obtained in any study These results held
tor reading. mathematics. science. standardized tests. and author-
deveioped tests In one study. open Questions with a nonacademic tocus
were significantly negatively related to math gain in the first grade (bhut not
11 the third gradge tor simiar iower ¢class pupis)  In another study. questions
which asked children to give a personal preference or respond trom per-
sonal experience were negativelv related to gamn in readwing. particularly for
middle class chidren (in the same study. these results did not hold for
mathematics gain) Thus. the overall results for open questions in the
primary grades are either nonsignificant or negative in four of the above
studies there was no significant relationship between the frequency of
tactual questions and student achievement In the hith study there was a
positive. significant relationship tn the sixth study the result was positive
and signicant tor academic factual questions: the correlations were
negative and significant for nonacademic tactual questions Thus. the
overall recults for tactual questions are nonsignificant but with a trend
toward positive relationships.
with a trend toward positive relationships

Overall. the four studies in the intermediate grades are more ditficult to
interpret than those :n the primary grades because of greater differences in
coding and statistical procedures. As in the primary grades. there 1s a trend
for tactual questions to be positively related to achievement gain. and for
open questions which concern student personal experiences to be nega-
tively related In addition. one study yieided a significant positive relation-
ship between interpretative ” questions and student achievement, but these
results were not replicated in the other three studies. indeed. in another
study. there was a moderate number of divergent to convergent questions
which were signihicant ¢ Of the remaining two studies, one yielded atl non-
signficant results.’ and one found a negative trend between questions
regarding student interests and opinions and student achievement.¢ This
last finding appears similar to that obtained in two of the studies conducted
in the primary graces -

In two studies in junior high school grades, both in science, each used a
ratio of higher level to lower level questions In one. a moderate ratio was
most functional. and this finding appears similar to that obtained in inter-
med:ate grade vccabulary ¥ However, both sets of results must be seen as

-t
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tentative because sludents were the statistical unit. In the other study. a
high ratio was most functional. but this finding was limited 10 the high
achieving children in the sample.'® The high ratio was also most functional in
the single senior high study, one conducted within social sciences. "

The tinal study. in coliege social science. replicates results which ap-
peared in studies in the primary and intermediate grades.'? interpretation
questions were positively related to achievement; opinion questions were
negatively related.

Summary of Correlational Studles on Teacher Questions

The conclusions listed below are tentative. They are based on 16 diverse
studies, soma of which do not have the best design characteristics.

1. The frequency of tactual questions was @ither positively related or
unrelated to achievement gain.

2. The frequency of “higher level” questions, as a whole, was usually
unrelated to student gain. This finding heid regardiess of the outcome
measure

3. In two studies which used ratios, a maderate ratio of high level to
factual questions was most functional. However, in two other studies
which aliso used ratios. it was the high ratio of high level to factual
questions which was most functional. Because of this contusion,
there is almost nothing which can be said about the appropriate
mixture between high level and factual questions.

4. Questions on personal opinions or personal experiences, or other
torms of nonacademic. open-ended questions were, when studied,
consistently negatively related to achievement. This finding was
obtained in primary grades and in college.

5. When questions were divided into finer groupings than high level
and lower lavel questions, then a count of the frequency of interpre-
tative questions yielded positive and significant results in two studies.
However, the single experimental study which investigated inter-
pratative questions did not obtain significant results. *?

Of course. it 1s possible that the overall lack of results may be due to the
primitive way of grouping questions. Using such gross categories as high
level or lower level may not be an appropriate research approach. More
studies will be necessary before one can comment on this problem.

Experimental Studies on Teacher Questions

Although correlational studies are good for suggesting experimental
studies, experimental studies are the clearest way of validating ideas.

Gwen the amount of testimony on the importance of higher ievel ques-
tions. one would expect that if teachers were to increase their use of evalua-
tive or synthesis questions, for example, there would be a corresponding
increase in a class' ability to answer posttest questions involving these types
of questions. The experimental studies to date, unfortunately. do not support
such “common sense” notions. To date, experimental studies on variations
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in teachar questions hava usually found no signiticant ditferences.
To aid in interpretation, it 18 useful it experimental studies contained:

a) Groups which were exposed to different questioning experiences

b) Observational data on whether ditterencus in questioning procedures

actually occurred

¢) Data on outcomes measured

d) Use of the class as the unit of statistical analysis.

Some 12 experimental studies of this type were found. ranging across dit-
‘erent subject areas and taking place in grades 3 through 11. In three ot
these studies. teachers were trained to ask higher ievel questions, observa-
tional data confirmed that the treatments were implemented, and the out-
come measures were developed by the investigators., to be sensitive to
student ability to answer higher ievel questions.'* In all three, there were no
signiticant difterences buetween the scores tor the higher cognitive level
treatment and a control or a factual treatment. In two other studies the same
design was used. but a standardized achievement test was the outcome
measure.'> Again, no significant ditterences were obtained. Finally, in one
study. the observational data indicated thal the treatments did not ditter and
there were, understandably, no significant difterences on the outcome
measure. 't

Significant results were obtained in two studies. In one, however, the
teachers were supphed with both special materials and training in asking
higher ievel questions.'’ The post test contained itams related to the special
materials, items not covered in the control classes. In two other studies,
teachers were instructed to teach either tor recall or for concept mastery,
and they exhibited behaviors congruent with the objective.'® Pupils in the
recall treatment performed signihicantly better on the recall post test. no
differences were found i, the concept mastery test.

Finally, there were two studies in which the teachers tollowed a script
which provided 70 percent tactual questions and 30 percent higher level
questions, or vice versa. The post test contained both types of quastions.
In one study, those in the second grade classrooms raceiving the 70 percent
higher level questions did signiticantly better on the post test.'® in the other
study no signiticant differences were found between fifth grade class-
rooms.?% In neither case were separate analyses made for the two types of
questions.

Thus only two of the 12 experimantal studies showed a signiticant eftect
for asking more higher cognitive questions, and neither of those was a clear
study. in one, the teachers operated :rom a script, and this study was not
replicated at a higher grade level.?' In the other, the instructional material
was difterent for the experimental and control classrooms.??

Despite the common sense notions, there 1s no evidence that asking
higher level questions leads to greater mastery of higher level post test ques-
tions. Thus, there is little empirical support tor the minicourses which
attempt to train teachers to ask higher level questions. Ot course, the
studies described above can easily be criticized as being inadequate in
design and conception, but such criticism will not create signiticant results.
Perhaps mere increases in higher level questions are not sufficient. Per-
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haps some strategy 1s involved Hut the appropriate strategy needs to be
researched. not asserted

Current and Ongoing Studies

Although the number of empirical studies which have been conducted
is relatively small, there are large scale studies currently under way which
promise to add to our knowledge The tollowing seven stud:es are currently
in vanious stages ot imtial work. data collection. or report writing

Organization Personin Charge

Calitormia Commission on Teaching Frednck McDonald
tEducational Testing
Serwice)

Cantormia Commussion on Teaching (Phase 1) Fredrick McDonaid
(Educational Testing
Service)

Caitornia Commission on Teaching (Phase 11y David Berhiner. Betty Ward
(Far West Laboratory)

Research and Development Center for Jere Brophy
Teacher Education. University of Texas

Institute lor Development of Human Robert Soar
Research. University ot Fior:da

Stantord Research Institute Jane Staihngs

Bureau o! Educationally Handicapped Martin Kautman
(Project PRIME)

in each of these studies, observational data 1s being or has been col-
lected on classroom events and student achievement. In addition to the
above. experimental studes involving teacher traiming modules are being
conducted or are about to be conducted by"

Orgamaation Person in Charge

1.  Dwvision on Etfective Teacher Edu- David Bertiner, Betty Warg
cation. Far West Laboratory tor
Educational Research and Develop-
ment

2 Stantord Center tor Research and N L Gage
Development in Teaching

Ot course. these are not the only studies being conducted At least tive
other expermental and correlational studies were rgported at the 1974
annual meeting of the American Educational Research Association.
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Questions tor Current and Future Researchers

When one learns that studies such as those listed above are being con-
ducted, | would encourage workers in the area of CBTE to ask whether
many of the skills currently being taught as part of teacher education are
also being researched n these studies For starters, one might consult the
above hists of skills, particularly those which were labeled as promising
and those iabeled as currently unstudied in the classroom (A useful task
for those involved in competency based education would be to suggest how
competencies such as the above Iist might be coded using a category or a
rating instrument )

The Need tor Reviews of Research

The above Iists of competencies suggests the need for reviews of re-
search on these competenctes. There i1s currently a lack of interpretative
reviews of research Mos! reviews. such as those which appear in a dis-
sertation. are wntten to prove a point (or satisfy a committee) It 1s rare to
fingd reviews which approach a topic with an open mind in order to explore
a group of studies and seek out whatever generalizations might exist (and
be forthright enough to admit when generalizations are not there).

Such reviews are needed, particularly on topics such as those listed n
the tentative competency skills. if such reviews were written as a matter of
course. the next steps for research and practice would be clearer. Inter-.
pretative reviews should be acceptable as doctoral dissertations. Such
reviews make sense because most people do not conduct research after
they recewve ther doctorates. but they do have to make decisions as to
practice For most people. experience in integraling a body of research
would be more usetul for their academic Iite than would the typical expe-
rience of conducting a single empirical study

Thus. because of the need for these reviews and because of the impor-
tance of experience in reviewing. | would hope that more interpretative
reviews would appear in colleges engaged in compeétency based instruction.

Conducting Research Within Teacher Education Programs

Teacher traiming programs. particularly those which are competency
based. afford a unique opportunity for conducting research studies on
teaching behaviors and student outcomes. (The term. student outcomes, 1s
used 1o refer to a variety of cognitive, atfective, and social outcomes which
are attributable to schooling ) Half of the work necessary tor such studies
1S already done as part of the normai traming. That 1s, the trainees i@arn how
10 ask higher ievel questions. explain, listen, motivate, probe. and use stu-
dent :deas and master the list of skills currently taught as teaching compe-
tencies In most cases. it 1s easily demonstrated that trainees change therr
behavior n the course of training It remains only to compiete the study
and determine whether this training also results in superior pupil achieve-
ment.

Such studies are relatively easy 1o conduct. As the first stap. all trainees
could teach the same umt to groups of pupils. One could use as teaching
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umits the matanais on why birds sing?} ar on arithmetic.?* Thesc materials
(as well as those used in the other studies summarized under Experimental
Studies, below) contain both instructional materiais and post tests with both
tactual and comprehension questions. Then, after training. teachers would
teach the same unit to other groups of pupils. in both cases. of course, pu-
pil achievernent scores (and othar measures of interest) wouid be obtained.
The research qu:astions are:

a) Does the trainee's behavior change n desirgd directions between
the tirst and second irial?

b) Is pupil achievement superior after the second teacher's triai?

At present, there are only a handtul ot experimental studies which have
data on both teacher behavior and student achievement, but there are over
200 institutions that are training preservice teachers in specific skilis. if
sach of these institutions conducted only nne study each year, our knowl.
edge would take a large leap forward. Surely it is not excessive to ask each
institution to conduct one such study per year, particularly when they are
already engaged in extensive skill training.

Designs for experimental studies. The above design is presented below
under Design One. It is Group | that was discussed above. There is. of
course, the possibility that the experience of teaching the same unit twice
is helping the teachers more than the training is. To answer this question,
one might include a second group (Group 11) which also teaches the unit
twice. The research gquestion would be whether pupil achievement on the
second trial for Group 11 will be lower than achievement for pupils taught
by teachers in Group |.

Teach Traning Teach
Group | Unit A yes Unit A
Design One
Group |1 Unmt A no nit A
Design Two Group M1 Unit A straight
Unit A showing
resulits of training
Group IV Unit A yes UnitB
(or Unit A or both)
Design Three Group V Unit B yes Unit A
{or Unit B or both)
Group VI Unit Aor no Unit Aor Unit B

Unit 8

Design Two is a variation ot Design One. In this case the teachers do
ther teaching atter training. Each teacher teaches the unit twice—once
using the skills they learned, and once without the skills. When this was
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done. the lessons were observed to determine whether:
a) Thelessons differed in the training var:ables

b) The lessons differed n other vaniables which are curréntly con-
sidered important for instruction, and

c) There were differences in student learning and attitudes between
the two tvpes of lessons

It 15 important that the lessons ditfer in a) but not on b). The agvantage
of lessons 1n which each group acts as its own control 18 that the effects of
experience can be controlied by randomi2ing which type of lesson is taught
firgt.

A third type, Design Three. yisids the best information, but can only be
used when there are at least 50 teachers. In such a case. the trainees are
divided into two groups; one group begins by teaching Unit A and the other
by teaching Unit B. After training, each group teaches ths other unit. In
this way one can obtain data on two units of instruction and thus check
whether the results are consistent across two instructional units.

Tine could add to Design Three by having trainees teach both Unit A and
Unit B after traiming. By this procedure one would have a larger sample
for analysis and could also determine whether previous experience with
a unit aftects student achievement and attitudes. |f possible. a control
group. (Group V1) would add to the interpretation of the results.

Number of Skiiis for an Experimental Study

Most experimental studies conducted to date test the effects of training
in a single skill such as questioning. use of student ideas. or introducing a
lesson. But studies need not be limited to single skills. It is possible to have
preservice (or inservice) teachers receive thic spaecial fraining. It is possi-
bie that sigmificant effects will be obtained more easily when training takes
place in a number of skills.

Another procedure would be to run correlational type studies to relate
teaching behavior and student achievement within sach of the trials.

Materials for Experimental Studles

Three sets of materials are usetul in conducting experimental studies:

a) Modules or other instructional materials for training teachers

b) Short instructional units

¢) Tests to assess student learning

Training materials. Teacher training materials are abundantly avail-
able.?* The current task would be the validation of existing materials and
not the creation of still more unvalidated materials.

The short instructional units are currantly available from the researchers
who have conducted studies using these units. These include the two week
units In social studies and in mathematics used by Fianders.” the three
week unit on ecology prepared by the Far West Laboratory,?’ the short units
on mathematics and on social siudies developed at Indiana University,
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and a 30 minute unit on the hlark.biled guil.*°

* The prcposea studies would occur mure 9asily it someone assembled
these units and made them available to others. Such a task would be a
uselul contribution to CBTE assessment.

Popham and his associates have developed a serias of 15-minute selec-
tions and post tests which contain selections dealing in all subject areas.®
Whether 15-minute units or longer units are the most appropriate vehicles
for research remains to be determined. {in studies to date the resuils were
similar across different lengths of instruction.) Hopefully, a similar kit of
materials and test instruments could be developad by assembling those
which have bean used in previous studies.

Tests. There are currantly two organizations whioh are assembling and
evaluating the available tests in a variety of cogi..! . xnd aftective areas:
the ERIC Clearinghouse in Tests and Measurement, located at Educational
Testing Service. and the Center for the Study of Evaiuation, located at
UCLA. Bach organization has published a number of evaluative descrip-
tions of reievant instruments. in addition, handbooks of tests in specific
areas are starting to appear.’' Thus, one who is looking for suitable tests
will ind that there are organizations concerned with haiping them.

Teaching Competencies and Curriculum Packages

One area for teacher training and research which is currently negiected
is the use of curriculum packages. By curriculum packages, | refer to
packages such as Biological Sciences Curriculum Study, Elementary School
Science. Taba Social Studies Cur-iculum, and indwvitually Prescribed in-
struction.

These packages and others of thig type include something more than the
usual curriculum guide or the usual textbook. (Of course there are many
which are the usual curriculum guide and admonition to “do good.” but
there are enough packages such as the above to merit discussicn here.)

The curriculum materials packages offer at lear* *hree advantages: a) the
matenais, instructional procedures, and sequencing were developed by a
team of specialists in content and instruction; b) the products have been
revised and refined on the basis of internal evaluation and try-out feedback
obtained from 20 to 200 ctasses; and c) a good deal of summative data is
being generated which wili help in conducting research on the reiative
effectiveness of the curriculum programs for difterent educational out-
comes.

Aithough there are a large number of these programs, they can be
grouped intc three or four approaches. One grouping is the highly struc-
tured approach exemplitied by a program such as individually Prescribed
Instruction or the DISTAR package. Another grouping might be structured
discovery as illustrated by the Biological Sciences Curriculum Study pro-
grams or by Harvard Project Physics. A third grouping is tentatively calied
“teacher directed inquiry” and is illustrated by programs such as the Taba
Social Studies program or the Hoit Social Studies program. A fourth group-
ing is that of more informal, open approaches such as the Elementary
School Science program or the model developed by the Bank Street College
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of Education.

| would propose that in addition to training teachers in the hsts ot com-
petencies developed by a committee. we also help teachers study these
different programs and then train them in the competencies necessary to
implement these ditferent types of programs in other words. why not bring
Curriculum and instruction together. instead of leaving curriculum as a
junsor partner to teacher training in teaching skills.

Curriculum Materials Packages Within Preservice Training

HOw might curriculum packages be used in preservice education? in
elementary mathematics education. tor example. we don't know which
Curriculum product, it any, the teachers will be using throughout their
Careers. MCwever, as niustrated above. one can group the existing pack-
dages and the ones being developed into two, tnree, or four types and train
teachers in the skills necessary to use these types of materials. Preservice
teacher training can be conceived of as training teachers in the skills
required by the types of educaticnal products that are expected to be in
use during the early part of their careers. Preservice teachers would learn
the skilis by using and studying the ditterent types of curriculum packages
In elementary mathematics. tor example, teachers would learn skills of
informal teaching by attempting to implement the mathematics portion of the
Bank Street or the EDC mcdels: they would learn skilis of structured math-
ematics teaching by learning to implement programs such as the
Englemann-Becker or the Karnes, and they would learn skills of “‘modern
math” by working through sections of the Greoter Cleveland Math Pro-
grams or the Madison Math Program.

Curriculum Programs and Accountability

It curnculum materials packages are being used (and it development ot
new materials and programs is assigned to appropriate agencies), then the
responsibilities are reallocated among the various groups. Teachers ar:
responsible tor implementing the program according to the instructions ot
the developers. It teachers decide to change the instructions, then those
teachers become accountable tor the success or failure of the students to
learn. The developers are responsible for determining the most appropriate
instructional procedures tor the students whom the teachers will have. and
it the teacher tollows the instructions, then the developers are responsible
tor the outcomes The developers and the teacher educators are responsible
tor praviding the icacher training; the administrators are responsible for
making the training avalabie and tor providing sutticient teacher traning;
and the public is responsible for providing the tunds tor the materials and
the training. It the program includes parents working with the students,
then the parents are responsible for their contribution.

in other words, rather than each group trying to tix the blame on the
other, in this situation each group is responsibie for taciltating the work of
the other.
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This Lrnposed realignment of responsibilities seems analogous to that of
a physician who is responsible for using the best machinery and available
knowledge in his diagnosis and treatment, but is not responsibie for curing
heart disease and cancer. The responsibilities for finding cures and drugs
belong to special and appropriate research organizations. Of course we
want people cured of cancer: but will it be done by setiing down a list of
“performance competencies” for physicians? Of course we want more hu-
man interaction; but will it be done by setting down a list of “performance
competencies’ for teachers?

Needed Research on Currlculum Packages
and Teaching Competencies

The above remarks on the usefuiness of curriculum packages need to be
tested One needs to research whether the teaching skills which are part
¢’ *+e curriculum pack&ges are indeed related to student achievement. At
present. there have been only a few studies in this area. In one set of cor-
relational and experimental studies, significant results were obtained on
the importance of teacher correction procedures in a highly structured
curriculum program.3? In other studies using Other variables, the results
have not bee~ zigarcut.??

Summary

The major purpose of this paper is to call for more research on teacher
compslencies and More reviews on the resuits of previous studies. Because
of the importance of this research, institutions involved in teacher compe-
tency training are urged to conduct one study and one review of research
per year. if such werk is initiated, then within two years we will have a
clearer knowledge base from which to proceed in training and research.
Suggestions for conducting such research are provided within the paper.
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If the Program is
Competency Based,
How Come the
Evaluation is
Costing so Much?

Michael Scriven

Introduction

A competency based program is presumabiy thoroughly developed by the
time it is in full-scale operation, which presumably means that it gets its
graduates up to the designed level of quality and quantity of achievements.
(We pass lightly over the fact that it may do this by lowering the design
leve! in the light of realistic field trials.'mere at last. one feels—or is it just
that one hopes?—is a program that knows what it does and says what it
knows. Here we have laid to rest the misieading advertising of inflated
phrases and vague promises that pervade traditional education catalogs.

Apart from the moral and scientific charms of the competency based
approach long extolled in prose and poetry (somehow the poetry seems 1<
creep back into the catalogs). there does seem to be at least one obvious
pecuniary advantage about this innovation, namely the alimination of any
need for fancy evah.ation. Competency based education, the honest f:llow,
wears his—or is it her- crcaentials on its sleeve. They need no emtellish-
ment.

| wish | could add to your enjoyment of this evening’s banquet b en-
couraging you to believe inhai lhie competency based path is indeed rewarded
in this way. but | propose instead to contribute to indigestion by stressing
that the direct cost and quality of evaluation in competency based programs
that | know about are not even in the ballpark for adequacy. Not. | hasten
to add. that this puts it in a poor position compared to most educational
programs. While it is true that the competency based approach offers the
possibility of a modest saving in one dimension of evaluation. this saving is
usually not realized or not realized fully; and competency based evaluation
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designs too often leave unanswered several tundamental questions about
the merit of the program. My chief interest this evening is to outline the
basic teatures of a satisfactory evaluation design.

To ensure a sweet aftertaste to this rather bitter post-cotfee cordial, |
shall add a word or two about the costs of evaluation, directed to the thesis
that the median net cost. to the appropriate agency, ot a thorough evalua-
tion, 1s negative.

The Main Problem

The main proolem with the competency based ‘movement’, as | see it
today. 18 not—as the sideline cynics are always saying about innovations—
that it does the same old things and just gives them a difterent name. There
really is a ditferent orientation and a ditferent methodology. as well as a
difterant vocabulary. The point can be quite well illustrated by reading the
program for this meeting. It evidences no mere rechristening activity, but
an elftort by many participants to tocus and explain their aims more clearly:
an effort that detinitely aftects the content ot at least some of the presenta-
tions.

The main probiem, however, is still something pretty simple. It is the
problem whether the fotal effect ot the new orientation and methodology is
worth the very considerable ettort it has invoived, especially in light ot the
dubious justitication of many of the competencies aimed at. The aim may
weil have been successful, but it's not at alt clear that it was sensible.

The analogy with the behavioral objectives and criterion-reterenced
testing movements naturally springs to mind. As | travel around the major
metropolitan school districts talking to school principals and district or
state statt. | believe | have noticed a steady deterioration in the interest
in what | call the credentialing ot objectives or criteria at the expense of a
pro torma interest in behavioral objectives or criteria as such, or perhaps an
nterest in them for what they contribute to conceptualizing the educational
activity. whether planming, performing, or reporting it. (e.g.. dlso program-
ming of texts.)

Pracisely the same problem—as is no doubt obvious to most of you—
faces the competency based movement. It began with a no-nonsense orien-
tatirn towasds pragmatic teaching and evaluation, with emphasis on pay-off
skilis. But pretty soon we begin to find that the concept of a competency
fioats free of the original identitication as an indubitable necessity for satis-
fac:ory job performance, and is taken to include all sorts of juggling acts
that somec2 has taken a tancy to. These are m<, ¢ process competencies.
and eftorts to disseminate them in the absence ot proot that they're impor-
tant for pay-oft performance represent exactly the kind of faddist, ill-
grounded approach which the competency hased orientation was instigated
to avoid. Only an uncompromising commitment to systematic and compre-
hensive evaluation ot each program can avoid this kind of rot from under-
mining what could provide the toundations of a better approach to teacher
education and to many other kinds ot education. I'm delighted to see
symptoms of concern with this point in some speaker summaries, e.g.. N.
L. Gage's reference to the need for tirst establishing desirability in teacher
behavior. It's equally conspicuous by its absance in many other summaries.
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Perhaps that's just because they are summaries; we shall all find out soon.

The Basic Requirements for Good Evaluation

Let me try to provide, in checklist form and as concisely as possible. an
outline of the points that must be covered in the evaluation ot a competency
based teacher education program. They derive from a general checklist,
which was originally deveioped tor the evaluation of educational products,
but which has since been expanded to apply to programs and projects (as
well as to evaluators and proposals, etc.). This presentation will avoid the
illustrative but slightly irresponsible anecdotes used in the Mouston talk,
whare we were facing all the problems of atter dinner speeches, and it will
omit the details of rating scales, etc.. which are required in order to
implement a checklist evaluation in practice. The intention is simply to play
out the many dimensions which have to be explored in the course of evalua-
tion, and which are not met by the mere waving of the magic wand on which
are inscribed the words “competency based.”

Need

The tirst question. of course, is the one that | mentioned a little earlier—
the question of the justitication for this particular competency, set of
competencies, programs committed to teaching us this set ot competen-
cies. etc. (For convenience, I'll focus on a component of a competency
based teacher education project. which is devoted to teaching a particular
competency.) The problem of credentialing any successtul training pro-
gram is essentially the probiem ot hooking up its products to a needs
assessment. Can we show that the need in question is a real need? Needs
assessments are typically done in two completely spurious ways; either by
using standardized tests and assuming that short falls on these tests repre-
sent need, or by doing a survey of the population that will be affected (or
that is thought to be the population that will be attected) by the training
program. The deticiencies with @ach should be obvious, although both are
provided as examples in current textbooks devoted in whole or in part to
program evaluation. There is no need in the world to be performing at norm
level on any standardized test. For that matter. there isn't any need to be
performing at norm level on any criterion-referenced test. unless the
criterion can be demonstrated to concern, ©.9., survival or ability to cope
with turther experiences that will be leading one towards an adequate col-
lection of survival skills, etc. Given the differentials in rates and direc-
tions of maturation. it really wouldn't make much sense to say that some-
body had a need to perform at norm level (mastery level) even ona criterion-
referenced survival-connected curriculum except at the exit test.

The deficiencies in the usual surrey approach are equally serious. People
are very poor judges of what they really need (as opposed to what they
want) where the issues they are passing judgment on are either technical
or complex or emotional or novel. Since most of the areas where the sur-
veys are taken concern issues that meet not just one but all of these condi-
tions, they are staggeringly unreliable guides to need. I'm not suggesting
for one moment that there is some omniscient entity around who can sim-
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ply and reliably identfy the “true needs’ of populations of people. People
may well be the best judge: but that doesn't mean that they're the best
judge in the short run, when uninformed about the issue. and when torn by
conflicting concerns over it. There are. of course. areas in teacher educa-
tion where these problems are not serious: but if you start looking into the
question of values clarification in social studies curricula, citizenship edu-
cation. sex education, propaganda analysis, ecology. race relations, career
choica. sex role, and a dozen other examples from the everyday activities
of teachers in the school classrooms of 1974, then you can readily see that
the survey approach to needs assessment is likely to be unreliable. I'm not
here to oftar solutions—a solution to this problem requires some specifica-
tion of the exact version of the problem that is facing one at the particular
moment—but anly to indicate the nature and dimensions of the problem.
I'll leave this point with the single thought that needs assessments of suit-
able degrees of reliability can indeed usually be done, but it takes a lot of
work and thought to do it.

Market

What i1s needed is often unmarketable. and what is marketable is often
not needed. once the distinction has been recognized, it's Clear that we
have to investigate market separately from need. or eise we will be left with
atraining program for which the development money will have been wasted,
since it cannot be disseminated to any significant number of the centers.
NIE is in the process of rethinking its commitments in the direction of dis-
semination. This is a most welcome move, since there has been a long
tradition of assuming that dissemination will take care of itself, an assump-
tion which shows an optimistic rather than a realistic nature.

Performance Data—True Fleld Trials?

Do we have a training program that really can deliver the promised com-
petencies? Often we have one that has operated very successfully in an
“intensive care’ situation, guided by the inventor’'s hands and enthusiasm,
but never tested out in the fisld, where it's got to sink or swim by itself,
Where there have been field trials, they've often been semi-subsidized, with
materials or assistance provided free of charge and that welcome little
feeling of being part of the in-group being supplied without any charge at
all. As long as you can coast along on the Hawthorne effect, that will work
splendidly: but it's a disservice to everybody iv suppose that you can dis-
regard the extent to which you owe your success to that handy little booster.

Performance Data—True Consumers?

Who have we looked at as the impacted population for our little educa-
tional package? Obviously. its primary impact (chronologically, at least) is
on the teacher trainges who are going through the programs. A good évalua-
tion doesn’t rast on its laurels atter looking at the first contact. After all, the
justification of this littie module is meant to lie. not in its beneficial effects
on teachers, but in their beneficial effects on their students. So we normally
would need to look into the question of whether we have data on the even-
tual student effects. The widening ripples do not cease at that point, how-
ever; do we have data on impact on future employers? What about impact
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on taxpayers? What about impact on other leaining activities of the first
level of students. i.@.. the teacher trainees? What about special demands
placed on the trainers themselves —have we investigated them as an im-
pacted audience? The real consumers are a much less elite group than
most evaluations suggest. And the news from the distant shores to which
the effects finally spread 1s often not as good as the news from the points
close to the point of first impact.

Ferformance Data—Critical Competitors

Useful evaluation is always—implicitly or explicitly —comparative. The
real gquestion for the person who is thinking about adopting or purchasing
a competency based program is whether it is better than alternatives. not
whether it is better than nothing at all. Hence, the evaluator sets up. or
explores ERIC. for evidence about critical compstitors. The choice is not
between nothing at all, but between actual competing products or programs.

So. the choice is between a competency based pregram and an existing
program, or between the competency based program and an alternative
innovative program. e.g.. apprenticeship systems with on-site workshops,
etc.

Now. in the vanguard of new movements, there is always considerable
resistance to having a new movement compared to the old one. The avant
garde of the new curricuia projects of the iast decade were always talking
about how inappropriate it was to compare them with the old ones. The
legitimate part of this point was that it would have been unfair to compare
them with the old ones. using only the old ones’ criteria for the standards
of comparison. However. it's not at all inappropriate to compare the new
and the old on standards that embrace the best points of each. It is a matter
of considerable significance to discover that Japanese children outperform
their American age-peers. both on the Japanese curriculum tests and on the
American Curriculum tests. Whatever the explanation of this is, and it isn't
necessarily a sign of the failure of the American school. the evaluator is
making an extremely useful contribution when he or she identifies this dif-
ferance. Now you can bet your life that competency based approaches
always have been compared to traditional approaches on at least one di-
mension--namely. cost. And the fact is that it's compared on a great many
other dimensions t00: the extent of disruption, opposition by statf, etc.. etc.
I's a nice. comfortable little insulation move to suggest that the new is
only to be evaluated on its own terms. But it’s totally unrealistic. and it's
illegitimate. it took many years for economists to discover that—to their
embarrassment—a competitive market for refrigerators embraced not only
refrigerators. but dishwashers and electric stoves. That is. the rational
consumer Quite properly (and not irrationally) weighs the purchase of a new
appiiance against the purchase of other possible new appliances. Well, so
it 1s with the competency based approach. It has to earn its spurs in the
free-for-all of the educational marketplace. notin some sequestered cloister.

Pertormance Data—Long-Term

We're very inclined to suppos~ that the termination of treatment 1s the
appropriate time to measure the effects of treatment; and we thereby con-
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fuse logistical simplicity with methodological propriety. It's exceedingly
inconvenient to have 1o segregate funds tor use in long-term tunds; but it's
exceedingly unrehiable to act as if somehow the results of such a follow-up
will automatically be the same as the resuits of an evaluation at the termina.
tion of treatment

Performance Data—Side Effects

Mas there been a systematic, scientific, and sophisticated search for
side eftects? it has to be borne in mind that trom the point of view of the
evaluator, the goals of the program are really not a matier of great impor-
tance They're certainly interesting tor the archivist, tor the developer,
and for the tunding agency. But what interests an evaluator is what the
program actually did, judged by its congruence with the needs of the
impacted popuiation. It doesn’t really matter much whether what it did was
what it meant to do. or whether 1t failed to do what it meant to do, but did
something else instead, etc.. etc. It's up to the evaluator to tind out exactly
what 1t did. and. of course, this means a great deal of tishing in murky
waters where no guidance is provided by reterence to goals statements.
The search i1s not altogether without its own attractions: the murky watars
ot goal statements, frequently inconsistent or incompatible with the goal
statements of others associated with the project. or out ot date, or based
on factually false assumptions, etc., are by no means obviously more attrac-
tive than those wherein side etfects lurk.

Pertormance Data—Process

It's guiteé wrong to use process as a rehable guide to outcome, but that
doesn’t mean that there aren't legitimate reasons for inspacting process in
the course of evaluation. Four reasons are mentioned here:

a) The search tor injustice. Whatever the outcomes. there are certan
types of procedure that are inappropriate tor moral reasons, and
inspection of process must be made 10 see whether excess crusilty,
inequitable methods of grading. etc.. are important.

b} The search tor joy. The second question is whether there is pleasure
inthe learning experience. There are other reasons for trying to make
learning enjoyable. namely, that to do so s hkely to increase the
probatiiity ot learning taking ptace. But it all eise fails, if learning
gains are neghgible and it the cost 1Is comparable. then we might as
waell take account of the question of whether the babies enjoy baby-
siting of type 1 more than they do type 2. 1'd say that joy is a second-
ary end ot education (because if it's joy you want, then tor most
people education has some overwhelmingly critical competitors). but
that doesn’t mean it shyuldn’t be an aim.

c) Characterization of the process. When the avaluation i1s done, some-
body is going to have to label the package that was evaluated. Of
course, 1t had a label when it arrived at the evaluator's doorstep. but
that fabel is as often as not extremely misleading: and one of the
tasks of the evaluator 1s to decide whether this indeed deserves the
title of “competency based” training or not.

d) Causation. Inspection of process often provides valuable clues to
determine the responsible agent for any changes that are observed.
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in particular, it may be necessary for you to inspect process in order
to settle the question of whether the alieged cause was the real cause
of the changes, in situations where control groups and baseline data
are impossible.

Performance Data—Causation

Expancing on the last thought of the previous subsection, we have to
face the fact that almost every evaluation constitutes an investigation of a
causal claim, i.e., the claim that such-and-such a procedure had such-and-
such (allegedly beneticial) etfects. This is one of the reasons why evaluation
résearch is by no means an easy type of research. Quite often in teacher
education, the amount of learning that takes place from peers is distinCtly
comparabie to that which occurs from the training process itself; and the
same applies to "natural” learning from tivid experionces as opposed to
the contribution of the supervisor.

Performance Dats—Statistical Signiicance
It 1s scarcely necessary t0 mention that evaluation frequéntly requires
some rather elaborate statistical investigations, in order to cetermine the
true signiticance of an apparent effect; or indeed in order to identity any
effect whatsoeves.

Educational Significance

When we are in possession of reports on the first ten checkpoints, we
are in a position to tie them together and come up with a conclusion about
educationai signiticance. All too often, educational significance is identitied
with statistical signiticance of the difference between the treatment group
and the control group. But of course that differercc may be due to the use
of a very large number of subjects (which magnities trivial effects), to in-
valid tests. or to 8 dozen other causes, none of which represent any con-
tribution to education. Checkpoint 11 is thus a summing-up checkpoint,
where the results of detailed item analysis may come in, where investiga-
tions of instrument reliability may come in, and where it is frequently neces-
sary to refer back to one's needs assessment data, in the light of one's
refined characterization of the product. to see whether in fact the product,
as it turns out to be, really meets the need that it was supposed to meet.
Where the product—as in our case—is a competency based training
module, this kind of worry transiates itself into worries about whether one
can view the little skill that was acquired as generalizable to the many ther
similar skills that will be needed in the classroom.

Cost Effectivensss

We now havc to 100k into questions of cost, and what a very complicated
business that is, indeed. The use of a C.P.A. is not enough; the use of an
ecunomist is not enough: we usually have to use an economist with special
expertise in the tield of school economics: and a C.P.A. with special exper-
tise in the various types of bookkeeping used by schools at primary, second-
ary, and tertiary levels,

When we have adequate data on the real. the opportunity, the direct and
the indirect, the discounted cash flow, and other costs and analyses, then
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we can combine them with the results ot checkpoint 11 to yield either a
cost-benefit analysis (at least) or a cost-etfectivenes: analysis (in most
cases where we find reasonably simple dimensioning) is possibie.

Contlnuing Support

This is a funny little item, as betits its number and its location on the
checkiist But it's something of the sting in the tail of the checklist, t00.
It concerns the question of avoiding orphans; when we start looking at
orphans in the educational marketpiace. we are much struck by the fact
that the htile entities that everybody wanted to be heir apparents to on one
day are often entirely orphaned the next. Faddism is the great enemy of
educational progress. in order to avoid faddism, we need, in the course of
a serious evaluation. to look at the question of sustained support and im-
provement in a given educational prograr. project, or product. Wil Sony
stop manutfacturing video cassette recorders in the near future, just after
we've purchased a set of them for the school? Will the behavioral objectives
movement indeed be steadily amplifying the libraries of instructional ob-
jectives after we convert to a commitment to behavioral objectives? Wil
there be programmed texts that the students can use once they're through
this set of programmed texts, or will they be pregrammed orphans? Will
the competency based movement follow through? The evaluator has to
investigate such questions.

The Specific Problem of Teacher Evaluation

I will simply mention the fact that, apart from the problem of evaluating
competency based teacher education, there is also the problem ot
evaluating the products of competency based teacher education programs,
namely, competency trained teachers. Here we run into a numbaer of other
Quite difterant problems tor the evaluator. How do you get from a conclusion
about the merit for the impacted population of having competesncy based
teachers to the merit ot an individual teacher? There is no easy gath. Even
such simple guestions as how one gets from competency-mastery judg-
ments (which one makes in the course of supervising the trainees) to
competency-exarcise conclusions (which is what one needs in order to be
sure that his competencies will be used n the classroom)? James Popham
has clearly stressed the important distinction between competency based
approaches to program evaluation and competency based approaches to
individual teacher evaluation. given the present instability of data on com-
petency of teachers as :ndividuals, we by no means have to throw up our
hands about the possibility of evaluating training programs using compe-
tency based tests. Again, there is the question of whether we are going to
evaluate teachers for minimum competency. or for purposes of developing
8 competency profile on which one could rely for, e.g.. placing 2 specialist.
The former is in much better shape, as the evaluation art stands. than the
latter

In short, while the competency based approach offers us considerabie
opportunities for improving the present state of teacher evaluation, this
mainly shows that the present state of teacher evaluation 18 in very bad
shape, not that the competency based approach is without its own problems.
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Cost-free Evaluation

| promised to add a little touch of good news to the end of this list of
worries. and | wish therg was time to develop the good news at comparabie
length! But | can at least explain the general thesis that | want to propose.
even if | can't get into details about the exact reasons for believing it to be
true.

The general thesis 18 that the costing o evaluation itself is usually incor-
rectly done. It is usually ssen as a cost on the books of either an agency or
a project or perhaps a school district; the theory there reflects the tact
that somebody has to make out a check to pay the evaluator. What doesn’t
show up there is the hidden side of the ledger, namely. the returns from the
evaluation. Exactly the same point can be made about a fire department.
it you ask the mayor of a city what the cost of the fire department is, then
he or she 1s hikely to reply by mentioning the tigure that represents the
amount of money pad over by the City Treasurer into the tire aepartment
account each year. Of course. the fire department isn’t just a cost. The
department’s existence is what keeps insurance rates down in the city.
The department's existence is what keeps the death rate and property
damage rate down in the city. The returns from those activities of the
department have to be taken into account in a correct set of social books.
The same s true ot evaluation. Evaluation is not a tack-on luxury, stutied
down our throats by external agencies. It is what it takes to determine the
qualty of one’'s own work. Without effective evaluation, there can be no
knowledge that what has been done has been worthwhile. /f, therefore,
one’s commitment is to worthwhile activity, then one is necessarily com-
mitted to substantial evaluation. Now, if we start drawing up a set of social
books. then we have to recognize that evaluation is frequently responsibie
lor terminating projects that are not worthwhile; and it is sometimes respon-
sible for increasing the amounts of resources that are put into other projects
of exceptional promise, thereby getting them beyond the threshold of very
large scale payotfs. Evaluation, in short, should not represent a net cost to
a community, such as the teacher educators. | won't say that bad evalua-
tion doesn’t cost more than it should: by my standards, that's an excellent
ground for saying that it's bad, since it fails to outpertorm a critical competi-
tor. | only say that a good evaluation 1s not only a good investment but the
only means whereby you can recngnize whether your investment is gocg or
not. So, it | have presented a rather depressing hst &! activities that are
involved n satistactory evaluation and that 2rs not taken care of by the
move 0 compeimicy based approaches. | have at least provided some kind
of a sugar coating for the pill that | am suggesting one has to swallow!

Conclusion

Competency based evaluation is a means to the ends of education.
Whether it becornes one more semantic tombstone in the cemetery of adu-
cational tads depends entirely on two issues; first, whether we can keep our
eye on quality and Quality control, and meet the standards of quality. not
mere popularity. second, whether we can act like 1ational users or con-
sumers and adopt on the basis of merit.
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Task Force on
Evaluating Program
Effectiveness

David Potter
Horace Aubertine

Competency based teacher education i1s an operational reahty at rela-
tively few institutions. At most other teacher education institutions. the
competency based movement 1s an emergent phenomenon that is proceed-
ing at varwous rates. Evaluation of such emergent competency based pro-
grams must. of course. fultill all of the usual tunctions of program evaluation:
it must provide objective. mpartial measurement of the eftects of the
program. In addition, program evaluation should torm the core of what is
in eftect a management information system designed to provide program
decision makers with accurate. objective. timely information concerning
the relative effectiveness of all elements of the system. Such evaluative
feedback 1s essential for effective management. without it, crucial dec-
s:ions often will be made on the basis of hunch or expediency.

Ideal program evaluation as seen by the Task Force members measures
program success agamst the 13 criteria discussed by Scriven during this
conference These criteria rest on what 1s essentially a systems approach
to evaluation—an approach which considers not only the extent to which
the organization i1s successful in reaching its stated goals, but which also
considers things which are in a sense subordinate goais {for example, the
level of morale among people involved in the program). Program success is
seen as a complex, muludimensional concept. The evaluator should study
not only the degree to which the program achieves its goal of improving
education by improving the preparation of educational personnel, but aiso
the processes through which the organization tunctions.

At the most basic level, the keystone of performance based education
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programs 1s the willingness to be heid accountable for achieving stated
program objectives through the use of training and assessment procedures
which are aiso open for public inspection The openness to summative
evaluation smplied by this may be at once performance based education’s
greatest strength and its greatest weakness The strength lies in the
willingness to be evaluated on the basis of publicly stated objectives. but
it 1S also a weakness in that premature summative evaiuation could resuit
in the dismissal of performance based education as a viable route to the
training of better teachers betore it has recewvec i far test. The Task Force
believes that. although performance based teacher education must ultimately
stand or fall on the basis of summative evaluation which compares teachers
trained by pertormance based programs with those who graduated from
other kinds of programs. such summative evaluation should not and cannot
be undertaken until performance based programs have had the opportunity
to mature.

This does not. however. mean that attempts at program evaluation should
be postponed until PBTE programs have achieved some optimum stage of
development at some time in the indeterminate future. On the contrary.
there 1s a real and present need for systematic efforts at tformative evalua-
tion —evaluation which coliects data on the success and efficiency ot many
aspects of prcgram operation, data which are then fed back into the pro-
gram itself in such a way as to allow program decision makers to optimally
shape the course of the program. It 1s the position of the Task Force that
performance based teacher education programs should be judged today. not
$0 much by some absolute standard of accomplishment (summative evalua-
tion). as by the relationship between therr formative evaluation systems and
their decision making structures. Given the state of the art. the 1deal evalua-
tion system s one which constantly provides program management with
objective. rehable data on all aspects of program operation: conversely,
the 1deal program manager s one who bases his decisions on data obtained
from just such a formative evaiuation system.

Such a formative evaluation system should collect data on several as-
pects of program operation. Of central importance s the evaluation of
program attainments (e.g.. How satistactory are the lists of competencies
developed? Have competencies and training procedures been validated
against a student achievement criterion? Can teachers graduating from the
program actually perform the competencies which were specified as objec-
tives? Does the classroom behavior of program graduates differ meaning-
fully from that exhibited by graduates from other programs?). But program
evaluation for today's world must aiso inciude such process variables as the
adequacy of the management system which supports the program. the
locus of program decision making. the flow of communications within the
program, and other factors which together ultimately determine the success
or fatlure of the program.

Despite the importance of process vanabies in program evaluation.
however. the crucial question tor research remains the selection 0: 1dequate
criteria of program success. This question 1s not as simple as 1t might ap-
pear at first giance. for the success of a teacher education program can be
judged at many different levels. We might. for example. consider a program
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successtul only it the students of téachers graduated from the program
achieved specitic levels of academiC success. At the other extreme, a
program might claim success on the basis of data indicating that its grad-
uates understand the principles of ettective teaching and have a good basic
grasp of therr own subject areas. An effective formative evaluation strategy.
however, samples program suCcess on as many levels as possible. This
approach permits the @valuator to be highly spacitic in the delineation of the
program’s strengths and weaknesses.

The Task Force beli@ves that the criterion levels detined by Turner' pro-
vide a valuable heuristic device tor this discussion. We basically contend
that the appropriate level for the evaluation ot a competency based teacher
education program should be Criterion Level Three; a program should be
considered successful to the extent to which its graduates exhibit the com-
petencies tor which they were trained.

While l.evel Three shouid be the central focus of an evaluative strategy,
other levels should also be considered. Individual instructional modules,
tor example. should be evaluated at Criterion Levels Four through Six;
obviously. trainees should be able to demonstrate understanding ot specific
competenc:es. demonstrate the pertormance of these competencies, and
use them in front of live students. in a sense, thése lower criterion levels
might be considered necessary but not sutficient conditions for eftective
i@aching: a teacher who does not understand and cannot demonstrate a
competency in a hmited situation can hardly be expected to use it ettectively
in areal ¢classroom situation.

Finally, while it would be unreasonable to hold teacher education pro-
grams accountable tor the academic achievement of the students of teach-
ers who graduated from the program. a comprehensive formative evaluation
strategy should also include research designed to assess the relationship
between the competaencies covered by the program and student achieve-
ment. Program decision makers and evaluators must know how well the
teachers whom they trained are doing with their own students, for without
this information they cannot adequately evaluste the competencies which
are the basis of thc:r programs. They also need to know the extent to which
teachers trained by their program demonstrate under actual classroom
conditions the competencies which they acquired in the program.

What the Task Force is suggesting. then, is that program evaluation for
today's pertormance based teacher education programs should possess
three characterigtics: (a) it should be formative rather than summative;
that is, it should be used not to judge the ultimate success of the program
against some absolute criterion, but rather to help program managers shape
the program toward ultimate success; (b) program evaluation should have
a systems origntation rather than a goal orientation —evaluation should not
end with the determination of whether or not program objectives have been
achieved. but shouid also address itself to the processes by which the sys-
tem tunctions; and (c) program evaluation should be supplemented by
program validation—in addition to determining the extent to which the sys-
tem reaches its goals, a research etfort should be aimed at determining
the validity of those goals in terms of the relationship between the com-
petencies developed by the program and student growth,
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'R. L. Turner. “Levels of Critena.” n B. Rosner. ed . The Power of Competency Based
Teacher Education (Boston. Mass Allyn and Bacon. 1972)
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Criteria for
Describing and
Assessing
Competency Based
Programs

W. Robert Houston, J. Bruce Burke,
Charles E. Johnson, John H. Hansen

During the past few years competency based education programs and
projects have proliferated extensively. Some closely reflect the criteria set
forth by Elam.' Other programs claiming to be CBE appear to be only slight
modifications of more conventional approaches. Surveys? of CBE practices
reflect considerable activity. but the quality appears to vary greatly. Some
have simply translated their old programs into the “form™ of CBE, while
others have diligently applied CBE principles.

But both claim to be CBE. Attempting to describe or compare results of
such programs is an almost impossible task.

Beginning in 1973, the Consortium of CBE Canters? began a project to
describe the various dimensions of CBE as reflected in operating programs.
Such a tool could provide the basis for activities such as:

(1) Surveys of CBE activity
(2) Self-assessment of intent and progress by CBE programs

(3) Planning a document to be used by professional preparation
programs

(4) Discussion device for considering the function and value of various
criteria

(5) Research in institutional change. programmatic strategies, and
organizational construcis.

The following criteria serve as the basis for “his effort. While still regarded

LAY 3\ ]
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as a “working hst,” it represents the third major revision and considerable
debate over the past year by a wide range of persons. In its finai torm. to be
published by the Multi-State Consortium in the fall. 1974, each criterion will
be supported by a set ot indicators and program descriptors.

The purpose of this i« ‘0 provide another tool in the improvement of
protessional education proyrams. Feedback from readers relative to these
criteria and to the tinished document will be appreciated.

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

Competancy Specilications

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

2. Competency statements describe outcomes expected from the per-
tormance of profession-related functions, or those knowiedges. skills,
and attitudes thought to be essential to the pertormance of those
tunctions.

3. Competency statements tacilitate criterion-referenced assessment.

4. Competencies are treated as tentative predictors of protessional ef-
fectiveness. and subjected to continual validation procedures.

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

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

Instruction
7. The instructional program is derived from and linked to specified com-
petencies.

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

3. instruction is orgaiized 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
teedbeck data.

Assessment
13. Competency measures are validly related to competency staiements.
14. Competency measures are specitic. realistic. and sensitive to nuance.

14.1 Procedures tor measuring competency demonstration assure
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quality and consistency.

14.2 Competency measures allow for the influence of setting varia-
bies upon performance.

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

Data provided by competency measuras are manageabie 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, in-

cluding 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 tormally recognized policy making (governing) body exists
for the program.

19.2 All institutions, agencies, organizations, and groups partici-
pating in the program are represented in policy decisions that
atfect the program.

19.3 Policy decisions are supportea by, and made after consideration
of. data on program effectiveness and resources required.

Management functions, responsibilities, procedures, and rnechanisms
are clearly defined and made explicit.

20.1 Management decisions reflect stated program philosophy and
policy.

20.2 The identified professional with responsibility for decision has
authority and resources to implement the decision.

20.3 Program operations are dasigned to model the characteristics
desired of schools and classrooms in which program graduates
will teach.
20.3a Job definttions, staff selections, and responsibility as-

signments 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.

Stalf Development

21.

22.

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

Provisions are made for staff orientation, assessment, and improve-
ment.
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23. Staff development programs are based upon and engaged in after
considerat.on of data on statt pertormance.

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

24.1 A research strategy for the vaidation 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.
25.  Institutio..al flexibility is sutticient for all aspects of the program.

25.1 Reward Structure in the institution support CBTE roles and
requirements.

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

25.3 Course, grading. and program revision procedures support the
tentativen@ss necessary to implement the program.

26. The program is planned and operated as a totally unified, integrated
system.

FOOTNOTES

' Stantey Elam. “Pertormance-Based Teacher Education. What s the State of the Ant?
(Washington, D.C AACTE. 1971)

7 Allen Schmieder. “Competency-Based Education The State of the Scene.” (Washington,
D.C AACTE. 1973). pp 10-11, Susan S. Sherwin. "Performance-Based Teacher Education.
Results ot a Recent Survey” (Princeton, N J Educational Testing Service. 1873); Donalo W.
McCurdy. ~Status Study of Competency Based Teacher Education Programs in Science.”
(Paper presented at the Assoc:ation tor the Education of Teachers in Science, March 15, 1974).

* Syracuse University —James Collins: Oregon—H. Del Schatock; Michigan State Univarsity
—J Bruce Burke: Unwersity of Georgia—Gibert Shearron and Charles E. Johnson; Flonda
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Evaluating Ways to

Help Teachers to
Behave Desirably

N. L. Gage

In its simplest form. the logic of teacher education depends on two kinds
of relationships. tn the first kind. the behaviors and characteristics of
teachers are the independent variables, and measures of student achieve-
ment of educational objectives are the dependent vanables. After causal
relationships of this kind have been established. we know what kinds of
teacher behavior and characternistics are desirable, in the sense that they
tacitate student achievement. Then we are logically ready to go on to the
second kind of relationship—that between teacher education programs and
procedures. serving as the independent vanables. and teacher behaviors
and characteristics. serving as the dependent variables.

Logically. the first kind of relationship should be discovered and estab-
ished before we can undertake to establish the second kind of ralationship,
simply because we 0o not know what kinds of teacher behaviors and char-
acteristics we should aim at 1n our teacher education programs unti the
first kind of relationship 1s known. But 1t is obvious that we cannot afford to
be completely logical in this sense. Children must be taught. hence, teach-
ers must be educated And neither enterprise can wait. nor has it waited
over the centuries. tor scientifically estabhished evicence 10 appear on the
kinds of teacher behaviors and characteristics that bes! facilitate student
achievement

The Generalizablility Issue
Betore dealing with the second kind of relationship—that between teach-
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er education procedures and teacher behaviors or competencies—Ilet us
examine a problem that has vexed thoughtful students of the first kind of
relationship. This is the problem of whether it will ever be possible to deter-
miné such relationships with enough generality for any practical value in
teacher education. The issue has been around for a long time. In 1961,
Bantock wrote that

. it is only possible to construct a model of successful
teaching of a particular subject in terms of insight into the
nature of that particular “subject” and ot the particular sorts
of demands that the nature of the “subject” makes in rela-
tion to the stage oif development of the pupils concerned.'

Thus Bantock was arguing that anot hope to find a general rela-
tionship between a teacher behavior variable and student achievement. but
only a relationship that is specitic to a given subject matter and a given
stage of student development. Since there are many subject matters and
Many stages of student development, there will be many possible relation-
ships between any particular kind ot teacher behavior and student achieve-
ment. It we consider only five subject matters (for example, mathematics.
science. English, social studies. and foreign languages) and four stages ot
student development (i.e., primary, elementary, junior high school. and
senior high school). we have 20 possible combinations of subject matter
and student development and thus 20 possible kinds of relationships be-
tween any particular kind of teacher behavior and any particular kind ot
student achievement. Consider. for example, the teacher behavior variable
called frequency of “disapproval’” and student achievement as measured
by a test of knowledge and understanding, adjusted for preinstructional
student aptitude. We cannot hope for any general relationship between
these two variables if Bantock is correct. The relationship may be positive
for primary grade arithmetic. nagative for senior high school English, and
zero tor elementary school toreign languages.

This kind ot argument has been made more recently by Heath and Niel-
son (1973) in their critique entitied “The Myth of Performance Based Teach-
er Education.”’? These authors found much fault with the volume entitled
Teaching Behaviors and Student Achievement, in which Rosenshine (1971)
reviewed more than £0 correlational studies.? It was made even more re-
cently, and in especially graphic form. by Maxwell (1974). from whom |
cannot resist quoting at some length:

Despite the tact that proponents of PBTE readily admit
that no one has ever identified the competencies of the
successful teacher, little thought seems to have been given
to the question of why this is indeed the case. There seems to
have been remarkably little understanding of the natural
science setting from which the basic model was borrowed.

The natural sciences can be rigorous because they deal
with simple phenomena. They can geal in simple system
models because they can sately assume homogeneity. One
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electron can usually be assumed to be like every other
electron.

But suppose that in a simple circuit each etectron dittered
from every other, 50 that some wished to move from negative
to positive, some from positive to negative, and some not at
all. when the battery was hooked up. Further, suppose that
some were pleased when a tirm hand hooked up the battery
while others preterred a more gentle touch—and that those
who preferred the tirm hand did so most strongly when
firmness seemed somehow to suit the person displaying it,
in the eyes of the particular electron making the judgment—
and that the same individuality of judgment characterized the
electrons who preterred the gentle touch.

It this were indeed the case, what would we say about the
outcome of hooking up a bulb. some wire, and a battery?
Obviously, we could make no simple generalization about so
compiex a situation.

Yet the analogy far understates the complexity of the stu-
dent/teacher relationstup. The truly remarkable thing 1s that
those one presumes 1o be students ot this phenomenon would
recognize so httle of its complexity. We don’t have a hist of
the competencias of the successful teacher tor the simple
reason that teaching 1s an art—not a science A behavior
that 1s a valuable asset to a given teacher with a certain
personality in many (but not all) situations, insotar as most
(but not all) of his pupiis are concerned. may well go over
hke a lead balioon (10 most students) it attected by some
other teacher with a different personality.*

Bantock. Heath and Nielson, and especially Maxwell are raising no trivial
question It they are right. the search for general, or even moderately gen-
eral, relationships between teacher behaviors and student achievement i
indeed futile But they have raised this question on a priori grounds, as if
the answer were toreordaned by the sheer i0gic of the problem And what
they o'ter as a logical possibility 1s not necessarily an empirical tact. It was
just this point that was made by Martin (1963) in a paper entitled “Can
There Be Unweisally Apphicable Criteria of Good Teaching?™ Attacking
the i1ssue as an analytic philasopher, she pointed out that the fact of dif-
ferences between two subject matters does not preciude the possibility of
similanties in the best ways of teaching them. Whether generalizations
about teaching methods across subject matters are possibie is an empiri-
cal, not a logical. question Or one to be settied by conceptual analysis. She
concluded that Bantock's reasoning (and. by the same token, that of Heath
and Nieison and of Maxwell) should not make us hait inqurry amed at
determining genera! principles of teaching.

Present Knowledge on What Teaching Behavior Is Desirable
Of course. that .nquiry has not been stopped by these arguments. Despite
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all the methodological flaws in the research reviewad and in the reviewers’
methods of reviewing that research, Rosenshine (1971) and, more recently,
Dunkin and Biddle (1974)¢ have found some relationships that hold up
across a variety ot subject matiers, grade levels, and other contexts. For
example, in Rosenshine's review, of 17 studies dealing with the disapproval-
achievement relationship, 12 yielded negative relationships and only 2
yielded positive relationships. The other three studies yislded mixed or
Goubtful results. The antigenerality argument would hold that such resuits
should be checked to see@ whether they still occur when certain controls are
applied. in a recent note entitled "Dig You Control for ?" Rosenshine
raported what he tound when he organized his review of various teacher
behaviors according to typa of outcome measure, grade level, subject
matter. and speciication of the observational variable, i.e., the operational
detinition of the teacher behavior. He reported that "The results were not
any different from those already presented. That is, the overall results on
teacher questions. for example, are@ unchanged if one divides the tables
on questions according to outcome measures; the resulls on clarity or on
task-orientation appear signiticant across aill grade levels and all subject
areas reported.”

| am not saying that many generahzations are well-established. Rela-
tionships between teacher behavior and student achievement may still turn
out, as Rosenshine is aware, to be a function of grade level, subject matter.
type of achievemen;, urban vs. rural location. sex of student, sex of teacher.
socCipeconomic status of the student, ethnic variables, the student's "learn-
ing style.” and so on. But the possibility of such phenomena, which the
statistician would call interactions. does not establish their actuality. Only
research can settle the issue.

In other tields of the behavioral sciences, certain relationships have held
up over enormous ranges of contextual variation. For example, ihe relation-
ship between tcholastic aptitude and scholastic achievement has always
been tound to be positive in thousands of studies ranging in grade level from
preschool to graduate school, from children on weltare to children in private
schools, in every academic subject, in every region, and in every athnic
and sociological category. Similarly, sex differences in dominance and
aggressiveness have always been found to tall in the same direction regard-
less ot age. social class, and a host ot other variables.’ Certain behawvior
modification techniques, such as those used in treating bedwetting or re-
ducing classroom misbehavior, have been found to be ettective in widely
differing age levels and social classes. For exampie, removing attention
from misbehaving chitldren has decreased ther misbehavior regularly. (See
various issues of the Journal of Appliad Behavior Analysis. )

The possibility ot generalizations across subject matters deserves a bit
ot special attention, for it seems especially Questionable. Can a good method
of teaching a concept in gaography also be a good method of teaching a
concept in art? Can teacher behaviors conducive to understanding a prin-
ciple in economics also tacilitate understanding a principle in physics?
For the psychologist ot learning, the answer is, ot course, atfirmative. For
him, a concept 1s a concept and a principle is a principle in very much a
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universal form regardiess of acodents of subject matter  And concepts and
princpies are learned. and hence can best be taught. m much the same
way reqardiess of subject matter Thus learning the concept ot peninsula
in geoctaptn s samilar to learning the concept ot asymmetry n art. and
teaching the economic ptinciple ot supply and demand 1s much the same as
teaching the principle of physics called Ohms Law At least that s the
assumption guiding the search tor general principies ot ettective teaching
or teaching competencies That search has not yet gone on iong enough.
not has o 1aied so dismally as to justity its being calied ot Serous research
on teaching has only a relatively short istory. as aiso ¢oes serious educa-
tional research ot any kind it was seldom performed on any adequate scale
petore about 20 years ago Its increase in quantity 1s stili far from adequate
! we can judge by the number of studies that Rosenshine and Dunk:n and
Biddie were able to find tor their reviews

furthermore. most ot the studies ot .eacher competency have dealt with
only univariate relationships That 1s. only one kind ot teacher behavior at a
time has been correlated with a measure of student achievement 1115 hittle
wonder that the magmtude of the average correlstion coefhicient for any
single kind of teacher behavior has been small Indeed. we should be sus-
picious i the coetf:cients had been high because. by everything that seems
plausble. a single kind ot teacher behavior variable should make only 3
small ditterence n student achievement We need studies in which patterns
of two. three. and more kinds ot teacher behavior are studied Those pat-
terns should not be studied only by means of multivariate statistics or
multipte correlation coetticients They shouid also be studied as sequences
n the torms recently sketched by Flanders - The kinds of transition chains
ne deschibed as analyzable by computer programs now avalable should
make it passitie to analyze teaching with something approaching adequate
sophristication Our counts of the trequencies ot single kinds of behavior,
such as disapproval. are analogous to describing a piece of music by
counting the number of F.sharps it contains We know that the melody re-
sides not in the frequency ot singlc “o'as, but in the relationships between
notes The signiticant dimensions of teaching may similarly be found to
resi0e 1n the patterns. sequences. or chains of teacher and student b2havior
that occur 'n the ciassroom It so. these new approaches to describing
classtoom pher :mena may begin to vieid more substantial explanations ot
the variance n achievement between classrooms when studert abiity 1$
held constant

So far. | have detended the search for the kind of relationship that wili
make pertormance based teacher education truly advantageous | have
defended the search against log:cal or conceptual attacks. against method-
ological criticisms. against premature discouragement. and agawmnst com-
placency about current approaches. | beheve " ?rformance based teacher
education should go on. even before tne researCh successes that we seek
have been won. bacause even without the fruits of such research 1t provides
a tremendous heuristic advance over conventional teacher education. It
exposes the questons we need to ask, and it praceeds n an optimal way
on the basis of w at knowledge about teacner cumpetencies 1s now avail-
able
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Research on Teacher Education

But now let me turn tc the second kind of relationship---that vetween
teacher cducation procedures and methods. on the one hand, and teacher
competencies. on the other +ow can we know when a teacher education
method is producing a teacher competency. or a desirable kind ot teacher
behavior. or the use of good models or methods ot teacting. or what Gagne
(1973) recently 1dentttied as more importart. in his op:nion. than any of
these. namely. events that support learmng processes ‘7 in short. how
can we evaluate the instre<~tionail strategies that are used 1 teacher edu-
cation programs”?

“Knowing That" and “Knowing How™

My answer 15 based in part on 2 distinction between two k:.nds of com-
petencies Thisstne distinction first made. as tar as | know. by Ryle {1949) '°
and since then turther analyzed bv Rotand 1961).'" among others —the
distinction between “knowing that” and “knowing how * The trst kind of
knowledge. "knowing that.” refers to the abihty to state factual propositions,
such as knowing that Skinner coined the term “operant” or that teacher
education 1s a controversial subject. ‘Knowing how.” on the other hand.
refers to skilis or op2rat:ons. and Roland added the further qualitication that
the distinguithing isature of such skills I1s that they imply learning through
practice As she put i, ~ Jones could not know how to swim or speak
French unless he had at come time practiced swimming or tried to speak
French

My purpose in reterring to these distinctions 1s to dehmit the kinds of
outcomes or objectives of teacher education with which | shail deal. In
some conceptions of competency. or pertormance. t1sed ta.achar educa-

tion. all outcomes are embraced. Such conceptions . ~ 't '@a:’ - §
general or liberai education. the teacher’'s knowledge 0* iy wu' ¢ - w il
teach, the teacher’s knowledge about curriculum and instrut.tor e ¢ ach-
er’s knowledge about the social. historical. and phi "ML 2 feaagare ns
of education. and tinally. the teacher’s knowladge of his, *

| place most of these kinds of knowledge in Ryle's "v. .. < that”

category ! also preter to omit from my discussion any consider {ien G .-dyS
of helping teachers to acquire such knowledge and ways ot evaluating tech-
ngues ol giving teachers such knowledge. The reasc for restricting dis-
cussion in this way is twotold First, ways of inculcating «nd evaluating such
knowledge are relativeiy well established Teacher educa: an’'s main weak-
nesses. 'n my op:mon, have not been located in this realm. Wae It cOMES
to giving teachers knowledge of this kind, we have done about as well or as
poorly as the rest ot higher educatrun. Second. many of these kinds of
knowledge are provided by parts of the university outside of schools or
colleges of educaticn. and protessional educators can impose performance
based approaches outside ther own domains only at the risk of arousing
consider .pie academic opposition ' My inchination 1s to try to establish
the value of pe:‘ormance-based teacher educat:un in those domains for
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which professional educatars are primarily responsible. And, of these. the
one that provides the greatest room for improvement and the greatest
opportunity is the rgalm of "knowledge how " —the realm of skills and habits
in teaching. This is the realm in which we include what the teacher does in
making decisions about how to teach and how he then uses the skills nec-
essary to carry out those decisions. “Knowing that” is illustrated by the
student’s ability to state and even explain Archimedes' and Newton's laws.
“Knowing how" is illustrated by the student's swimming. Aithough swimming
is explained by Archimedes' and Newton's laws, knowing those laws is one
thing, while knowing how to swim is another. The two kinds of knowledge
are indepenc.ent of one another. Similarly, knowing the laws of learning and
being able to expound operan: conditioning or cognitive theory is one thing,
but even though those thaories deal with what makes certain kinds of teach-
ing possible, knowledge of those theories is not sufficient to enable one to
teach.

It is this realization tnat has led teacher educators to include student
teaching, or some other kind of prastice, in their programs. Teacher educa-
tors may not have beer aware of Ryle's dJistinction between knowing that
and knowing how, or the many subtie elabora.ons of that distinction that
have been formulated, but they have acted upon that distinction. It may be
that distinction which most clearly lays the basis for our whole concern
that teacher education be performance based. We want teachers to know
how to teach. not meiely to know that certain things abou\ teaching are
true. Thic realization has also led to all the attempts of the last decade to
improve the effects of practice for prospective teachers—attempts in the
form of microteaching. minicourses. and the hundreds of teacher training
products that have been ceveloped in recent years.

How to Evaluate Teacher Tralning

How should we evaluate the strategies that we develop to improve the
degree to which teachers behave desirably? In dealing with this topic. we
must set up hypotheses about desirable ways of teaching. Furthermore, we
must set up hypotheses about strategies for getting teachers to behave in
these desirable ways. Both of these kinds of hypotheses have frequently
been made in the developmental work of the last few years.

Teacher Tralning Products

That inference seams justified by the plethora of teacher training products
that have been developed, identifiad. and catalogued by organizations in
Florida, at the Unwversity of Houston. and at Stanford University. In the
Stanford catalog. which had the benefit of being based upon several prede-
cessors developed elsewhere, more than 600 such products have been
descrihed in terms of more thar: 100 descriptors, each oi which has provided
the basis for an indev of the catalog. The Staniord catalog is stored on
computer tape, and information about teacher training products with any

Q "
l: m 179

IToxt Provided by ERI



REST COFY AVAILABLE

given characteristic or set of characteristics can be readily obtained. Thus
products intended to improve {a) question asking skills in (b) secondary
school (¢) mathematics teaching, can be identitied quickly.

One descriptor in the Stanford Catalog of Teacher Training Products was
“References dascribing field test results.” Of the 657 products described
in the catalog. only 87, or 13 percent, came with references to published
field test results. For another 83, or 13 percent. of the products, the source
catalog stated only that the product had been "'field tested by the developer.™
For 22, or 3 percent of the products, reference was made to unpublished
data or an unpublished report. When the developers were asked for infor-
mation by mail, positive results were claimed for 7, or about 1 percent, of
the products. For 12 of the products, the developer indicated that tield
testing was planned or in progress. For 77 products. no field testing had
been performed. or it was indicated that the results were available only to
the developer of the product. Finally, for 369. or 56 percent, of the products.
no information concerning field testing was available in any form.

Thus fa- we have not cetermined what kind of information was provided
in the 87 references to published fieid tests. Nor have we ascertained the
bases for the developers’ claims of positive results for seven of the prod-
ucts. Nonetheless. even without further investigation and analysis, the broad
outnes of the field test information indicate that data are available in to0
few cases, In too little detail, and in a form too unavailable tor evaluation
by potential users or critics of the product,

The field testing of teacher training products can be expensive and diffi-
cult. In many cases. it riuy not seam important enough to justify the cost
in view of the nature of the product and past experience with products of
its kind. such as manuals or programmed instructional materials. The field
testing of a product for validation can cost much more than the development
of the preduct itself.

Yet it must be clear that the present siate of affairs should not be allowed
to continue much longer. Standards should be daveloped in this field com-
parable to the ethical and professional standards that have been promul-
gated by ihe American Psychological Association (1966) for psycholcgical
tests and manuals. '

Evaluative Experimentation

What torm should such standardsdake? How should strategies for incul-
cating teaching competencies be evaluated? To a considerable degree, the
broad outlines of answers 10 these questions are already available. In
general, we can evaluate such products or strategies by using them as
independent variables, or treatments, in experiments or quasi-experiments.
Teachers or prospective teachers given training with the procedure or prod-
uct should be compared with teachers or prosgective teachers not given
such training. Designs for such experiments were clearly set forth by
Campbell and Stanley (1963)'s and have recently been treated with specific
reference to the problem of evaluating teacher training products by Okey
and Ciesla (1973).'¢ The iatter exposition focused particularly on ihree
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quasi-experimental designs because of the presumed difficulty, in research
with teachers. of obtaining control groups of teachers. These three quasi-
experimental designs are the time-series design, the equivalent time-
samples design, and the posttest-only control group design.

These matters of design are well known. And the latter three designs
have been well illustrated & ther apphcation by Okey and Ciesla to the
evaluation of an actual teacher training product. namely, their own Teaching
for Mastary self-instructional program. So | shall not deal further with these
aspects of the problem of evaluating ways to get teachers to behave desir-
ably. Let me turn instead to three aspects of the evaluation problem that
are, as | see it, somewhat less well known and understood. These are (a) the
use of cniteria at various levels on the continuum of immediacy-ultimacy,
(b) the use of unobtrusive measures. and (c) the use of factorial designs.

My first point is aimed against a dogma which appeared as a reaction
against the nonuse of student achievement as a criterion in studies of teach-
ing. Until the 1950's. criteria of teaching effectiveness usually took the form
of ratings by supervisors, principals. experts, or students. The bibliography
by Domas and Tiedeman annotated more than 1,000 studies, of which only
a few used student achievement as the dependent variable.'” In 1954,
Ackerman published a review of the few available studies that related
teacher competence to pupil change,'® and he was followed in 1956 by
Mitzel and Gross with a similar review.'? Since then, perhaps 100 studies,
mostly correlational studies. of relationships of teacher and teaching vari-
ables to student achievement have appeared and have been reviewed in
the volumes by Rosenshine and by Dunkin and Biddle (1974). More studies
of this kind are needed —many more.

But my point is that these are not the only kinds of studies worth doing.
Not everything desirable about teaching or teacher education needs to be
justified on the basis of its relationship with student achievement. Achieve-
ment is at one end of a causal chain, or at one corner of a causal network.
Many desirable factors in teaching or teacher education may be too remote
from that final ink in the chain to have a discernible effect upon it. They are
desirable. nonetheless, it they can be shown to have good effects on links
closer to the treatment, or independent variable, that we are evaluating.
In medicine. not every feature of the physician's technique is validated on
the basis of its correlation with patient recovery or longevity. it would be
difficult to find such a correlation for every detail in methods of taking blood
pressure. using an opthalmoscope. swabbing a throat, applying a plaster
cast around a broken leg. sewing a suture. or massaging a muscle. The
criteria for the effectiveness of such competencies on the part of physicians
are not patient longevity, or even patient recovery, but rather outcomes
much closer in the causal chain to the particular competency in medical
practice. Does the throat swab cover the tissue it should cover? Does the
plaster cast endure long enough without being too heavy? Does the suture
hoid the wound together and leave a minimal scar? Does the massage re-
store circulation and relieve an ache?

By the same logic. we should ask of a technique of teacher education not
only. and not always, whether it results in improved student achievement,
retention. and even transfer of cognitive and social-emotional objectives.
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We should ask first, perhaps, whether the teachers being educated with the
tachnique have some respect and some liking for it. Unless they take some
pleasure in the technique, intellectual or social pleasure, or both, the
teacher training method will probably not be etfective, because it will not
be used. Second. we should ask whather the teacher training method has
the intended effects on teacher behavior or performance, sither in the inter-
active situation with students or in the teacher's preparation, planning,
and decision making before he meets his students. |f teacher attitude and
teacher behavior are influenced as intended, we are justifiad in regarding
the teacher training as validated in an important sense. We should not
insist that every single procedure or product for training teachers be
validated by its effects on student achievement.

Further, just as criteria come in hierarchies and not only those at the top
are worth using, so settings for training teachers come in a hierarchy of
realism. We can go from training animals to tutoring individual students in
the laboratory to teaching groups of 5 to 10 students in a microteaching
setting, and perhaps other intermediate settings, before we come to real
classes in real schools. Not every product or procedure shoutld be required
to prove its worth on the basis of its effects in actual classrooms. Here
again we should try to make reasonable inferences in a graduated sequence.

In short. proximate criteria of all sorts are justified. We are likely to make
many errors in which we reject good methods as ineffective, if we always
demand that every teacher education procedure or teacher training product
result directly in improved student achievement.

Let me turn now to the use of unobtrusive measures. The term was origi-
nated by Webb and others in a 1966 volume by that title. it refers to “'social
science research data not obtained by interview or questionnaire.”?¢ Re-
search on teaching has not been as prone as other kinds of behavioral
science rasearch to depend entirely on questionnaires and interviews. The
observation of social interaction, especially in the classroom, has heen
more highly developed in research on teaching than in other fields of the
behaviorai sciences. Nonetheless there is need for additional ways of
measuring the outcomes and processes of teaching and of teacher trairing,
especially in the non-cognitive domains. We need ways that are not subject
to the biases and weaknesses of tests, questionnaires, and interviews.
Webb and his co-authors gave a bookful of examples of unobtrusive mea-
sures, which they classified as those depending on (a) physical traces of
erosion and accretion; (b) the use of archives, including running records
of various kinds, as well as episodic and private records; and (c) observa-
tion, either simple or contrived.

Ot these, research on the evaluation of teacher training strategies has
already used much simple observation and some contrived observation,
depending on hidden hardware and controls, such as remote-controlied
videotape recorders. But it has made too little use of the other kinds of
unobtrusive measures. | can offer only a few examples of what | have in
mind. If a helicopter flies over the playground of a muitiracial school and
photographs the upturned faces, the picture will yield an unobtrusive
measure of racial integration in the playground. (I am indebted to Harold
B. Gerard for this example.) Similarly, if the use of a minicourse is made
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completely voluntary. how many teacher trainees even look into it, and
how many voluntarily complete 1t? |t a teacher education program is
changed, what happens to the characteristics of those who apply ior admis-
sion to it—such characteristics as prior grade-point average, sex ratio,
ethnic and socioeconomic background. and scholastic aptitude? What
happens to the longevity in the profession of its graduates? What happens
to the incidence of broken windows and other kinds of vandalism it teachers
are trained in methods of enhancing the students’ sense that they control
their own fate? What can we tell about a reading teacher’s ettectiveness
from an unobtrusive count of the number of books checked out of the library
by his students on their own initiative? What can we tell about the interest
of a teacher's choice ot topics, betore and atter the teacher has been given
a r@levant minicourse, by unobtrusively listening to students’ conversations
as they leave the class or ride home on the school bus? What can we tell
about the etfectiveness ot & teacher's unit on nutrition by watch‘ng what
his students buy in the School's cafeteria, store. and vending machines?
My examples may be inadequate, but the point remains. We could benetit
from greater ingenuity in evaluating teacher training strategies through
supplementing present methods with ethically but eftectively usea unobtru-
sive measures.

Finally, | turn to the question of how to evaluate a teacher training system
as a whole while aiso evaluating its parts. This kind of problem arises when
we want to know not only whether the system or program as a whole has
made a difference. but whether each of its components carries its weight
and even whether the effectiveness of the whole system is greater, through
some kind of interaction among the parts, than the sum of the effects of the
parts. The classic soiution to this problem is factorial design. For example,
it there are two minicourses, A and B, there can be tour treatment groups,
namely teachers who take A Only, those who take B only. those who take
both A and B, and those who take neither. But it there are three mini-
courses, or other components, in a training system, the number of possible
treatment groups becomes 8: with 4 components, 16, and so on. From such
a design, one can learn about the so-called main etfects, that is, the effects
of each component by itself, and also about interaction ettects, whereby
two or more components together have an eftect ditterent from the mere
sum of their separate eftects.

For complex teacher training systems, complete tactorial designs are un-
workable simply because they require too many teachers. Further, they
would yield much unpromising information, such as information about
interaction effects that are highly unlikely to occur or too hard to interpret
it they do occur. For thesa reasons, statisticians have invented confounded
tactorial designs, fractional factorial designs. and incomplete block designs.
The details of these designs are beyond the scope of this paper. But research
on teacher education should eventually make use of these designs. which
sacritice some ot the combinations in systematic ways and some of the
results on interactions, while becoming much more manageable.

I know of only one example of this kind of research. it dealt with an
elemental analysis of the Keiler method of instruction. Calhoun determined
whether six elements of the Keiler plan made a ditference in student
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achievemeni In a complete factonal design. he would have had 2+, or 64,
combinations o treatments instead. he had only six groups. and he sacni-
ficed the opportunty to tearn about many possible interactions But he was
abie to conclude that each of the four principle elements of the Keller plan
contributed to the overall elfectiveness of the method. These elements
wete (i) using proctors to test siudents. (b) ustng a unit-perfection criterion
over small umts of matenal. (c) gwving mmediate feedback as to perfor-
mance. and (d) allowing students to go at thewr own rate Further, he found
that the addition ot tectures did not improve achievement. -

The same logic and general design can be applied to the evailuation of
systematic teacher training models of the kind being developed at the
Stantord Center tfor Research and Deveiopment in Teaching. We hope to be
able to evaluate in this way not only the eftectiveness of the system as a
whole but that of each of its components. | commend the approach to any-
one concerned with the evaluation of instructional strategies in performance
based teacher education
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Task Force on
Evaluating
Instructional
Strategies

Wiltord A. Weber
Ned Fianders

This paper briefly describes the efforts of the Conference task force which
was concerned with issues relating to the evaluation of instructional strate-
gies. Specifically. the task force: (1) sought to identify the most pressing
of those problems associated with the evaluation of instructional strategies;
and (2) offered very tentative suggestions regarding solutions to the prob-
lems it identified. Because of the diverse nature of the task force's member-
ship. its efforts refiect three separate but related sats of viewpoints and
concerns with regard to the evaluation of instructional stratagies: (1) the
viewpoint of the educational researcher who is primarily concerned with
establishing empirically validated relationships between specific instruc-
tional strategies and particular learner outcomes: (2) the viewpoint of the
teacher educator who 1s primarily concerned with: (a) identifying instruc-
tional strategies which have been proved effective: (b) heiping teacher
education students and teachers to acquire and demonstrate those instruc-
tional strategies. and (c) utilizing assessment procedures which determine
the extent to which a student has successfully demonstrated the abitity to
effectively use those instructional strategies. and (3) the viewpoint of the
public schooi person—teacher or administrator —who is primarily concerned
with identitying and using instructional strategies which have the demon-
strated potential to effectively and efficiently tacilitate pupil learning.

As might be expected, given the state of the art and the time it was al-
loted. the task force found the identification of problems related to the
evaluation of instructional strategies to be far easier than the positing of
solutions. Generally, nearly ail of the solutions which were suggested con-
sisted of recommendations that a particular problem be given careful
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attantion. That 1S, 1t was suggested that educational researchers should
diract their efforts toward tinding solutions to each of a number of problems
identified as crucial to the evaluation of instructional strategies. The dis-
cussion which follows briefly describes the six major problems identified
by the task force and notes the solution which was offered.

Operational Definition. The task force noted that the term instructional
strategy is rather ambiguous. That is, the term lacks a commonly used,
empirical, conceptual, or operational definition. 1t was claimed that edu-
cational researchers have been far from clear as to the phenomena which
constitute an instructional strategy. On the one hand, there are those who
detine an instructional strategy as a rather simple teaching skill, such as the
asking of probing questions. On the other hand, there are those who view an
instructional strategy as a very complex set of instructional behaviors. such
as individualizing instruction. This lack of clear understanding as to what
behavioral phenomena constitute an instructional strategy creates a great
deal of difficulty with regard to research efforts which focus on instructional
strategies. Consequently, researchers seem to be rather unsure as to the
unit of measurement to be employed. that is, should their research narrow
in on very discrete, simple teaching behaviors or should they be concerned
with more complex sequences of teaching behavior? It was suggested that
presently. there appears to be a lack of empirical evidence to suggest the
unit or units of measurement that are mnst appropriately used in studying
instructional strategies. It was recognized. however, that recent attempts
to identify those teaching behavior sequences and instructional strategies
which Constitute various models of teaching hold promise because these
conceptualizations should foster operational definitions which will permit
better decisions concerning questions of unit of measure. Consequently, it
was the suggestion of the task force that educational researchers who aré
concerned with the evaluation of instructional strategies begin by focusing
their attention on the identification of models of teaching which are pre-
dicted on assumed relationships between particular sets of teaching be-
haviors and the learning outcomes that they are expected to facilitate.

Goodness Versus Effectivaness. The task force expressed concern
that the study of instructional strategies should focus on a determination of
those instructional strategies whiCh are most effective rather on those
which are predetermined as “'good.” That is, the task force feit that the
evaluation of instructional strategies should be a process which leads to an
identification and validation of those strategies which are most effective,
rather than a process which is intendec to confirm that certain strategies
are “good.” in short, the task force felt that research efforts with regard to
the evaluation of instructional strategies should test assumptions regarding
relationships between particular teaching behaviors and particular learner
outcomes. Members of the task force did not view that process as one of
proving. but rather one of testing. On the other hand. the task force was
quick to note that research efforts should be directed toward the study of
instructional strategies assumed to be related to the learner outcomes
which are deemed most desirable and meaningful.

Moasurement. Problems regarding the measurement of instructional
strategies were viewed as being enormous. if not overwhelming. The task
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force recognized the need for better instrurnents with which to reliably and
valdly measure teaching behaviors and teaching environments. The task
force as  .uggested that there exists a great need for better instrumen-s for
gathering rehable and vaiid data with regard to pupil learning outcornes
Further. it was noted that such data collection procedures needed to be
more economicail than s presently the case Problems related to instrumen-
tation were among the most serious noted by the task force, but members
of the task force seemed to take the pasition that while it is important that
educational researchers continue to work on the development of better
Instruments with which to measure instructional strategies, they must aiso
be satstied 1o measure as well as they ase presently able to measure. That
's. researcheérs must not be dissu~ded from studying certain instructional
strategies because present instru .¢. tation 1s deemed inadequate. The view
taken was that better measurement .vill only become possible if researchers
Comnut themselves to measuring as well as they are abie those variables
which are deemed :mportant. it was noted that too often important problems
are left unresearched because researchers are unwilling to use instruments
which do not meet the rigorous criteria usually employed by “hardnosed’
psychometricians In short. the task force took the position that one cannot
find answers to problems uni@ss one chooses 1o use the best available tools
with which to search tor such answers. Thus. the task force suggested that
researchers must continue to improve measurement tools but must also use
those tools presently available

Design and Methodology. The task force recognized probiems
associated with research design and methodology to be crucial to the
evaluation of nstructional strategies. The task force Iisted a number of
probiems it saw as being crucial to this dimension. They noted in particular
that there exists great ditficuity in creating designs and procedures which
isolate those particular nstructional strategy variables which influence
particular pupil learning outcomes. Likewise. they noted that there are
serious problems associated with creating research designs which will
allow one to study the relationships between specific teaching behaviors
and various learner outcomes in a variety of instructional settings. The
essential 1ssue 1s the probiem of isolating those particular sets of teacher
atbtudinal and behavioral varables--instructional strategies — which are
related to particular learner outcomes. This problem i1s compu :nded by
Inadequaces related to instrumentation. research design. research method-
oiogy. and statistical analyses. Again, the task force took the position that
such problems can only be overcome through efforts which recognize and
confront these difficuiies That 1s, solutions to these problems are to be
tound in studies which-- while recognizing the weaknesses inherent—
nonetheless utiize such procedures as are presently available. This 1s not
'o discount the need for greater sophistication. It 1s simply to suggest that
eftorts in this regard cannot await procedures which are judged completely
adequately. they must be viewed as tentative and developmental.

Statstical Analyses. Closely related to problems of measurement. ue-
sign and methodology are problems associated with statistical analyses
The task feroc recognized that studies which are intended to examine rela-
tionships between instructional strategies and particular learner outcomes
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are taced with a multiplicity of problems with regard to statistical analyses.
However. this 1S an area n which the task force saw that a great deal of
recent progress has been made. The task force expressed confidence in the
ability ot statisticians to find increasingly better ways in which to statistically
isolate important variables. This then was one problem area in which there
seemed to be a great deal of enthus:asm for present developments.

Dissemination. The tinal major problem tdentitied by the task force had
to do with the need to make research findings more readily available and
usetul to teacher educators and teachers. That is, it was feit strongly that
research resuits are too often not available or not useful to practitioners.
1t was felt that research ettorts had to be conducted in environments which
are familiar to classroom teachers and common to normat school situations.
Further, it was felt that research findings had to be put in a form that class-
room teachers and teacher educators can understand and internatize. Fur-
ther, these findings have to be disseminated in ways which make informa-
tion readily available to practitioners, whether they are teacher educators
responsible for educating teachers or are teachers seeking to increase their
own etffectiveness.

Summary. The task torce identified six major problems related to the
evaluation of instructional strategies. Each was viewed as important and as
a problem needing to be solved. Few solutions were offered by the task
torce. Rather. 1t suggested that solutions were only to be found in the com-
mitment of greater effort to what remains one of education’s greatest prob-
lems.
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Priorities and the
Nature of Evidence

Atien A, Schmieder
Jorie Mark

The Problem

Leading decision makers concerned with the directions, structures. and
support bases of our American society (of late being joined by more and
more leaders within the educational ranks) claim that educators have httle.
it any. informed experience—accumulated evidence—upon which 10 base
decisions about anything that is important in education. Even the teaching
protession. the grdup that should have the bes! firsthand knowledge about
what works and what doesn’t work, is generally :n tavor of maintaining the
status quo until more “exact evidence” about the educational process s
available. Educational researchers are scrambhing 1o prove that teaching
does make a difference and that educators do know some things that are
not well known to the avarage person on the street.

In 1ess than 200 years. the educators of this nation have buiit what is
probably the worid's most democratic and eftective educational system.
Although the heavens and many other equally inspiring torces were probably
or the side of this 85 bilhon dollar. 60 million part:cipant enterprise, it neither
grew like topsy nor evolved without considerable attention to evidence and
thoughtful decisions. Consequently, it seems ludicrous to charge that to-
day’'s educators have no evidence upon which 10 base program decisions.
Because ot the masswve s:ze of the educational enterprise. the continuity
of its existence. and the unusual importance placed upon it by the citizens
of this Nation, 1t 1s probable that educators are steaped in more evidence
about the nature of therr trade than are practitioners of any other single art,
trade. or profession in the American social system.

-~
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The purpoese at thes Daper s not to taily opposition to the nartow  hard
evidence  wwhatever 1hat sl worstuppers of the educational doomsayers,
tut 1o begin & dialuyg about how the profession can more systemat:iCatly or-
ginize and use the existing National Storehouse of Egucation Materais and
successes thiat have been so nichly and tully burlt over the last 200 years

Some Expected Qutcomes

Short Range

1

S

Clear statement ot the probiem. recommendations about how to
deit with 11 grving pronty 10 the recommendations. a strategy to
impiement the recommendiit:ons. and a determination of the next
steps to be taken

A first Ccut on the nature of the National Storehouse

3 A veginming hs! of locatons and persons engaged in major com-
ponent development with a brief description of then programs
4 A begrnming thbhiography of pubhications telating to the burlding and
use of the Natonal Storehouse
§ A hest dratt o! a pubhcation presenting the Storehouse case 1o
ieading eduiators
6 A specihic s' ategy to: ‘urther exploring the Storehouse concept
Long Range
Primary
1 Belter defimtion of the levels of evidence/successes avasiiable in
the Storehouse
2 Better knowiedge of the availabuity of evitencessuccesses at these
levels
3 More systemafic r.lationship between evidence and program/pohicy
decisions
4  More systemahc desian tor utidizing and adding to the Storehouse
5 Greaier use of the National Storehouse
6 Greater pubic awareness of the successes ot American education
{ A puan tor more eftective sharing of successes within particular
educ ationit specialties. e g . competency based education
8 A pian tor more effective sharing of successes between particular
educatsonal concepts. e g . competency based education ang inter-
acton analys:s or competency based educaton and teaching cen-
ters
Q9 A ptan tor mare eftecuive sharing of successes between teacher
educaton and ather protessions, e g . competency based teacher
educat:on and competency based dentat education
10 A plan tor more eflective snaring of successes between educaton
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damd Busines s and mdustry reqarding simitar systems. e g storage
and retneval of aothines mtormation. human relations viS {a vis the
community in education and Numan relations vis vis the commu-
ity N uthan planning

1 A plan tor more ettecthive shanng of successes hetween education
dnd busingss and dustty regaraing the relativaship between ther
respects ¢ Storehouses  and palicy decision making

Secondary

1 More ettective systems ot storage and retrieval of vandated products
4nd processes

o

More ettective systems ot vald.ating products and processes
Hetter understanding of research and development neeads
Less duphcation and ovetlap of research and deveiopment ettorts

More systematic reiationship between theory and practice

[ Y ™

Devetopment of ievels of evidence regarding educational success

The Nature of the National Storehouse
What it Is

The National Storehouse s a collection of evidence —materials, pro-
grams. 1deas. concepts. and practices - of what works in education today.
The Storehouse exists What does not exist 1s an organizational {ramework
that could point up gaps In what we know. stmulate etforts to slose them up,
and proviCe a typology that wauld embrace new. as yet unthought of prob-
lems The missing orgamzational framework would make the evidence
eas:ly accessible to users and would provide intormation on validation.

What it I1s For

The National Storehouse would be a user or consumer based index with
entries classived by topics tocused on use or intended users. It would
therefore be indexed in terms of problems or tasks an educator must cope
with in order to be effective

-- the practitioner identif:es a teacher competency tor which he wants to
provide tramming. so turns to the National Storehouse for a search of
what i1s availlable

-+ the policy maker 1s charged with formulating a new pece of legisiation
and needs information about it (e g , reading program), so turns 10 the
National Storehouse tor research evidence and a bank of knowledge-
able people

— the high school teacher of Engiish wants traiming in how to cope with
student response 1o literature. so enters the system saeking Enghsh,
high school, student response —and the ievel of evidence desired. The
computer search would identify the appropriate alternative materials
reiating to tne problems as described
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- the policy maker a school board, mtereBsFed N improving its ele-
mentary stalt development program - could enter the Storehouse by
wdemitying school personnel, teacher tramning, elementary schoal. in-
service, n order to see it materials exist that address this question.

In orgamzing the National Storehouse. theretore. we address the guestion.
how will it assist

teachers

teacher educators

legislators; national policy makers
researchers

educational consumers
educational administrators

lay administrators

What it Does

The National Storehouse identiies what we have and, as an immediate
outgrowth. identfies what we need. The National Storehouse. therefore.
shaped by need (or the consumer), identifies for the potential user the
origins (theory, experience, hunch, invention} af the- evidence: then it ex-
plains its current state of development (idea. pilot test, programmatic test,
exper:mental test), its target, its relevance to broad categories of problems
{policy decisions, research and development programs, practical applica-
tion in teacher traiming, and organization and administration of schooling).

Organized so !t can answer the question, “What do we know about X?"
ang open-ended as well, the National Storehouse could classity evidence
in twO ways:

1) by the categories of information a user desires:

2) difterent conceptions or categories of educational problems. This
would permit the user to employ his/her own search strategy and
also invite him to look at the items in a variety of different ways

Such an index could be constructad logically, based on some kind of analy-
sis of problem areas. In a word. the system should be developed deductively
from what a consensus of practitioners and laymen say we need, not in-
ductively from what we know we have—aithough the latter would also be
included.

Retrieval and Dissemination

A user- or needs-oriented National Storehouse must assure easy access
to practitioners and policy makers,

The tirst stap toward easy retrieval might be the organization of the index
of storehouse materials into a simple directory. Contents might be divided
into: (1) printed materials, (2) audio-visual materials, (3) ideas, (4) people
and places. Listings should be short—product, contact name and address,
one-line summary, extent of validation, cost. The directary should be set up
as a loose-leat binder so that pages may be printed and distributed for
insert. It should also be free, or the cost should be nominal, covering only

-
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mailing expenses Obviously, then. the directory must be funded by Federal
or foundation moneys This toundation or Federal grant should be large
enough to permit some subsidization of the proGucers of the tems hsted in
the catalog while producers seek ways to bring down production costs.

Unless materials costs are brought down, the easy access suggested
above for practihioners will not be accomphished.

But to get that directory into the hands of the practitioners will require a
Mmajor dissemination program Such a program should be launched by a
commuenicatons expert who is competent to utilize all media approaches to
the problem. Such approaches would nclude such standard methods as
drect mail notitications to local and state education agenc:es. 10 associa-
tions and unions, to teacher Centers, and to the various national, state,
and local professionai education associations. But the dissemination pro-
qram shouid go much further. Exposure should mainly involve public service
time and space in the education press (national, state, and local); the
education trade and professional press. local. closed-circuit and cable radio
and television; local and state conferences. displays at National confer-
ences, and so on

The message should be simpte. American education is probably the most
experienced and diverse in the world. And much of what has been learned
about the way to do things better is available rur educational prograra plan-
ners.

Costs for such a program should be explored. A followup to (but also
simultaneous with) the dissenunation program might be the use of trained
leaders who could g0 out on request 10 work with local teachers on use of
the matenials and methods. The communications expert could make sugges-
tions on how best to coordinate this. But unless state and local education
agencies—or a foundaton—can unde:write such a program, costs might
well be prohibitive

Quality Control

But a mechanism might be developed to inform users about the quality
of the evidence.

Evigence should be thought of as a device for either hypothesis testing
or decision making. Evaluation criteria differ, depending on whick of these
two purposes the evidence 1s 1o serve. Evidence is generally “harder™ for
hypothesis testing than for decision making. although this may account for
bad decis:on making.

The second factnr deteimining the quality of evidence is the stage of
development of the dea., program, or product. Different evidence is ex-
pected for a product in its earlier stages than in its “finished" stages. Thirgly,
things that work — hard evidence— within the context of an integrated and
sequenced program may not work when taken cut of that contex!.

Rather than search for “harg" evidence, the functions of rating might
better be served by classifying items according to where they are in a
sequence of steps in the research and development process rather than
rating them. The sequence might run from armchair igeas, entirely untested,
through ones tried out in laboratory experiments, in simulation or micro-
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teachung settings. to those theld teste! and ready tor dissemination. it
should be possible to define a wet quite objectively, and where a piece of
evidence has in this sequence should be at least as usetul to know as how
it was rated by somebody It this king of rating system was employed, it
would be possible 10 enter the Storehouse asking for the level of develop-
ment (e g . how much the Storehouse had in that subject at a particular
moment that had been thoroughly field tested). A display could be called
for which would show such a quality control process by area, and it would
be easy to see where weaknesses and strengths lay-- a useful tool for
planmng, for commumcating with tegisiators, etc

How To Organize It

A number ot models have been proposed, and they are bv no means
mutually exclusive

Mode! A

I Develop ntormation sources
1 Gather avalable matenals (including deas) under four broad
headings (a) teaching skill or performance. (bl curriculum materials
and design by intended outcomes. (c) traimng of educational per-
sonnel. (d) orgamzation of instruction and schooling.

2 Prepare tor each item a developmental history— who developed
the product ot idea. its theoretical or othet sources. its use. its current
status

3 Classdy each item by the cniterion of its effectiveness that the
user has selected and by other criteria to which it might be relevant.

4 Gather evidence from the deveioper and othet users about evi-
dence relative to effectiveness with respect to the criteria.

5 Sort items by thew relevance to policy. research and development,
of practice

i1. Develop the tagging system so that anyone who wants to search the
system can do ¢o.
1 Invite groups of potential users to ask questions of the system.

2 Tag items by questions
3 ldentity unanswerable questions

4 Determine whether the question 1s unanswerable because of the
classification system or because there 1s no information in the system.

111 Develop validation 2f system.
1. invite conceptuahzors of problems to ask questions of the system
{e.g . Jencks asks the system for information on school etfectiveness.
Coleman asks the system for information on the effects of desegrega-
tion)

o 195

RIC

Aruitoxt provided by Eic:



BEST COPY Avaiast:

2 Invite a group of people to see it they can “"break" the system
(€. . ask it questions it cannot answer)

Ultimatety, evidence might be categorized by eventual goal ang stage of

development

Goal

Produce
Signiticant
Study Gains

FIRST PILOT FIELD WIDE

IDEA  DEVELOPMENT  TEST TEST USE

Mode! B

I. Develop use/user categories:

Primary User

Primary Use

Teachers
Teacher Traingrs
Teacher Trainers
Decision Makers
Decision Makers
Researchers
Evatuators
General Public

Education of Children at Vaiious Levels
Preservice Teacher Education

Inservice Teacher Education

Educational Decision Making at Various Levels
Policy Decision Making at Various Levels
Heurnistics

Mission Research

Synthesis

Each Use or User category would generate its own discrete, though perhaps
overlapping, set of categortes designed 10 make sense to those interested in
it for that purpose (e g.. DISTAR might be of high interaest for alementary
teachers. moderate interest lor teacher trainers, little interest for decision
makers, no interest for heuristic researchers, moderate interest for mission
researchers, and be of great interest for synthesizers, and of great use in
dissemination to the general pubhic).
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11 Consider the hardness ot data as a relational concept.

ALL DATA
ROCK TYPE |
ROCK HEURISTIC RESEARCH
MELON
MUSH
ROCK TYPE 1}
EDUCATIONAL DECISION MAKING
MELON MELON
MUSH
RoCK TYPE 111
EDUCATIONAL AND POLICY
MELON DECISION MAKING
MUSH MUSH

Moge! C

1 Seek answers to tollowing questions
1 What kind of materials should be included?
A. Teacher training materials only?
B. Nontext matenais only?
C. Materials that require trainee to pertorm?

2. What s the purpose of the Storehouse?
A. To provide the user with a sesource for mproving his per-
tormance?
8. To supply a research with material t, empioy 1n his investiga-
tion?
C Tocollect intormation tor help in policv decisioas”
D. To develop an inventary of materiais?

3.  Where should the Storehouse be located?

A. A central depository

B. A central depository with regional locations

C. Regional locations

D No spectic location but an oftice with referral capability only

4 How would the Storehouse be supported?

Feaderal support

Federal support anc private support
Private support

Self-supporting

Other

moow»
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5 How would Storehouse be managed?

A

B.

C.

By teachers college types, and research typas?

By NEA, AACTE, AERA, ASCD. AFT, ATE, and other organiza-
tions?

Other ways?

6. What categories of organizations will aliow the user to enter the

A

F.

Storehouse?

Category | — Levels ot Evidence by Results
Paper and penci test

Verbahize or write what one learned
Pertorm in a simulated situation

Perform in a classroom situation
Short-term results with students

Lasting (long-term) results with students
Other

Category 11 —Subject Areas

1. English

2  Math

3. Other (including Special Education and Early Childhood)
4 Genernc

NOU e LN -

Category 111 —Teacher Activities
1 Planming

2. Questioning

3. Diagnosing

4. Many more
Category 1V —Setting

1. Urban

2. Rural

3. Other

Category V—Grade Levals
1. Primary

2.  Intermediate

3. Other

Other Categories

7. Content of each entry

A,
B.
193
D.

E

Description of material

Cost

Where available

Time for use

Source and nature of development

8 Materials should be "keyed™ to other big questions of:

Cowm>»

School tinance
School policy
Social concerns
Other

198



BEST COPY AVAILABLE
PRAgTLS?g::(E)gg / [ [ / ﬁ
NONCLASSROOM [ / / J /
PRACTITIONERS
DISSEMINATION use[ ] / /
DEVELOPMENT USE / / / / /

Mode! D

RESEARCH USE

POLICY USE

AFFECTIVE
EVIDENCE

TESTIMONIAL
EVIDENCE

STATISTICAL
EVIDENCE

HISTORICAL
EVIDENCE

NO
EVIDENCE

A MANY SOME NO
THEORY THEORY THEQRY THEORY
BASE BASES BASES BASE

The figure illustrates a 120-cell cube which depicts a multiple category
system which would be used to analyze, sort, or describe Storehouse ma-
terials.
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The categorv system would have three dimensions.--one set of tve
descriptors of types of evidence. one set of tour descriptors of thecretical
bases, and one set of descriplors o! user categories. The last would be
subdwided into muitiple user-derermined subcategories

Evidence Descriptors
The descriptors related to evidence deal with the type of evidence that
supports the mater:al. They are
Has Atective Evidence
“IThket
"1t had a positive effect onme =
"It was lousy

Has Testimonial Evidence
“"We did 1t and it works
it had no visible effect
“Only three teachors are now using it =~

Has Statistical Evidence
A statistical random sample
0001~

Has Historical (Judgmental. Philosophical, Theoretical) Evidence
“Accorging to NIE '
"For 100 years

Has No Evidence

Theoretical Categovies
It 18 concewvable that # one could name the various theones Currently

supporting teacher training materiai, one could establish a set ol descriptors
accordingly. Until such s possibie, a four-part category system might be
usable

Has a Theoretical Base Has Some Theoretical Base.
Mas Theoretical Bases Has No Theoretical Base-
User Categories

These categories are basically undetermined. They will name as the
descriptoss those which will be used to extract information and mater.ai
from the Storehouse. The categories will be determined by surveying of a
particular group of users as 10 “What kind of information or matenal they
need?” "What questions will they ask of the Storehouse?” “What . . . 7"
While any category of “User” could form a group to be surveyed. at least six
can be readily igentified

1. Policy makers

Research users

Developer users
Dissemination users
Nonclassroom practitioners
Classroom practitioners

o awwn
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Subject Programs Evigence

Traiming educa- administrators microteaching

tronal personnel counselors protocols
teachers

Teaching students reading lasson units that work
independence study and specity pupil outcome
value clarification at particular level

User concerns

1) chmcal concerns

2) research

3) matenials development
4) notions and deas about

eduiallon
Critaria Contro! Matrix

Possible use Policy Research and Practitioners
Development
Evidence Has 7 None
Theory
Support Sound 7 None
Model F

T™he Natlonal Storehouse of Educational Materials/Successes:
Evidence Needed for Policy Making/Program Building

Detine Hard Evidence (Class | Evidence)

Estunate Demand/Need for Fard Evidence

Estimate Availabiity of Hard Evidence

Estimate Gaps Between Demang ang Availability

Estimate Cost and Time to Fill Gaps

Recommend Alternative Strateg:es for Filling Gaps

Det..ie Less Hard Evidance (Class 1| Evidence)

Etc. (Repeat steps above untl supply and demand are equal)

¢ The Need to Educate the Public aboul
- What evidence 18
-—What s avalabie
—What evidence professional educators will use and why, i.e.. we
explain a.ad tell them. they don't 13y it on us!

® ® ® ° @ o o
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Some Selected Exampies of National Storehouse Components

The Nationatl Storehouse of Educational Materials/Successes:
Teacher Education Component—Studies of Teacher EXtectiveness

- 1896
1905

1930

- 1945.46

- 1948

1961

- 1954

- 1958

- 1960

- 1966

— 1971.73

ERIC

Aruitoxt provided by Eic:

Charactenistics of the bes! teachers as recognized by students
(Kirate)

First quantitative studies relating competence ot teachers 10
vatious other charactenstics (Meriam|

An analysis vt 209 ditterent systems tor rating teachers (Barr
and Evans)

Intensive analysis o! teacher's tole in classroom (Anderson,
et al)

Survey of 'nvestigations into the measurement and predictions
of teacher eflectiveness (Barr)

79 studies analyzed

46 used supervisor's or principal’s ratings

15 used grades in stucent teaching

18 used measure of changes in pupils
Assessment of s0ci0-emolional chimate in learning situations
{(Withall)

7 categories of teacher statements
Identitication and review of ali major teacher effecliveness
studies completed between 1800 and 1952 (Morsh and Wiider)

900 reterences

360 abstractions

20 predictors of eftectiveness identified

Analysis of 1,000 stuies on teacher eftectiveness (Mitzel and
Cross)

20 of the studies (2%) involved actual measures of

teacher effectiveness
Analysis of teacher characteristics (Ryans)

6.000 teachers in 1700 schools in 450 school systems

12 general “trends”

Analysis of verbal behavior in the Classroom {Bellack)
4 pedagogical moves

4 tunctionally diterent typas of meaning communicated
by teachers and students

5 general roles for classroom language game
Search tor vaiidaled teacher Characteristics or competencies
(Rosenshine and Furst)

50 swdies

11 main characteristics
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1972 Analysis of student learming (Jentks)

Most tests used to measure student tlearning
nsensiive 1o diferences n teaching behavior

— 1960-74 Evaluative teaching units
Flanders - social studi@s/ arhmetic
Schautz and Nuthall — electncity
Joyce. - social studies
Noy - Interature
- 1974 Exhaustive review and assessment o! studies of teacher et-
fects on students (Dunkin and Biddie)

The National Storehouse of Educational Materiala: Reterences

Teacher Training Products The Study of the Field (750).° Gage
Protocol Materials Catatog (112). Floriga SEA

A General Catalog of Teaching Skills. Tusner

A Catalogue of Growth in the Pedagogical Domain. Hudgins

The Houston Module Bank (225), University of Houston

NIE Research and Development Center Products (est. 100)

Far West Laboratory Minicourses (201, Reriner. Borg. Flanders, Ward

vahdated Teacher Charactenstics ot Competencies/Process Varniables
(11). Rosensh ne and Furst

Crincal Elements in Teaching (42). Cruickshank

Shating Educationatl Successes— ESEA Tule |

Sharing Educational Successes-—ESEA Title 111

Tested Modules n Competency Based Education (Googel), 120 CBE 1HE's

Data on Teaching and Learning n Theses and Dissertations in Education
and Related Fields (Googo!-plex)

* Numbar (n par@ntheges ndiC ates anproximaie number of produrts ncluded

The National Storshouse of Educations! Materiais/Successes:
Teacher Education Componemt—Some Beginning References

Barr., A. § “Tne Measurement and Prediction of Teaching Ethiciency A
Summary of investigations.” Journal o! Experimental Education, XV
{1948). 203-283

Cooper, James E A Survay of Protocol Materials Evaluation. Tampa. Flor-
ida Leadership Training inshitute in Teaching. University of South Flonida,
1974

Domas. S J. and Tiedeman, D. V “Teacher Competence An Annotated
Bibhiography.” Journal of Experimental Education, XIX (1950), 101-218.
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Gage. N U et a1 Computerized Catdlogue of Teacher Trawnung Products
Besearch ang Development Memorandum No 116 Palg Alta. Calitorn:ia
Stantord Center 1ot Kessearch and Development in Teactung. Stanford
Univeruity 1974

Hudgins Bryce B A Catalogue of Concepts n the Pedagogical Domain
St Lows Missouts Washington Umiversdy Graduate institute of Educa-
bun 1974

Guigetes for Delivery of Develvpment Products (Draty Washington,
D C Natwonal institute of Education 1974

Protocot Cataiog Materials tor Teacher Education Tallahassee. Flarida
State Department of Education 1974

Schmieder . Ailen A, and Joyce. Bruce The National Storehouse tor CBE).
'Wo versions - full and abridged Washington. DC  USOE Othice of
Career Education. Eaucation Systems Development. 1974 {Dratt)

Schmieaer Allen A . ana Mark. Jori. eds The Natronal Storenouse of Educa-
tionat Materials/Successes. Washington. D C USOE. Office of Career
Educaton. Education Systems Developmunt, 1874 (Dratt)

Sharing Education Success A Handbook tor Vahoation of Educational Prac-
tices Washington. D C  United States Office ot Education. National
Advisary Councrl on Supplementary Centers and Services. 1974

Turner. Richara L «ed ) A General Catalog of Tearhing Skills

The National Storehouse of Educational Materlals/Successes:
Profile of Some Potential Experience Bases

1 16.500 school aistricts
700 community’ schools
325 schools using indwidualized instruction
4.500 teaching centers
x alternative schools

2 50 states
20 CBE mangates
9 career education mandates
4 teacher center mandates

3 1.200teacher trairing institutions
120 CBE programs
600 teacher centers

The National Storehouse of Educational Materials/Successes:
Some Interesting Facts
1 Many powertu! educational policy makers do nat think that it exists.

2 Many educators teel that it 1s already too bountitul and needs no tur-
ther money for development

3 Many teel that ERIC has the Storehouse well under control
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4. Storehouse materials with less vahidation sell taster.

5. Most new validated materials are either on a shelf somewhere or used
in a single classroom or program.

6. Most consumers do not hke to go to some “other” place to use cata-
logs and maternials banks/resources-—they want them located in their
otfice.

7. The Newsletter i1s one of the highest demand consumer items in the
dissemtnation business.

8. There 1s a very thin narket for many of the most important materials
developed.

9. Regarding product vaiidation—what might be hard evidence to one
kind of consumer is useless to another kind!

10. Many validated approaches are born in theses and dissertations—and
eventually die there.

11. Most producers are reluctant to share materials (a) which are un-
validated: (b) which might be plagiarized or copyrighted by someone
else.

12.  Publishers are reluctant to produce high risk materials.

13 Al producers are potential consumers and ail consumers are potential
producers.

14. College and university staff generally feel that they are the only ones
suthiciently qualfied to produce valid matenials for widespread use—
school statt generally teel that college and university staft generatly
don’t know enough about the real world to produce valid materials.

15. Materials in the process of "becoming” are usually more related to
“up front” research and development people than those@ that have
“already become’ —yet dissemination strategies almost always relate
to “timished products.”™

The National Storehouse of Educational Materials/Successes:

Contributors
Theodore Andrews Mary Johnson Allen Schmieder
Robert Ardike Bruce Joyce Joseph Schneider
Michael Berger Susan Klein William Smith
Joel Burdin Jori Mark Francis Sobol

Patricia Cabrera
Paul Collins
Ned Fianders
Danial Ganellis
Carl Grant

John Hansen
Donaid Hawkins

Karl Massanar:
Morra Mathieson
Donaid Medley
Fred McDonald
Donald Ortosky
Lorraine Poliak oft
Preston Royster
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The Politics of
Teacher Competence

Harvey B. Scribner
Leonard B. Stevens

Since the matter of politics generally 1s not raised in most discussions
of teacher competence. the title of this Paper perhaps requires a brief
explanation. “Polites™ as used here does not refer to the partisan activities
of political parties or the influence that political officehelders may have
occasionally or regularly in issues of education. Rather, “poiitics™ refers to
the activities —which, though nonpartisan, are keyed to identifiable interests
and goals and thus are, in the broad sense of the word, political activities-—
and pursuits of groups and individuals within the arena of aducation.

American public education is weil known for its unpolitical character.
Ciearly, neither the public schoois nor the public universities developed in
a political or social vacuum. It is equally clear that there has been a notable
and commendable absence of overt political, partisan control of the nation's
systems of public education.

From this, however, one should not assume that educational institutions
function without a political atmosphere. They do have and always have had
a political atmosphere. Local school boards, for example, typically pride
themselves on iheir independence from city nall. Yet all but a handful of
school boards are dependent on political ofticehoiders for raising and appro-
priating public tax funds for schools. Moreover, every school board to some
extent parlicipatas in the deploymant of jiscal and human resourcas for
reasons that more than occasionally strestch into political or Quasipolitical
considerations. Similarly, while state departments of education typically
work hard to develop an insuiation from. statehouse influence, rare indeed is
the chief school officer who does not know his way around the halls where
statutes are written and appropriaticns are made. Nor can those who man.
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age the pubhic universities be accused of total innocence of the art ot politics.
Despite the academy's characteristic disdan for politics, university heads
with budgets and construction programs n mind find it necessary to do
periodic tence-mending with etected representatives of the public who con-
trol the strings io the public purse. insie the academy more than a small
amount of eneray 1r expended on pohitical maneuver:ng.

in brief. the public education enterprise, despite s unpohitical reputation,
1S quite political whan “peotitics” 15 defined in broad terms. Scheools and
universities attect, and are affected by, external political forces. In addition,
educalion systems, because they are large organizations with important
social tunctions and immense resources. possass a set of internal political
dynamics which at times become quite intense. Teachers and protessors
organize for special ends, and they are not disinclined to display their
soillective power to achieve thew ends. Administrators are no different,
oxcept that they have the advantage of power which comes from their posi-
tion. Likewise. school boards and university trustees have political power,
and they use it. in addition, they band together in crganizations on the
regional and national levels, and these organizatiors themselves wield a
certain amount of influence over the nation's ed. cation systems. Even
researchers. who often are regarded as the most ob,ective and least politi-
cal of all inhabitants of the education forest. clearly h:ave their own values
and distinctive perceptions of what is and what ought to be. And to the
extent that researchers channe! and shape their research and their conclu-
sions in keeping with their value system, they, t00. participate in education
politics. "Man is by nature a political animal,” Aristotie told us long before
politics acquired its undeserved, distasteful connotation. And while he
perhaps 4id not have educators in mind, the observation clearly did not
exciude them, as contemporary history ot schools and universities has
made quite evident.

There was a report in the Now York Times® recently that two public agen-
cies in New York City, the Board of Education and the Board of Highsr
Education, had met together for the purpose ot establishing closer coordi-
nation of their respective activities and programs. Now, since both agencies
have responsibilities in public education and since both spend public dol-
lars, the eftort to coordinate surely is commendadle, and the New York
Times was quick to do precisely this a day or so later on its editorial page.
As a kind of footnote to the story, it was reported that once the heads of the
two agencies had met, the next thing they did was to meet privately with the
heads of unionized teachers and taculty membaers.

The New York Times, it would seem. should have commended the agen.
cies not only tor their positive instinct to coordinate. but also ‘or their keen
sense of pragmatism.

This is not necessarily to condemn this “touching base" syndrome, though
one is left to wonder precisely what private understandings were reached
by the agency heads and the staft unions and to wonder as well whether
any understandings were reached that might impair the coordination effort
in some way. in any event. this incident is a clear example of politics at
work. The point is worth making that political activity should be recognized
as such by those who participate in it as well as by those who observe it.
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It is neither statesmanship, as SOme s@em to view it; nor is it an indis-
pensable element in modern pubh¢ administration, as others sometimes
contend.

The .e of teacher compeatence, like other policy quastions in @ducation,
has political overtones. Anyone who reviews the professional literature on
competence and performance in teaching is struck first by the volume ot
writing on the tepic in recent months. The Education Index for one recent
12-month period? makes reference to more than 230 articles on the educa-
tion of teachers—no small number of them pertar .y directly or indirectly
to the question of performance or competency. The second striking char-
acteristic of the literature is the influence peddiing that currently is going on.

Perhaps “influence peddling” is too strong a way of putting it. Perhaps
one should say that the literature abounds with the work of indiviguals
contributing o @ controversial debate. Whatever one wishes to call it,
there is no lack »f information on where the major constituencies stand in
the debate vis & vis the political questions of a) who is to control the edu-
cation and hcensing of teachers and b) how is competence to be defined.
Lines continue to be drawn that make clear who is the behaviorist and who
is the humanist. who is the teacher educator and who is the teacher em-
ployer. and who 1s the professional spokesman and who is the public advo-
cate.

One might conclude that education naeds a Dr. Kissinger to work out a
settlement and achieve a truce—but perhaps not. Perhaps what is needed,
before the issue can be settled with any degree of finality, is a set of guide-
lines for working toward a settlement. Given the present state of the public
schoeis and the educational concerns of the society to which the schools
belong. it would seem that those with a role in the design of policies and
programs tor teacher competency should keep at least the following general
points in mind.

First one should be aware of special interests, not disguise or ignore
them. The policy designer need not necessarily make moral judgments as
to "good guys” and ""bad guys,” but he ought to be aware of the politics
ot policy. Since policy aftects people. people will exert all the influence at
their individual and coilective commesnd to shape and control policy in its
formative stages so that emerging ~olicy will be in their best interest.
Needless 10 say. the goals of a special interest do not necessarily make for
good public policy or for better schools. Cfien, indeed. the goals of special
interests ignore the public interest, thouc" the rhetoric of interest groups
might have the public believe otherwise.

In the formulation of performance systems for praparing and licensing
teachers, it ~eems clear that teacher educators, who have iong controllied
teacher preparation and thus heavily influenced teacher certitication, tend
to tavor quite strongly the retaining of their favored position, This does not
mean they are against systems that ostensibly will enhance teaching per-
formance. But it does mean that they probably will have a very special
interest in retaining as much control as possible over teacher preparation
programs. The teacher educator may typically be biased toward a belief
that the center of gravity of teacher education belongs on the university
campus, in contrast to the view of many school administrators who favor
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school based teacher traiing

Similarly, the longstanting ohjective of organized teachers to control
the teaching protession. much as attarneys and maedical doctors control
thew professions. 1s readily apparent it: ths currant debate over teacher
performance. Organized teachers, in desiring to professionalize teaching,
argue that con!roliing the gates to the p otession is essential to the making
of teaching into a true profession. Whather the organized teacher's affilia-
von s with the National Education Association or the american Federation
ot Teachers makes little ditterence: the desire to control the profession
transcends the matter of affihatron. One president of the NEA, sometimes
viewed as less aggressive than the AFT, said a few years ago that the NEA
has long dreamed ¢: controliing “"who enters, who stays in, and who leaves
the protession.” Further, he went on, "Once this is done. we can also con-
trol the teacher tramning institutions.”™ it seems unlikely that ths expressed
desire would be rejected by teachers who choose to aftiliate w-itt ihe AFL-
Ci0.

The policy designer clearly should be iniormed. He should be cognizant
of the varying views on teacher competence, and he should not write off
views on the ground that they emanalte from a special interest organization,
But he should consider the source—which is t0 say that he owes it {0 the
public to consider the motivation beneath the position. The views of or.
gam:ed leachers, teacher educators, or school boards obviously need
to be considered. But so. 100. should hidden political agendas be identi-
fied. and the policy designer should be surprised when he finds no ulterior
motivation at work.

Second, one should be aware that public education is beyond the era of
seemingly unlimited expansion and is well into a period, indefinite in length,
of flattened curves. A teacher shortage has turned into an overabundance
of teachers. Public dollars for education. whatever the governmental
source, are diminishing Student enroliments are likewise tlattening out
and decreasing in some instances.

Clearly, there is meaning in this development tor those interested in
teacher competency systems. School boards are interested more than ever
tn teacher productivity. They are turning, also, for the tirst time in recent
memory. to the disemployment of teachers. In more than scattered cases,
teachers are being iaid off much like airline pilots and automobile tactory
workers tor lack of tunds. tewer students. or a combination of the two. The
policy qQuestion therefore arises—if performance or competence is to be
the standard for employment, should it not also be the standard for disem-
ployment? For it not, are not schools open to the charge of dual standards
—performance as the standard tor employment. and “last hirad—rfirst fired"
as the stanaard for dismissal? Needless 1o «ay, there will be sharp disagree-
ment as to the proper solution. Organized teachers will probably argue
hard that where some teachers are 10 be dismissed, those with longest ser-
vice deserve the most protection. it should be equally needless to note that
seniority has little, it anything, to do with performance. and thus this argu-
ment essentially 1s an antipertormance stance. There is. ot course, another
side to the coin. A school board intent on saving dollars and with no con-
cern for the rights of teachers will quickly conclude that the greatest savings
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are to be made when the most semior teachers —-those on highest salaries—
are dismissed, as opposed to younger teachers on lower salaries. This
stance, 100, is antiperformance. therefore, the question remains concerning
how to shape performance systems that apply both to the entry of teachers
nto employment and 10 the involuntary exit of teachers from employment.

Third, in the design of competency systems, one should keep in mind the
growing moed of the public for = stronger hand in the governance of
schools. Mcre than a tew public school parents are correctly acting like
consumers. They are asking for accountability systems. They are demand-
ing effectiveness in educational programs. They want choices for their
children. in New York City and Detroit, and in other cities as well, parents
are deaply interested in the decentrahization of school power. In the case of
individual schoois, parents are demanding closer involvement in decisions
that atfect school management and the spending of tax dollars. Howevear
much some spokesmen for organized teachers may dislike the idea of
parents coming into schools to view the performance of teacherst and
however difticult parent invoivement may make life for school principals
and scheol superintendents, the fact remains that parents are getting jus-
titiably tougher in ther damand to be invoived and increasingly savvy in
pursuing this objective.

it seems that performance systems for preparing and licensing teachers
must take account of the likelihood that parents likely will move increasingly
into school decision making. 1n New York City, for example, parents alect
community school bpoa:ds, they have a specitic role in the employment of
schoot principals, they have tha right by policy to be consulted in the hiring
of community school superintendents, and they have ong small foot in the
door in tenure decisions.® Most important, perhaps. they have an estab-
lished channel for 2ppealing grievances against local decisions 1o the high-
est level of the City schonl system, and the shart histary of the grievance
process has shown that parents have scored more than a few points by
taking their Case to higher authority.

Given such precedents, it would seem reasonable 1o speculate that
parents will want and will insist upon a growing role in the assessment of
teacher performance. Yet in the current risbate over competency systems,
while there is frequent concern for the desirability of participatory planning
by organized professionals. school boards. state authorities, and teacher
educators, there is httie, if any, consistent concern for also including
organized parents in the planning. Parents, admittedly, are less cohesively
organized and thus less easy to identify as representative than the other
major parties to the debate. But ignoring the valid interest of parents in the
systems that uitimately will emerge is. perhaps, to court a serious problem.
For it parents are not involved in the planning of teacher competency sys-
tems, especially those that deal with the matter of licensing., then the
possibility 1s more than remote that parents will tend to view the new sys-
tems with more than passing skepticism. in brief, would it not be both
ironic and tragic f policies are developed for the purpose of promoting
higher competency in teaching through the systematic involvement of all
interested parties except parents, whose children are to be the direct benefi-
ciaries of better teaching?
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Fourth, teacher competency systems should be designec in the knowl-
edge that the Amencan »choo! however resistant to reform it s ane
however suniar it 1s regardiess of geographical iocation- 1s nonetheless an
institution that 1s changing and that 1s characterized by local diversity.

It perto:mance systems are to be tevers tor school reform -~ and they can
and should be they should be designed on the assumpticns that school
retorm will accelerate nver time and that teacher pertormance 1s subject
to vary'ng detinitions n keeping with tocal priorities angd neecs. There are
such things as alternative schools, and ther number 1s on the increase.®
There 1s the distinct possibihty that public education will come to adopt the
notion of “public schools of choice. ™" Responsible efforts are underway to
expang external diploma opportunities for high school students and external
degree programs for college sfudents. Expansion of various forms of
learning-by-doing and learning-through-expenence — whether in the form
of unconventicnal apprenticeships or more conventipnal work-study pro-
grams.-—seems likely in the coming years. The very detimition of “teacher”
'S 1N a process ot evolution as more and more adults who are not profes-
sionally thained, tull-time educators enter the classroom in the form of
parent volunteers and occasional instructors of specific subject matter,
from home buyng to creairve writing. All these trends are altering, slowly
but inexorably. the meaning of education, the boundary of school, and the
defimtion and role ot teacher. These trends should be of critical interest
to those who undertake the highly compiex task of stating what teacher
competence s, how it 1s 10 be systematically created, and the measures of
competence. For it would seem selt-avident that as schools are changed,
0. 100, will the competencies needed for effective teaching be altered.

School reform moves with halting steps Schools —whether in Utah or
New York, Minnesota or Texas —tend to look very much aiike. But status
Quo and sameness are not the whole story. It the movement for teacher
competency takes as given the assumptions that schools will remain in a
relatively unchanged form over time and that teacher competency will be
def:ned n reiatively the same way despite locality, then the movement, it
would seem, 1s based on two very dubious, UMNSPirINGg assumptions.

Fifth. and last. one should keep in ming the central purpose of compe-
tency systems, which 1s to improve the educational lot of the young. The
pont 1s obvious, and all will readily agree with rhetorical, politically benign
Statements that “competency based teacher aducation s not an end in
itselt” and that the ultimate objective 1s "the improved delivery of educa-
tional services. ™

Delivering on the promise, however, will be quite another matter, and one
which will require policies with teeth. The clear implication of compe-
tency systems 1s that competency at some point, in some tashion, will be
assessed. and not only will performance be assessed. but where it 18 found
wanting. something will be denied to someone in the name of pubiic pro-
tection from sub-par performance. The task for the policy designer is a
difficult one. In one sense. it 1s to ensure that the policy which emerges is
not so acceptable to all interested parties—teachers and teacher educa-
tors in particular —that “the improved delivery of educational services” 18
less than a certain result
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What, then, should be the guidelines for developing teacher competency
programs ang policies?

The tirst, it would seem, should be to strive for flexibiity. Teacher compe-
tenCy systems shouid allow tor multiple definitions ot competence anc
multiple methods of assessment. Ciearly, teacher competence has one set
ot concrate meanings for Chicano tamiies who want for their children a
formal education that is bicultural and bilingual. Competence may have
other sets of meanings for black parents in central Mariem, tor the middle
ciass tamilies of Shaker Heights, or for the blue-collar tamilies in the mining
areas of Pennsylvania and Kentucky. This is not to speak indirectly in favor
of dual standards of expectation for children, nor to encourage the con-
tinuation of ghetto schools, nor to deny that some competencies will have
universal apphication. It is merely to say that different localities will demand
some diffarent competencies from thetr teachers—and thal competency
systems should not only tolerate this diversity but encourage it.

A second guideline should be an inherent capacity for self-reform. Unless
competency systems are to be a new orthodoxy as impervious to change as
the course-accounting system of teacher education which Dr. Conant found
to be bankrupt more than 10 years 2go,® yet which still is with us, mecha-
misms for review and renewal should be built into the new pertormance
based systems

A third guidehine relates to the earlier discussion of school reform. It
s hoped that the dasigners of competency systems will make the value
juggment that learning opportunitios are@ enhanced dramatically to the
extent that formal schoo! programs recruit and use artists, writers, crafts-
men, and other skilled adults in the teaching of the young on a regular,
systematic basis. The ssue, in brief, is whether competency systems can
and will encourage a broader detinition of who may teach, or whether they
will encourage schools to remain intlexible in the use of human resources.

A tinal guideline deals with the matter of control. Teacher education, it
has been said, "1 «n a unique bind. caught as it is between the forces of
public contrel, academic control, and control by the public schools.”'?
While this is true, it should be added that the bind has been characterized
by rather strict separations—the universities controlling the presarvice
education of teachers. the state agencies administering the licensing ap-
paratus on the basis of academic credits and attained experience, and the
public schools operating inservice programs often consisting more of
shadow than substance. The proposed competency systems, with shared
planning and perhaps shared control, too. include the prospect, as some
observers have noted, of closer ties among teacher educators. school 8ys-
tems. angd organized teachers. Few. it has been said, “will argue with the
desirability of this goal """

It what is meant by this is that teacher education, thanks to competency
systems. will be more rational and more connected to the nation’'s public
school classrooms. then few should argue. But perhaps there is room for a
question it the result of these new ties is to be the inevitable thrusting of
near-complete control ot teacher education into the hands of protessional
educators, whether at the university lavel or the level of the classroom, or
a combination thereof. One of the fundamental problems with public educa-
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tion, one tends to conciude. s s overdependence on protessionals. One
recalls the observation ot Dr Conant. who certainly was not a member of
the New Left. that “what goes on in schools and colleges is far too mpor-
tant 10 be left entirely 1o the educators ~'*

Clearly. there s need n public education tor professionals with igher
levels of performance and higher protessional status Exclusive control of
the teaching protession. howeaver. s more than a professional matter, it s
also a matter of public policy. The case often 1s made by teachers that they
are protessionals as much as doclors and lawyers, and therefore they should
have comparable professional power to regulate and control their own
ranks This argument. however, Selectively ignores two central factors:
a) teachers are pubhc employers and b) therr clients are tn the classroom
by law anad not by voluntary choice. These are more than incidental pomnts;
indeed. they constitute powertul arguments for greater pubhic control of
teacher education and for groeater parent participation in the planming and
operation of teacher competency systems. To raise this point is not 10 say
that teachers have no legitimate interest in shaping teacher education and
teacher compeiency systoms It 1s to say that the public has an even larger,
more tundamental interest in these malters because of the obvious facts
that the schools are public agencies and the youhg are compulsory students.
Yet. obvious as they are. these points tend to get lose in the intricate gebate
as 10 what precisely it 1s that constitutes competence in teaching and how
exactly this competence can and shouid be measured.

Indeed. the answers to these questions — what constitutes competence,
and how 15 competence to be measured— will reflect the value system of
the individual or the group tc whom the question 1s put. This, In essence, 1s
the politics of teacher competence. And this i$ the reason that the parent
deserves as much or more of a role in the design of programs and policies
tor teacher competence as the professional.
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The Decision-Making
Process in Planning
and Implementing
Education Programs

that Meet the Needs
of Our Diverse Society

Carl A, Grant

This paper on decision making consists of three general sections a
tationale for educational decision making, a climical model of achon, and
a report from a pational survey It 1s wnilten 10 provide the reader with a
Clearer understanding of the i1ssues angd problems of planning and mple-
menting a CBTE program that retiects and responds 1o the muiticultural
population of our socrety

Rationale

The United States 1s a nation whose Cihzens have constantly desired and
cemanded the right 1o full participation in the decis:on-making processes
which influence ther way of ife In 1776. the original thirteen colonies
rebelled because they were forced to submil to taxation by the mother
countty. while being denied any meaningtul representation in those gov-
ernmental bodies which !:ad the power to decide both the extent of the
laxes 1o be levied and the uses 10 which the collected laxes would be put.
In 1955, in Monigomery. Alabama. Rosa Parks ignited a social and econom.
'C revolution by not acquiescing to those laws ang regulations - legistated
and enforced by others--1ha! denied her the right to participate fully in
American society

There 1s similarity between these two histoaical elements Both events
cali altention 10 the desre and demand of American citizens to tully par.

.-
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ticipate in the decisions that intluonce and have mpact on ther way of
Iite Both events aie also examples of the strategies used by Americans to
aiter the decision-making processes which deny individuals equal represen-
tation and. therctore. equal participation in thair government.

The history of education cannot be examined separately from other his.
lorical events, since education 1s an ntegral part of the American culture
Today the educationa! system s experiencing chatlenges comparable to
those 1ssued 1n 1776 and 1855 People representing varous role groups —
students, teachers’ associations. and the economucally and socially disen.
franchised-- are demanding ther right to fully participate in makmng those
decisions which govern or influence therw lives. Full participation imphes
parity --the equal partnership ot diverse role groups and cultural groups
sharing n the making of decisions which atfect ther education and thew
social and personal growth

The chalienges such a partnership poses for the educational community
are formiable and long overdue but should prove to be a rewarding en.
deavort The necetsity tor such a partnership in aducation decision making
5 addrassed in the tinal report of the Higher Education Task Force on
Improvement and Retorm in Amenican Education (SETFIRE) The report
states that

We. the Task Force. believe that partnership in teacher
aducation, mamifested in difterent ways tn various activitias,
15 the key element n educational reform through teacher
education Indwviduals are paramount, angd what education
does tor and with larger society wil be a resull of decisions
made by individuals interacting It one accepts this thesis—
that social actton 18 a product of individuals interacting in
groups —the degree 1o which education responds to social
needs will gepend targely on the extant to which individuals,
working together cooperatively, are motivated towargd a com-
mon goal *

The report further adds

. that educational pohicy at whatever level must be based
on the needs of the related communsty. Local assessment of
educational needs should determine local educational pohicy
just as the assessment of the educational needs of the nation
should determine Federal education pohicy.

The requirement that schools become more responsive to
local needs indicates that 1t must be the local needs that
diract what the schools should do—that policy governing
the decisions made and mplemented 1n a school 18 made at
the local level. This reguires that policy made at levels in-
créasingly more remote from learner and school (at the
district, state, and Federal levels) must be the product of,
rather than the prescription for, local educational pohicy. This
notion requi s that poiicy-making “begins™ at the local level,
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with policy made by more general pubhics being made to
tacihtate rather than to Constram the development and 'm-
plementation ot local policy Good policy-making  that
leading to retorm in the interest of learners - has the follow-
ng prerequisites

1 Those to be involved must have organized a policy mak-
ng body representing all of the constituencies to be
aftected The Tosk Force has named this the Policy
Board

2 What should be done must be determined by all to be
involved

3 Decisions regarding critenia for determining the effec.
tiveness ot management and operation must involve all
parties

4 Commitments to shared responsibility in ongoing evalua-
tion must have been established

5 Agreements on qualtication criteria must have been
estabiished for selecting and retaining those who will
mpiement policy °

HETFIRE is only one of many educational groups ¢ recognize and attempt
t0 respond to the present educational needs of equal representation and
equal participation in education decision making. Within the last 2 years,
thers have been a significant number of publications in journals and a
significant numbe: of conferences which have treated educational retorm,
governance. and collaboration By and large, this treatment has been more
exhortation than action Power is not given: it must be taken. it cannot be
assumed that because we hold conterences and write articles about gov-
ernance. parity. and collaboration in regard to educational decision making
that these concepts wili be implemented A case in point 1s a phrase in the
Declaration of Independence. nationally adopted aimost two hundred years
age The tollowing words have still not come true tor all Americans:

We hold these truths 1o be self-evident—that all men are
Ccreated equal, that they are endcyvad by ther Creator with
certain inalienable rights: that among these are irfe. liberty,
and the pursunt of happiness.

‘n any honest sincere discussion of the decrsion-making ptocess in edu-
cation. attention must aiso be given 10 another point—those who participate
In the decision making process must represent the racal and cultural diver-
sity of this country. It cannot be taken for Qranted that just because various
role groups are represented. that the racially and culturally diverse popula-
tions o! this country are also represented —tfor most often they are not.
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Most of the types of role groups which have been historically identified as
necessary components of any educational decision making body-—college
administrators. Federal and state officials. leaders in leacher organizations
—are those who have been most inaccessible to nonwhite, non-Anglo-
Saxon paople. In addition, decision making bodies in education have not
included all types of role groups. community representatives constitute one
such group that has largely been ignored.

Cilnical Model of Action

What tollows is an outline of a workshop that can be utilized as a method
of heipirg educators to better understand the actual process of planning and
implementing CBTE programs that respect multicultural society. The four-
part model 1s based on the premise that actual participation in the process
of decision making 1s as necessary as theory and good intertions.

PartI: The Setting

After being gwven the rationale for the clinic (see preceding section),
the participants will be given a scenanie of a college undergoing change.
The Scenario 1s designed to provide the participants with one possible
example of a college attempting 10 embark on a new multicultural CBTE
program. The scenarin also provides clinic participants with a number of
character roles that can be used for actual practice in decision making.

SCENARIO

State College is a multipurpose institution in terms of the diversity of its
program of studies and the diversity of its students. It is located in an urban,
cosmopaolitan city with a heavily diverse population of Anglo-Saxons, Blacks.
Origntals, and Pyerto-Ricans. Since the Brown decision in 1954, State Col-
lege has dedicated itself to meeting the needs of the community by making
its educational programs available to all people regardless of race, color,
creed. sex, or national origin. It is @ 4-year deqree-granting institution with
master's degreas being offered in Elomentary Education, Early Childhood
Eagucation, and Social Work. The total educational program is organized
into 10 divisions. ons of which includes the Division of Teachar Education.

Teucher Education. This division trains approximately one-third of the
total number of graduates of the college. The students are provided with
theory and pracztice nacessary to help them become “‘proficient” elementary
or secondary schoo! teachers.

The Division of Education includes six departments:

Early Childhood Education
Etementary Education

Secondary Education
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Health and Physical Education
Audiovisual ang Equcational Television
Ecucational Disabilties

Each genartment is headed by a department chairperson, and the total aivi-
sion is headed by a division chairpeeson who is a recent addition to the
facutty, recommended highly by the dean of the college’s academic atfairs
for his/her competence in affecting change.

wistructional Program.  Though the graduates of the Division of Educa-
fron have been certitied and highly recommended in some area schools,
there is general dissatistaction with the teacher education program and its
refevance to the social, economic, educational, and cultural aspects of the
community. The educational program is noted for its competent instruction
in four or five curricular areas. The Students are exposed to proficient
leCturers and adequate multimedia, The program is designed around
Separate subject areas, usually characterized by a series of three credit-
hour courses with autonomous instructors who focus on their own compe-
tence and interest. These curriculum areas are based on independent goals
and objectives. There are innovative practices Such as microteaching,
interaction analysis. a clinical 8pproach to supervision, independent study
opportunities, an inner-city lutoring program, and a bilingual tutoring pro-
gram. The majority of the academic program is campus centerad.

Though these innovative practices and traditional elements are yielding
positive results, they never fit together in a way which gives maximum pay-
off to the students or the community. Thus, the division chairperson and
the Elementary Education Department chairperson decided to look for ways
to put the pieces together into a program design based on caretul planning,
the immediate and relevant needs of Culturslly diverse student teachers,
and a multicultura! school population. They decidad that some of their basic
assumptior.s about teacher education, previously based on tradition, needed
rethinking in relation to teachers' roles and to what and how we want chil-
dren to be and to become. Atter observing several teacher education pro-
grams and many models of CBTE, they dscided that one way was 1o begin
looking at teacher behaviors, attituds . @nd understandings that facilitate
pupil growth physically, emotionaliy, and culturally.

It is evident that State College is involved in a stage of educational re-
torm. The success of this reform effort will depend upon the inciusion of
diverse role groups and cultural groups: it will also depend on the inter-
relationship of those elements essential for planning and implementing an
educational program that meets the needs of a multicultural society.

Part 1l: Planning the Program

After the chnic participants have had an opportunity to read the Scenario,
they will be instructed to select volunteers to come before ths group and to
portray roles either identified in the Scenario or suggested by it, which
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would be necessary and/ur heiptul in the imtial planning of the program at
State College. The clinic coordinator 1s trying to determine whether the
role players will choose to plan their program changes using only the
characters associated with the State College or whether they will choose to
reach out and involve ather community members (1 @., 12y individuals and/or
groups, school district personnel. labor groups, or possibly state and
Federal ofticials). The coordinator will also be observing whether or not the
participants address any of the following questions:

1. Who constituted the program staf established 1o study the feasibility
of developing the program? Were minority group members on this
staft?

2 Should an educational needs assessment be made? What educa-
tional needs should be considered in planning the program? Was an
assessment ot minority educational needs made?

3 What deas or suggestions were solicited concerning multicultural
education? Which individuals or groups ware asked about this?

4. Should the program seek to change or influence institutional goals
and/or objectives? Should goals and objectives relate to the prob-
lems of cultur al diversity?

The rules that the participants select and the issues they address in the
imtia!l planning for the program will be listed. The coordinator will not
provide feedback at this time

Part 11l:  Implementing the Program

The participants are now ready to start implementing a muliicultural
CBTE program as suggested by the Scenario and as initially planned (see
Part I). The role playing will be continued and the participants will be
allowed to add or delete roles depending on what they learned from the
planning stage or from what they expect they will need for implementing
the program

Agamn, what s primarily being looked for here by the coordinator is the
choice ot roles and the 1ssues they address councerning the implementation
of the program. Some of the questions the players might raise are the
follow:ing:

1 What criteria should be used for admission and retention of students
in the program? Is there provision for recruitment of minority stu-
dents?

2. Are teacher competencies specified which relate to understanding
cultural diversity? Are attitudinal changes and modifications of
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teacher behavior included in the CBTE program? Should minority
group members be involved In determining what attitudinal changes
are needed”?

3. What roles should students and faculty hbave in decision making'
Are there provisions tor statt development in relating CBTE to needs
of multicultural education?

4. Who should select and design instructional materials? Are instruc-
tional materials dentified according to some criteria relative to
multicultural education?

5. Whnat provisions should be made for Ccontinuous feedback of intorma-
tion from ali participants in the new program to the assessing agent
and/or program staff? What plans can be made for program moditi-
cations based on feedback? What provisions can be made for feed-
back and change from minority group members?

The roles adopted by the participants ana the issues thay address in

implementing the program are again listed. No feedback 1s provided at this
time.

PartIV: Small Group Discussion

Since only those who have participated in the role playing will have had an
active part in the cliic up to this point, all those attending the clinic will
now be invited to join the proceedings. This will be accomplished by having
at ieast one of the role players join a group of not more than six other
individvals. Each of these minigroups will then be given an adequate amount
of time to further refine the issues that were raised by the role players
regarding the planning and implementation of the multicultural CBTE pro-
gram. A briet oral report of these findings will then be made by a spokes-
person from gach of the groups to the entire gathering.

Part V: Feedback and Evaluation

The roles adopted and the issues raised by the participants in Part 11 and
Part 111, as well as the additional input provided by the minigroups in Part
IV, will be summarized by the chinic coordinator. The coordinator will
compare and evaluate the results of the clinic with the findings of a recently
completed national survey of CBTE programs.

Report on Survey Results
Very little research has been done to assess the effectiveness of CBTE
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programs or to determune the chatactenstics of design. planning. and
mplementation which result in that ettectiveness This paucity ot research
has meant that those Nvolved with the development and conducting of the
programs are torced to operate i the dark. with tew empicaliv tested
qQuidelines to assure that ther programs will succeed in attaining the
desved ends To remedy this situation. it 15 imperative that measures of
various program characteristics be developed and examined in the light of
ther eftect upon educational cutcomes.

One of the tew studies so tar conducted toward this end 1s a survey con-
ducted by Grant and Calhoun (1974). which investigated conditions n 87
colleges acrese Amernica whuch ate i the process of setting up or con.
ducting CBTE programs One major purpose of this survey was to
examine characternistics of these colleges in relation to their etfect upon
the planmng and /mplementation of the programs and their appreaches to
multicultural educaton.

Toward this goal. the Grant and Calhoun study employed rigofously con-
strunted scales to measure the amount of input :nto the piograms from
students, minotr«ty groups. and the community at large. the pluralistic content
of the curniculum. responsiveness to minor ity needs. the amount of attéention
devoted to caretul planning. and the degree to which administrators per-
cerved ther programs as instruments of educational change. One of the more
striking tingings of this research emerged from a factor analysis of the
intercorrelations among these nstruments—all of which loaded rather
heavily on a single factor This result indicates a strong degree of cohesive-
ness among the program characteristics. wherain a program which s
strong 1n any one of the assessed areas will probatiy be strong in all ol the
other areas as well The factor underiying this cohesiveness was tentatively
interpreted as quahty of program,

When the componente of this factor were examined i the context of
various characteristics of the institutions supporting the program, sucCh as
size. selectivity ot admissions policies. library size, the ratio of Ph.D.’s on
the faculty. etc . it was discovered that there is virtually no reiationship
between the success of the program and the quality of the supporting insti-
tution. This finding seems to imply that careful attention to the interrelated
vanables which determine the quality of a CBTE program can result in the
development of a good program at any college, aimost regardless ot the
overall binances and taciiities of the coilege.

Within the intercorrelations among the scales. it 1s noteworthy that one
particularly strong relationship was found. The extent to which mingrity
group members have input 1nto the program is correlated (r - .76} with
the adequacy of the program in meeting minority needs. This relationship 1s
of such magnitude as to suggest! that institutions whose programs do not
receive input from minority group members will not provide a program ade-
quate to the needs of these peopie.

In additon 1o these findings. tabulations of responses to several other
tems in the Questionnaire provided resuits of interest to the present dis-
cussion.

1 A large number of the colleges and umiversities surveyed did not
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establish any cotera tor determumng who would participate in the
rmitial planning

2 Over a thed of the institutions reported nuo community involvement
N planning most aspects of the CRTE program Those commumty
representatives who took part dud not include many minority mem-
bers

3  Inalarge per centage of the programs. minority group members were
not wnvolved in determiming proposed attitudinal changes and mod-
ticaions of teacher hehavior

4 Only one-haif of the insttutions have provisions for the recruitment
of munor ity group students into the CBTE program.

5 The majority of the availabie instructional materials were not
identfied according to criteria relative to muiticuitural education.

115 cledr however, that the Grant and Calhoun study represents only an
exploratory venture into the sea of open Questions which surrounds CBTE
Extensive turther investigation 1s an absolute necessity o educators are
ever 10 conduct teacher education with any confidence that they will arrive
at the goais they set out to reach

Summary

Pianning ana '"mplementing an educational pragram that retiects and
responds to the muiticultural population of our sociely would be an exciting.
challenging endeavor. Indeed. it this dea could be reahized. we would have
taken an atfrmative step toward rectitying a system which now denies many
of our citizens ther fundamental right to representation in any decision-
making process that seriously affects the Quality of ther nves Racism s
stli serving as the keeper of the gate. consequently most programs Sweep
concepts such as parnty and piuralism under the nstitutional rug. It will
take courageous and dedicated indiv:duals to implement such a program
because of the overt and covert! racism that permeates every aspect of our
society Nuuetreless. this does not mean that such a program should not
he attempted and cannot be developed

Finaily, 1t s interesting to note. and i1s worth reporting again, that one
signiicant finding of the study is that if educational programs are to
respond to the needs of minority group people. the programs must have
input from minority group people It we are serious about having a program
that responds to our diverse sociaty, we must not tool ourseives and think
we can get by with a token indwidual or two: we cannot. To reform an edu-
catonal program to meet the Challenges and needs of our diverse socCiaty.
we must have individuals from different racial and role groups fully partici-
paung in the decision-making process. To reject this idea :s to further
perpetuate racism

224



BEST COPY AVAILABLE

FOOTNOTES

* Fial Report of the Higher Education Task Force on Improvernent ang Reform in American
Eaucation. George W Danemark, chairman (Wastungton, 0 C AACTE 1974) . pp 4-5
1. pp 8-9
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Some Unscholarly
Views on
Institutional Change

Don Davies

The competency based lea has become a movement. it has all the stan-
dard characteristics—confusion. proliferation of ideas and activities dif-
fering schools of thought. lots of energy and talent, strong advocates, and
outspoken critics. I'm pleased that the idea has “taken off.” However,
there is one central 1Issue about the direction of the movement that should
be addressed.

The question is this: Will competency based teacher education remain
largely a research and development eftort, focused largely on changing
teacher education programs in colleges and universities. or will it move into
the larger arena: teacher competence, the range of things represented by
the slogan “accountabidy.” the measurement of success of schools, the
involvement of the communily in educational decision-making, and the
evaluation of prulessionai personnel?

The first direction 1s relatively manageable and relatively noncontrover-
sial. The chances of succeeding are relatively good—if this is the diraction
chosen. But. the narrownass of the objective means that the enterprise will
be relatively insignificant. The path of highest potential success is also the
path to triviality,

It the second direction s chosen, the competency based movement will
suddenly be center stage and mainstream activity surrounded by extra-
ordinarily complex pohtical and controversial problems and issues. This
direction 1S obviously the signficant one. the one in which activities could
have profound impact, but it is also a direction in which chances ot success
{or to be more precise, of achieving institutionai changes) are very slim
indeed.
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I cannot presume to tell you what you shoutd do { do not even teel con-
fident about prediching what will happen | simply want to cail the dilemma
10 your attention

What | will try 10 do now s to mention a few points that seem 1o me to be
relevan! to your concerns about competency education and institutional
change What foliows is a cotlage of thoughts. not an orderly and systematic
analysis or synthesis and certainly not a theoty of change

(1) The tirst paint 1s a question Who cares? Those of us nvolved in
teacher education as a major part ot our professional Iives have a dithcult
ime accepting the tact that people outside of our relatively small group of
carger professionals don't care much about teacher education or “educa.
tonal personnel development.” o you prefer a broader term. This tield of
Study and work has a very low priority on most unwersity CBMpUSes, In most
school systems, in state governments. in Congress and the iederal educa-
tional agenc:es, among the large professional organizations. and among the
public at large. The topic is considered either boring or not very important.
My own experiences in Washington aver the past decade or so contirm the
truth of this assertion. Decision makers in the agencies and on the Hill were
concerned about ‘the teacher shortage™ and were willing to support lagis.
lation and appropriations that addressed that problem. When it became
Clear to nearly everyone that the teacher shortage had become a teacher
surplus, we taced a very dfhicult task winning support tor appropriations
under the Education Professions Development Act. We otten heard. "It
there is a teacher surplus, why should the Federal government be spending
money for ‘teacher training’ which increases the Surplus?” Qur persistent
alforts to show that most of the tunds were actually for inservice staft
development anc that the man purposes had to do with the improvement of
the quahly of education in schools and colieges never really penetrated the
barriers of skepticisms about “teacher traming.” The widely held view that
training doesn’t make a difference was remtorced by the growing view that
neither teachers nor schools make much difference.

What | am saying should be borne in mind 1< you dream about tinancial
support tor research and development in competency based teacher edu-
cation. It doesn't seem likely that massive amounts of money tor this
purpose will be made available. Excessive ambitions for support will lead to
more ftrustration | remember some teports in the past 2 or 3 years that
talked about nvesting more than $300 milhion in "teaching complexes,"”
$80 milion or more n “protocol matenals.” and tens and hundreds of
millions 10 other related research and development aclivities. Thar's carty-
g wishiul thinking to the point of absurdity. given the general low rank of
educat:onal personnel development in the minds of people who make deci-
sions about budgets

(2) The second point 1s that changing individuals through trawning will
not produce :nstitutional change. Individual change 1s a necessary but not
sutficient part ot institutional or systemic change. This is a lesson thal we
learned through the experience of the NDEA and EPDA institute and tellow-
ship programs. Helping individual teachers and administrators gain new
knowledge, attitudes. and skills s essential but not very productive it the
person with new learning 1s placed back in an unchanged system. The
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system will usually win it was this lesson that led us to develop a broader
concept ur traiming i the Urban/Rural School Development program and
the ti-tated Educational Renewal plan

(3)  The thud point 15 related to the second. One of my great hopes
for the competency based teacher education :dea at the qutset {way back
when the Bureau of Research took the inmative to fund the elementary
models projects) was that the professional aspects of preparation would
move largely from the campus fo the fieid it seemed logical that a program
emphasizing competencies and competency development would be
primarily field based, and would force the development of new and more
eftective relationships between traiming institutions and the schools and
communities in which the graduates of those institutions setve

The training complex idea was one significant model. It envisioned the
creation of a neutral hield training site to which both the university and the
school system would contrnibute and from which both would draw The
problem was that the training complex idea required important institutiona
changes on the part of both the umversity and the school system. Both
institutions resisted and very httle really happened. except for a few very
prumising piot projects The :ncentives thai were oftered were not suffi-
ciently strong to create the necessary changes n institutional relationships
anda the power allocations

Whether or not my hope that PBTE would lead to having most teacher
preparation take place in the tiolg 1s beginning 10 be reahized. I'm not sure;
I'm not even sure whether that hope 1s widely shared. | continue to hope
that it s,

(4)  The fourth pont is that the individual school 1s the most manageable
and appropriate unit for nstitutional change in education. John Goodiad
has been making this point for a long !me now. and my experiences over
the past few years support his view One of the basic idaas in the Educa-
tonal Renewal plan was that the locus of planning. change, and reform
should be the individual school and its community. if the idea of pluralistic
local school prablem solving ever really caught on, there would be a vast
new market for the kinds of competency based materials and training pro-
grams that are being develoged.

(5)  The hiith point derives from my Washington experience The question
18- How will the results ot research and development and evaluation be
used? (Ths s really a general quaestion, not one specifically related tc
research and development 1in competency aducat:on.) This is a straw-man
question. of course, because | believe that dacision makers don't often use
the results of research, development, evaluation. policy analysis, and other
academic endeavors, This 1s a more polite way of saying that the decision-
making system intends to be wrational, influenced primarily by poltical,
persgnal, and pragmatic forces Better research or better analysis will not
correct the deficianci@s of the systam any more than tramning teachers
better will change school systems. In my most cynical moods | am willing
t0 say that t cannot :dentity one major and profound decision made by the
Ottice ot Education, by the various planming and budget officas, by the
Congress that was honestly based on the results of research or program
evaluation | can cite many decisions that were made on other grounds-—
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partisan politics, educational politics, personai bias, desire to save maoney,
and on and on. My point 1s that those concerned about research and devel-
opment and evaluation in education must also be concerned about en.
couraging. developing. and working for ways to make govearnmental and
institutional decision-muking processes more rational-—~more responsive
to information, 1deas, and documented experiance.

{8) The next point, which has some relationstup to the last, is that we
haven't made much progress yet on the problems that Research and De-
velopment people in education have in communicating affectively with
sither policy makers or with practitioners. NIE ig having more than its share
of difficulty wnt. this problem, just as | did when | was on the firing-line.
I can’t pretend to know all of the solutions to the problem. | certainly haven't
been successtul in solving it myselt. However, one of the tirst things to be
done is to clean up the language—to communicate in plain and powerful
English. A second step towards solution is to recognize that most people
in educational research still seem to be bound to a top-down program based
on the familiar model—research, diffuse, demonstrate, install, evaluate,
revise. and begin the procoess anew. More than we acmit, we tend to believe
or hope that there is a passive institution waiting to receive and adopt the
results ot our Research and Development endeavors. QObviously, this is a
faulty mode! of institutional change.

t7) Another point, which | mention only brietly, is that very high priority
ought to be given by the Research and Davelopment community in sduca-
tion to studying the process of implementation of change. with special
reterences to the complex matters of incentives. For example, it is clear
that the incentives for initially adopting an innovation and the incentives
for implementing it—making it work -—are very ditferent.

{8) And now, a tinal point is the question: Who runs the schools? The
Question should actually be. Who runs the society? The most important
issuss we tace as a people today have to do with the relationships between
government, the institutions of the society, and the paople. And it's a Ques-
tion that has a lot to do with institutional change. Too many people see
ingtitutional change as a technical ang protessional task. Too many people
§€0 institutional change as the responsibility of the soc:al scientists, the
educational research and development people, the innovative bureay-
crats in Washington. or the “cutting adge” superintendents. Too many
people have come to accept the elitist idea that ordinary people cannot be
trusted tn make decisions in @ complex and technologically sophisticated
society bacause thay can't possibly understand the consequences of their
decisions. Hence. we need the “best and brightest” to make decisions—
always, of course. in the best interests of the peaple or the “national secy-
rity.” | believe we should tight this elitist seli-tulfilling prophecy.

It is my view that our most impertant task as a people is to bring our
institutions closer to the people. to make those ingtitutions more responsive
to the diverse needs and interests of the people. and to fingd ways whereby
ordinary people can share decision-making powsrs with the professionals
and experts in various fields. The work that | am doing now is focused almost
antirely on this task in relation {0 ciizen participation in decision making in
the schools. It is clear to me that school improvemsnt, school change.
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school reform, institutional change in aducation will happen to the extent
that we learn how to mnvoive parents and the community dirgctly and sig-
nificantly with teachers and admimistrators in a process of planning and
probiem soiving. particularly at the level of the individual school. Without
this kind of participatory process. change isn't hkely to occur (or it it occurs,
i 15n’t hikely to last), and what 1s even more important, it shouldn't occur

Despite all the concerns and warnings expressed in these hurried com-
ments, | betieve that educational research and development people and the
competency education movement have a good deal to contribute to this
kind of process of inshitutional change.

- 231




BEST CCPY AVAILABL:

Task Force on
Institutional Change

James Dyer
Dell Feider

This task force consisted of from 12 1o 15 members (at ditferent times)
and decided at the outset to discuss and develop the research issue as a
single group. The chairman, Dell Felder. introduced the game play and
suggested that the context be broadened 1o include common issues that
influence change in all sizes and types of institutions,

It appeared that two assumptions were made generally by the group
(though not actually verbalized until much later). One was that the insti-
tution that was referred to was, in fact, the institution of higher education,
and the second, that the change referred to was the implementation of
CBTE.

Introduction around the group disclosed a variety of representatives
accounting tor all critical change interast groups with the exception of the
professional teacher organizations. The brainstorming technique was used
to bring forth a flood of issues, primary areas of interest being increased
costs, professional autonomy, administration involvement. and the general
relationship currently existing between the university, public schools, pro-
fessional teacher organizations, the community, and the state departments.
{Note: these wili be herein referraed to as the groups.)

There were strong feelings about the magnitude of change to be instituted
in the initial stages. the commitmen of the various authority figures, and the
fact that change, as such. could never be “rammed down anyone's throat."”
Many of the group continued to clamor for “more proot” before change,
though others recognized the need for establishing valid research in actual
experimental programs bafore such proof could be forthcoming.

The recommendations for research issues and their group-assigned
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priorittes are as follows

1.

LA

*®

9.
10.
11.
12.
13.
14.

15.
16.

17.

What, specifically, can IME & other groups learn from each other?
Should research eftorts be shared by the five groups?

What are the prerequisites for collaboration between all five groups?
Is a new professional school of education desirable?

What are the emerging functions ot professional schoois of
education?

Are pioneer {pilot) programs desirable?
How do you develop a pioneer (pilot) program to influence the entire
system?

How is a successtul prototype program implemented as the pro-
gram?

How do (job) supply and demand influence institutional change?
How can threat to facuity and professional autonomy be avoided?
What rationale is there for nonchange in all five groups?

Is the traditional reward system really a major influgnce on change?
What does institutional change include?

Do institutional histories and culture make a ditference in develop-
ing change”?

Do educators believe teacher education needs to be changed?
Can the Teacher Education Center help develop institutional
change?

Should change (CBTE) be limited to undergraduate areas?

Feeling was strong that the research personnel should include the
interested parties, and that all prior related studies be consolidated and
promulgated as soon as possible.
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Model for
Developing a State

System for Managing
Performance
Programs"

Robert C. Burkhart

A

Overview

The results ot a study completed by Dr. Robert C. Burkhart, President of
Educational Assessment Systems Corporation. and supported by the New
York State Education Department indicate that student teaching evaluation
forms in use in many New York State institutions of higher education with
approved programs in education consist largely of judgments made on the
basis of either subjective requirements or subjective criteria. The resuits
aiso imply that the evaluation of student teachers emphasizes portions of
protessional education for which formal instruction ‘s seldom provided.

By supporting this study. the Division of Teacher Education and Certifi-
cation of the New York State Education Department was attempting to
gauge the present state of the evaluation of student teachers in approved
programs in education. It was felt that publication of the results of the study
would allow teacher preparation institutions to measure therr own progress
toward the implementation of a competency based teacher education pro-
gram

Conclusions drawn from the results of the Burkhart study ingicated a

Michae! King and Mary Van Ryn, both of the New York Stote Educotion Dapartment,
assisted 1n preparing the above article for publication in this volume
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signiticant contrast between a ma|ority ot the student teaching evaluation
forms now in use and the assumptions and principles outlined in "The Edu-
cational Rights of Students.” a statement prepared by Burkhart and Mike
Van Ryn, Chief of the Bureau of inservice Education, Division of Teacher
Education and Certification. NYSED (see Table 21.1).

To conduct this study. data were gatherad from the student teacher eval-
uation forms used 1n 89 New York State institutions of higher education with
approved programs in education. The data were analyzed 10 determing the
emphasis placed upon various portions of student teaching and the assess-
ment standards employed in making judgmencs about the performance of
the student teachers. A resuit of the analysis: a "Representative Coliege
Student Teacher Evaluation Form™ (see Table 21.2), a prototype of the
forms nOw In use, was constructed and analyzed.

The Study

The 89 collected torms were analyzed to determine the total number of
discrete evaiuations required by all forms. A total of 3.191 discrete items
were identitied and 3,015 were coded according to the Educational Assess-
ment Systems Corporation Analysis System. 176 items were discarded be-
cause they were too general to be classified.

The EASC Analysis System is a description in list form ot the functions
required ot a student teacher (see Table 21.3). For the purposes of this
study the instrument was presumed to be exhaustive. The Analysis System
consists of three major areas: The Teacher-Learner Pre-Instructional Func-
tions Area. the Teacher-Learner Instructional Functions Area, and the
Teacher-Learner Protessional Protile Area. The areas are divided into cate-
gories as follows: Pre-Instructional Functions Area, tour categories; In-
structional Functions Area, four categories. and the Protessional Profile
Area. two categories. The ten categories are turthar divided into a total of
57 subcategories. Each subcategory has its own distirctive number. The dis-
tinCt number of the subcategory was the number used to code the discrete
evaluation items discovered in the 89 evaluation forms.

The decisions regarding classitication were made by individuals who
had received an orientation in the use of the Analysis System. Each item
was rated separataly by more than one judge and the inter-rater reliability
factor was tound to exceed .90.

To construct the “Representative College Student Teacher Evaluation
Form* (REF). it was necessary to complete two independent analyses of
3.015 items. Ac a group. the items, coded according to the subcategories
in the Analysis System, were tabulated 1o determine their frequency of use
in the 89 torms. While number 23 of the subcategories was not mentioned,
the remaining 56 subcategories showed a frequency ranging from 1 to 500
times on the 89 torms.

In the second analysis, each of the 3,015 items was examined to deter-
mine the assessment standard employed. The following is a list of the stan-
dards found to have heen used, the code identitication, an explanation and
example of each, and the percentage ot the total number of items repre-
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Standard Code  Explanation/Example Per Cent
Category c The name of an area in which an 14%
assessment is to be made: “Ques-
tioning."
Definition D The name of an area in which an 1%

assessment is to be made and
mention of the distinguishing char-
acteristics of the irea: "Subject
matter comprehension: the under-
standing of concepts through

teaching."”
Subjective SR A statement that requires a sub- 72%
Requirement jective judgment about achieve-

ment: “Effective use of black-

board."
Subjective SC A statement that requires a judg- 7%
Criteria ment about a level of achievement:

{scale required) “Acceptance of
constructive criticism.”

Performance PR A statement that requires rating 6%
Requirement based on behavioral occurrences:

“Accurate reports handed in on

time."

Based on the two analyses. 50 actual evaluation items were selected to
constitute the REF. All subcategories that had appeared at least once on
more than 50 percent of the 89 forms were represented according to their
relative frequency. The 50 REF items also reflected the percentages deter-
mined by the second analysis. For example, "subjective requirement” was
found to have been employed in 72 percent of all evaluations; therefore.
72 percent of the REF items employed a subjective requirement as an as-
sessment standard.
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Figura 21.1, below. graphically represents the processes involved in the
study, as described above, from the collection of the student teaching
evaluation forms to the construction of the REF.

Figure 21.1

Step 1 89 student teaching evaluation
torms collected

Step 2 3.191 discrete items identified
Step 3 3.015 items coded according to 176 items
EASC Analysis System "™ discarded
Step 4 3.015 items analyzed 3.015 items analyzed
to determine frequency to determine assessment
on 89 forms standard employed
Step 5 REF constructed 50 items selected

to reflect frequency and assessment
standarg analyses

The following charts highlight the primary findings of the Burkhart study.
Chart 21.1—Emphasis on Areas ot Assessments in REF Determined by
Frequency of Item Occurrence—presents information abou* the emphasis
placed on various portions of the REF. The number of evatuations per sub-
category and category and the percent of the whole reprasented by these
figures by category and area are presented. Chart 21.2—Emphasis on
“Subjective Reguirement” and "Subjective Criteria”™ Assessment Standards
in REF Determined by Frequency of Use-—presents the number of evalua-
tions in one category that employed either a “subjective requirement™ or
“subjective criteria.” The percent of evaluations in one area that employed
either a subjective requirement or subjective criteria has also been cal-
culated.
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Chart 21.2

EMPHASIS ON SUBJECTIVE REQUIREMENT" AND
‘SUBJECTIVE CRITERIA” ASSESSMENT STANDARDS
IN REF DETERMINED BY FREQUENCY OF USE
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Although the major conclusions are largely self-evident, the most impor-
tant resuits should be mentioned and briefly discussed because of their
implications.

Chart 21.1 illustrates two major findings: (1) little emphasis is placed on
the pre-instructional functions of most student teachers and {(2) consider-
able emphasis is placed on the professional charactenstics of the student
teacher. While an aimost equal amount of weight is given to the Instruc-
tional Functions Area and the Prafessional Profile Area, this is so only be-
cause one of the categories in the Professional Protile Area, Category 10,
“Professional Characteristics and Interests of a Teacher,” consttutes 42
percent of all the evaluations. That is, while the evaluations for the other
areas are aistributed throughout the categories constituting the area, the
evaluations in the Professional Protile Area are almos: wholly located within
one category. Furthermore, the number of evaluations in one subcategory,
number 10-3, is greater than the number of evaluations in any other single
category. it 1s also of interest to note that there are no evaluations from
Category 4, "Occupational Responsibilities. "

Chart 21.2 demonstrates that the bulk of evaluations employ either "sub-
Jective requirements™ or “subjective criteria” as assessment standards.
There is only one category. number 3, "Selting up Procedural Routines For
instruction,” wn which less than 50 percent of the evaluations do not employ
subjective assessment standards. All the evaluations, or 100 percent in the
Protessional Profile Arga employ subjactive standards.

When the information presented on Charts 21.1 and 21.2 is compared,
the conclusions are signiticant. All evaluations in the Professional Profile
Area, which constitute 44 percent of the evaluations, employ subjective
gssessment standards. The one category that does not use subjective as-
sessment standards for more than one-half of its evaluations constitutes
only 6 percent of all the evaluations made. While the conclusions are
obvious, their prominence should not belittle their importance. Most student
teachers are being evaluated by predominantly subjective assessment stan-
dards in all areas. Furthermore, the largest single area of evaluation, which
relates to professional characteristics, is wholly evaluated by subjective
standards. It is not, therefore, extreme to conclude that most of the student
teacher evaluation forms used in New York State institutions of higher adu-
cation with approved programs in education are not framed to insure the
application of consistent criteria, the making of fair judgments, or the ac-
Curate reflection of the educational programs of the institution. *

As teacher education practices in New York State become compatency
based, it will be important to assure that the evaluation of students be con-
sistent with instruction and based upon explicit, publicly stated standards.
It is hoped that this summary of the Burkhart study will be helpful to the
institutions of higher education in New York State as they assess their
efforts in converting to competency based education programs.

"A cursory review of the education courses offered by 46 instituions of higher education
in New York Stale that offter approved programs in education 10¢aled no couraes that wore
wholly devoted to “Educational Professionalism’™ ang found only intrequent mention of that
o r@lated topICs 1N COUrsed descriphions

. L]
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Table 21.1

THE EDUCATIONAL RIGHTS OF STUDENTS ENROLLED
IN TEACHER EDUCATION PROGRAMS

The education:l nghts cited below should be viewed within the context
of a democratic society that guarantees all citizens certain human and civil
rights. Moreover. they should be considered as congruent with those rights
held by facully and institutions and consistent with the principle of public
disciosure.

The educational rights of students rest on the following assumptions:

1) 1hat achievement evaluation is only justifiable in areas where instruc-
tion has been provided;

2) that, when instruction 1s provided, evaluation is essantial;

3) that an instructional system, if 1t 1s to be responsible, must concern
inself with the exphicit basis for instruction, provide teedback, and pub-
icly disciose the requiraments to be met; and,

4) that evaluation should be consistent with instruction and be congruent
with the explicit diagnosis of students as indicated by their profiles as
learners.

Therefore, in a teacher education program, the student has the right 1o
expect the following:

1) an nstructional program that will help him to acqurre a leval of vonpe-
tency which enables him to assume instructional responsibilties in a
classroom;

2) that the instructional program is a drect outgrowth of identifisd compe-
tencies;

3) that the competencies he is to attain are exphcitly and pubticly stated:
4) that continuous feedback about his progress will be provided:

5) that there will be sufficient opportunity 1o make progress while invalved
1 the program:

6) that the assessment procedure will have publicly stated conditions of
performance and designated levels ot mastery.

?) that the assessment procedure will include a pre-assessment which
will allow him to demonstrate his level of performance prior to his in-
volvement (enroliment) in any component of the instructional program.

B) that aracord of performance will be continuously available 1o him in a
protile form; and,

9} that the stancards of achievement to recaive recommendations for
certification are established based on the preceding criteria.
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Table 21.2
REPRESENTATIVE STUDENT TEACHER EVALUATION FORM

ASSESSMENT STANDARDS CODE
C-Category
D-Detintion
SR-Subjective Requirement
SC-Subjective Criteria
PR.Performance Requirement

1. PREASSESSMENT OF PUPIL SKILL AND TECHNIQUES BY
TEACHER-LEARNER

Individualization of learning strategies according to pupil needs
ltems  Provision for meeting individual differences (SR)

2. PLANNING INSTRUCTIONAL OBJECTIVES AND STRATEGIES

Lesson design, unit design
Items  The student teacher develops lessons with consideration
for pupit pace (SC)

L | J

Pacing, variety Altars pace of Not aware
of technique, use teaching to meet of student
ot unexpected pupil needs response to
material lesson

3. SETTING UP PROCEDURAL ROUTINES FOR INSTRUCTION

1. Selecting and organizing procedures, equipment, and facilities
ltems  Selection, use. and care of room, equipment, and mate-
rials (SR)

Regulates physical conditions of the room: hghts, head
ventiiation (PR)
2. Routine duties
Items. Accurate reports handed in on time (PR)

5. MAINTENANCE OF A POSITIVE LEARNING ENVIRONMENT

1. Classroom control' direction and procedure
items'  Classroom direction and procedure (C)
2. Disciphining disruptive pupils
Iltems. Adequate classroom control (SR)
Just and effective in handling disruptive students (SR)
3. Positive learning approach
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Items. Pupil praise (C)
4. Pupil participation n learning activity
items: Ability to involve all pupils activity (SR)

6. CONDUCTING LEARNING EXPERIENCES
1.  Motvation and presentation
Items. Motivational devices (C)
Dramatic motivations (SR)
imaginative motivations (SR)

Introduction and stimuiation ot activity (SR)
2. Questioning and answeting skills

Items. Questioning (C)

3. Instructional materials, techniques. visual aids, audio-visual skills
Items. Use of two visual aids in teaching a lesson (PR)
Effective use of blackbopard (SR)
Suthicient use of audio-visual equipment (SR)

7. KNOWLEDGE OF CONTENT AREA, PROCEDURAL SKILLS USED
DURING INSTRUCTION

1. Communication techniques
items: Vowce and speech (C)
Student teacher vocabulary (C)
Speaking distinctly with expression and quaity (SR)
Pleasant, well modulated voice pattern (SR)
Command of English language, good vocabulary (SR)
2. Uthzation. comprehension of principles in content area, basic
conceplts
ltems. Subject matter comprehension, the understanding of
concepts through teaching (D)
Principles in subject matter (C)
Knowledge of subject (SR)

Student teachar knowledge of subject matter to be intro-

duced (SC)
Resourcetul Works into teacher  Non selactive,
imaginative Quide, selactively not usually
use of pupil adds own matenials prepared

background to
develop content

8. ASSESSMENT-FEEDBACK-REMEDIAL HELP

individual and group evaluation of pupils
ltems: Effective use of evaluative devices (SR)
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ASSESSMENT OF CONTINUING PROFESSIONAL DEVELOPMENT

Openness to critical comments by othars
ltems  Acceptance of constructive criticism (SC)

| I )

Seeks suggestions,  Takes suggestions Fails to tollow
always willing 10 1o & imited degree suggestions
accept suggestions

PROFESSIONAL CHARACTERISTICS, INTERESTS OF A TEACI K

1

2

Role awareness and ethics
Items  Dedication to teaching (SR)
Imtiative (SR)
Protessional ethics in evidence (SR)
Judgment and tact (SR)
Dependabitity, prompt (SR)
Personal and professional characterstics
ltems  Paise, seif-contidence (SR)
Pleasing appearance (SR)
Intellectual curipsity (SR)
Good health, vitality (SR)
Good posture (SR
Affective capacities: enthusiasm, desire. sympathy
Items. QOpenmindedness (SR)
i althy pupil-teacher relations (SR)
Emotional stability (SR)
Warmth of personalty (SR)
Sensitivity, rapnort (SR)
Sense of humor (SR)
Patience, self-control (SR)
Sociability, triengliness (SR)
Spontaneity, enthusiasm (SR}
General quality of relations with children. (SC)
Abihty 10 make and maintain contact with chiidren,
empathy; abilty to relate in imaginative ways; accep-
lance of and respect for childrens’ work: understand.
ing of ther need tor challenge. reactions to negative
behavior (SC)

L

Relationships are Relationships are Poor relations
good n all or most adequate but
aspects uneven
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Table 21.3

EDUCATIONAL ASSESSMENT SYSTEMS CORPORATION'S
ANALYSIS SYSTEM

TEACHER-LEARNER PRE-INSTRUCTIONAL FUNCTIONS AREA
1. PREASSESSMENT QF PUPIL SKILL AND TECHNIQUES BY
TEACHER-LEARNER CATEGORY
1. Development and use of pupil prohies-achieverment ratings
2. Individualization of learning strategies according to pup!l needs
3  Diagnosing pupi problems and needs prior 10 instruction
2 PLANNING INSTRUCTION OBJECTIVES AND STRATEGIES
CATEGORY
1 Lesson design. unit desgn

Establishing objectives
Estabhishing evatuative criteria
Establishing requirements
Making and selecting tests
Sequencing instructional activities
3 SETTING UP PROCEDURAL ROUTINES FOR INSTRUCTION
CATEGORY
1. Selecting and orgamzing procedures, equipment, and facihties
2. Routine duties
3 Observation of instruction
4 QCCUPATIONAL RESPONSIBILITIES CATEGORY
1 Research and projects development of instructional resources
Scoring tests and grading
Providing resources and services —bulletin boards, etc
Co-operation with colleagues
Fulfills responsibihties
Providing teache. assisiance
Using consultant personnel

ovewn

NoO o swN

TEACHER-LEARNER INSTRUCTIONAL FUNCTIONS AREA

5§ MAINTENANCE OF A POSITIVE LEARNING ENVIRONMENT
CATEGORY
1 Classroom control. direction and procedure

2 Disciphning disruptive students

3. Positive learning approach

4  Pupil participation in learning activity
5. Indwidual work by pupils

6. Monntoring of pupil interest

7. Providing pupil assistance

6. CONDUCTING LEARNING EXPERIENCES CATEGORY
1.  Motivation and presentation
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Teacher lecture and demonstration techn:ques

Que -t aa ng and answer ing skilis

Inatructipal materials, visual ades, audio-visual usage skills
Supe: vising pupil skill practice

Interactive problem solving. critical thinking, and discussions
Relational learning experiences

Summary and conclusion: reinforcement and review

KNOWLEDGE OF CONTENT AREA AND PROCEDURAL SKILLS
USED DURING INSTRUCTION CATEGORY
V. Accuracy of information

2. Adequacy in employment ot procedural skills
3. Communcation techniques
4

Uut:zation and comprehension of principles in content area,
understanding basic concepts

5. Provision of apphcation procedures necessary tor pupil problem
solving

6. Understanding or 2pplying educational philosophy
ASSESSMENT-FEEDBACK-REMEDIAL HELP CATEGORY

1. Assessment: pupil product, Process. and knowledge tor diag-
nostic purposes after instruction

individual and group evaluation of pupil work
Feedback and analysis ot pupil pertormance
Remedia’ help based on analysis of pupil performance

Re-assessment of pupil learning, evaluative instruments. and
lesson planning based on feedback anc¢ remedia; heip

TEACHER-LEARNER PROFESSIONAL PROFILE AREA

ASSESSMENT OF CONTINUING PROFESSIONAL DEVELOPMENT
CATEGORY
1. Preassessment of performance capacities of teacher learner
Selt-analysis and selt-evaluation by teacher learner
Openness to critical comments by others
Capacity to identity means of improvement
Pupil learning resutts' achievement and gain
Pupil reaction to teacher learner
7. Demonstrating ability to progress as teacher learner

PROFESSIONAL CHARACTERISTICS AND INTERESTS OF a
TEACHER CATEGCRY
1. Role awareness and ethics

Parsonal and professional characteristics
Attective capacities enthusiasm. desrre, sympathy
Personal involvement in content area activity

Teacher interests: extra-curricular activity, community activity,
etc.

DN e W
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A NEW STYLE CERTIFICATION INSTITUTE:
DATA BANK TRAINING INSTITUTE®

Introduction

The purpose of this Data Bank is to collect critical kinds of information at
a low cost. which will be of maximum value for providing pertinent infor-
matien to the New York State Education Department, school districts, and
colleges about the performance and effect of teacher education programs
on pupil learning in the pubhc schools. Two types of information have been
designated as of utmost importance. The first 15 the finat evaluation forms
used by supcrvisors to assess teacher learner’s performance in the class-
room. The second I1s an observation by trained observers of the range of
these teacCher iearners’ education activities during their training program.
Using this information. the Data Bank charts an institutional profile of the
training program’s means of assessing student teachers and of ther actual
activities as learners in the classroom. This profile is used to review. evalu-
ate. and formulate instructional programs in ways which increase the deci-
sion-making responsibihties and accountability of associated administrators,
tacuilty. and students. The purpose 1s 1o increase the range of learning
opportumties provided to the teachers-in-training, and simultaneously to
provide a widening range of learning opportunities for public school pupils.
The Data Bank System. through a contiruous feedback process. allows the
traiming staff at the college and public school level to identity gap areas in
instruct :n and to concentrate in the field on filling them. Once the gap is
identifieu, instructional resources are developed which wiil enable the
teacher learner to provide pupil instruction in this neglected area. The for-
mulation of instruction that 1s adequate in meeting Data Bank standards
requireés two steps.

(1) That the means of assessment is stated prior to instruction. and is
formuiated in terms which are observable;

(2) Thatnstruction is provided which fultilis the requirements of these
means of assessment. This provides for the educationatl rights of the
teacher leainer as adopted by the Advisory Board of the Regents of
the State of New York.

Preassessment of Local Institutional Profile

A distinguishing feature of our program is that there 1s a preassessment
profile made of the participating institutions’ educational program. This is
followed by inservice traning based on special needs of the participating
institution, in order to provide for i/mmediate positive actions in areas of

‘The Data Bank for the state of New York Mivision of Teacher Education and Certification
was designed by the Educanonal Assessm Systams Corporation. 1432 Amherst Street,
Buftalo. New York. 14216

This system s one of several des:gns now being considered for adoption by the New York
1 State Education Depoartment
\‘ "
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need When desred. a tollowup protile 1s provided to determine areas of
gain as a result of the work done. This pattern is the model established by
the Data Bank tor the certification of grograms in the State of New York.

The profile will consist of a 2-day *asit to the participating institutions,
consisting of:

(1) Sixteen to twenty 30-minute observations made by the EAS statt of
the institutions, paraprotessionals. and student teachers

(2) A coliection of information concerning:

a.  Student teaching and other teacher learning assessment instru-
ments.

b. Task descriptions of teacher learners’ jobs, plus role descrip-
trons, method course outiines, all available instructional mod-
ules, and evaluative procedures.

c. Fifteen-minute interviews with 10 student teachers, four co-
operating teachers, four method instructors. four Supervisors,
and administrators to determine a picture of the institutions’
governance operations and advisory board, curriculum proce-
Oures. program sequence, and management systems for pro-
viding teedback on program effectiveness.

The material collected here is necessary in order to provide highly relevant
kinds of training experiences which reault in immediate program improve-
ments.

After this preassessment visit and development of the institutions’ protile,
the necessary resource materal is organized as tollows for the participating
institutions’ particular needs.

Assessment of Teacher Learners

Traming in assessment techniques tor teacher tearners will take batween
4 and 5 hours. It will consist of a general session on theary concerning the
relationship of the “"Educational Rights of Students™ to the means of assess-
ing their performance. There are two major contents to be mastered. The
first concerns the statement of performance criteria for assessment and a
related report on major arrors made by 89 institutions on their student
teacher evaluation forms. Tie second concerns the necessary range ot
assessment items it a full training program is to provide an adequate base
tor pupil and teacher learning. Exercises in both content skills are provided.
including a review.

(1) Theory. This section will be the introduction of the “Educational
Rights of Students.” This will be followed by an analysis showing how means
of assessment must be related to means of instruction, it training programs
are to be effective. Specific requirements essential to relating means of
assessment to means of instruction are given so that job responsibilities of
the teacher learner are specitied and training in them is provided. Without
meeting the .e two sets of requirements. no pragram can operate etfectively.

(2) Statsment of Performance Criteria. This area will specity mistakes
frequently made by educational institutions in the statement of pertormance
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assessments tor student teachers. These are the "Thou Sihalt Not" exer-
cises. This section ends with the analysis of the participating institutions’
own evaluation forms.

(3) Range of Assessments. This area includes a report on the Qap areas
in student teacher training programs of 89 institutions in New York State.
Also included will be a statement and detinition of the 11 Data Bank cate-
gories needed for assessment. The Data Bank categories fall into three
major groups: (1) prior to instruction; (2) during instruction; and (3) in
addition to instruction. There are 55 total items, 41 of which relate to class-
reom obsarvation. An exercise will then be given in which participants will
match statements of assessment with the Data Bank cateqories. Another
exercise will follow, in which the participants will sart their own institutional
items for assessment for student teachers under the Data Bank categories.
The resuits from thase exercises will be used to identity gap areas in their
own institutional student teacher ass@ssment forms.

(4) Filling Gap Areas. In the prior two exercises, the gap areas have
been identified and the requirements for stating performance criteria clari-
fied. This meeting deais with the formulation of two necessary forms of
assessment. convergent types of assessment for which pass/fail types of
requirements can be stated. and divergent types of assessment problems
which require the formulation of Criteria. Success in formuiation of both
types of means of assessment depend upon identifying specifically the func-
tion to be performed by the learner or the elements of the probiem to be
solved. which distinguish between varying degrees of achievement. This is
a critical skill because it determines the requirements of instruction. The
final exercise in this session will involve the participant in stating task de-
scriptions for criteria. included in this exercise is the identitication of related
job specitications for this task and the develonpment of proficiency and com-
Petency tests for determiming it the job has been done effectively by the
teacher learner. (80 min.)

(5) Anonymous Evaluation of the Session by the Participants.

Introduction to the Observation System

Training in the observation system will take between 4 and 5 hours. It
consists of a leCture demonstration and video tape exercises of actu il class-
room situations to show how the observation system is used. The training
will also show how to make an analysis of the observation findings. This
exercise informs the observer concerning how the observation system pro-
vides a basis for necessary deciston making regarding the implementation
of pupil and teacher learning. The observation system records 41 discrete
kinds of ciass: oom activities and skills. They ai ¢ grouped into nine sections:

(i) Preassessment. Determines participants’ prior knowiedge of ob-
servabile teacher tasks. Group analysis of the preassassment test will follow
for review.

(2) Goals and Mcans of Prasentation. Explains the objectives, require-
ments, and criteria of the observation training session. This will be the
means by which the participants will gvaluate the success of the workshop.

(3) Presentation. Lecture demonstration by experienced staff identi-
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tying the 41 items on the observation form. A videotape example of each
item will be used to supplement the definition.

(4) Practice. Corsists of two ditferent observation exercises, viewed on
video tapes from two ditterent classroom and content areas. Participants
will use the observation form for the first time. in order to familiarize them-
seives with the pattern of using the form. These exercises provide for the
recognition of the same item in ditferent content areas. (30 min.)

(5) Assessment as Analysis. Consists of simulated field training. The
participants will be broken down into two groups. Each participant in the
group will observe four different video tapes of actual classroom situations
using the observation form as they would in the field. The tapes will be run
continuously. {80 min.)

(6) Evaluation and Feedback. Using the observation forms done by the
participants in tield training, a reliability check for each tape wili be made.
Items wiil be corrected, and uniformly missed items will be replayed and
reviewed. (45 min.)

(7) Recommendations and Decision Making. Using one of the partic.
ipants’ corrected observation forms for each of the eight tapes, a compos-
ite form will be made on a transparency and the items totaled. The pattern
of gaps and strengths will be analyzed. Using the pattern. the participants
will then be required to write a recommendation to an advisory board as 1o
what actions should ve taken in order to strengthen pupil and teacher learn-
ing in gap areas.

One participant will be chosen to act as the person making the recom-
mendations to the board. The other participants will be assigned various
roles as board members, such as student teacher, principal, community
leader, or director. The board will debate the recommendations and deter-
mine the decisions to be made relating to pupi and teacher learning. The
following example of an actual memo is the type of decision that can be
made. {45 min.)

(8) Reassessment. For the final reevaluation the participants will ob-
serve themselves going over the entire observation system by viewing
video clips of themselves as learners during this program. They will use the
observation form to determine the range of instruction that has been pro-
vided. (20 min.)

(9) Anonymous Evaluation of the Session by the Participants.

Development of Instructional Programs

The institutional profile has now been established in the areas of assess-
ment. Each area of assessment must be matched to an area of instruction.
Some missing areas (gap areas) need to be developed. This session will
show how to develop and mprove existing instructional modules in these
areas.

An instructional module must have certain assential components, such
as: (1) type of skill or task (knowledge-lecture) to be performed. with the
character‘%ﬁﬁoken do®n; (2) demonstration showing alternate ways of
psrforming that tasik® (3) a one-page analysis of the major elements in the
demonstration; (4) an exercise for the participant; (5) video feedback:
(6) a retnial; (7) proficiency test with a pass/fail standard establishing that

-
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the teacher learner v ready to perform the taught skill in the tield: (8) specif-
iIC requirements or criteria tor competency which will be used by supervisors
in the tield: and (%) an evaluation of the module by the teacher learners to
be made immediately after the instructional session.

The cluster of the institutions’ modules constitutes the curriculum of the
training program. From this curriculum, a teacher learner profile is devel-
oped

(1) Exercise. The participants will view capsule modules and rate them
according to the nine module components and related criteria. Volunteer
participants will do a capsule module on a tamihar, everyday subject. These
will be rated by the other participants and remediation for missing areas will
be developed with the group

(2) Practical Exposure. The participants will view two practice video
chips of modules 1n gap areas alreadyv tested in the f:cid. (30 min.)

(3) Development.  Tv.2 participants will break into two groups and each
will make a minimodule in a priority area. They will teach their module to
each other and evaluate it for means ot impravement. This represents the
pilot exercise tor developing a tull-scale module. {75 min.)

(8) Practical Experience. The participants will act as an advisory board
in order to designate tasks and necessary work. A framework will be es-
tabhished tor maintaning a teacher-learner profile including ther students’
records from the beginning to the completion of their certitication program.

An outline of the instructionai sequence necessary for achievement can
then be determined on this profile with respect 10 its specitic elements as a
curriculum. A timetable tor the deveiopment of needed elements in the
instructional program will then be tormulated.

At this point. using all the data from the three training sessions. a new
institutional protile will be recognized as a new responsibility. {80 min.)

{5) Anonymous Evaluation of the Session by the Participants.
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Implementation of
CBTE - Viewed as a

Developmental
Process’

Gene E. Hall

Innovation adoption in educationat institutions 1s an activity that 1s often
approached with little tndepth caiculation and anticipation ot potential con-
sequences It s all 100 common to observe an air of casualness that i1s
alarming to thost repeatediy exposed to change. Often it seems that dec-
sion makers decide to adopt one ot the recently developed complex inno-
vation bundles as (e.g.. ndividually guided education: competency based
teacher education) so casually as they would change a textbook series.
which 1s a change that should not always be taken hightly. Adoption of inno-
vations 1n educational institutions 1s not a simple phenomenon or singular
event. Adoption of educational :innovations 1s a process that generates
diverse and. in many cases. altogether unexpected outcomes Innovation
adoption can consume rmuch of the energy of the people involved and can
cost a great deal i 1erms of resources, dollars, personnel productivity. and.
not least of all. time.

In thus paper. an attempt will be maae to share with CBTE program mana-
gers the experiences. theory. and research findings of the CBAM project
staft of the Research anc Development Center for Teacher Education. This
statt has been actively invcived in studying the CBTE program development
and adoption processes .n teacher training institutions around the Nation.
Out of this work and experience a mode! of “innovation adoption’” in educa-
nionat institutions has been developed. Based on this model. measurement
procedures and principles for “adoption agents” are being developed and

* The research described heren was conducted under contract with the National institute of
Education The op:nions axpressed are those ot the author and do not necessarily retiect the
position or poiicy of the National Inst.ute of Education and no endorsement by the National
Institute ot Education snouid be inferred
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researched Each of these areas of work will he brietly explored in this
paper Implicat.ons tor planned change will also be presented as tood for
thought for CBTE program managers

CBAM Project Overview

Researching, planning. and managing inngvation adoption in educational
institutions are the foc: of the work of the Concerns Based Adoption Mode!
Project of the Research and Development Center tor Teacher Education of
the University of Texas at Austin In this work. innovation adoption s viewed
as a complex process rather than as a singular event. Phases of this process
have been :dentified and described and are being studied. We hypothes.ze
that each and all individuals within an educational institution progress
through a series of growth steps in develaping therr capability to etftectively
use an innovation We tfurther hypothesize that adoption agents who assess
these developmental stages in ther clients tmprove thew ability to select
and make personalized interventions. thereby accelerating advancement to
eftective and extensive use of the innavation within the institution.

A concentrated attempt s being made to conduct empirically based
studies and at the same time develop procedures and techniques that have
immediate vaiues for au.pud™eagents and program managers. Although
much of the early research and development was done in institutions that
were deveioping competency based and personalized teacher education
programs. the findings seem to be apphcable to other educational institu-
tions and other educational innovations. The research thrusts are targeted
toward several fronts

1 identiication and description of the phases and steps entailed in
innovation adoption in educational institutions

2. Deveiopment of assessment methods for predicting user System
potential tor successtul adoption of innovations

3 Development of measurement procedures for assessing and diag-
nosing the developmental stages and levels of individuals and the
composite user system

4 Transter to and :/mmed:ate application of the research techniques
and tindings to the activities of adoption agents

5. Using the work and experiences of adoption agents as a source of
hypotheses and as a heuristic for learning more about innovation
adoption in educational institutions

The remainder of this paper 1s devoted to prigf descriptions of each of these
research and development activities

Institutional Phases in the Adoption Process

Hall (1973), in viewing the history of educational institutions over an ex-
tended period of tme, has identified what appears to be an ebb and flow
tin the intensity of innovative activity. Educationat institutions seem to oscil-
late between extended periods of quiet and relatively shorter periods of
great actwity The extended periods of quiet have been labeled psriods of

-
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equilibrium, and the shottet, highly active periods have been named periods
of disequilibrium. This does not mean to say that during periods of disequilib-
fium everything 1s out of controt. but rather that the user system as a whole
and the individuals within 1t are experiencing unusual events. problems,
imbalance. and increased dynamism. However, to many of the institutions’
members a period of disequilibrium may seem to be a ime when things are
out of control—as if the day-:0-day hum of routine were disrupted with the
cacophony of bulders with jackhammers attempting to build a new order to
things. In most cases this building means tearing down some of the old
structures, changing work patterns, and meeting new challenges. These
changes will be perceived differently by each person.’

If the attempt at innovation adoption 18 completely successful, nstitutions
are hypothesized to move through six phases of disequilibrium. These
phases are:

1. Injection—the idea of the innovation 1s introduced to members of
the institution

2. Examination—-the nnovation receives study. talk, visits, thought,
planning. research. and committee formation

3. Preparation, ~the time following the commitment to try out the inno-
vation when materials and resources are organized and pre-use
training occurs

4 Sampling—trst tryout of the innovation on an experimental basis by
part of the user system

5. Spread—the spread of trial yse of the innovation 1o all potential users
within the user system

6. Institutionalization—the nnovation comes into regular use by all
or nearly all potential users.

As s represented in Figure 22.1, institutions appear to oscilate between
periods of equilibrium and periods of disequilibrium. Within any period of
disequilibrium, the number of phases and the duration of each phase is
dependent cn a number of varables, such as the complexity of the innova-
tion. the users’ ability to use@ similar innovations, the users' level of use of
previously adopted innovations. the leadership of the adoption agent(s).
and a host of other variables. Termination of attempted innovations at one or
another phase of adoption 1s an all too common occurrence.

Predicting Potential for Successtul Adoption

Manning (1973) has developed an experimental instrument entitled "The
Trouble Shooting’ Checklist” (TSC) tor assessing a teacher training insti-
tution’s potential for successtul adoption of two innovations: instructional
modules and a counseling technique called Personal Assessment Feedback.
The TSC can be completed by an adoption agent during an inihal visit to an
institution that is considering adoption of an innovation. <

254

RIC

Aruitoxt provided by Eic:



BEST COPY AvAILABIE

NUYIUNDI RAUUEIMNDISIG  RAIEGITNGI MAMUGININDISIC NNIEIIBN0I

—Eh\— e

SNOHLENLILSNE NI IONVYHD
t'Z2 anbyy

WOUYUBIHNOISIO

Al 1t

o

dle

MIHSITTINAD3

2556




Q

ERIC

Aruitoxt provided by Eic:

BEST COPY AvAILABLE

Through extensiwve review of the research literature and intensive inter.
views with successful change agents and analysis of therr responses to
early forms of the TSC. Manning has developed a set of tems that the adop-
tion agent rates tor each of the following categories
Organizational structure
Personality and leadership styles of organization members
Communications
Level of usage

5 Characteristics of students within the institutions
A series of subtactor and factor scores result which make possible the clas-

sihicaton of an educational institution into one of three calegories The
institution is classitied as being either

bW -

1 Anideal institution for successful adoption of nnovations

2 A marginally acceptable institution for successtul adoption of inno-
vations

3 An unacceptable institution for successful adoption of innovations

Once this classification 1s made. the TSC manual provides the program
manager or adoption agent w:ith information about a likely sequence of
events »n the adoption of an innovation in that category of institution. The
TSC manual also tncludes information tor the adoption agent about the skills
that are most likely to be ettective given the institution's pred:cted potential
tor successtul innovation adoption. These guidehines tor adoption agent
skills are classified under five headings

1. Leadership Style

2 General Cognitive Skills

3. Generai Communication and interpersonal Skilis

4 Relationships that the Adoption Agent has with the Facuity

5. Relistionships that the Adoption Agent has with the Administration

Wallace (1973) has also identitied a set of principles tor ettective change
agents and elaborated on these. This complementary set of guidelines needs
to be considered in planning for innovation adoption.?

Figure 22.2 1s a sample of the TSC Form A for module-acapting institu-
tons. The subcategory s Organization Structure: the adoption agent is
asked to select the eight tems out of the list that most directly apply to the
user system being considered This procedure is then repeated for the other
TSC categories. The tems are then assigned a weight and the weights are
summed up to yield a subtactor score In Category A. the items are waighted
as foliows

1 0 5 0 9) 2 13) 2 LYA R 21 1
2) 6) 1 10) 2 14) 2, 18) 0 22) 2
3) 1 7)1 11) 1 15) 2 1% 0 23) 0
4 2 8 0 12) © 16) 2 20) 1 24) 0

The subscale score range has been tentatively assigned as follows:
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Score Ranges 0-4 unacceptable
5-10  marginally acceptable
11-16 deal

Rasearch efforts are presently underway to validate these score ranges
and to retine the TSC. Interpretation of the data must be carefully weighted
by the CBTE program manager. however. the factors and factor scores
should provide him with some added information (although tentative) and
nsight into what the real potential capabilihes and inherent nisks are in
facihtating a given institution’s adoption of CBTE.

Figure 22.2
TSC-A*
(FOR MODULE-ADOPTING INSTITUTIONS)

SECTION |
The following TSC categories and items focus on the institution's crgani2a-
tional structure and include characteristics of the faculty and administration
as they relate to organizational structure.
CHECK ONLY THE 8 ITEMS THAT MOST APPLY.

Category A:  Qrganization Structure

——— 1 The nternal change agent working at this institution appears
to be incompetent, and his position lacks authority and te-
sponsibihty

— 2. There s Iittle state level support or leadership

—— 3. The group of potential adopters seems o have some commu-
mcation problems with the larger faculty group.

——— 4 There s a small group of adopters which has credibility with
a larger taculty group tnat gives feedback.

——— 5 The potential adopters that do exist have seripus communi.
cation problems with the larger faculty group.

——— 6 Thenternal change agent working at this institution, although
Quite capable, 1s not in a position of authority.

——— 7 1115 not yet clear how large the group of adopters will be.

———.- 8. The internal poltical structure i1s such that the tenured faculty
exerts prassure against innovation.

——w—— 9 There s an "intellectual” authority figure in addition 10 “ling-
staft” authorty

— - 10.  The orgamzation has a stable structure with tairly well defined
roies and established (functional) channels of communica-

* Brad A Manning. The Troubie-Shooting Checklist A Manual to Aid Educational Change
Agents in the Prediction of Organizational Change Potential™ (Austin University of Texas.
Research and Development Center for Teachor Education. 1§73,
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tion

There s no “intellectual” authority figure—only “hne-staff”
authority.

The source of power lies putside of the institution.

The internal change agent working at this institution 1s 1n a
position of authority and responsibility.

There s a small group of highly involved adopters who work
in close proximity.

There 1s a small group of adepters appearing to move faster
and more ettectively than would a large group of adopters.

There s a small group of adopters who clearly demonstrate
an ability to effectively communicate with a larger faculty
group in order to gan thewr support

There are a number of potential adopters, but none who are
yet fully committed.

Potential adopters are scattered across campus and do not
have daily contact.

There 1s a ciosed organizational structure. (All activities ht
nto a predetermined structure. )

There is a strict, hierarchical organization.

The group of adopters has not yet established credibilty with
a larger facuity group but clearly shows potential to do so.

The organization structure includes the following higrarchy of
positions: president. provost: dean: and department chair-
man.

There are no committed adopters or potental adopters
wentiable

Those individuals who ha o e.pressed interest in the innova-
tion have fow credibility w:th the rest of the tacuity and appear
to be locked 1nto their pos:tions.

CATEGORY 1.A SCALE SCORE

Concerns Based Adoption Mode! (CBAM)

Hall. Wallace, and Dossett (1973) have developed a model to represent
the complex process of innovation adoption in educational institutions. The
model—the Concerns Based Adoption Modei (CBAM)—1s an attempt to
represent the complex innovation adoption process by clustering the many
possible variables into a condensed set of dimensions and interrelationships
that can be used for study. A model that s as complex as the process repre-
sents would not be of value to either the researcher or the practitioner. The
CBAM is based on viewing innovation adoption as a developmenta! process.
The CBAM organizes the innovation adoption process around the concepts
of collaborative linkage. individuals’ use of the innovation and ndividuals’
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concerns about ther use ot the innovation Information about use and con.
cern provide the adoption agent with the basis for selecting personalized
assistance strategies * The basic dimensions of the CBAM are explored in
the next taw pages

Description of CBAM

Collaborative Linkage

The CBAM begins with viewing the adopting nstitution as a user system
composed ot individuals. each ot whom has his own set of concerns. prob.
lems. skills. agendas. and needs In combwnation, these individuals repre-
sent the institution and its tunctioming When this user system becomes in-
volved in adopting an innovation, a resource system that 1s expert in the use
of the innovat:on 1s normally avasabie to help it develop its capability Some-
times the resource system 1s an indwvidual. sometimes it 1s located with the
user system. usually. however. it 1s a formal orgamization outside the user
system that forms a linkage with the user system.

Whatever form the resource system takes, for best results with all com-
plex innovations the hnkage should be a collaborative one based on mutual
apenness 1n communication and a sharing of r@sources, investments, out-
comes, and nsks (see Figure 22.3). A one-way association 1s not hkely to
survive because the receivers will not sustain a commitment to a joint effort.
The CBAM requves that investments be made by both user and resource
systems. and that both be able to gain trom the collaboration in most in-
stances a collaborative linkage s established to help the user system de-
velop an effective use ot the innovation as quickly and as easlly as possible
This means that with time the incwviduals within the user system must be-
come as knowledgeable about the innovation as are the members of the
resource system !n addition. @ach ndivigual in his role—whether it be as
an admimistrator. faculty member, or student —muyst develop the skills and
tinesse in using the innovation that will optimize the etfects ot its use.

Figure 22.3

BASIC REPRESENTATION OF 1HE SYSTEMS
OF THE CONCERNS BASED ADOPTION MODEL

User Resource
System System

Collaborative
Agoption
System
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One premise unuerlying the CBAM 1s that adoption agenis (specialists in
the use of the innovation and etfective catalysts for taciitating change) work
with people n the user system both tndividually and in groups. As a result.
the CBAM at one level focuses on assessing the current state of the indi-
vidudis within the user system This assessment then allows the adoption
agent to focus his interventions so that they respond to the perceived needs
of the individuai users and also relate to ther levets of use of the nnovation
at that ime. The constructs of the CBAM that make this poss:ble are the two
sets of scales

1. Levels of use at the innovation
2 Stages of concern about the innovation

In addition. a thrd and more specitic set of hypotheses has to do with the
relatonship of stages of concern to levels of use.

Levels of Use of the Innovalion

We contend that there are observable ddterences in how various :ndi-
viduals appreach and use an innovation. Specifically. 1t 1s hypothesized
that there are identifiable. definable. and measurable levels of use of an
‘nnovation that range trom iack of knowing that the innovation even exists
into an active. sophisticated. and hughly effective use of 1. it 15 turther hy-
pothesized that smproved use of the innovation by most indwviduals 1S a
developmental process Normally. individuals do not use an innovation for
the first tme. or even the second time., as efticiently and etfectively as do
those who have been involved with the innovation through four or five cycles
ot use Advanced levels of use are not atta.nad merely by repeated use of
the innovation. however Experience 1s essential but not sufficient to insure
that a given individual wili deveiop the ability to use an tnnovation effectively.

An oversimphfied but heiptul iliustration of the level-of-use dunens:on s
the process a coliege instrustor goes through when he adopts 2 new text-
book for a ~ourse he has taught many times. At {irst he will use the new
book tor reterence much more than he did the old text in prepanng class
presentations and examinations. he will reter to 1t much more His assign-
ments are more jikely t0 be specific chapter assignments. and he probabty
will tollow a straightforward progression through the text. His use of the
innovation 1s apt 1o be mechanicatl. uneven in fiow. and closely reiated to
the text As this instructor prepares to teach the course a second time using
the new text. however, he i1s likely 10 select a different arrangement of as-
signments This time. he may assign Chapter 4 tirst and. perhaps. delete
Chapter 7 while substituting another reference he thinks will do a better job.
In making these changes. he has progressed beyond a mechanical use of
the innovation. He has gained the experience and know-how to be more
adaptive in his approach. and he more smoothly integrates the use of the
textinto the rest ot his instructional activities

For research. operational detinitions and scale points for the levels-of-use
dimension of the CBAM have been developed. To lustrate. Table 22.1 con-
tains sample behaviors found at each level. Two subscales are hypothesized
for the levels-of-use dimension One describes the knowledge level of the
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user. It hypothesizes that ti.e cognitive level, or amount of information and
degree of understanding an incdividual user has about the innovation, 1S a
developmental progression. Assessment of this sat of scale points might
take the torm of a pencil-paper achievement test. The other set of scale
points tor level-of-use of the innovation are the action scale points. In the
CBAM. one hypothesizes that there are observable behavioral ditterences
in_ how the innovation is actually used and that advancement to the higher
leveis of use of the innovation i1s a developmental process. Assessment of
the action level ot use requires direct observation of the users while they
use the innovation,

Table 22.1

LEVELS OF USE AND TYPICAL BEHAVIORS
FOR EACH LEVEL OF USE OF THE INNOVATION

Level of Use Behavioral Indices of Level

Non-Use No action 1s being taken to learn about new ideas in
the area of the innovation.

QOrientation The user 1s seeking cu! information about the tnno-
vation.

imhal Training The user is preparing to use the innovation.

Mechanicai The user 1s using *he innovation in an awkward. poorly
coordinated manner

independent The user 15 doing a good job with the innovation.

integrated The user 1s sharing with others what he 15 learning

about students from using the innovation.

Renewing The user 15 seeking out more effective alternatives to
his established use of the innovation.

Stages of Concern About the Innovation

A second dimension has to do with the individual user’s needs. motiva-
tions, problems. and requests as he 1s becoming expert in using the innova-
tion. in a way that paralieis Fuller's (1969) studies of concerns of teachers,
individuals are hypothes:zed to have concerns that relate to ther potential
or actual use of an innovation. A set ot scale points-—Stages of Concern
About the Innovation—has been detined tor this dimension, and it is
hypothesized that this dimens:on Is also a developmental progression. That
1S, when the indwviduals tirst approach using an innovation, their concerns
will be ditferent from those they wiit have after they have used it a while. Still
higher stages of concern will be expressed with subsequent cycles ot use
uniess one or more deveiopmental process@s become blocked or dormant.®
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As with Fuller's theory of concerns of teachers, the CBAM hypothesizes
that early concerns are much more selt-oriented than are later concerns.
Table 22.2 nists Stages of Concern About the Innovation ranging from Un-
aware to Renewal with typical expressions of concern.

Table 22.2

STAGES OF CONCERN AND TYPICAL EXPRESSIONS
OF CONCERN ABOUT THE INNOVATION

Stage of Concern Expressions of Concern

Unaware I don’t know anything about it (the innovation).

Awareness I have heard about the innovation, but | don't know
much about it.

Exploration How much of my time would use of this innovation
take?

Early Tral | seem to be spending all my time in getting material
ready for students.

Limited t can now see how this innovation relates to other

Impact things | am doing.

Maximum I am concerned about relating the effects of this inno-

Benetit vation with what other instructors are doing.

Renewal I'am trying a variation in my use of the innovation that

10oks hke 1t is going to result in even greater etfects.

Relationship Between SoC and LoU

It 1s hypothesized that concerns are related 10 us® and that it 1s possible
for change agents to infer a great deal about use of the innovation from
hstening to the user's concerns. This relationship is not ailways a simple one-
to-one correspondence, however. Many of us, for example, have known
golfers who “talked a good game™ but whose actual play was rather far over
par. The alternate imbalance in theory 1s also possible where the individual's
concerns are of a very low ievel and he has serious doubts about his abilities
when, 1n fact. he has the potential of being outstanding. There are aiso in-
stances of individuals who “"pertorm over their heads."

An illustration of these relationships using an educational innovation could
be schools adopting open concept classrooms. Many communities now have
school buildings that are open concept and have reputations for having
exciling, innovative programs. When one visits some of these schools, how-
evar, he tinds that bookcases, chalk boards, easels, and seating are ar-
ranged in blocks that serve as traditiona! self-contained classrocms (low
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use). in another school. where all the walls are gone, the pupils are roving
aimlessly. No territories have been established; there is excessive confu-
sion; and the climate feels tense. This is a school that is probably early in
its use of open-concept classrooms and where the teachers have high
stages of concern about sharing ther leadership and responsibility for cur-
riculum and about remaining nonauthoritarian. But, in spite of these high
concerns, their level of use of open-concept ciassrooms is low. They are
confused and uncertain as a result of perhaps attempting too ambitious a
beginning.

With tha CBAM, it is hypothesized that there ig probably a middie range of
relationship between concerns and use where successful advancement or
growth is possible, but #f an individual's stage of concern and level of use
move too far out of correspondence, then adoption of the innovation is in
jeopardy. Figure 22.4 1s a graphic representation of this set of hypotheses,
with the area within the envelope representing the hypothesized safe-growth
area.

Extensity

The ultimate criterion in any innovation adoption effort is the extent and
Quality of use by each user of the innovation within the user system. The
level-of-use dimension of the CBAM contains a set of operationally defined
scale points that provides behavtoral indicators of the Quality of use of an
innovation by each individual within the user system. Innovations are
adopted by user systems composed of many individuals. It is important to
have a record of each individual's leve! of use. Also. a representation of
the proportion of individuals within the user system that are using an innova-
tion needs to be made. A descriptive statement that the average user in a
5chool is at @ mechanical level of use is not as useful as is a picture of the
present ievel of use that each individual is demonstrating. An extensity
profile can be constructed to accomplish this. Al facuity, administrators,
and students ¢an be observed and rated with respect to their levels of use
of the innovation. When tnis information is piotted, the resultant graph
represents the individual level of use and the extent of use of the innova-
tion within the user system: at the time the observations were made. By
plotting extensity profilgs at regular intervais, a visual record can be main-
tained of the extent and leve! of use of the innovation. When extensity pro-
files for ditferent dates are compared, the rate of advancement of innova-
tion use or its arrest can easily be seen. Figure 22.5 is an example of an ex-
tensity profile.

Putting It Together

The Concerns Based Adoption Model in its entirety is represented in Fig-
ure 22.6. In operation, there is a collaborative linkage established between
4 user system that 1s adopting an innovation and a resource system that has
expertise with the innovation and facilitati .g its adoption. In theory, Iinkage
1s accomphshed via sgveral communication channels that entail systematic
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probes of the user system and 115 personnal 10 assess each user's stage of
concern and level of use about the innovation. Based on this assessment,
adcrt.on agents should be better able to select and employ personalized
imarvention strategies. The selected strategies are targeted toward ad-
vancing use ot the innovation while, at the same time, resolving the user's
concerns qr arousing more advanced concerns. Interventions that are
targeted in this way are most likely to appear as relevant to the user's con-
cerns and, thereby, are most hikely to etfect advancement in the level of use
of the innovation.

Adoption Strategies

The actual implementation ot CBTE can be approached using one or a
combination of severai different adopt:ion strategies. An adoption strategy
1S a general game plan or plan of action that is designed to move a user
system from tirst awareness of an innovation to high level and extensive use
of the nnovation. The adoption strategy selected will greatly intluence the
rate of spread ot use of the innovation, and each strategy has inherent
characteristics that can lead to the emergence of certain barriers to suc-
cesstul adoption.

Presently. at least 11 auoption strategi@s that have been employed ex-
tensively can be identtied These are.

1. The Bootstraps Approach. An individual within the user system or an
entire user system decides to develop or use a new product. Learning
how 1o use 1t and collecting the necessary resources for using the
tnnovation are carried out by the user system with no outside support
or assistance.

2. The Dacree. An ndividual in a decision making position within the
user system announces that the innovation will begin to be used as
of a particular tme. In many cases. the decision maker is a person
who believes in and practices rational decision making. Me assumes
that everyone else will naturally see the cbviovs advantages 1o be
gained by using the innovation just because it makes sense. In many
cases, few resources and support systems are allocated to the adop-
tion process. it 1s assumed 10 be a fait accompli with no need tor any
dragged-out development.

3 The God-Bless- You Aupruach. An innovation representative or a con-
suitant works with the user system tar a few hours or as long as one
or two days when the innovation is tirst adopted. He then ieaves with
the user system left on its own to work out any problems encountered
and with the expectation that the innovation will be used eftectively.

4. Intensive Pretraining. Individuals are introduced to the innovation
through a summer workshop, inservice training session, retreat, or
short stay at a training center and then begin using the innovation
regularly. In some instances. there are occasional tollowup con-
ferences or meatings during the first year of use.

5. Sabbatical. An ndividual who will use the innovation takes an ex-
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tended leave to spend time at a traiming center or with an institution
already using the innovation. He then can return to his own instituuion
as an advacate of the innovation and facihitate s use.

6 Superstar Strategy The user system imports one or more recognized
experts as fuli-time members of the system. They may have been
involved with the original development of the innovation, or may have
gained knowledge and expasute trom being with an estabhshed user
system. They are expected to implant thewr skiits and help the inno-
vation become institutionalized and. at the same time, bring national
visibility to the user system.

7 Experimental Units. A small group of individuals from within the user
system experiments with an innovation on a trial basis. If the inno-
vation is successtul, it 1s implemented throughout the user system
It it fas, a much smaller percentage of resources are lost than
would be l0st in a blanket adoption.

8. Blanket Adoption. The innovation 1$ adopted for averyone across the
user system at the same time. The traiming that individuals receive
varigs from none to extensive and protonged.

9  Outside Collaboration. The user system hinks with an outside resource
system for a long-term collaborative relationship. This process allows
the user system access 1o the skills, expartise, and other resources
of the resource system and aliows the resource system a figld basis
tor evaluating and researching innovation development.

10.  The Pennsytvania Contingent. A new group of people is added to the
user system, through a change in administration (new superinten-
dent or dean). The new person brings along several associates from
his past who work together to bring about Change.

11 Good Time Workshops. This nonadoption strategy is extensively used
in school systems where a set number of inservice days are sched-
uled. There s no real commitment to an innovation or its adoption.
Rather. the goal 1s to entertain the teachers for the duration of the
woOrkshop and have them leaving reporting that it was fun.

it the CBTE program manager consciously plans for and caretully considers
the advantages and disadvantages of the adoption strategy selected, he will
be better able to handle problems and facilitate CBTE program development
and adoption.

Summary

This briet survey of the various research and descriptive works that are
underway n the UTR&D/CBAM Project are offered not as final solutions,
but as some first attempts to provide pragram managers involved with the
adoption of CBTE programs and other educational innovations with some
hooks and handles to use in planning tor and managing the innovation
adoption process in educational institutions. Having a strong conceptual
development and designing eftective operational procedures are essential
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ingredients for a CBTE program However, these conceptual ingredients
only provide the user system with the package. Putting its contents to use,
that is, adopting the innovation, 1s an equally comphcated and essential
process.

FOOTNOTES

"G E Hall. Pnases in the Adoption of Educational inngvations in Teacher Training inst.
tutions” 1Austin  Unwersity of Texas. Research and Development Canter for Teacher Educa-
tion, 1873)

8 A Manning The Trouble-Shooting' Chacklist A Manual to Al Educational Change
Agents in the Prediction of Organizational Change Potential” (Austin Universty of Texas,
Research ana Development Center tor Teacher Education. 1873)

'R C Watace. Jr . ‘Each His Own Man The Role of Adoption Agents in the implementa.
tion ot Personalized Teacher Education’ (Austin University of Taxas. Research and Develop-
ment Conter tor Teacher Education, 1973)

‘G E Haii et al . A Devetopmental Conceptuahzation of the Adoption Process within
Educatonal Institutions  {Austin University of Texas. Research and Devetopment Center for
Teacher Education, 1973)

*F F Fulter. Concerns of Teachers A Developmental Conceptuaiization.” American Edu-
cahonal Research Journal Vi 2 (1869), 207-26
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