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Preface

The American Association of Colleges for Teacher Education (AACTE)

is pleased to publish this paper as the first in a series of technical

sassistance papers sponsored by its Committee on Performance-Based Teacher

Education (PBTE). Whereas the PBTE monograph series,* also sponsored by

the Committee, is designed to expand the knowledge base about issues,

problems, and prospects regarding PBTE, this series is targeted more spe-

cifically at providing solutions for the practical problems encountered

by operators of performance-based programs. The inauguration of the PBTE

technical assistance paper series is in part a response to the many re-

quests for assistance received by the'Committee from teacher educators

who have decided to experiment with a performance-based approach to edu-

cation personnel development. In addition, the Committee believes that

this series will provide an appropriate vehicle for disseminating some

of the most effective practices in implementing PBTE programs. However,

the opinions expressed in the series of technical assistance papers will

reflect the views of the respective authors and will not necessarily

carry the endorsement of AACTE or its Committee on PBTE.

One of the early practical problems encountered when designing and

implementing a PBTE program is to determine what competencies to include

in the training program. What are the competencies required to perform

the professional role for which the training program is designed? What

are the competencies which trainees must demonstrate before completing

the program? It is not the author's purpose in this paper to answer these

questions by identifying specific competencies which should be incorpor-

ated in PBTE programs. Rather, the auther addresses the critical ques-

tion of how one goes about determining, which competencies to include.

Her thorough and analytical treatment of what on first thought may seem

to be a simple problem pr6vides a significant contribution to the liter-

ature on PBTE. She writes from a background of experience in solving

the problem of competency identification and specification.

AACTE acknowledges with appreciation the role of the National Center

for Improvement of Educational Systems (NCIES) of the U.S. Office of

Education in the PBTE Project. Its financial support (provided through

the Texas Education Agency) as well as its professional stimulafion, par-

ticularly that of Allen Schmieder, are major contributions to the Com-

mittee's work.

The Association acknowledges also the contribution of members of

the Committee who served as readers of this paper. Special recognition

is due Lorrin Kennamer, Committee Chairman; David R. Krathwohl, member

of the Committee and chairman of its publications task force; Margaret

1

*For a complete listing of AACTE and PBTE publications write to Order

Department, AACTE, One Dupont Circle, Suite 610, Washington, D.C. 20036
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Lindsey and Donald Medley, task force members; and to Shirley Bonneville
and Janice R. Sandwen of the Project staff for their contributions to the
development of this publication.

Karl Massanari

Associate Director, AACTE
and Director, PBTE Project

"The unique strength of PBTE is that it chal-
lenges all who touch it to be open about their
vttentions and explicit about how they will
decide 1 their hopes are fulfilled. Ends must
be made explicit; means must stand the test of
relevance. ne logic of the performance-based

approach places a healthy stress on the use of
evidence to test one's ideas and assumption. In
these considerations lie what the Committee be-
lieves to be its great potentiaWties.

At the same time, the Comkittee recognizes that;
while sound in theory, PBTE may prove so diffi-
cult in practice that its accomplishments fall
far short of its promise'. Its major shortcomings
to date are seen to.be superficiality and frag-
mentation resulting from attempting too much
with limited resources, adopting too eclectic an
approach and making'too narrow an interpretation
of PBTE.

Nevertheless, gn balance, the Committee believes
the potentialities justify a Large -scale effort
and offers a series of recommendations for im-
provements in practice."

The recommendations appear in PBTE Monograph
#16, entitled "Achieving the Potential of
Performance-Based Teacher Education: Recommen-
dations" and is available from the Order Depart-
ment, AACTE, One Dupont CirSle, Washington,D.C,
20036,
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Introduction

Teacher educators are discovering that developing a competency or per-

formancebased program can rapidly become an overwhelming job. Whether the

task is to reconceptualize a program and cast it in a performance-based for-
mat or to start "from scratch" to design a new one, initial meetings of a
program deVelopment group may discourage all but the hardiest and most
energetic faculty as they begin toirecognize the magnitude and complexity

of the tas1( ahead. The job of refOriing teacher education that C/PBTE
addresses hasbeen compared to the task of rebuilding a vehicle while it

is iri motion.' Certainly no one should underestimate the difficulty or

complofty of the problem. However, all who have made the decision to
attempt the C/PBTE route must understand that the burden of rebuilding the
moving vehicle is a nationwide effort of the entire education community.
Only then, can the task of program development be addressed with yealistic
notions of what can be accOhiplished at each institution and what their own
contributions to the overall reconstruction job can be. Of course, all

the data about C/PBTE are not in, and that right now there are still more

questions than answers. Still, those who would begin now to develop C/PBTE
programs have the advantage of a rapidly expanding body of knowledge about

how to proceed that has grown in recent years through the efforts of many
ficulties to reformulate or design and implement new teacher education

programs.

genbral problem of delineating program outcomes or competencies
that will become the goals of training efforts has probably been the major
consideration in most recent attempts to build or rebuild programs. It

is a problem that is closely intertwined with ,fforts of researchers
attempting to develop a taxonomy of teaching skills so as to get a better

handle on the multivariate domain of teaching research. If researchers

had solved the taxonomy problem, or were generally further along in ans-

wering questions about relationships between teaching effectiveness and
school learning, there would be far less debate about what competencies

should be included in C/PBTE programs. As it is, teacher educators will

have to make rather arbitrary decisions that will later be confirmed or

annihilated by research.

Almost everyone who has been involved in C/PBTE has had the exper-

ience of receiving the "desperate plea" letter. The general form of this

communication is, "Plifease.send us your list of competencies. The Dean

has decided that we must have a C/PBTE program by next semester." C/PBTE

developers frequently have also been asked to explain how they went about

selecting the competencies for their programs.

A number of procedures for competency selection, derivation or spe-
cification have been attempted with a variety of results. The purpose

of this paper is: to review recent thinking about what competencies

should be included in programs, to explore the general problem of com-

petency identification and specification, and to look at several of the

available procedures by which inst"utions may answer the question for

themselves. There are numerous ways of identifying competencies that

this paper will not explore - primarily because they are either varia-

tions on themes or combinations of other approaches, or they are overly

simplistic and represent attention to C/PBTE form but not substance.



The methods of determining what competencies should be included in
programs and the examples used in this paper were not chosen because there
is widespread agreement that they are best. They all have some strengths
and some weaknesses. They all represent different solutions to the common
Problem of deciding from among many teaching skills which will become pro-
gram objectives. Teacher education curriculum designers at each institu-
tion will have to decide which correspond best with their own philosophy,
goals and resources. This paper may help with that decision and provide
some guidelines for getting on with the task.

Before Competency Selection

In order to successfully choose or use any procedures for competency
selection, it is.assumed that some critical first steps have been taken.
First, it is assumed that membership of the program development group has
been determined and that, generally, the rights and responsibilities of
each has been agreed upon. The question of,wno shall set competencies may
be as- important as .2,1,2t ccmpetencie. In some instances, the group may be
composed entirely of college faculty and the development of new relation-
ships may not be an important factor. It is more likely, though, that a
C/PBTE program development group would be composed of public school tea-
chers and administrators, teacher education students and other interested
parties in addition to college faculty. The expanded decision base of a
multi-constituency C/PBTE consortium has many/positive features but
this approach does require that relatively new and sometimes difficult
relationships be established. The job of setti,..g program goals may very

well be a legitimate concrn of all the constituencies but it would be
ly difficult_to_a 84 'e. 4mitAaal-understanding

of roles and without havins laid some groundwork for developing consensus.

In addition to roles, rights and responsibilities, which, in a sense,
address the political bas= for program development, the question of re-
sources needs attention.

sets

it is too obvious a concern,'but there
are too many beautiful sets of plans for teacher education programs and

P projects that are gathering dust because of a lack of initial awareness
of the constraints within which a program could operate or the resources
available to it. Realistic decisions about what competencies should be
included in a C/PBTE program may depend to a great extent on a program
development group's initial knowledge of the unique personal skills avail-
able to it in addition to material resources and constraints involving
money, space, time, computer facilities, public school classroom and the
like.

The political and practical prerequisites for entering the competency
selection phase of program development are joined by another equally im-
portant first step. The availability of an explicit program philosophy
or set of assumptions about teaching and learning that can become guide-
lines for what is to be accomplished .by the program may possibly be the
most important factor in the successful design and implementation of pro-
grams. While the need for political and practical groundwork may be ob-
vious; the utility of an explicit program philosophy is perhaps not so

-2-



char. It is a step in curriculum design that is frequently overlooked in

the haste to get on with-more concrete and perhaps creative tasks of in-

structional design..

The problem is that an competency selection procedure basically in-

volves a series of trade-offs. I has been fairly well established that

teacher educators as well as teachers, school administrators, and the gen-

eral public too often agree that teachers must be all things to all people.

One recent study indicated that public school teachers and administrators

had great difficulty in ordering priorities among training goals and that

they rated.aimost all teaching skill statements presented to them a; es-

sential or very important skills for beginning teachers to possess.4

Teacher education program designers could rapidly find themselves in

the situation of biting off more than they could chew i4 they did not have

clearly set out guidelines for making choices among the multitude of tea-

ching or teaching related skills that could legitimately become program

objectives. Almost any set of role-derived teaching skills ;:ould easily

contain more than one program could begin to deal with and deliver. While

an inventory of constraints and resources helps to make competency selec-

tion a realistic and implementable task rather than an academic exercise,

.a guiding philosophy or set of theoretical underpinnings help to ensure

that a cohesive rather ithan fragmented program is presented to prospec-

tive teachers. Teache0 trainees Are more likely to learn, retain, and

view as valuable, a program of skill development that is conceptually un-

ified, built on a substantive theoretical or philosophical base, and at

the same time focused on trainable relevant classroom behaviors.

Practical assistance in competency selection and program cohesiveness

are two good reasons for investing time and effort in development of a

program philosophy. Research payoff is another. It is unlikely that a

randomly selected set of competencies or a potpourri of skills will get

the education community any closer to solving puzzles about what teaching

performances are significant in facilitating desired pupil learning.

Having stated what may seem.a formidable list of prerequisites to compe-

tency identification it is now important is note that, in reality, none

of these prerequisites is likely to be fully developed and/or elaborated

prior to actual program development. In point of fact, the questions of

collaborative relationships, program philosophy, and resources will be

dealt with and refined over and over during each phase of work on the

program. Nevertheless, initial attention to these concerns is likely to

have far reaching effects on the program and will provide tentative guide-

lines for competency identification.

The Tentativeness of Competency Selection

It is almost impossible to discuss procedures for the selection of

competencies for C/PBTE programs without placing those procedures within

the context of the overall PBTE strategy. The ultimate power of C/PBTE

lies in its ability to increase effectiveness of public school programs

-3- Or



through the generation of knowledge about teaching and to her training.
It is, perhaps, the most ambitious research and developme t effort ever
undertaken in education and can be compared in scope to th ask or pla-
cing a man on the moon. The salient point is that man did not get to the
moon by accident.' the journey was planned: It was an iterative process.
Each stage was built upon knowledge acquired in preceeding ones, never
losing sight of the ultimate goal.

It is not difficult to imagine that in the alarming of man's journey
to the moon, a good measure of the decision making that went on in Wash-
ington, Houston, or other space centers was politically insp.-ed. To say
that a process is politically inspired or even primarily political does
not necessarily imply irrationality or that there cannot be agreement pn .

rational goals. Selecting compdtencies for a C/PBTE program may very well
be a primarily political process as some have asserted.'" But each of the-
political constituencies must look to the long term goal of generating
knowledge about teaching and learning though systematic program design,
evaluation, and research if C/PBTE is to realize-its potential. Then an
'immediate result will be to regard all chosen competencies as tentative:

1 as testable hypotheses worthy of further study. This mill be the case
regardless of which procedure is used to select or derive competencies.

It is through the systematic design, development, and evaluation pro-
,

cess that must become a hallmark of the C/PBTE strategy that questions
about competency selection will ultimately be answered. C/PBTE curriculum
designers need to be cognizant of the possibility of discovering that cm-

, petencies originally agreed on may not be trainable or that some may be
better left to-on-the-job trainvng or that some may be so easiirtrainatft-
that including Ihem in a program may be tantamount to sending a cannon to
kill a fly. Most importantly, program designers need to be aware of, and
plan for, the possibility that today's best"guesses about the importance
of some teaching skills may become tomorrow's saber-tooth myths.

What are "Competencies"?

Perhaps there are as many conceptions of what teaching competencies
are as there are people who have attempted to define the term. Defini-
tions of teaching competencies have ranged from highly specific behavioral
objectives delineating all the knowledges, skills, and attitudes deemed
necessary for effective teaching--to more generally stated (goals reflec-
ting various functions that teachers should be able to perfona. Examples .

of specific behavioral objectives include:

Given standardized reading test materials, a test manual,
and a class of 4th grade children, the teacher will administer
and accurately score the test for the class.

Given a slide projector (model number and manufacturer
specified) and set of 35 slides in order, the teacher will
correctly place the slides in the projector tray in 1 minute
or less.

-4-
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Given one column listing 6 major learning theorists and one

column listing 10 important characteristics of their learning

theories, the student will correctly match at least 9 of the

characteristics to the theorist.

.e Examples of general specifications are:

The teacher can use a variety of formal and informal methods

of evaluating pupils' basic skill development.

The teacher can effectively use audio-visual aids to enhance

. instruction.

There are two dimensions to most definitions of what teaching com-

petencies are. The content that is to be included is one dimension; the

specificity with which it is stated is another, and both have generated

a_good bit of discussion.

Content focus - What should be included?

Initially, the content is critical. That dimension could include

knowledge, attitude, or skill outcomes or any combination of them. Some

C/PBTE designers have used all three: they idertify knowledges, skills

and attitudes for program objectives and call them competencies. Others

have focused only on skills or tasks or functions* that teachers are

called on to display or perform. In this paper the word compe ci

will not imply knowledge or attitude objectives. There are a umber of

reasons why it makes more sense to concentrate program effort , including

competency definitions on a functions-of-teaching base. By t is defini-

tion, the previously given example about learning theorists is of a com-

petency.

To say that competencies address teaching skills or functions does

not mean that knowledge and attitude outcomes are excluded from the goal

struNg of a C/PBTE program. In order to perform most teaching func-

tions a quately, it is assumed that some cognitive background is neces-

sary, and few teaching tasks can be accomplished successfully in the

*The reader is warned that the terminology - job functions, duties,

tasks, responsibilities, etc. - is unexpectedly complicated and loaded

with semantic traps which mak' exact word usage difficult. For example,

a Omber of attempts within the context of personnel selection and train-

ing to arrange and define roles, functions, duties, tasks in some kind of,

logicat hierarchy have been exercises in, futility. This, perhaps, is one'.

of the more serious barriers to the development of a teaching skill tax-

. onomy. The pertinent point for program developers is that undue concern

for definition of these terms is probably not a potentially rewarding

activity.
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absence of appropriate attitudes. It is not inconceivable that the know-
ledge components of a skill derived program could constitute a major por-
tir of a 'curriculum. Good teachers are knowledgeable about both their
content fields and pedagogy--but the utilization of knowledge in perfor-
ming the tasks of teaching is the essence of professionalism. If pro-
grams are not initially planned to develop within their students the cap-
acity to the powerful concepts, principles and ideas available to
them, experience has shown that it is unlikely that teachers would rou-
tinely develop those applications on their own.4

, A somewhat similar case can be made about the argument that attitudes
should be included as program competencies. Those institutions that choose
to be explicit about attitu4e development as program goals with the expec-
tation of measuring those competencies along the familiar lines of psycho-
logical attitude measurement principles (i.e., paper and pencil, instru-
ments) are likely to have difficulties in a number of areas. Attitude
measurement alone is tricky to say nothing of the enormous task of chang-
ing attitudes. Continued efforts to define, measure and research atti-
tudes in this manner are not likely to be very fruitful efforts for tea-

,

cher educators. Perhaps the problem is that many have forgotten their
lessons from psychology about what attitudes are and why paper and pencil
attitude measures were developed in the first place. An attitude is a
predisposition to behave in a certain manner avid attempts to measure those
predispositions were developed primarily because of the difficulties in-
herent in sampling and assessing actual behaviors., For example, parental
attitue, measures were developed by child psychologists because of tne
obvio, technical and practical difficulties of observing parents' behav-
iors in their routine interactions with offspring_ What parents do and
say and show by their actions is what effects children and is of prime
importance, just as in teaching it is what a prejudiced person does, and
says, or di lays in interactions with children that causes harm. The
point is not t attitudes - and the affective domain generally - ought
to be ignored. On the contrary, since what teachers do and say to dis-
play affecI as they perform the functions of teaching is what has effects
on children then it is within the functions of teaching that the domain
should be included,,

Statements of teaching competencies defined in. terms of functions,
skills', and tasks of teaching has several other highly practical advan-
tages. It seems reasonable to expect that a professional program built

upon explicit job-related skills would provide an easier transition from
preservice preparation to inserviceijob performance and continuing edu-
cation. In affect, it would be lest of a transition than a progression
along a continuum of skill development. Skill or function focused pro-
grams have the advantage of enabling students to more accurately per-
ceive the part each aspect of their program including knowledge and
attitude development plays in their personal goals of preparation to
teach.

-6-



Specificity focus - Now should it be stated?

The second major dimension of what a teaching competency is involves

the level of specificity with which various functions, tasks, and skills

are defined. In the two examples previously given about the ability to

use audiovisual aids, both contain reference to a task of teaching. One,

however, is a highly specific statement - in fact, .a behavioral objective -

while the other illustrates a more'general level of description - and still

more general statements have been engendered.

This specificity-generality question is surrounded by a great deal of

confusion. Much of that confusion is, no doubt, attributable to language

complexitiq. As Norman Oodl so aptly said, "the terminology is purely

arbitrary."

However, it may be useful to return to the American Association of

Colleges for Teacher Education PBTE Committee's essential characteristics

of performance-based programs o to see. how they have been interpreted in

.regard to the question of definitional specificity:

The first essential characteristic is:

tetTfrt3.1
z,; ps I

This characteristic seems to be primarily an identification and descrip-

tion concern. The second characteristic implies more quantification:

Le it; ot t.th t :I'L)14

z,,3,38,,,:;.: f zrne e 'Z' i j
e2t.t ,t-^c t: o.r !crti.

Interpretation of those characteristics have varied from institution

to institution. Some have interpreted those statements to mean that com-

petencies are the same as behavioral objectives and proceed to generate,

literally, hundreds of them. Others have interpreted them to mean that

in the long run, competencies need to be operationally defined, and the

more specific objectives as well as measures of them related to a limited

set of generally stated competencies need to be made public.

In fact, either approach may be legitimate as a starting point for

competency identification and both are beset by problems. If behavioral

objectives are chosen as the level of operationalism to be addressed in

-7-



deciding what competencies shall be included in a program, measurement
problems may be alleviated but there is great danger that over concentra-
tion of the goals will result in program fragmentation. Program developers
who start with behavioral objectives will ultimately have to relate-each
of those objectives to the "performance desired as an end product." It
is somewhat akin to attempting to validate theoretical constructs when
operational definitions are available but where the corresponding con-
structs and tbeir interrelationships have not been elaborated: It is
highly likely that starting at that operational level will result in an in-
ability to arrive at a unified conceptiOn of teaching. There is also the
very real possibility of ignoring outcomes that do not readily lend them-
selves to the behavioral objective format. These are ipportant considera-
tions to be'weighed in using some course conversion methods of identifying
competencies.

If the decision is made to address a more limited set of generally
stated function-focused goals, the problem is that the "list of competen-
cies" cannot stand on its own. Each goal statement (competency) requires
further eliboration for precise meaning. Competencies identified in gen-
eral functional,terms can acquire more precise meaning through further
specification of theoretical underpinnings and the instructional program,
but principally through the measures used to assess the competencies.
Many institutions that have chosen this route have found that a major dif-
ficulty is in operationalizing their competencies through the development
of competency measures and thus, seem to ba temporarily stuck at operation-
alizing a conception of teaching through instruction.

Ultimately, the whole continuum of definitional levels has to be ad-
dressed, no matter what the starting point, if the instructional program
is to be,in fact, performance-based according to both characteristics.
That is, if it is to be grounded in some conception of end product teach-
ing performance that is assessable. It is more likely that starting at
a more theoretical level and proceeding to operational will insure a pro-
gram that is conceptually unified and makes use of a set of competency
measures that possess, at least, internal or content validity. That is,
the measures may reliably reflect the conception of--or approaches to --

teaching that are the program's goals. In reality, as various institu-
tions address the question of what competencies should be included in
programs, most efforts weave in and out of several levels. It is as im-
possible to define all competencies with the same degree of specificity
as it is to describe all constructs of social science theory with the
same precision. Thus, none of the examples given earlier are "complete"
competency statements. With that caution in mind it is safe to say that
methods for deciding what competencies should be included in a C/PBTE
program differ in the theoretical-operational level at which they initi-
ally address competency selection.

Ways of Deciding What Competencies Should Be
Included in a C/PBTE Program

Procedures for deciding what competencies should be included in a

-8-



program car, be grouped in three categories roughly corresponding to the re-

lative degree of operationalism at which they address competency selection.

From least to most operational they are: theoretical, task analytical, and

course conversion approaches. Probably no finished program is fully theor-

etically derived or totally based on task analysis or fully course-converted.

Most probably contain elements derived from all three kinds of approaches.

The classification. is useful both as a basis for analyzing what is occur-

ring and for program designers to develop methods by which they can proceed

to identify program goals. In the following three sections, these methods

will be briefly described and program designers who would opt for one or

another approach are referred to further sources of assistance.

Theoretical Approaches

There have been several illustrative attempts to derive teaching skills

from theoretical stances. In these approaches a network of relationships

between teaching, learning and the contexts in which they take place are

hypothesized and programs are devised to educate teachers to perform roles

consistent with the hypothesized positions. Joyce and Weil's, dolels of

reaJhz:ni., and ener2: ofTea^hing are extremely rich in

material for C/PBTE program developers who have the inclination and re-

sources to begin to develop programs grounded as solidly as possible in

social science theory.

':0,47.:S Of :eaC. represents Joyce and Weil's attempt to operationalize

a number.of theories of learning or philosophies of education into sets

of teaching strategies. The resulting sixteen models are clustered around

four sources: social interaction theories, information processing theor-

ies, personal sources, and behavior modification as a source. The models

included represent such diverse theories as those of Thelen (group inves-

tigation), Ausubel (advance organizer), Rogers (non-directive teaching)

and Skinner (operant) conditioning).

:-2e.:,e
--2'. 34-1'.in.; is the result of Vie concern of the authors that

"competencies have to mesh with each other conceptually, practically, and

programmatically so that the student does not acquire interactive skills

for one role and olannin and design skills for another"-.1° Their belief

is that complex teaching performances are not the summation of small be

haviors but that training in the smaller behaviors leads to more effec-

tive teaching performances. In order to extrapolate And describe the

teaching strategies for ach model, the authors used four concepts which

9tthey called syntax, pri iples of reaction, social system, and support

system.

addresses tne sequence of events that a teacher would follow

in performing a role consistent with the theory. Differences among ap-

proaches to teaching may be made apparent by simply asking "Where does

the teacher begin and what steps would follow?" "Principles of reaction"

provide guidelines for teachers' responses to what pupils say and do.

Depending on the theory, teachers' reactions may vary from non-evalua-

tive responses to deliberate behavior shaping.. Each theory also implies

-9- 1.



a unique "social system" in the classroom. The social system for each
model can be described in terms of the roles played by teacher and pupil
and the classroom social norms. Teaching role under one model is facili-
tative and under another taskmaster-like. The "support system" for each
model refers to additional support necessary to carry out the role con-

, sistent with the model. Additional resources may include personality char-
acteristics of the teacher as well as material resources such as texts
and films.

Marsha Well has described the four stage attempt at Teachers College,
Columbia University, to operationalize the theories.'u In their first at-
tempt to train teachers in the models, the syntax and principles of reac-
tion were translated into interaction analysis terminology. The resulting
interaction analysis assessments laid the groundwork for the description
of basic teaching skills. The process proceeded through a series of theo-
"rencal extrapolations, empirical studies, and then the development of
clinical assessment measures each item of which is a potential skill be-
havior from which a training system could be devised.

A somewhat different theoretical approach is taken in some parts of
:KiLle developed at Indiana University. The devel-

opment of the catalog was sponsored by the Leadership Training Institute
for Protocol and Training Material-sand its nee grew out of the dual re-
cognition that production of high quality materials for training educators
in teaching skills is an extremely expensive undertaking and that a tax-
onomy of teaching skills (both general and specific) would assist in de-
veloping cost-effective approaches to materials development. "To be of
maximum use," the catalog was developed to provide "a clear, convenient
and inexpensive guide for teachers and teacher educators and at the same

'time fulfill the long-range purpose of moving toward a taxonomy of these
skills."

The catalog was developed on the underlying assumption that "specific
teaching skills, but not the principal functions of teachers" vary with
educational level, subject matter and skills to be taught. The result is
a collection of teaching skills grouped around teaching functions and sub-
sumed under various approaches to teaching in specialty areas. The appro-
aches, where possible, are grounded in social science theory. Each skill
that is derived in the catalog is further elaborated upon by being accom-
anied by possible indicators of that skilt in real (public school class-
room), simular (college laboratory), or symbolic (college classroom)
contexts.

The contrast between four theoretical approaches to socialization
and classroom management in Schweinhart and Turner's chapter shows how
different positions may be translated to skill statements but still
grouped around invariant functions. Table 1 contains, from the four
classroom management approaches outlined in that chapter, the names of
the theorists, researchers, or writers whose work contributed to the
approach and excerpts of skill statements under each approach that in-
dicate how one function, instruction, differs among them.
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Program developers should bear in. mind that the catalog does not re-
present fully developed theoretically derived systems for training or mea-
suring competencies. It was constructed and offered as a guide and repre-
sents an initial attempt at organizing some theories, philosophic posi-
tions, previous research and prior practice into a number of different ap-
proaches to teaching that seem to make sense or are in use in schools to-
day. A commitment to a theoretical approach to competency derivation im-
plies a commitment to study and research. The general catalog may be use-
ful in beginning efforts to plan that study.

In addition to study and research commitment, theoretical approaches
to competency identification demand a high degree of both technical and
conceptual expectise_among program developers. Theoretical approaches
can only bergOod to the degree that the theoretical model conforms to
reality. /Reality is always more complex than models and theories gener-
ally pick up major features and ignore others in an attempt to provide
abstraction and explanation.

Theoretically derived programs may only be successful to the extent
that the underlying theories accurately reflect key factors and then ac-
curately translate these features into program.

In addition to the "models of teaching" and "catalog of teaching
skills" approaches to theoretical derivation of competencies, several
other attempts to derive competencies from th4bretical stances deserve
attention of those who would prefer to proceed along these lines. The
Michigan St4te University", Columbia University'', and Illinois State
University "elementary models" all provide insights for designers who
would attempt to translate theoretical positions to teaching competen-

Ncies.

Task Analytic Approaches

If the operative term for theoretical approaches is "competency
derivation" then the phrase for task analytic approaches is "the search
for competencies." Task analytic approaches to describing teaching com-
petencies may be more theory building than theoretically derived. These
approaches look very carefully and analytically at teaching to discover
the skills teachers need to perform classroom roles or to bring about
desired pupil outcomes. Variations of task analytic methods include:

1. Job, task, or role analysis based on present teaching jobs bor-
rowed and/or adapted from the domain of personnel selection
and training;

2. Using methods somewhat similar to the above, the analysis of
teaching tasks associated with important, or widely used or
well-developed curriculum packages;

3. Specification of teaching skills through analysis of the needs
of school learners and the condit;ons needed to bring about
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learner outcomes;

4. Task analysis based on projections of what teaching roles ought

to be four, five, or x years hence, and

5. High14 empirical hypothesis-generating procedures for looking at

teaching performances and learner growth on selected outcomes

that are associated with particular aspects of the performance.

The literature that bears on all of these variations is extensive.

It may be helpful to look briefly at some of the methods employed.

. Basic task analysis procedures. Task analysis, sometimes called job

or role analysis in personnel selection,routinely uses conventional

survey techniques for constructing and validating occupational analyses.

Applied to teaching, there.would be three main phases to task analysis

(in its purest form): construction of an inventory of teaching tasks,

acquisition of information (usually from teachers) about each task, and

then analysis of the information. Figure 1 contains, more specifically,

the usual steps of task analysis.

Tasks, in personnel selection andltraining language, are defined as

units of "worker activity igtermediate in specificity between a furctibn

and work steps or actions" I4. Tasks usually h ve definite beginnings and

ending , a completed within a limited period /of time and their descrip-

tions (' sually" ontain two.elements, an action verb and what is acted on.

Teachi'. tasks n the inventories are grouped about teaching duties (or

function or the major activities of teachers). In initial attempts at

inventory construction the list of tasks under each function may be, and

usually is, very extensive because an attempt is made to list all the

possible tasks that any teacher might perform. These initial inventories

may be based on "armchair analyses" of what teachers actually do in the

day to day job of teaching or they may be based on a large number of cb

servations where the observer or teacher keeps a running log of every-

thing the teacher does. They may also be generated by groups of teachers,..

school administrators, college professors, parents, etc. who speculate

on the tasks that teachers perform or ought to perform under different

approaches to teaching.

Following the usual task analysis procedures, the inventory would

then be submitted, in questionnaire foem to a sample of teachers and/or

administrators and/or professors 'to acquire represehtative information

about the tasks themselves and some background data. Ammermanm in dis-

cussing questions which might be pertinent to ask about the tasks per-

formed by Air Force Junior Officers lists the following:

"1. How often each task is performed by a job incumbent.

2. How often each task should be performed.

3. P.roportion of job incumbents concerned with each task.
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FIGURE 1.

Steps in Task Analysis*

Construction of Task Inventory

1. Define scope of performance situation

2. Locate written sources of activity statements

3. Draft task & data statements

4. Obtain knowledgeable informants to review initial list

5. Edit and group items

6. Pilot test items,

Acquisition of Information About Each Task

7. Determine task information needed

8. Determine appropriate job incumbent sources

9. Prepare and pilot test questions

10. Develop sampling plan and analysis design

11. Print questionnaire

12. Administer questionnaire

Analysis of Task Data

13. Develop inventory record procedures

14. Keypunch task inventory data

15. Compute general. summary statistics

16. Record additional tasks written in by respondents

17. Prepare report of analysis results

*From Melchinq, William H. & Borcher, S.D. Procedures j'or Con-
structing and Using Task In:)entories, 1973.
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4. Importance of each task to effective (business) operation.

5. Existence of a discrepancy between what is done and what should

be done by job incumbents.

6. How soon task competence is expected after job assignment.

7. Tasks for which all essential learning can be, and is being

adequately acquired on the job in'the time available.

8. Tasks for which all essential learning has occurred prior to

school attendance.

9. Tasks on which job incumbents are having difficulty in Acwir-

ing competence on the job.

.
.10. Tasks for which training difficulties are being experienced.

-11. Tasks for which procedures could be improved through school

training efforts."

Change "job incumbent" to teacher and "business" to teaching and

there would be questions toask educatcirs about the specific tasks they

perform that would be very fruitful for training programs to pursue.

Obviously, all thA questions cannot be asked about each task without re-

sorting to large scale sampling procedures. Typically, task analyses

address the questions of "how often" and "how important" in order to ac-

quire data that will help in sorting out priorities for training needs.

Figure 2 illustrates one kind of format that can be used for collecting

information about specific teaching tasks.

One of the problems with using any method of asking teachers how

often they perform any task, how well they do it or how critical they

think it is is that it is difficult to get any large group of teachers

to agree on answers. Hence the need for collecting other information

about the questionnaire respondents. Depending on the kind of back-

ground data requested, task questionnaire responses may be analyzed by

teachers' background or personal characteristics, subject matter being

taught by respondents or their teaching leVel, school characteristics

or characteristics of pupils in respondents' classes, and so forth.

The. compietgd analysis of task inventory questionnaires provides

an inditatioh of the major competencies needed by teachers to function

in the real and present worldof teaching. Teacher education programs

can be designed around the result's although program designers are warned

that the task requirements of teaching (or any other job) are not di-

rectly translatable into curriculum or curriculum goals. Task analysis

is only one way of collecting data about typical performance require.

ments.

The procedures of task analysis just outlined are time consuming,
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fairly costly and require a degree of technical expertise but much less so,

on all three counts, than the demands of theoretical approaches. An im-

portant limitation of this method of identifying competencies is that it

is firmly oriented to what is going on in public school classrooms today
or, at best, what educators think ought to go on in classrooms today. It

does not get teacher educators too much further along in systematically
developing and testing hypotheses about what teaching really en-

tails in the way of teaching performances unless it is also tied to empir-

ical studies where pupil outcomes are related to tack analysis outcomes.
The strength of this approach is that it confronts teacher education col-
leges with the realities of public school classrooms. It is a highly prag-

matic approach fo- attempting to link education programs to the real world

of teaching, and there is much to be said for that.

Teaching performance associated with curriculum packages; A variation

of task analysis has been suggested that begins with established or well-
developed curriculum packages and analyzes the teaching skill demands for

implementing them. There is a wide variety of kinds of established curri-

cula arising from different approaches to teaching or differing goals for

public school pupils or differing philosophical positions about education.

Each variation in curriculum package seems to demand a somewhat different

profile of teaching.,skills on the part of the person using it. Implement-

ing a science textbook series stressing concept attainment demands greater
didactic lecture skills of teachers than, for example, the Elementary Sci-

ence Study (ESS) curriculum where pupil process skills are goals.-

ESS represents a shift from learning "about science to doing science,""

there is a corresponding shift from didactic teaching to interactive teach-

ing. In the area of reading, Distar, a highly Structured behavior modifi-

cation-based approach to reading instruction requires specialized training
in reinforcement techniques but has built-in sequencing, evaluation, and

record keeping while the Bookmark Reading Program involves a standard di- ,

dactic approach and demands that "a good deal of the job of diagnosing and

evaluating student progress, as well as working out varying teaching stra-

tegies is left to the teacher."18

There are several ways in which using established curricula can lead

to identification of competencies for teacher education programs (Figure 3).

One is through inspection of the materials,themselves, teaching manuals,

methods suggested by publishers or sponsors for implementing the programs,

and the content of inservice workshops to uncover the p" file of skills that

ideally, ought to be called into play by the teacher. basic task analysis

procedures can also be used to acquire typical performance data from tea-

chers using various programs. In this Instance, the questions asked of tea-

chers would be "What do you do when you use 'Distar' or 'ESS' or ?"

Another method of finding out what teachers do when they implement certain

curricula involves classroom observations. Process-product studies coupling

teacher observations with pupil outcome measures can become the bases for

discovering the profiles of skills most closely associated with successful

use of the programs. Most curriculum methods of competency identification

have a similar limitation; just as theoretical approaches are only as good
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as the underlying t eory, so curriculum approaches are only as good at

the curriculum pac ages on which-they are based. Process product stddies

may be one way of validating curriculum packages and identifying teaching

competency profiles at the same time.,

School learner needs assessment. Several institutions have identi-

fied teaching competenciet thrqugh the analysis of w4gt school children

themselves need educationally. 4 These procedures generally require a very
dote working relationship of teacher education institutions with public
schools since they frequently result in program changes in public schools

.as well as in celleges.-.

The basic approach in this instance involves a school-college consor-
tium jointly looking specifically at the needs of children to determine
the goals of public schools, debeluping programs designed to meet those

needs, and identifying competencies needed by teachers to implement the

program. Needs assessment approaches amexemplified by the procedure
follpOed for the Oregon Elementary Model" that is represented in Figure
4.

This approach may be tedious and time consuming and seems to involve

a great many inferential leaps and untested/assumptions about the rela-

tionships between the goals of education, gc ool programs, teaching com-

petencies and college programs: It may; ho ever, be a particularly appro-

priate procedure where a specific sub-popul jon of school children with

special needs for instance, (bilingual or handicapped youngsters) has been

identified or where therd'js a need to train teachers for a radically new
kind of educational program that is being developed in public schools.

PrugraM developers who would opt for this approach will ultimately need

to grapple with the inherent inferential leaps and untested assumptions.

The basic problem is that the current state of available knowledge cl,Oes

not seem to be an adequate base for any of the steps that need unde taking.

here. .

Analysis of projected teaching roles. A number of suggestions have

been put forth for overcoming the here-and-now limitation of task analy-

sis methods of identifying competencies. Variation of basic task analy-

sis methods may use a kind of Delphi technique to arrive at consensus
, about what kinds .of teaching performances are most likely to be necessary

at some specified future date. Such procedures would naturally involve

projections about what schools of the future will be like, and what kinds

of social problems and needs will be prevalent, as well as projecting

technological developments to come. Where a program design group is-sup-

ported by a strong interdisciplinary faculty or has access to a strong

instructional technology group, some attention to future-looking may be

warranted.

Another approach for projecting what teaching roles of the future

may entail and deriviQg competencies from those conceptions was proposed

by Richard L. Turner 41 for the City University of New York's Competency
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Based Teacher Education Project. The procedures he suggested are part=-------

ally outlined in Figure 5. The analytical procedures in the "programmed

approach to assessment" are considerably different from usual task analy-

sis methods. Program designers begin by envisioning the roles of educa-

tors and the settings in which they will work about five years from the

start of program design (based on the assumption that it will take at

least five years to fully implement a new program). The analysis of

skills necessary to function in future roles capitalizes on what is

currently known about teaching and learning. Program developers are sent

directly to the research literature to search for both the theory and
research, which may provide operational definitions or specific measures
supporting their choice of competencies.

The City University committees that attempted to use the program as

a model for identifying competencies found their tasks to be difficult

since a number of committee members were previously unfamiliar with much

of the research on teaching outside their specialized areas. Based on

the experience of the committees the most critical resource for program
developers using this approach would be the availability of consultants
or staff who are well versed in the literature and some first rate re-

search assistants who both understood the problem and can perform library

chores. The result, thmh, is well worth the effort since competencies
identified in this mannileare firmly tied to present knowledge,,related

to future roles, and mayhave been already operationally defined.

Empirical hypothesis-generating. "Task analyticalsrmay not .be a

very good term to apply to these elegant, extensive and expensive proce-

dures. The methodology is, in fact, veridifferent. It is similar only

in that it looks at teaching to discover what constitutes effective tea-

ching and in that it contributes to rather than derives from theory.

The empirical hypothesis-generating approaches to identifying teach-

ing competencies are probably INst exemplified by the California begin-

ning teacher evaluation study," although the curriculum package, process-

product approach is somewhat similar.

The California Commission for Teacher Preparation and Licensing was
established in 1970 to formulate performance standards for teaching (in-

cluding objective, standard, verifiable teaching measures) and to inves-

tigatq alternative methods of demonstrating teaching license qualifica-

tions. In order to decide what competencies should be included and how

they should be evaluated, the commission undertook a study to determine

what teaching behaviors affect student learning in reading and mathemat-

ics. The study is divided into three pnases: study design generation,

hypothesis generation, and hypothesis testing. The design of the study

was developed in 1972-73 and hypothesis generation is currently under

way. ---

The research paradigm for the hypothesis generation phase is illus-

trated in Figure 6. In this phase, data are being collected in the

-21-
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FIGURE 6.

The California Beginning Teacher Study
Research Paradigm*
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PERFORMANCE

STUDENT CHARACTERISTICS
1) 'Aptitude
2) SES
3) Cognitive Style

irginia Koehler, 'The California Beginning Teacher
aewsletter, Vol. 2, march 1974.
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classrooms and school districts of just under 100 partici sting begin-
ning

/
ning teachers.' Measurevof student growth in mathematics and reading--
both. skill and attitude development - -are dependent variables, teaching
performanceobservationsthe independent variables, and a hog of stu-
dent, teacher and school characteristics are influencingmoderating--
variables. Data on student outcomes are being collected at two points
in time and the data analysis will seek to differentiate the performance

of teachers whose students do better than expected when their post-scores
are regressed on pre-scores. Path analysis is being used to sort out the
effects of teacher, student and school characteristics on the relation-
ships between teacher performances..and student outcomes.

The third stage of the California study will ..seek to establish "solid
empirical relatic..)hips" between the teacher variables and pupil achieve-

ments identified in the hypothesis generating phase. The third stage is I
projected to take two years to complete and during that time data will be
collected from many more beginning and experienced teachers.

Few teacher education institutions have the resources or research
Icommittment to-attempt to identify competencies In this manner and build

training programs on the results. The National Commission on Performance

Based Education is attemting to coordinate severai similar studies with
state education depArtments, colleges and professional organizations
around the country." The results of these studies will help institutions
to more accurately, identify the gompetencies that should be included in

C/PBTE programs - particularly if the results are confirmed in several
locations other than California. Program designers with the inclination
to identify teaching competencies in this manner and use the results of
such studies in their institutions will have to follow closely the work
of the California Study and the National Commission.

Course Conversion'Approaches
...

Possibly,the most common method in use today of identifying program
competencies, particularly in states where C/PBTE is mandated, is pro-

gram translation or course conversion, In a nutshell, this method is
simply the reformulation of current courses with course requirements re-

written as behavioral jectives. Houston-has outlined two different

whys of approaching p gram translation: isolated course program trans-

lation, and separate c rses translated into generic teaching competen-

cies with special areas, Figures 7 and 8 are reprinted from his book
t2..,..;.:::,3 ,ZPZ i .G..7 , Z,P . .. .._ r ....', .7 )1 ;',,, ',,-71ctencd :wed i'rdl.irarr,3 15 and
illustrate the procedures. In the isolated course conversion, all cour-
ses are individually rewritten with behavioral objectives and gradually,

the instruction of each may be converted to a C/PBTE mode. In the other,

common aspects of each course are identified as generic competencies and
the remaining course content restructured to support the central core of

competencies. This latter approach may ultimately involve the breaking

down of course and time structures.

The major limitation of these methods has been pointed out already.
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Methods
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Designed

FIGURE 7.

ISOLATED COURSE PROGRAM TRANSLATION*
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Math Methods
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1 Psychology 1

Reading 1

Methods ,

Science -Methods

(CBTE)

PHASE 3

Math Methods
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Reading Methods
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Science Methods
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*Reprinted From Houston, Robert W., Strategies and Resources for DPvPloping

a :omPetenc:4 Based Teaoner Program,Octnhpr 1972.
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FIGURE 8.

Separated Co rses Translated Into Generic
Teaching Comp tencies with Special Areas*
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1

*Reprinted from Houston, Robert W., ftrat,;;ieJ ,IerouPcos for Developing

Competencd :/uclti)n, Progrzma, October 1972.
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The degree of success in using this approach would seem to be roughly equi-
valent to the degree to which the original "traditional" program is con-
ceptually unified and up-to-date in terms of relating to the best know-
ledge currently available. Course conversion approaches are not likely to
result in.any major changes or reformulations of programs. If a program
development group starts the process of identifying competencies with
lists of behavioral objectives, perhaps the best that can be hoped for is
that the clustering of objectives may lead to new conceptions of curri-
cula. At that point, if a theoretical approach can be combined with course
conversion, new ideas on competencies may emerge.

In spite of the limitations of course conversion approaches with res-
pect to the long term C/PBTE strategy, there is no doubt that such change
strategies are expedient - particularly for program designers who wish to
.change quickly. Institutions with meager resources but where many Hof the
characteristics associated with -C /PBTE programs (individualization, modu-
larization, personalization, etc.) are seen as viable alternatives to cur-
rent program characteristics will likely continue to use translation me-
thods of reformulating programs or aspects of them. To the extent that
those outcomes can be reali;ed, course conversion approaches are useful.

Summary

This paper has attempted to review the current state of the art in
competency identification procedures for C/PBTE proyrams within the con-
text of an overall strategy to improve teacher education through the gen-
eration of knowledge about teaching and learning. Strengths and weak-
nesses of theoretical approaches, task analysis procedures and course
conversion methods all suggest the need for further work on methodology
and indicate that while there are numerous routes to competency identi-
fication, no one of them alone would be best under all circumstances.
Theoretical approaches are most likely to result in conceptually unified
programs - but can only be useful to the extent that the underlying
theories have good explanatory power in the real world. Task analysis
procedures for competency identification run the risk of being too firmly
tied to what actually goes on in the real world to result in the genera-
tion of new knowledge about teaching and learning. Course conversion
methods of identifying teaching competencies while probably the most ex-
pedient approach, can easily result in program fragmentation and, unless
combined with a more theoretical orientation are not likely to produce
very fruitful hypotheses for continuing research.

While all of the ways of identifying competencies have limitations,
it is unlikely that C/PBTE program development will stand still while
awaiting a better method. In reality, an eclectic approach combining
the best features of all the methods may be the most useful for getting
on with the task. In the long run, however, the question of which is
the best or most useful can only be answered through a continuing process
of program evaluation and competency validation research.
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