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-A PERSPECTI i ON TEACHER ROLES HOBHLS AND COMPETFNCIES \ %
. Ny : .
- A. . Introdg tion s/ 14' . .
r T‘a hin@ \s the process by which one person .
! 1 s ‘oth rs .achieve Lnowledoe, skills, and ) .
‘afit tudas. At least two pérsons are always s
‘ idvolved' in teaching, the teacher and the Y
) léarger. A good teacher provides guidance g
- fov the learner. This guidance encourages ‘ N

. the 1 arner to do things-that rqsult in de-~
sired Y earnings -such as the ability to read
and wrige. Learning is ah activity of the

. ’ \
/the professional teacheri Being inbolved in education means not only teach

a learner but also being ware\of and interacting with other people and compo

K

-of the learning environment and system. - |

& N

K

e - v -
. : \.

School administra tors, community members, students, pareqts, and Leachers

N

’ [
? Input for teacher tralnino still emanates from teacher trainlnﬂvinstitutes but has

<

¥ been expanded\}& field settinos vhich include early pre-seruice experience7 as

. ) well as ihservice education.’ Focus vithin the training process has moved to
1% -
‘cgybetencies on the’ part of students, teachers, and paraprofessionals. In the

t

» practice ff dealing with contept and process or behavioral sk 1ls in the curficulum,

—~ 4 N

new learning resources “and technology has beeﬁ"'calléd-for/as well ds knowlodge

-

of change mechanlsms and physical plant utilization. ’Likewise, to support the A

t / -
15cal educative system much ‘more «Ltentipn paid 'to legi Blation and zinancing of .
. PRI
programs. - :
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{ ) ' !

-

R ;ﬁ W&tb these factors in mind the teaching - learninn prggesgﬁbdes beyond the/’///
JH e R ) i

i@&, ) k';solated act of teachino to include ayeefies of inter-related acts embedded in a
1 p ’—:-4" ,{;} . { ,_4"’ \
e fn THESE -
Ai:fcomplex matrix of behavior or cdmpet?ncies 4n an accommodative learning environ-
. ‘l :,/ / . !

i

¢

] ‘ment, To deal more effectively with the child in an accommodative learning environ-'
T S . ' / .
‘ ment now demands an accommodative process of teacher gféparation.

. B

;\- The ideas ‘presented in this paper, in the authox's jddgment, are neither e

4 ) -
x . S & : ‘
profound nor novel. _They xepresent nascent notions of a nebulous gestalt regard-,
N 1 » iy

ing the roles, mpdels, and compeLencies oZ individuals in a lezrping environment.. o

4 * o~

Vo .

. Mo references or foototes are needed to attest the fact chat there is a deep

)
[y a

awareness and feeling of need for educators to develop teacher competencies. State

' N . )

departments.of educacion as well as teacher training institutions have begun to

. ol
-

identify and specify compe%ency 1i§t§. The Bureau of Planning in the Office of

' ‘Higher Zduc~tion of the Pannsylvania Department of iducation has been engaged in

-

. £ » [3

’ program perusal in an effort to identify duplication of efforts in the common-
- 1 . \\ . ! -
. wealth's higher education institutions., 1/ith the indgdation of teachers on the
v 11 -

job market I project that many federal, state, and lopdl agencies will bring pres-

14
.

sure to bear on teacher traiging institutions to avoid such a duplication of effort.
70 The “prizes" aéarded by funding agencles vil® #o those individuals .and insti- .

tutions who have developed programs and modules for the’development of teacher
. t
competencies. - I greatly fear that two limiting concepts are belnﬁ nurturad in the

Alearnlng comes in sm:11 pacLaﬂes, The second is that...a- cgmpetency based progrem

L]
‘ B

is equated only, with progression through learning modules; { o
! i

\ , hd
There 1s 'ﬂrely any concern for the social system #h the educatlonal env1ron-
t ‘ 3
ment where teachers and ch11dren develop. WhaL is neeﬂ is a despec;ive...a‘
'f . \ ! 2

. rame—?ork...a "est 1¢.,.that accounts for th° role or tha school aﬁd'ﬁow it, as

social system, supports thr,development of}%oles, modelg, competencies, and

. 13

v \ . ’ L ’

hd A ]
béhaviors. of the teacher and learner.
AOLS ¢

ERIC. . .

. great race of vodula: davelopment forx perrormance -based objechVes. The - flrsL is... \\
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. resources., I raise tﬁe“fbllowing questions, tq‘state a few, ip the process

-—

J

i - L]

3 N _ <

0’,

Concern and development of a perspective of teacher roles, |models, and

¥

competencies requires'careful onalysis of alternatiye sources o
, .

input and
of
. - SN \»' o

developing these resources and the utilization of alternate gources of imput: 7

- 1

¢ ) .
(1) What préss comes from the Pennsylvania State Departmeng of Echation; (2)

What directions are-visualized from the university positjon; (3) Hhat approaches
4 * .

3
T

»

to implementation are |seen from the school standpoint; A4) What nr$ the 6u¢comes

N T 4 Tk
as seen by ther,community; (5) What benefits exist for children; (6} What diPection

and.press exists from NSTA or AITS; (7) Are aépects of the AAAS - Guidelines and

. . \\«—~.
Standards appropriate in the development of a perspective; and (C) is there a

4
Il

taxonomy of science teaching competencies? * ’ S
'} . « X - . A 3 1

B

. . . ‘ A .
Cnce the perspective has been formulated it provides a basis for.the shalysis
) s g .

L3

and synthesis o issues'and_practibes,employed in programs of individualization,

.- > », ‘. R ‘
accqudﬁabil%éy, per formance oéntracting, and pspecially teacher education, ;-
. L ' Y
> A .
II.  SELECTED VIEWPONTS . _ \ : , . ’
' . ‘ . \ ;
" i, . Press from the Pemnsylvania State Department of Education
i N \£! ’ Y N . ) 3
’ He are living in an age of\"'finagcial acdcountability.” The scrutinizing -
o - N & . -

.
A

\

eye of the budget watchdéf observes planning, design, and implementation proctices

M N . . » 7 .
ed to assess supply and demand links and patterns in teacher sducation. We have
s Y . N . p

chieved the "critical mass" of teachefé on tha available job market to find that

o [ - » ;

. /
the supply now exceeds the demand (2). Pressures from people within cnd outside

¢
.

the process of teacher education are 2skin3z...''now wimt?" .The Pemnsylvania Depart-

. » : ]

ment _qf Zducation in respbnse to public concern was forced to look at its sanction-

, 1ing préfess and approbations. Secretary of Bducation, John C.

Aruitoxt provided by Eic:
.

¢ &

.

letter ep Presidents of the'highér‘edugatiod insticutions in lennsylvania wrote:

. \ ) . .
.

®
. -

, . atall levels of operation.in schools of education.. Strategies are being develop~ ~

-

.
v

.

———— .




*""Because .of obvious findncial limitations,
ve' must begin to view all of higher educa-
tion-~vwhether’ teacher education or the
liBeral arts -- in:terms of overall state '

g -" needs and not just individual institutional.
agpirations., This is the only way that we

can achieve the wisest distribution.of the
state's financial resources available to

. higher education. I have concluded that-
the best way to agcomplish these goals is
to differentiate betwaén those programs’

which must be maintained or developed to
serve the overall.needs of the Common-

wealth znd those that would inflate the

existing over-supply of graduates inepar-
ticular fields. At the same time we must
be coonizant of student inLerest and de-

maud H

-

»

.

*

»
.
~ T .

.

' 1 e

Enclosures with the letter state:

Y g

' . :
"Because of the present numbers of teachers .
being produced by Pennsylvania institutions,
both public and private, and general supply
) & ; and demand, estimafes,” no Further expansion’ ¢.
. o of Leachef education programs ot undergraq— -
’ ‘uate or graduate levels will be approved
arithout adequdte justification in terms of
regional or Commonwealth'need."

’ <

While some” gight say that this focus is‘limitinﬂ the¢ fact is that it is a

role response Dy state orficials coordinatinf7 and promot_ino remeved efforts in
. " -
i .

teacher education. Statements oc’EQis type delimit operating_parameters for

goal estalishment by Pemnsyl—-nia educa Lors, flexibility, improvemeni of the
f 5

quality of tegthin , pzrticipation throuOhou the educational system, improﬁemen'

“.

of administrati8n and management, access to ehualledupational onportunity, ?nd j

Fa . 4

——

imaginatibh in spending the limited education dollar productively. - /,
-

There 1s no doudbt that Lhe?ﬂniversity of Dittsburgh is inextricably/bOund

-
-.

L

4

~ s

with the Commonwealth of T Pennsylvania in its education of scate citizenry.

- o

. As the University lails in achievino Lhe aforementioned noals the budne watchdoo.

/ I

will surely choose to "reorder priorities” and “strile boldly'in new direction’

«

rather than fund continuing’ failure (3). .

-~
n
R r

. .
. o

£
P

s B

—
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L4
established at 2 sescond Lock H~ven conference in llay.

[ 1 $

. . P . i . ; . P . g ,
With thé notions of-finencial syonor”, accouncebilicy, certiZicacton, and

program approval operating as specilic znvironmmental foccors, the new, brded of

bt }
i

involved inLeL-lnsLiLuLionﬂl (school-commun1ty-uggye sity) educator will be

different. . . Universit y dep

partuenf chat Jons'not reSpond to this envirommentzl -
% .
press vill nof; sufjvive. The supporc system has beea delimiied and flexibility
- ' R - o \ . .
to respond, ghanad, and devélop will determine survival,
In Lpril, livy, and June .0f 1972, eJucaLors from Pennsylvenia's 83 higher

o

-~ .
v

&
education ing/-icucions nejg

in Lock laven, Pennsylvania to define leadership teams

. 4 o

and develop s veduced list of compeiencites. This 1list, vhich was to come from
N r .

-

over 10,000 jstotements of compevancy submitied by each inscitutloa, wos to serve

.

as a guide ffor progr:m development in schools of education. .This list or guide

!
- < ¥

: . N
to Prosramkdevelopment would evencually iead to improved minimum standards and

certificotion prioricies for the profession. Ic~become &iden: to che author X

that there was.no clear asreemeni ~s vo wiat should comprise the list.

CLo

. A . .
Arguments pro and coa to compecency based ce%pher education were Jiven that

mirroxed sentimeats alr-ady expressed by proponeais and criicjes in the literature.

. * L)
£ frer much argumentation the parcicipants, (group leaders and co-leaders) united

under the mendcte of time press to define parameters %or the final culling o

ta

the generic ivom specirlized compe:cncy statements. In June of 1973 an "action"

over 350 particivancs vas initiited vith addresses by Jerome Ziegler,

fCommissioner for hisher cducdtion, and Urrl ilbssanari, Director of
’ 2

S

Pennsylvania

the American\Associntion of Collezes for Teacher Zducation's Performance-Based
= ) ~ . . hd '
Teacher Iducation Project.” Groups of 10

o 15 members were then established and

'
. 1

, - S , ‘o . 3 ’
charged with the responsibilicy o7 reducing thelr lisc of approxinately 250 state-

; o H . . N _;
ments to o core of “seneric” statements as determined by szlecdion criteria
. v
2@ss croup reliabiltty

vas determined vith the €inal resul: being o reduccion from ~pproximacely 4,000
} ' .
{ - . , -

to 403 statements o ceneri.c compecency.. ThI'ugh the erorts'of 2 12 committee

.memb rship of Iroupn leadors, of vhich :he author was a member, the 403 statements

.
N . .

‘ ., {’
’ * ’}

L / 8 _ N ’




“ were reduced further, after much heated discussion, to a Final' number of 65+ »

.

. generic statements. The statements vere Ehen publ%ﬁhed &s an interim inyentory(Q).

Thig fnterim invengory is designed to.be a research and Jevelopment, instru-

. [ \

. went., It dictates neither certification nor minimum scandards for pre and in-
’ , . 4

. I - 4 *

service teachers in Penns ylvania In my mind it is intended to reduce the "gap®

in tea%\er educatlén proorems and impliciily counter che char"e of Harry S. Broudy
’ b 4
that in Performance-Based Teacher iducation Lhe _periormance unit (here stated as
.. *
a generic compétency) is a matter Oa indi;;erence, Lhat Jds to say, the number

.

and charadterlstlcs of the pérformshce units vary from one program to andther,

-

o While the generic fgatements in the Interim Inveniory rdpresent a-synthesis it

- it no way was intended to 14mic individual thrust and direction.sei:ting in each

on institutions in Pennsylvania., In £z act, the generic
. ; , - X
L statements represent a préducr of the firs: of a five stage nrocess in Pennsyl-

\ s

of the &3 hicher educa;

O

3 * .

vania's Compegtency-3ased Tegcher Iducacidn Prosram. Stase one includes comiinuing

, -
M 3

competency definition in generic and specialized Form. Stage two involves continu

. -

&3
lno program design WiLh stage three emphasizing continuing program development.
t

results in the exp¥lcation and implementation of a program approval process for
/ . . . i

1

instibu;ional endorsement as competency based by the Pennsylvania Department of

ar «

Zducation. Projected estcimates of the entire five stage process range from five

2
'

to eight years: Hony of Lhe @deau presented to this poinL ore speci flc. to the
| i

Pennsylvania CBTJ mouement and .generalizacions are not implied to all of teacher

e

R N . * - .-
. education. ¢ . N
4 - .
’ >

e

:\ . : T . .

.

\ Bv  Direciion as seen from the Universicy D@partment's position _¢
. : . .

7 . . N \ ’ N
! Two major departmental missions exist for our faculty in elegentary education
» . .’J . . . f . . > .
at the Univensity of Pittsbursh. The first is to individualize the education of

¢

\ of :'A .
new teachers for” a changing socfety. The secoid is to $tudy and research elemen-
| . ;

tary -school envirbnments, che UBIT zppreach to teacher education, and al;erngkives
. A

O  to inservice education of school -personnel. .
E lC i i ‘ . .
WJ:EEE ‘\ { 5) . \ : )
i » f 4

. . . . . ’

Stage .four places emphasis en the desizn of competency assessment. Stage five .




. -_- . “ 2 ‘ “a M ( ¢

¥ . & NS * 4 . . ‘
Both are deeigned to directly provide =nd develop betier elementary pro"rams for |

childres in this region of the Commonvealih of Pennsylvania. Nested wichin these

. €

. stated missions are basic assumptions tha: mus: also be made. explicit.” Doing-so

‘Pennsylvania,Depariment ol ﬁducation, Tuading /l.genci&s, school districis, faculty,,

v

= , N ~
Lssumptions related 'to lesrhins . . : ‘ )
s // - - . <
Learning is g highly individualized process characterized by rhe interaction
/ s - . ‘
- < S g1 7 X
‘of humapns vith diZering abilicies and within many environments, Seli-awareness :

y.

. a, \ r. . L, . ' .
}n fthe learning processes. ‘Int2nsive interactive processes among adults in the '

» . @ N -~

. . - h
provides a conceptual bridse between gozl and pra&tice., It is important that the'’
. I . * . ? .

d <

ropsective studencs, and communic Le ducre o these assumptions that guide the
P /s , : _

daily ‘opery, tlod of the several clementary programs in the dgpartment.‘\r

-

. s B -~ - -

R ® : N~ ; ~ i A R S
ang survival are principle motivatfonal Bources of most lear ing experiences. .
, ! . J 5 -3

» . \ .
T Ny <F 1.‘ N T N PR
tlattdrs of feeling, attitude, belie? and personeal convictiog\\are legitimate

J > .
e -

PR \ N, ¢
nsikens ol learninn whlch shou1d be mgnl ‘est 1n che child's school\gggiiiiiie. .

-
‘-"», 3" e

Sy les of 1earn1n" can: be 1dentified co he e"ﬁenc that procedures, resources,  — .
. u R s ¢ \\ ]
. B - i . . \ ~
ud protesses can be differentidced to insdure success by lbarners .

. , - - 0 TN
. + N
Asaumgﬁions related 320 prooram ‘. N 4 ‘ \Q
IS ’ \ B ’ . lp\bt Ecd ‘
Broorams gbr children and ceachers should exerplify che Dbyoadest range of - |

- -

human exﬁeiiepcq. Jultural diversity, justice, and responsi ility should be ex-

.

plored imeach community. The means by vhich children and ceachers experience

°

the program contributes si icanvly to the outcomes. . N
Assumptibn re 1 ated to_staff development’ — >

>

The adult siaff shouId,perceive themselves and others, gs act
~ : ang

a o

" school can prevail and contribute posifively to the learning processes with

ERIC.

Aruitoxt provided by Eic

\ . . . 4

children, pecision-m:kinﬁ prerogd.ives can be decentralized o include :hose vho .
«h \ -

" e

. o,
have d*rect respons*bllaay Jor the implementation.of program with children,

Being gnd becoming informed contribules o che developmeai of odaquate pevsons,

. o - \ . K/*/
~ ~ \ N .
[ A ’



. - - s
~ M v —
‘ : \ 10 , . '
) N . . . ~ . : 3 . . " i
> THe quality of decision-making is influenced Ly many factors including the aature
» s
inforpacion held by che”parcicincnes ead che subs:ance o interpersonal processes.
hand : »
. . 4 .
o - Lssumption relaced to communi:y ° : :

, .. . pem——" 1 \ ; - - -

\ >~ . -
A pnarity quesc should be promo . gd. cmong Lne many rep esen:r:ive groups w141—

4

“in and withou: the school cL,allow the paﬁuieipants o) be ome involved vich tde
i I . v < . R .
| 3 he v ~ 2 ] s

(» signilicanc issues of the eléuentary schiool, Children, teachers, parents, adpini- -
. } -

. . a .

. ' ' r
i - ) * ¢~ .
siracors, other staff, universicy studen:s and faculty and signiican: community
- /

. - A . ~ N
acencies should be considered in cny cotal ghange process. ) : .

. - LN 4
n the Jeparim ent 0f Illemencox ‘duc ation are
¢

‘ <
~ ., .
"

. ‘ ?rogrrms currontly exis:ting

-

e

Terly ”thGUOOLI“ucaLion, prd-service bloc':, studen: cerching, iioster of Iducation,

= -

q {fncera Proqram), Tosi-ilcsier's Zrooram fer clinical

eacner\venuefs Tlemencery Crincinalghip, amd Docoorate. Iach pro-
.. /;" ' 3 R < ’
orem and “tha suppor’s se:cin T

3R
H.

s in ch ic gnerazes, concinually scrives to achieve
’ . ‘ 5 « « N .

v,
b
o and implemen: che ~Zoremeitioaed rssumpiions. ,Pericdic program assessment Dy the

4

Pennsylvanis lepcrcment ‘of lduea:ion ig che currvent wouie Ly vhicy the Separtment

»

g £ allﬁ\ronram approval., It is imporconc that “~eulty reconnize the need’

< - \\\ - . . .
‘- 3 - . . * \\ . a \ . -
Zot periodic revieu ol-each projramls ODJeCulVGS cnd should convena/in open Iorum
. h * \\‘\.\ . e .
. ; —_— . ,

w' -or full discussion of Lulzei, persopfel, andﬂor&ﬁ'. iotities., . .
s Basic resources in-iern® ol nerSoanel ond money are chnhneled] into on-and-of?

' - - ' . .~
o

.
campus euperiences, Ubf deparcmen.: of Ilemencary lducacian hascedzpn inv?ted by -

3
~

schools in the mecropolitan 2itisdbursh discricis for Zorm o Clinical Iducalion
. N - ’
~ ]

. Id
Neiworl: for the purpose ol relormulacing school giperiences with “nocheru, child-
’ . . -y ks
ren, pdréncs,’ communi:y, and adwiaisci®iion. Ax cimes invitaciowns ere rejected.
v » vy . h hY

>

Lt lees invicr ;ions to uakversicy Treuliy "nJ Sscuden:zs nre ceken back! ‘i times

- - Ve ¢ } y ! "“‘.4.,

.
o invitations are "ccepgeJ Sul the discrlc: acis in poor “rmich.and ¢ffor:z, Fortun-
.. N t - . "~-<_<' . R
LAY - N . . . N - .

¢ » . - '_':“~~._
ately these are the exceptions rather thon the rule. Each member of the new

-

educational coalition should advocaAte nctivé participation Ly all 12 nlanning,

devaloping, and evaluating progréms.in eaéh_elem ntary schodl. ) -
\/.‘ ) . . . . ‘v ’
(< S y e - S 'R ' . .
FRIC - 11 , ) .
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* Priorities df the neuly developed Teather Center networl: should relate to the -

s .

. ; -

< ‘ ' . o
‘promotion of the highest quality e:periences with each child in the.school, home,

and the cemm'xnity. Imaginative pre and inservice teacher‘education in the'city,

'
Py . . 5,

suburbs, and rural areas should characterize the networ 0per%.tion. Research

- \w « N . »
' throuah directed observation, recorded dat selected feedback, and controlled,.. -
- development and implementation o materials are considered -in developing a compre~ .

' ' hensive evaluation system. Tegp cher educ ation, pre and inserveice, undergraduate
. y ( s, .
) through doctoral study is the main véhicle qurrently u8°d by faculty in rebuilding

' the Elementary uducation Department. The -Teacher Senter network best utilize's‘ .
/.\, . .-
\‘ . :5,
resources and px/ovide., maximum ileld experience capabil!.ty for all university

-

-

students junior lgvel through advanced s::aduate stady., Unfortunately at times, -

R
. this is forgotten and the politician participant” feels that a littLe time in

1Y

many schools is the only thinn needed to create favorable impressions that ‘'some-
.

»

‘one cares, In my_mind this attitude is rrivolous,._dissipating,' and contrary to

L]

4
-~

the notion that the best “pélitics" means doing a thorough and. conscientious job

- * . 3

many hours a week, . = » .. a . ¥ v C o ¥
. . oo - . .
’ . . , . . . .t
.- C. Approach to Implementation a8 seen from the School stnngpgint ,’ - e
. ] That sehobls e::ist is in fact related to the rationale that® society s ins‘- <o

t tution called the school provigdes the child with Lnowledge, s'cills and e}me;’.‘ts"

» P . . .
\

in disciplines to develoo his competence in adapting to ].iie 5 situat‘ions. -

— ¢ A

Peonle in society are now Lahinn a hard look at te&chers and programs .in scho@ls. N

o

B ST A
Parent and <ommunity "'roups ars mare vcg\cal and 1n oreater attendance at’ school” »* L
and boatd meetings., Just as the us iversi‘xhas resPOnded to the accbuntabi.lity
cf «he State Departments of Zducation, sc%ools are ‘::espondin'7 to evalugtive JUdS\ .
) $\\\

- ments passed on them by arouos Eiemandino “vested interests. The school’ responsé W

.
RY . < v

that typically. arises is.....’ yhere can.we obtain additJ.onal resources and assi-

... pe ) ’ ~ - ‘ g
‘~~~,ustance?"" The university or collene of teacher ~educatiou is usually in a oosition

to deli‘ver such assistance and r‘esou;.ces. ’ ’ - ‘ . .- )

l:lillc- ‘ o T ’.' ’ \12*

=i o ¥
. - ~ e N
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. M{hy schéle chdose to have'student teachefs, and their réagons vary betwaen

"extremes of having another “underling™ in the room to providing additional éxperi-

ences for children. The present notion of a "Teacher Center" or Yelinical educa-
1} . ? a -

tion network school® embodies a deep concern for program development for children,

staff development for teachers, and From these, improved envirommedts for teaching

-

r ’ e .
and learning. It should bega goal that in the center as 'teachers create learning

environments, they use and develop skills and.techniaues appropriate for dealing

.

with the dynamics of groups as vell as the competencies which promote individual-

. 1zing of 1earnin§; These gkills, techniques, and considerations focus on_the
following elements: L v . : )

T ) (1)' Group processes and paétern,groqpings of children, )

: (2)¥ commnication and decisio ¢ing, . .

- s (3} roles within the classroo .
' (4)  the organization of learning laboratories, X
. (5)  the promotion of self-appraisal practices, ,
"“!=~§6; the physical environment of the class, and ~ -
7

the social and emoticnal climate in the classroom
< Y

' b 4
The organization and development of

Reading, Illathemz;ti\c?, Social Studies,
Fl ” ‘

‘Science, and Language ArtgtSrogFams in the elementary school respresents one -di-

N »

.mension of professional study essential 1f teachers

)

J

3 "

tHe e:xtamin-
A !

are to participate.ih-the

decision making process of the school. Program déveloPment involves

ation of teaching methods, materials, Structure, competencies and deﬁigns by .

a
A

which these

LY

areas and processes may.be evaluated. Selected elemed®s in program
development are idepuified as:

—

S ¢ D

techniques, methods, and principles of teaching, ‘o
.  (2) establishing néxus betveen theories of learning and teaching,
. .(3) curricular structures, e
(&), instructional designa and coucept develoPmQﬁt,
&)) creating problem solving conditions, and . ' S
(6) evdluative strategies. . B
) % . . ." -
5 B
4 .
* A /X
X v

.
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As teachers become more active participants in the development of programs ‘.

1

. P4 )
and processes within the schools, appropriate training experiences should be plan-
. ) . .
ned for the puxrpose of promoting their awareness and competency in the areas under

consideration. The relationships between this training and the institutional

&

changes which grow out of these proceSses need to be examined. Processes of plan-
ning, implementino and evaluating are renresentative 6f the competencies\used By
" teachers anﬂ’administrators as they consider changes in the total, school environ- ‘

ment., Therefore, the phenomena of inétitutional change are studied by the staff

"as they _experience those processes designed to promote ‘chenge, of which.program
development is one, in the schools. The nature of inservice is expanded within

~

this rationale to include the lollowinn elements: g
. . ¢ i

M »
o

-~

(1} change strategies within the- school CL T~
(2), school and personal philosophy, ‘ .
* (3) the teagher as leazner,
(4) ideptification and use of consultative resources, e
(5) models for the evaluation of training activities and ’
(6) planning of long and short range experiences. .
{ PO

"
*e

1

The ¢oncerns with stafi develooment transcend the barriers established by

.

T ] . ]
pre and.inservice trends and practices. Within a teacher (and lea:ner) center

-

‘activities usually‘designated as preservice may be inservice for some practicing

g

teachers, The preservice through inservice efforts nov blend into a continuum
with aforementiodéd elements. in program and staff devglopment as the areas of

focus prescribed for or selected by certified' and “pre-certizied personnel.

AR

, In the Clinica] education networl leacber Center much more than “interaction”

occurs. I suppose the term ”transaction" miﬂht bé used to signify the "give and  °
[3) U — < -

tale” or negotiations" that take nlace between and vithin school and university

personnel. T vill use the word transaction to connote nolit1ca1< negotiations

.

involving trades or exchanoe of time, eftorts, resources, and personnel Inter-

action will connote subtle and overt, non—political 'niceties used in communi-
. L R
cation vith colleavues ang children. ' )

. C s .
; ) - # . .
s .
% . N . . ~ -
) u * ' e ¢
. A ,
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X (L Identi‘y university liaison personnel willing to work in a-school

> . \ -
&
4 '
b § » . H
. - 14 - . :
[ 3 - PN .
o >
v , .
<
te
[y

I'make this distinction becagse “transaction” occupies a non~subordinate,§a non-

!

subjagate, position-vith respect to interaction. Both transaction and inter-

dction imply sharing and building. In a visble “teaching-learning” center both

r I3
exist for the benefit of all participants. The folléying recommendations identify N

specific elements and personnel practices in transaction endeavors.

“Teacher Center."
¢ (2) Identify school personnel,willing Eo work with pre- service

pexrsonnel,
'(3) Establish credit and cash banks within the 3chool district.
(4) Develop a professional ‘library in the school building., . )
(5) Conduct inservice workshaps. . - ' ' r

(6) Work with “resident” teachers offering methods courses t
" student teachers.
(N Zstablish a "site committee" composed of teachers, co
' parents, and students.
*(3) Use school facilities for school~university training
. : (9) Pay Master degree interns half of a beginning teache
" and full teacher bene? its.
(10) Allow special admittance of resident faculty in the
Center to a Master degree program. . /
(11) Develop participation of community, university, a
. laculty in both university and school policy. v
! (12) ZInter into consortial -agreements with other teacher training
: institutions. ‘ '
(1§) Work with local and reaional professional educaq onl ofganizatlons. ,
P . . . s/ © -
‘ e . . ’ - / ’

D. Outcomes as seen by the Community ¢ J

b

As the child acts in several environments, his growth and development reflect

' these experiences. Simultaneously, the institutions are az{egted by these inter-

3 v

actions and transactions\\\:eachers and parentvaho are alert to the nature of

i 0 ,
1
. these respective Institutions, the dynamics of their interattions, transactions °
. . ) - L -
‘occurring, and the influence of selected institutional, elements on them use skills

° /

L

‘and background information which extend beyond nascent notions of teaching and
.00

%earniaa competencies. The home school—community relationsnip exists because o

physical placeﬁent and the clientele.

T

l"'ocv.xsin'7 on %hese relationships brings certain elements into view:

H
1
1
H
\ . £
H
z
]
[

(1) The cultural dimensions of the home, coghunity, and school ¢
(2) ,social dynamlcs of the communi

(3) processes of transition oe“weegyhome, school, and community,

(4) ' social agencies, and .

° (5) parenthood. ‘
15 , . ]
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\\ These perceptions alonféyith formal involvement of the school and community
.ald in the development of a/community of pufpose’ and pride with responsibility »
for accepting the consequyénces of joing decisions. This 1s a basic tenet of the -

\ notion of decentralizgfion, an often misunderstood concept. L ‘

\ /

\ B, - Benefit;' Existin'g €or the Children

A

\ , .

! been ba diedyabout it is expressive of.the results sought for in a ch{ld s learn-
\ P . ) /
ing' experiences. ’ ' , ‘
., 7 . ] H -
It is obvious that a discrepancy...a dis-equilibrium éuists between what the |
f

learning environment could provide and what, in actuality, exists in manj dchodls.
*a
An adaptive environment provides multiple attainment paths in which 3pecific and
3
uubtle differences between individuél resultant of difrerential backorounds are

realized. Interactions and ,transactions are assimilative and accommodatiVeN .

In an adaptive‘environment, the abilities and motivations that each ¢hild brings

to school must be understood in detail &nd educational alternatiVes pyovided that

- ) l

take into account these taligts and styles of performance. The exnanded notirn ,
. \ ‘

of teacher roles will hooef ly enable 1ndividuals to operate not in isolation

@ \ 4

) but to plecipitate various resourcés for us% in the’ development of an adaptive

‘ 1oorous learning environment for children. \ ; i

; §
\

~ - - v - N .
i v ,

J i B . Wl
ITI. CONSIDERATIONS'IN .THE| ZDUCATION CF TEACHERS.OE SCIENCE

. \i\ |\ ., /
Ay Press from profeSsional\organizationé
/

jump on he bandwagon“ attitude towards

e

-+

Many individuals in life adopt a
“ . ¢, . -
techniques, slogans, and especially edﬁcational ritics. Bandwagon efforts us-
\. ' ' A.
:7 ually falter apd become non—cpntiguouL because thpe environmental variable are

- - N - 'y . ' -
either underestimated or worse, not congidered. fforts erode to constant con-
J

cern for problem alleviation Ef whatever practiceé exist rather khan for improv-
= \ ' .

ing and building on those pral;tices. o ' L

we /6
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Many times the products of a bandwagon effort resul‘t in new names for old practices
: . ‘

rather than new concepts and nev pr cti oes. For mat\y indiv?duals in CBTE movement
v\ <

it is the former while for othets :Lt‘ h’olds oreat pron‘:ise in the metamorphosis of

¥ teachemeducat:ion. An ¢ early recom:kendatio,n was made by Alan i. Voelker (5) for

a competency based teach\\ef preparatio approach consi éing of five major components.
s .

-~ (1) Independent study ques ions . - L
’ A(2) _{{nstructional packages .
% "(3) Open.activities laboratery . : )
T ' (4)  Peer-group teaching ; ‘ )
' /, (5)° Increased school involvepent. - ' ° o
/ 4
:/ “ L ’ . v ‘Ql ‘ . s
- C Of the :ive items listed above onl))K two_have achie\}pd recoonition in the -
S litérature. The notion of instructiopal packages has bgén derived from program

/ S »
packaoes in science such as SAPA, SCI" ESS, etc, Within‘ CBT" objectives are

\

stated as competenciee to achieve and activity is isolated usually to .the teacher

education institution. Uhat the prospecw..ive teacher":ﬁ%xt be expected to accom-
. -

" plish is a set of prescribed or sel;.-selected activities matched vith objectives
\ ,‘.

stated in competdncy form. ' \ o . \E‘. T

L4

\ : The ‘basic nétion,that fails to materialize is that of a\z”whole repertoire of

teaching models” nested within a role theory framevorl.. A ne\:essary precondition

|
to this basic notion is an environmeni: that bdst e.llows the ilfividual to develop

. !
“ competencies reflective of role expectation in\ the educational \network. ]'.ncr@ased

\\
scheol involVement of preservice personnel witlx concommi tant ﬁezpands placed on’
. cw

. preservice training by inservice teachers is no beina realized The Mational

i

. ' Science TeachE\ 8 Assnc"atinn ueetings display an! increasing awarﬂness of the

il
CBIE movement.,

Just ‘88, the idea of lndivi.dualtya\tion caught the attention of

4 t

Y S
cdut.\at:ors so has éBT'J. But as of yet statements of competency for\sctence teach-

v

. ino a\re elusive or non-existent. There are or could be a very largé» number of

P
. )

em if one (hopefully many) indivd.duals were to comp\i.le lists of. scie\nce teaching
| \

eten 3’4 statements. This has neither been nor appears to be a central focus

’4
sof N m.‘ he author is unavare of any official mandate to identify such a list,
. ;' !‘ ‘ N . i [ ‘\ . i3 . . e
, . . ‘ l ,7 . , - .ot

» .
' - < > .- N
® ‘ kd 7 . .
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meetings, it can be giad thdt as an i%sue it occupies the discussion and thought .

of teacher educators. The authoy has\found the subgroup mee ings of the Associ-
>

\ P - //
cerned with the issues of Comﬁetencv Ba ad Teacher Education. The outlook

expressed by the science educator membenship of AETS aﬁpears .run from cautious
. / N “ . ’
optimism to negativistic Concern about the ieasibility of CBIE! Representatives

Q

of the New York University TIT Project in Science -and Mathematiks Zducation

stated their position as follows: _

LY

~

7’ ’Ii we could define teachino behavior that demons rably
contributed to student achievement then a PBTE Program :
“be highly desirable.

it, or what the needs of students\and/or society are, i
‘tremely unlikely ‘that an attempt, to design a performante

based teacher education program cag reflect anything mox

the designer's biases and it.ds our feeling that it is dapgerous

to gilve what is, in reality, a subjective program a cloak

obJectivity (6). \

\ : ~.
i ¢

v
»

In a more Zﬁéent AETS meeting in Detroit,\Michioan a “rap sessidn' among

=3

25 indi#iduals, as held to discuss teacher educition in science. An abstract of

that se#sion.#evealed ‘the feeling that the preva

lent model of methods

*

based curricuia would be an effettive model This mayahave been due to th

\

fusipn over the meaning>of the idea.' Most in the groﬁp felt that performande
)

based teacher education was a viable concept and would no doubt,have inpact o

ri ‘e e ¢

futuﬂ$ science teachers, their certification and continued professional growth" o

I
-

While I am Sensitive to the possibility-of overgeneralization I feel that attituaes ,

reflected in.the\\hoye statements, currently persist and affect the momentumlof

efforts in CBTE,

<
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B. AAAS Guidelines and Standards

In February of 1969 the American Association for the Advancement of Science

with its Commission on Science Education published standards avd guidelines for

‘the.preservice science education of elementary school teachers (7). The document
’states that the éuidelines must be general but, because of this, ‘they are suhject
to various interpretations. Three years later in summary of discubsfon (8), the
problem is stated that the guidelines’Lack a unifying philosophy ang supports
contradictory changes. <lt 1s this author's contention that the char-e is*more

L

appropriatelx leveld at competency based teacher education. The éuide‘ines and

-

standards are reported as failing to do the following:

)

1. Delineate sufficiently the competencies which feachers need.

. / .
2. ° Ecnourage greater sensitivity. in interpersonal relationships between,

teacher and student.

- .. ' "
3.  Recognize®the need for clinical professoys..and methods courses rather
N '~ than the reduction of teacher preparatign to internships. ynder master

teachers,
b4y o Recognize the special probletis.of begginning teachers who need opportu-
nities for suceess and experimenta ion,
|

(.
+ 5. Effect change in a realistic mannet.
- .

I8

. N .
. ks ¢

To expect the guidelines and standards to do anything other than the delinea-

tion of gsample competencies is unrealistic. As such they represent atatements* de-

"signed to bradly inibiate an even, hroader ecological system with divergent com=~

“ A

, ponents connected under the rubric of "préiervice education” to produce a conver~
gent focus on competencies. Although the spirit of intent 1s evident the trans-
“lauion into statements, competency or otherwise, is limited in scope and‘deoth
It pfaces the burden on the reader to desion and implement strategies lent d1rec-r '
tion by the standards and guidelines. Team téaching, relations with the school
and commuﬁity, r?lations with children?,instructional management, continuous learn-
ing, scientific knowledge and the processes of science, attitudes towards seience,

\
individualization, and resources _represent ‘the areas of concern in its broad spec~

, tral analysis. . . .

' 19 .
LA [} ) '
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and tHe’ roles and role strain that geherate these behaviogs.

véf‘phis discourse,
‘v .

. social situationms, and‘pésifibn set in the bac%ground.%alt is suggésted'that to

“om

«

i
19 .
[

. ? - _ 4 .
In examining the above conerns it becomes trivial to attempt to identify compe-

téncy statements in the behavioral style and format. It appears to be much more

" appropriate to think of the larger setting in which the chidqnt behaviors occur

That' ig ti‘cus .
& N . . o
Tb begin with_the statement of competencies implies a primary
> . 1 : ¢ v ~

concern over ‘targbt" behaviors with implicit and vague distinctions of éett}ngs,

. -~ )

- «

obtain a more realistic épproach to CBTE one must consider thg background, cogni-

: )

tions, characteristics of persons, the persons themselves, and levels of role

N

definition BEFORE identiﬁ&ing or specifying statements of competengy..

In this, ,

* ! e . N
manner one tcan not only modify the types and nature of specific statements but .
-

8

Y [ Y ' . | .
treate the "big picture” oR "gestadt framework’ from which adaptive statements

WL
or objectiveé can be deriveé.‘ - T N "
) i J .- g . - ’
\ A R 4 8 .
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Qf Teaching rolés mgdels, and competencies in perspective.' / ' :

Before the auth/r begins a discussion of roles and the gener tion.of com- -
I'4

petencies vitﬂin a role theory framework it is important to define teLms apd delimit . w

certain‘assumptions _ . ' S . / '
) DEF'INITIéNS . )
. ,, 4 R . /) N
Role =« An operational classification of an individual's behavior~that
~ . represents an assumed comple® of mental and ethical traits dis-
: tinguished\py quality.
Competence - The ability to acquire and demonstrate strategies an skills !
: ’ of teaching as well as[related behaviorS’all of whicn are
Y derived from a role orientation. e C
. o , ) | .
Relatedness A value judgment placed on a set of teacher-learner competencies
Factor - as to their being immediate, distant, or of remote consequence ,
to one another ,
Performance Categories that reflect a quantitative and qualitativ measure
criteria - oizbehavior _ AV T )
& l R f
s 4 t
L \ N ) ; -
Assyieyions - .
. N : / ‘ <y
‘Role categorization,;i/;lassification implies a functional rather than realistfc

differentiation, Tne sum{of all roles ené;ged in, professionallor otheruise, do not

constitute the total of thé\individual. Lhere is interaction between rolés. Turic~ o

4

tional differentiations are intended on1y as a hypothetical cbnstruct through which

ana1ys1s of demands facilitates the determination of curriculnm desion for teacher
) preparatlon. To adequately define each proposed role redﬁires a categorization and

[y

an,analysissof the demands inherent 13 the situation in vhich thegindividuai'operates:

Role demands vary with situétional factors. éreparation'should revolve around (1),

1
specific disciplines, here science, throuOh which principles are available from which -

operational hypotheses are derived, (2) a range of envirOnments in which.preservice

3
”~

xperience can be provided, and (3) flexibility, rolé jdentification, and variops

-
-

c 1turai ahd_situational digtinctions. Roie demands can be altered by the incumdent.
- - © - ' * ’

Specialization to meet role demands in a preparation&proéram is arrived at after the

categorization and analysigfof such demands.and after an evaluation of those demands

s \ t

ﬁhich are deemed valuable aﬁ‘the basis of professional judgment.

: . A C L . o . _ - .
EKC .‘ N o1 ,
oL ‘ N . _
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Role theory appears,to nave attained popularity because of its man§\GSeful/con-
o e

notations rather than its spectfic denotations.. It is not however, a nebulous concept

‘ '

‘For all intent and pirpose this perspective of role theo?y concerns patterns of be-
g% J - .

havior which are common to sets of'social actors,and thé cognitive phianena which
N ) ’ ! ¢ ®

L]

# underlie the patterns. The statements made here by me (subject) with respect to roles

represent cognitions about teachérs (aCtors/objécts) in the real world as they relate

in a social wqy with collegues and' children (taxgets).<

. The characteristics now described reiiesent events bounded in time, consisting -

of a meaningful action taken by a given 'object' person. That statement defines be-
. /

< .

. . - e
haviors and they (the bd8haviors are acgive,lﬁolitional, and usually directed towards

] social taroets Statements of teacher ‘cotfipetency when opetationalized should be eval-
\

uated in terns of the 'target’ behavior. In some the relatedness factor would be high%\

- ’ s ' } v 7 .
“1.e. 'The consequence of the teacher's behavior can be seen immediately in the actions

. 003

° -~ : .o .t : ¢
or behavior of the target. Oftentimes the'relatedness factor is remote i.e. Conse-
- N - ¥ - - ' ¥ .
quence of the teacher's behaviét~is seen in the "target’ after a long perdod of time.

y ,  ROLE CHARACTERISTICS ' .
v : ’
Interacting Agent- -, cares for others; forgiving; has faith in othefs;
‘ never’ gives up; has patience; is "other’' oriented;
facilitates or direqts behavior.

Instructor- . specifies learning goals' diagnoses the gene;al staté/

- of the learper; plans and prescribes for the child on
lonv'ﬁnd short texm basis, assesses progress of the
learner, motlvates learning.~

¢
. ®
str&stional designer- develcro instructional rASOurc*s, ce8tihlishes a
' learninj enVironment. : \

TranJgorming agent- "’ .develops and’ implements group process strategies; i

’ @ effects teaming,. promotes professional political
action; develops and implements chdnge strategies N

‘ where approj iate. — %

Individual- -t promotes and practices self-appraisal; self-control;
self~direction; se1f-management~ self-avareness; self-
actualization. \ /

- N & o
y Social 'teachnq&ogist“- . develops an inquiring attitude in oxhers; effects
) . /// ; comnunication; promotes continuqu?jlearning, identifies
_/ problems and ways to solve thdm.
’ s . \ S S !

22 s Lo R
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It is not the purpose of this paper to examine the_characteristics, discuss the
. ' \
the dalidity of the selected roles, or ascertain the principle of categorization used
s : o 4 ’

by the author. The roles are stated with the conviction that they will serve ag a .

5 ’

conceptual organizem" for the interweaving of competencies, phasing of teaching

-

models'?9), Support setting consxderations, principles of reaction, and aspects of th

A

childreL and nhe learning éhvironment «
: Proposal ‘for. a Science Teaching Educétion Program in Individualization
(Step -In): Préservice . . \

The reader is reminded\of the assumptions made with respect to —oleé/as stated
\ \%\
previously it is’ with these assumptions phat the following set of roles is describe _

and made ° operational" in the generation of comq@tency statements Reference is made.
N

to the AAAS standards and guidelines as an additional input factor con31defed in the

.
-

generation of competency statements.
- \ . -~

Tﬁis P?OPOSQA and related role characteristics represent an effort to redefine,
r%focus\ and develop strategies‘for indiyidualization aimed at improving“elementary
\ school erironments in which science teaching anh learning take place. The "improvin
" of teaching will be ;ttempted through the ultimate developmen:\of teacher competenfie

. <

~derived from roles. The "improving’ of,learning will come about as a result of- the

/
teacher's ‘awareness of the student s,iotal participafion incaction-based acFivities

Y

with!n the learning environment "As teachers.of prospective and pract1ci7g teachers»\

we have the responsibility to practice or at least provide ekperience for/what we “‘\'
preach. We must uge any, and all resources available to enhance a child s 1earning

/ of’ sciencet‘ The learning ex periences ve provide for teachers mus t likewise loflect

-
’

a uée of any and all résdurces available to\enhance the teachers "teaching'' of
science. The concern is with three variable interactions operating in the classroom. -
L] - ‘ .

» . .- .
The first varigble is the teacher's competency to promote and maintain individualized

learning(experiences-with a child. ’The teacher.develops competencies to promote'
student competencies.‘ Teather competencies might range from 'specifying’’ learning
‘goals to enhance self developmént and ;ncludes such skills as focusing, modulaiing
thinking activity, structuring the leq&nino environmeat inquiring, as well as manage-

[:R\!:‘ment oFf waannrane The/éziond variable deals with student competencies developed .

T rovd oy £ . . P
. . - - 2 . ¥ I \

t)‘,
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. \ - BN . - ‘
within the learning environm@nt. These competencies night range anywhere from con-
ducting an in§estigation to coping with and golving problemg.' The third variable
¢ N A 7 . " o .
. . o r
deals with the design, development and mapagement of the learning environment using
A ; . » .

learhing rescurces for student use. Resources are either commercially:produced or-

14

.teacher made'witn irdividual differences in mind. The'learning environment allows
kS

a child 45 assimilate natural and physigal phenomena through the use of materials

and ﬁ:imulates accommodation to new problems and situations. This accommodation .

effeqte logical thinking strudttures formed'by eiperiences which in turn dezelopé

a stabiliiation or ’equilibration point in the development of a particular concept

This represents an adaptive model viewpoint of education where assimilation .of phen-
| — :

' omena gnd accommodation fo new situatiops occurs with the greatest ease. This repre-

/

T/

-~

sents a translation of Piaget's notion Jf inﬁellectual development to assumptions

”

related to experiences in a learning environment. The vehicle in approaching this o
4 v .

s
14

model of education ig very much differentlthan what hasd been practiced in the ndt

t

ﬂoo distant past. The adaptive model assumes activeness, as opposed to passiveness,
/
on the part of the child. If the role has changed from passive to active learner,

the\teacher must cpange his role. 1In this environment the teacher and student assume

»

appropriate and complenentary \é around learning and decision making. The roles .

generated.and subscribed“to are individuall§ﬁ%r socially oriented. 1If-a teacher.-

-

-assumes the philoSOphical orientation, his learning environment snould reflect -this

poeition. .

- £}
It is obvious that ¢ discrepaney,,.,.. a 'dis-equilibrium exists between what

L)

the learning environment could provide and wﬁat, in actuality, exists in many schools.

'To provide for an adaptive educational system is the goal for which we should be

~

willing to and must ask penetrating questions. pr can a teacher match patterns of

6.

S

individual abilities and styles of performance ip certain situations to the method,

substance{ planning of instruction, and development of learning environment?
P - . » - - » . .

I
e
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‘ "’How can instruction be accommodated to the interest motivation, and reinforcement
\ A .
b levels of the tndividual? At the'rjisk of sounding pessimistic my observations about

*

_ograms‘ teachihg? students, and use of the 1eafhing environment lead me to the

; *

1llowing conclusions. e

» ;

I YU NPT R

1. Teachers expect “students to assimilate teaéher pre-selected concepts
presented many times on too abstract a levei
!
2. Little attention is paid to intellectua1<develop nt in terms other
\ than that expressed by achievement/test scores, type ‘of activity
\ engaged in, or acg}yities cgmpleted

3. ‘Teachers expect studgnts. to accommodate their thinking structure o 1y -
Tt on a very low level, that is, through imitation. :

. '
a ‘1 ' / ~ \

oG, Communication patterns are developed and encouraged bevteen and | .
from teachers to student rathér than between student and student h

AP wany 1earning environments contribute to the self- actualization and
autonomy of the teachers only. -

\ |
"t6. The curriculum and its organization\oggentimes presented represents

§ a frustrating experfence for students ‘who feel they must learn X
everything and for téachers who believe they must know everything in
the curriculum

1

1
\
b . .
oo 7} /The idea ¥hat all problems have an answer or can be solved is a mis-
conceptualization frequeritly developed by.teachers and children.

AS;? A child's contribution to the development of his 1earning environment
¥ ; , 18 severely limited. ., ;
“ v .’,’ s, 4 . ‘/ .
focus on teacher competencies is to help the teacher
survive o the school yather than to develop student conpetencies

~K ' 10. Individualization is conceived as a on -to one process which, if
%R’ perceived as only being this, 1s difficult to achieve..
,llX Students wi11 initiate their own learning only to the extent that
\ teachers allow them to and on an expectation level coincident with
v the teacher 8. 1

4

'

C12, Many attempts at individualiz ion reflect ‘the philosophy that there
, is only one way to individua

exists in that many helieve an indﬂwidualiz d program, commerically U zf

\
13. misconception, dangerous to attempts at a\c%aptino individualization,
produced, is.the only input necessary

\

\ ) g 14. Many so-called attempts at individualization simply replace the teacher
— with the student and do not attempt to change traditional, or uni—mod 1,

\\ o methods of learning. . \ .
g

’ ‘ -

Q e ' \. ¥ 8 < B . . . ‘ .
IERJ!: } . \ . , 2«)' > ) ‘,




.
15. Many teachers do. nft allow students or provide them with opportunieies to
identify and select altarrazives eor lzarning.”. - L% -

5 N . ~ ,
" 7 1s. qupectation; of achjevement or mdstery of objectivés s for the’lafge part ‘
set by the! tqadher and his instructional program.

t ‘ .
17. Diagnosis and\prescription are not c0nsidered a part of- the student s .-
competencies. \ They come from the teacher alone to enhance the attain-
, ment .of bohaviorally oriented tontent or academic process objectivess
Diagonsis ang prescription are’competencies a. student 1s expected to i T
develop by watching the teacher rather than becoming invélved in with

the teacher« . L.
) 0 :—:;/’

18. For the most part attempts at individualization originate with’ either the —ﬁ ‘
teacher or» administrator and usually wesult in the edict "'...thou ghalkt ¥
individualize * withouf attention paid to individual differences in -
teacher personalities, knowledge, and commitment Efforts at developing - R
strategies of individualization succeed when adequate provision is made .

for staff development and in- Service education. ‘ Ce v
~ ' :

19. Some "so- called‘ individualization proceeds when the student has aocrued
. time tokens for finishing ”prescrd:ﬁedg material at a fast rdte.. ’ -
20 * Use Qf\parénﬁ and local community committees for consulting and adyising B
’ is seen as frivolous and, inappropriate for the process’ of individualiZation
individualization-is seen &% a process separate from’ eocializgtion rather

than deveﬁpped thrbugh socialization.

2
a

22, Evaluation of the strategies Iu” individualization is usually an internal
rather than an internal and‘exteqral process supported by the institution

’

It is obviou% that the term individualiration 13 used quite often in tife liter-

) . ~

ature. It is not fhe function of this" paper to defthe the term bué to i@press upon

- “ - .

the reader that thé\process,of individualization (with its many connotatiorns) repre-
14 . \ -

\ ) ' - . S

_sents the focus of thf efforts in thd role to competency development sqﬁége\far -

A Y
.

teachers and students‘\ ’ ° . ?

y = \’ : v '

The support system in which: the pre- service/reacher operates ig importaﬁt be- {i~

\ -'.:-
cawn¥ it “gsupports or nurtures certain behaviors either intended or not. intended o

-
Py

as thex case may be;«LEarly efforts to control the support system for pre-ser-vice

5 :

education resulted‘in laboratory schools. With the advent ¢f social awareness and
R s - y

increased invoTvement in ‘real world school problems some educators began to move

o’F into the schools and now assumayactive roles in progran and staff development
~
{ .
activities Pre-service education has be@n most ¥fréquently eriticized frofi.the ¢

- .

L3
r

standpoints of 1ts nature and staging of classroqm teaching methads gxperi nces,
as QF Qdg £HI -

, 2 . 26¢ ;. Tt { A Y
~. . 1 . . - - K ., . @‘E .
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‘teacher centers. Lack of communication between.and among college faculty and co-'

N ~-
.
s
& 3 ‘

] v
When the approach\was_too heavily oriented towards theory on campus, the teacher
v o Yy : ~ * . * '
practitioner waa not pleased. When the emphasis was strictly on the practical "how
. ) . b

to’ strategies in the field, college faculty ''devalued’ the Program. The current

trend is towards orchestrating the mix of theory"and practice in public school.“
- 3 . '

S
[

operating teachers along with xigid compartmentalization of math, science; social
sciences, reading, and.child st 'y contributes to repetitive.experipnéeS, conflict-
ing  theory, beﬁildered students, and frustrated coope ating.teachers., Being open
to valid criticisms, helping pre-service teachers ent meaningful,educatiOnal ex-
periences sooner, exploring the implementation problems associated with the active

integration of ourriculum content areas, and building communicative partnerships

= ! .

with classroom teaching teams are essential ingrediépts in the support system.

: ‘ . \ -
. Specific pre-service experiences should allow students to: . :

\

T L 'PYOVide weekly clinical experdence where the' pre- student teacher can
observe and assist teachers, \

- . . -

2, explore inquiry, content, unit integration, and logical planning processes

with children apd cooperating teachers; o *

¢

%

3. disqﬁés, plan, ‘test, and assess an array of approaches to Instruction as-
a member of a team of educators utilizing the full rang@ of eXperience re-

" presented by a team of: educators

4. study "children, classroom behavior dynamics, and the balance or imbalance
of the curriculum as .evidenced in a Teacher Center, o ) >

'S, acquire a repertoire of specific teaching‘strategies unique\to reading and
¥*anguage arts, scienae, mathematics and social studies,

6. become aware of self, the uniqueness and the identification of teacher roles;

»

7. .become aware of the minimal generic teaching competencies 'necessary to the
individual'’s successful entry into teaching, . -

6. d4nitiate and maintain.a professional dialngue with peers and significant
supporting faculty on campus and in the Teacher Center; ] e
i etg N
9. assume’ primary responsibility for creating and maintaining a data base’
about individual candidacy; and, o

f .
- ———

. 10. develop the skills with guildance in assessing data of candidacy lcading
. to self evaluation ‘and the design of a professional growth plan. :
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. I would like to think that consideration of the characteristics'and support
systems operating and influencing pre-service education would represent an "environ~-
mental” approach more akin to a developmental model as opposed to a "sequential pass-
age through hierlrchical experiences as(evident in a gtrict assoéiationistic A
. model‘ The problemefor the'teacher educator becomes one of how‘to match the efper-
iences withathe supponéfsystem and charaoteristics&to'bptimize the individual's
learning experience. In other words, what is avpossible design and focus for pre---
service experiences thst takes into account the student's needs and professional e
. growth? The'folloming design represents an-organizer for a pre-student’teaching

methods course that integrates or focuses -on different teaching models for science

P
4 1

and social science.“~The;design is based on the assumption that an individual must

{ . .
feel a need as dete %néé‘by a discrepancy in his perception or style of implementing

/

certain roleg, teaching models, and competencies. Generating or reacting to value

statements represents the first step in the series of adaptive experiences. The

. ~
- .

statements then provide a baseline from which comparisons are made to either the

: pad

pre-student teacher 8 perception of teaching or his method of implementing instructior
in sciente. Different situations with different individuals call for a role ident-

, -ification and the implementation of digferent models of teaching and competencies

’ derived Erom the roles and*models. Discrepancies arise and the level of self-real- .

I

,' —

ﬁ%serviCe student proceeds tojestablish learning goals of immediate or long range

stature; Limits have been, imposed with respect to the range of roles and models but

’ . - i . - .

‘not with competenoies For purposes of .review the roles coveredfin the "competencY

-

,block" experien;e for science (and social science) pre- service methods block are:

+

"

and social "teachnologiat”.* The pre-service "pre-student~teaching" course deals
. . ' " ’ N ’
heavily with the role of instructor and instructional designer. This is not to say
\(

that other roles are not Qxamined itiis just that the parity agreements with the

scho 1 (teacher center) have resmfged in a social’ system and support setting maxinall

conducive to
e I:KCMA«W s r'v‘u S

o e var W oS
11' ’

L3

ization the gneater is the awareness of neéds. Once the needs are realized the pre-'

ihdividual instructor, instructional designer, interacting agent transforming agent.
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° 2

to the develapment_df these two roles.. It is the author's perception that the inter-
acting agent, éocialapeachnologist, and individual roles are better supported while ~
the student is "student teaching. DRole development is cumulative and differences

in the form\Bf unobtrusive measures can already be seen in some students currently

L3
3

in this system. The certified teacher's (in-service) status as currently viewed in

-

thg'scbool provides the framevorl: or support system for the development of the trgns- -

% ‘ . - )
forming agent role. MNeedless to say different teacher centers in our own Clinical

- §

‘Education lletwork, 'spark different role developments and are themselves at different

s

"levels of sophistication, i.e. poor to good with respect to progfam and staff devel-

opment. It is over a long period of pre-service in-gervi::-expn.iences that roles-

and couwpatancies-are developed. . . '
v

The, pre-student teacher designs developmental experiences, Eost of the g%me

»

with the instructors, It beginning; intermediate, ‘and advanced levels which corre-
. spond roughly to the assimilativé, accommodative, and adaptive levels posed in the

Piagetian paradigm. The last stagz is perhaps the most novel with respect to course
-} . . -
+ outcome. Usually the end result(s) of a course or set of experiences is a product
. ’ /1 /
or output assessment of what a person has achieved with respect;&g instructor pre-

&

- - N ¢
" selected gpals. Since the pre-student teacher has determined his ovm needs as well

s

as long and short term goals and experiences the outcomes of the course hagstto be
! i N .‘ « [
restructured to accommodate this behavigr set. Another notion to be considered was
1 .
- ¢

that the pre~studeeidpgacher might viev the end of the course as a terminal rather

-

 than a beginning point in the futher development of roles, models, and competencies.

. Thg;individgal is required to identify the competencies he 1) has attained dnd‘Z)

.. . \ 3
would like to attain in the science/social science student teaching methods exper-

ience. T%is means that the pre—student'teaéher will have identified the compgfencies-

°

™~ ) , ,
ayd roles so as to design the experiences on which he needs to build additional com-

. U . .
petencies. The stepwise procedures used in the course (see figure 1) involve the
»

student desighing a‘contract for each of the teachiné models. The contract itself

.. .

o fs composed of séven essential.components .stated as follows:

29

ext Provided by eric [ ¥
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pre-service level, *

o0,

4

e’ \. . . ' 29 a ./ g \
r - \ \
"l. From th® value statemept sheets identify your learning experience objectives
: for adapting the teaching model. . k
2, Describe how the teaching model objectives stated above are related to theJ
teacher competencies you plan to develop through short/long range planning
3. Xdentify activities you intend to ‘do to develop the compétencies under the |
model ¢
N ’ ’ ,
4, State resources to be used in your learning experience : N
5. Identify quantitative and qualitative components of the evaluation process ' N
e for your learning ‘experience objectives . ' \
. 6. Record your long range competency needs. ‘ - . { v
" . v - - vl
. 7. Identify agsociated learner competencies that thé model promotes.” \
. ) X ' . ﬁ \

* 7 - * * f ’ : . \
Experience S ‘ . v e !
Span Pre-Student s==m=mcmecomtommomaneaaaaa- = Student Teaching' \

. a : . - ' . o
Roles Individual - Social . L ,
\ U Teachnologist ) , \
’ Instructional Interacting . Transforming ‘
. Designer -Agent - . AgenP\
Ingtructor . o ’
Sequence ) Responding to
and generatisg &
value statements '
v Discrepancy - T )
; - ’\\\\> agapemress in g . { ,
. pexception - . . .
implementation \ .
4
. ' - —~
- , . . Need awdrenesg
VY . 'Immediate[long;range ‘ “ .
goal establishment a7
E . . Developmental activities - . ¥ <
. y i . in an, adaptive arena .
Y : R . of teacher centers
LN ) )
. Generating process of
y ! . competency attainment
oo ' . . and needs for student -
. > teaching .
- ’ - v - J v h
\ o Tigure 1. Developmental sequence of experience for role based conpetencies at the

L4
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in addressing each of the seven points and just delineation of experiences as deter-.

-,

_\;jontracts are clagsified as acceptable or non-acceptable on the basis of completeness

" mined by the student and instructor. Contracts are then implemented and evaluation
. 3

t
'\of the fultillment of the c9£E§;2; is made. Throughout the phases of the.experience

\ e N :
quantitative,and qualitative components .are stregsed. Finally as a result of con-

. A . . £ -
tractual experiences the student identifies actiyities and competencies,he expects

L}

_to develop in the next term of pre-service training vhigh is called ""'student teaching
By fol owing sueh‘a plan it is the desire of the course instructors .to begin shaping

the social system, type of experiences,,and continuityuof training for elementary
- [ 4

school teachers. Redefinement, continued evaluation, and further research is needed

.to fully examine this role approach to the development of science teaching competen-

cles. A real test of 'adaptability" for pre-service teacher methods instructors

e

will come about and hopefully some process of evolutionfrather than revolution will

become evident, ) S .

V. SUGGESTIONS, IMPLICATIONS, AND WHAT COULD BE : ’
» ) .

E)

The statements made prior to this section were necessary and are preliminary to
] . A N »

vhat now follows. It is an attempt .to integrate the notions of roles and competencieg

within the assumptions of a process hirected towards the individualization of teacher ' .

. education ¥n favorable support gystems, using the AAAS‘Guidelines and Standards. .As

)

such the Standards and Guidelines presented in the preliminary report are not changed

jbut used within a "competency’ and ,environmenf‘/frame of reference. The resultant
: ; . A

! @

effort of this integration is what provides the “perspective”‘alluded to in' the title

<
¢

of this presentation. .

Certain letters and numbers will be marked with an asterisk Theée items are

.

verbatim or modified statements taken from the Standards and Guidelines Preliminary

The bulk of ‘added statements

-

Report around which othex\statements have been added.
with reSpect to Instructional management, relationships with children, and team teach-
ing are derived £rom preliminary working grafts of papers that led to the Universitr"

of Pittsburéh's U. S. 0. E. Model for the Training of Elementary School Teachers (10).

e : .. . R -

T 4
. — N
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A, AAAé Standards

M

' The §tandards are c1ear1y designed to.establish appropriate conditions with

respect to teacher trainin~ experiences at the higher education institutiorm,

- i\’f’,

Whete the word “institution’ assumes this physical denotation in the Preliminary

Report it should encompass not only the college or university but also the Teache:
Center%> In this sense, the éxperience would be part o? the C1inica1 Education
Network and Would increase the opportunity of involvemedt with adequate faci1it1e‘

and materials as well as indlvidualized instruction matching the needs of the

’

pre-service teacher nith thelenvironment of the school Rather than prov1de
separate facilities, resources for preparing teachers éan be shared, I present
‘. one sttong statement of caution. Schools are stagnant/and henoe, are not what
they\shoﬁid be._ Parity agreements can be made for two reasonsé ffrst, to ipprove
. \ P . i
the‘program and staff experiences in a schooi and second; to improve the ofaining
o CT . ’ L ' . . 3

experiences of prg-seryice persomnel in the Teadher Center. The ultimate goal

1 being thé\development of impro}ed learning experiences for children in the $chool.
. )
»  If the focus on program and staff ‘development is "poor" to begin with an impactinr
\

of unfversity students in a schodT would be disastrous in some cases but hene-

¥
ficlal in others With r°spect to full or partial impactin° models I do not
’ ”x

support one or the other for it depends entirely on the situational parameters
and participants. If the focus is on prg-service.training, i.e., places to take ,

pre-student and student teachers, any over-emphasis on this stance could-and.

Al "\ 8 B
usually a1ienates college or university facuity and cooperatingﬂgeachers and
[y N . '\‘ ’ . . (83

administrators in the public school centers. In essence paritywagreements ¢
. . i = ‘ ’ . ' B
_need to'be Tbaianced@ and conducted with justice for all involved. With these
e * .

thoughts in mind the standard$ are now presented.

) | ~

S % STANDARD I

The institutions should have at their disposaff
. A «
a, 1aooxarory faciljties. which*will accommodate pre-service
> " student activitides ranging from predetermined professor
conducted exercises to student constructed experiments; and,

) N . r
- . 3 3:)
| &
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>

science-equipment, materials and resources used in well
equipped elementary schools. ’

* STANDARD II : s

b,

~ - ’

Institutions involved in the- preparation and development of
/ teachers should make every effort to allow for individual
" differences among those teachers by—planning or allowing
- for experiences so that they may progress at different rates
! and by giving credit in completing minimum pfogram requirement$ .
for competencies acquired before, during and/or after certifi-:

.
o
T3y pad
»

)‘ o

A

Fay

“cation . ) .
\ I

.3

P Doy .

B. AAAS Guidelines

- The guidelines represent those dimensional parameters that pu

. .

ture the devel-

’

P

M ’

[ 4
med of appropriate competencies. This effort by the author i% not designed

. t categorize, in'an gbsolute sense, '' statements -bf competencies It is
G k‘

designed to provide a framework from which. competency attainment dnd for-
Vkl

a [} ’
* ‘mation proceed to develop the ethic of "the 'science' of educat1ng" fh\con—
Ll N \

b junction with the ° art of teaching , an issue that needs Lo‘be explored in\\\

3

the C/PBTE frameworL For sake of coherency the ;eader must rntegrate the =

=y .
At this gime, assumptions

0 , /guidelines with the role to competency notion
! / 3

T
.

) are, made to provide addltlonal 1nsi°ht for the reader,
. o—

* ROLE: -~

rr , '
Science experiences for elementary teachers
Individual

*GUIDELINEI
should develop those attitudes im teachers which result in
improved tcacking of sciencz in their classrooms, a moze
scientific approach to questions which they face in their

daily live's, and an JAnterast ia scienes relatad. activ1cies )

ASSUMPTION: Attitudes sre developed by each’'individual as
° - inquiry and self-appraisal become a patterned mode of behavior »
N

¥
v ]

%A, The teacher will demonstrate confidence in his ability to make reasonable

inferences by doing so when presented with empirical data - ) .
The teacher will demonstrate and assist children and peers in:

*\‘ v

. 1. using special methods and materials in achieving mastery in
- adaptive thought processes, .

I.

. , 2, )identifying or discovering problems; ' .

3. desiring problem solution;,‘




¢ -
T - . -
b &
1 33 .
‘b _identifying approach mades to problem solving; ) ' FS
5. achieviné solution of pioblems; ’ '
6. acquiring curiosity and oéenness of attitudes and stance;
7. developing effective questioning tégﬁqique;

gathering supporting evidénce;
- R r .
9. analyzing data;

t
.

L. 10. drawing ipferences and generalizations o RN ;
11.  associating név knowledge with “old"; R
12. analyzing streugths and weaknesses in logic and thought , v
proc 8ses; A ’

¢ B

$
13. encouxaging children to show curiosity and inventiveness in
*  sclence by helping them to design experiments to answer their <
questions. *

-

" %B, " When judging the validity of a statement Which is presented as fact, the
teacher will rély on empirical data and inferences derived from evidence

rather than authoritative pronouncements.

Y

I, - The teacher will demonstrate and assist children and peers in: ‘
AN
' Ll
1. developing effectiﬁ%.habits of COnsideration for new ideas and ¢
. experiences;

2, aooraising understanding, empathy, and communication;

3. exploring new conceptual and experimental_reaims.
. . . R

*C Given a statement or. circumstance that seems inconsistent a7ith the body o#
scieneé, the teacher will demonstrate his belief in the self-consistency of
sciemce by reserving judgement or attempting.to test its validity._

I. The teacher demonstrates his personal capacity to:

¢

1, deLineate comprehensive growth objecdtives;

2. implement personal dimension inventories;

articulate pergonal characteristics;

(

4

o - *Items indicated thusly‘are verbatim or slightly modified statements taken
: from the Standards and- Guidelines ‘Preliminary- "Report- -and - designate only ,
‘the sentence or statement that follows. i
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~

4, analyze values and attitudes; \
; & % g 2 . . ‘ .

5. seek counsel whereyer appropriate to personal growth;

6. modify personal‘'behavior after interoreting evidence;
7. ‘help children develop a personal appraisal and:fenewal‘éystem. )
A .a /“-‘.’» .
¢ * v -," %
The_teacher will demonstrate his interest in“gcience by activities guch as .-
* S P -, £ g

science reading and conduc;ing experiements. o ey
E ‘?

]
*1, The teacher will read science related articles and‘Books whiéh are

o

% not required as)part of a course, .

*II, - The teacher will plan and conduct‘experiments on his owm volition.

-

N ’ 2

“GUIDELINE II: The science experiences ROLE
for elementary teachers should develop INDIVIDUAL
competence in the processes used in
sclence as part of systematig, rational INSTRUCT@ER
inquiry. . ) ,

ASSUMPTION: e instructor role focuses on behaviors related to
reglizing the/unique features of the Tharnmer and the "matching"
of learning epivironment characteristics with these features.to
build content‘and develop process skills.

_A, The teacher will achieve and demonstrate knowledge of scienqe
*  processes. . L . \ -

-

#

I. The teacher vi11 demonstrate and asaisé childxren and peers in

developing competence in: g . 1 .

‘L. observing and ‘measuring;

*2, defining terms operationally when the need a

*3, /pe&lecting and orgdniizing data as well as describing the
* frational for the organization; " .

’/ 4. recognizing problems; ’ . - ' - ’

’ *5., constructing-hypotheses, inferences, and generalization; -

v .

6. interpreting data; . e - : - ;J/ N
- 57. constructing experimetal tests of hypothesea, inferenqes,
. 3% .and generalizations;
*8. accepting, rejecting, or modifying a hypothesis, inference,‘
or generaljzation based on new ideas andrdescribe the basis
* of the decision; L

35
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s .
*9, | recognizing -the need for add\i\cional information-in’ some
situations by:sqarghing out the information as.designing

]
% t; .
g an experi.men H . ;\ - s B |
L . \ . i
+ ~10, building, pest{ng, and revising ?odgls; o
_ *11,  describing experiments dqrally or in writing with gufficient
-~ . : clarity” to allow for experimental replication, .
’ —_— ;
* . - CONTZND
Lo ’ . .3 D,
PN A. | The teacher will exhibit a _strong, in-depth, knowledge and comprehemsion .
N ‘| base in a self-selected sclence contént area. ' :
) I. The, teacher will develop a knewledge and comprehension base- for
‘ ,-f. children, through experiences with: - o ‘ ) 7
3 *1, mea§urement; o . P N
M * - ¢ . +
1 ¢ . " . .
‘ :R %2. .classification, catégories, and criteria;. . ,
- ~ \“ '\ . . . ] . . -
. AY b %3, compdsition characteristics and the structure of matter; - 7
2 N ' M : ‘ ' -
o \{ *4, interactions of.matter;
A \ ' ) ' 4 P
>, %5, conversion and conservation of energy;
b - 6. " curflent. soclally Yelated science i3sues;
b - . ‘ N\
+ *7,  growth and repraduction; - .
8. evolution and,gapezics; N8 S . -
' . ' . < 5 L
9. yuman development 48 a function of the’ environment;
Pt . ‘ ' ' B PR
B , "10. manual skills uging invetigative equipment; ‘ﬂ '\f ’ :
< ( J - "L HE
- \&1.. applications of scientific kyowledge and methods; .
- .
. r ‘:112' ~sclentific, social, ‘and moral, implicationss e
. ; . R £ o ’ B N / . ; . : ,5? - \‘ ’
N ) ’13:\?ﬁ1dentificqtion of objectives and structural asgeqﬁg of eachd
i content or topic area; f; A
P b - e + " 14. creationism. o * ,

-

: -
. ¢
= . »

It is the* authsr's personal judgement that a more complete description of be-}

* 'haviors related to inquiry can be found in the Handbook on Formative and Summative
Evaluation of Student Learning by Bloom, ét.al, Although the behaviors are desig- \
nated as student behaviors they represent those that should be déhonstfaged also \
by the teacher. This is strongly imgiied in Guideline. IZ. ' * ) \

Qi —
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. ¥
*GUIDELINE IV: Science experienceé should be selected " ROLE:

" 80 as to dev@lop a capacity and disposition for contin- INDIVIDUAL .
uous 1earning shich the teacher should demonstrate by . ©
habitually engaging in sciencejactivities vhich will 2
provide new.information and experiences capable of SOCIAL
affecting existing atﬁitudes, ideas, and teaching. TECHNOLOGIST

ASSUMPTION Learning’ is continuous not only for the child but:for the
teacher.. Self=development, motivation, and empathy are key elements
to be nourighed in the process of continuorg learning.

. ; ? ’
*A, The teacher will demongtrate his capacity for a dispostion towards
*
g b, continuous learning. |, \ )
- I. _'I.'he tegcher recognizes personal traits affecting his learning
process and uses tﬂes_e in examining his:
. 1. flexibility of behavior; * "
2. personal strengths and weaknesses;
) $¥%3, vieWpoints on contemparary scientific iseues and they
) learning process; |, .
” . . 7 .
; v 4, ,attitudes toward authority and s‘upervision'
. *5. ability to obtain relevant information on scientific and
] educational issues; A4
; Yo ‘ Iy
- B 5. formulation of self-developm:nt plang to overcome\lgniting !
] factors; -
, / Lo + i ~
) >_ *7. action to eliminate gaps in his educational baclcground; .
1 v >
- - 8. modificatlion of personal behavior after interpreting evidence ~
) ’ of performance;
. 9. self-acceptance by being attentive and reaponsive to- children
‘and peers;
—~ _~ 10, ‘empathy and concern for children and tneir edncat
2 L s
11. objectivity and rationality in dealinv with each pupil's |
P intellectual, personal, and social prohfems, -
A i f " .
12, confidence and emotional control in responding to ptessures .
' and problems; ) g .
' 13. £flexibility in personality by providing for differences to )
pupil ideas, wishes, aetion, and feeling, . _
e, » ', -
] ‘14, degree of uneasiness as chi]}l*e{mention anti- or social
| behavior; v C "
T w AN - ~N . "!'
Q , & . 3 37‘” ) . :
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. 15. allowing children to vent and express strong personal
feelings; .
/ 16, skills for intervention and non-intervention; .
Ty iy
e ’ 17. creation of anxiety producing learhing situgtions;

\\\ 18,
o By

. /
expression of attitudes. \L " :
H \ v

, | \
. ‘x'i‘\he teacher ‘effects strategies to prixﬁcte Lé motivatriqn of\Iearning

. \ - . '}
1 8 / by: W \
. y \\ i I
. N - Vo
. . 1. m}fnta\ining a cheerful positive stance; \
s 2. approaching instruction ‘witlﬁ apprOpriate energy and \
- N enthusiasm; . : Vo
3. - ‘realting prior experiences to new; ’ “
4, utilizing appropriate vocabuiary for pupil background
- 5. recogniz?.ng and accepting ch ldren 8 ideas, eﬁforts, and
. . contributions; ™ T .
- %
' " 6. enconraging maximum child par%icipation;
7 Vo< . - '
/ / 7. challenging children_to search for meaning;
. 8. using pupil experience ang knowletlge; : Yo
o 9. provinding gliverse realistic and relevantm -
! increase pupil interest ‘.’
o - ' 10.  encouraging pupil initiated group activity%;
11. maingaining reasonable pace for group acti'\\iities; ’
. . ' ’ TN
) . 12,  helping each pupil compxghend the motivational co‘ncept% :
£ 7 BN s o ” » * ; N <
7 s i
( *GUIDELINE V: The institution vorking cooperatively '\RQLE:
with schools should provide experiences with INSZRUCTIONAL
children and schools sg designed that the teacher DESIGNER ~ .

develops the skills required for ‘effectivé instruc-
tional management of the science program.-

. : ’( - . . . -
< ASSUMPTION: The teacher provides an outstanding learning environment
that is accommodative to the.needs of ‘the learner and overtly ‘matches"

- A
- . resources .in the environment with pupil characteristics and goals.
o
~ - ~.\. A. - The teacher, prior to interaction with the student (pre-active phase),
“ o -demonstrates competence in, planning resources into the learning.
4
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. .
environment, establishing a physical learning environment, developing

strategies for individualization, maﬁing just curricular decisions,

being prepared to diagnose the entering behavior of a child, making
» ) - v

assessment statements, and specifying learnming goals.

\

-~

I. The teacher's ability to"specify learning goals" is evidenced

by his competence in:

“

*B, The teacher vwill demonstrate the organization and maintenance, during

— . -

AN .
identifying learning objectives appropriate to developing

*intellectual or process skil}a\and concepts in science; and to

o
state learning objecttves in terms Qf student bghaviors;

identixy examples ‘of objectives which illustrate systematic
thinking;
interpret 1earning outcomes in terms of acceptable criteria
of performance;
5 . [N N .
“ecjfy-interrelationships among the various types of learn-"
ing gvals; ‘ -

translate broed societal aims for schools into relevant 1earn-
ing poals;

LN *
communicate legrning objectives to pupils, teachers, parents,
adminstrators, and community;

. i

assist each pupil toward mastery of personal specification
of objectives;

identify and construct instructional modules or units which
contribute to specified lonPterm goals of science teaching.

v
3

instruction, of a classroom environment that:

*1,

*2.
3,

.'¥4 .

. v
schedules class time to allow for bothsgroups and individugl
activities designed to accomplish specified objectives;

demonstrates the introduction of a science activity in such
a way that pUpils are motivated to conduct investigations;
and to

create an atmosphere in which children participate freely
n planning, ‘cerrying out, and interpreting results of °

investigations . .

use questions to assist children in conducting an investi-

gation without telling them what to do or giving away the

* expected results

. 39, -
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. -~ '®5. arrange instructional resources ir the clagsroom to maximize
pupil interaction with the materials, . ‘
' . : '*6. locate and use instructional resources available An the
‘\\ schdol and community;, ‘
C . \i *7. list sources of sciehce materials other than'local ones;”
§ ~ create a threat-free atmosphere; .,
’ - 19, eetanlibn a system for~puﬁil gself-direction;
< 10. prowvide multi-activity centers of high interest level;-
& 11. stimulate free expression 6f ideas;
' »
. 12. provide for an efficient flow of and orientation to newn
- ) media and procedure' ' ) . ~
13. ‘provide a physically safe, healthy, and enjoyable environment;
\4 . . ' s .
14,  eatablish a pattern of consistent considerdtion for individual
rights;
. - . -
! 15. provide the appropriate mood to reinforce quiet or active
. ’ experienees; . .
. a A
16. maximize pupil Success and the resolution of human and goal
. cor¥lict; e . .ot
17. manage Brderly individual.and group procesges; -
18. provide appropriate procedures for pupil.feedback about the
- environment. ) . &
2 \) ‘ . ~ =

—

*C, Thezggggner will demonptrate the ability to select and tse a variety of

— .,

-
[N

&1,

learnigg strategles appropriaxe to Various 1earning requirements by:

a

matching appropriately materials, media, and activities to
_ objectives for scrence instruction;
gr
e

1éentifying instructional materials and 1earning activities

for different learner' interests ard capabilities;

translating educational objeétives into pupil.objectives, ‘
’ qo/
preparing evaluative meaSures of pupiluprogress toward
objectives; -

- -

te
'

applying knowledge of ghild develoment to curricular deci-’.

g LRk

specifying objectives of she learning task in terms of pupil
behavior; )

‘9!
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8.

*9,

12,

%13

11.

/
/"_ L. 40

r

diagnosing each pupil's characteristics as a learner in
reiation to that task;

0 N

organizing oneself as teacher guide to support learner in-
volvement; '

’

modifying planned strategies as a result of uneXpected pupil
performance'

insuring progress toward mastery by each pupil at an appro- )
priate rate; )
I \ L

providing opportunitieB for active involvement for every

pupil

planning for pupil evaluation of quality and quantity of
learning. experiences, . . s

directing individual pupils to sources of information in

conducting investigations not of interest to the entire
class. © .

*D. The teacher will demohstrate the use of various:individﬁal and group
\, assesg;;nf\investigations to determine whethér Spécified objectives
x . . N '
\ . have been met. This would be evidenced by the: o \\\‘ t‘*\\
i \ *1.  selection, or construction, and administration of assessment N
2 items requiring pupils to use concepts-in new-¢onterts and: N
\ inquiry skills in new problem situations; " \\\\
‘ { :‘ ° a ] . ‘
. \ ) - 2, utilization of evaluative data to retain or modify objectives; ]
\ ' -
\ 3. preparation to clarify objectives and evaluation procedures
\ -With\pupils° . > - J ‘
X . %, distinguishing between acceptable and upacceptable responses
. ‘\ . ,to assessment items in science; : '
" f' *5. " use of‘'various assessment devices to determine~the“degree to - ;
T - which pupils possess necessary prerequisites for. a learning
- ' tagk; . . ‘
yoL ‘ "
¢ \‘ 6. recordina .of data to establish a re1evant data bank of pupil
\ performance' $ -
l i < . Se K > -
L Y testing of instructional hypotheses and evalnating results;
- . .y L
Lo %8, use of results in planning subsequant 1earning activities;
. %9+ description of results of evaluations to pupils and parents
. N : 8o that it is “clear whether the pupi] is or is not mgking

reasonahle prugresa in science.

41 -
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The teacher will copstruct a sequence of learning activities on the
basis of long-range objectives and knowledge of prior pupil performance.

The\basic competencies reflect’ the following ingredients:

) : Lt i

*1, select or construct alternatiye 1earning activities when pupils |
demonstrate that they have adhieved the objective of a science

activity prior ‘to its being carriéd oyt and when prior instruction '

- has been unsuccessful' *

%2, construct appropriate and significant science. activities for pupils

whose lack of ;achievement indicates-that they are not ready to
continue with the rest of the class (Note: This assumes a norm-
referenced a&,Opposed to a criterion-referenced support system.of
evaluation),

Nt

*3. 1identify a learning sequence appropriate to the.devélopment of il

skills and attitudes which may emerge over a long (at least two-
*  month)" time interval;

»

’ »

%4, identify the information and conceptual knowledge prerequisite
for specific - science principles, laws, and theories and mal
reasonable inferences ~that these prerequisites exist- before
attempting instruction dependent on them. -

N\t 7 .

* *GUIDELINE VI: The institution should insure that the’ ROLE:
teacher possesses skills required for effective human | INTERACTING
relations with children in thé classroom by carefully ) AGENT
screening candidates for the teacherx education program |
and/or ‘providing experiences in vhich students develdp INSTRUCTOR
the required behaviors. SOCIAL

- . TECHMOLOGIST

ASSUMPTIONS: Teacher roles and competencies are developed relative
"to student roles and competencies in a supportive ‘environmént. B

Thg teacher recognizes the importance of individual children.

s ¢

*I. The teacher will dempnst;ate the ability to” accept pupils as

1ndividua1s by respording to manifestations of individual
\ N
differences in a controlled manner, and by:
. / [ ‘ .
1. communicating effectively with individuals through oral ‘
written, and behavioral processes;

2, stimulating pupil participation as ayresult of communicative
. style; . .

4
o

3. listening to pupil questions and reacting eFfectively in
dialogue;

4, minimizing digrenéivé infiuences; ’ -

N\

-a
te




¢ .

- : Y
- . .. 5. Ahelping each child to develop many aspects “of his intellectual -
) Co social, and emotional, being;

-

xé\ y
.

*6. remaining relaxed with a calm demeanor in the presence of -
: . . _ pupils who are creative ask probing questions, and present
: challenging ideas in science,

. %7,, exhibiting patience with the pupil who has poor manipulative-
. 8kills in handling equipment or ‘who is slow in acquiring
prdcess skills by 'giving words of encouragement or deferring
required performance when the child shows evidence of extreme
frustration‘

0 8. treating causes of deviant pupil behavior rather than the
behavior, »
9. establishing individual/rights and obligation among peers;
s /
- ' 10, involving pupils in self control patterns,

I
11. 'minimizing pupil inﬁimidation or embarragsment;

{
¢

*12. empathizing with sfiidents having personal problems by modifying -
requirements for that individual‘ ] PR

.

mpathizing and a reciating children of divergent backgrounds
28ts by 19teningat§£ntive Yo and rationally exam- AN

- . \‘\‘\-\a\\“;m_n-ining the co from rural, urban, subur-
T ban—“aﬁa'forgign CUIturEaT*tzg\fi

.. / . e

*14, .demonstrating control over expressions of*attitudag_—feeuings,
and emotional reactions\as -shown by voice: quality or facial.
and ‘body gestures when responding to children 8 statements

.j&vor questions about science; " .

-

vl . *15.., demonstrating'the ability to analyze reasons for unacceptable
y gocial behavior on the part of the pupil by inferring causa1ity
after viewing a real or s 1ted incident. ' Testing the pl e~
sibility.of the inference by examining permanent records
(real or simulated) and discussing thé incident with a profes-
sional coungelo = A
. - ;
. *16. demonstrating faith in the ability of children to make c
’ bution by encouraging pupils to suggest answers to questions
s asked by other- pupils'

C - *17, rassisting‘cﬁildren in developing empathy for and a will ngness
. to help their peer's by suggesting ways that they'may assist
‘., : others oriby suggesting understandable reasons why a child
. may hawe behaved fn an undesirable manner, -

o K
[

: i . I
b *B. The teacher shows ko;fidence and flexibility in relations—with chitdren,

N

I
%I, The teacher will demonstrate confidence and flexibility by: .

i ~ *1. making/reasonable alterations in teaching procedures in.the y

« . face of unexpected events; <:j

/ , . .43 I .
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%2,  failing to diSplay frustration or embarrassment in the face
of questions that he cannot answer; .

*3. ° his calm ﬂemeanor in the face of ambiguity and unpredictable
‘events which occur during the course of a science investi-
. gation; ‘&

-

&, 'allowing children to vent and express strong feelings;*

5. displaying skills for constructive intervention,

%6, relinquishing traditional controls in the interest of letting
individual children and small groups work independently *in °*
science; ’ ¢ ;

*7, assisting children in making plans for a science activity

*without making the decision,
I3 .

-

© 8. assisting the child immedfately by examples, questions,
prompting, hypothesizing, clarifying, organizing data, and
summarizino progress in the, investigation, .
orienting pupils to schedulés for the learning plans, to any
%§ new materials or media they will be using and to any guilde-
g lines they will be following, X
/— . N . -
flO. assisting pupils in thé‘conduct and interpretation of results
from an’ imvestigation without' telling-them what must.be done
oxr what conclusions are reasonable‘

11, providing, for those pupils who complete learning tasks
without difficulty, alternate activities such as spontaneous
fun things using mechanical, artistic, musical and spatial

«

interests. ) ’
ay ' N < °
: ’
*GUIDELINE VIL: Experience with children ‘and schools v ROL3I:
should be selactad §o as to develop . a sensitivity to- TTERACTING
vard, uné an ayppreciation for, the school and community |, AHGENT- “
and for individuals in the community including those :
whose ideas are different from his own. TRANSFORMING
. i _ : |+ AceNT
'1 . LI \ ) . . . \ [
| : SRR SOCIAL
j - B ] 54 CHNOLOGIST

ASSUMPTIbN The teacher develops communitY‘involvement beacuse- the
schodl operates within this “community environment.” That involvement
goes 'beyond just infoxming the community and includes the community
parqicipants in the making of valued eduoatienal decioions.

Y ' o AN

’
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-,' . Al t '
| A. The teacher will relate with-and to others with vested interests"in the
development of the school environment.
’ _ I. The teacher, in his relationships with others: ,
- - ' - ‘- L4 -
- 3 : *1. derenstrates emotional maturity by behavior consonant with
accepted social norms; _ ’
*2,  demonstrates .respect - for the-opinion of others; -
. 3. | assumes responsible’ membership in community and professionally"
.. ‘ orierted organizations; . ; :
4, recognizes potential impact of mature .collective professional
; : ~ * action toward objectives;
< . N ’ ' . .
, 5. effects and influences development of ethical professional
. standards;
. 6. effects and influences the establishment of relevant recruit-
‘ ' ment, selection, training, certification, and induction of
beginning and “tenured" faculty; v
N~i_ﬁ_(: - %7, demonstrates confidence in his ability by' taking considered
- action that may be criticized by others; .
(Q ) *8.  seeks assistnace and counsel from more eAperienced colleagues
' a and tales appropriate action o=
. %9, recognizes the personal concern of parents for their children,
v and shows respect and admiration for this concern'
*10. empathizes and appreciates individuals of divergent back-
’ grounds and interests by listening to and rationally exami-
g ' —~ ning the contributions of persons from rual, urban, subur=-
¢ - ban, or foreion cultures. . N -
® o~ L’
II. The teacher,iin gis relationships with the coqpuhity:
o : ) ‘ T . N
*1, _demonstrates respect for local community values and irstitu-
. » tions, even vwhen they séem provincial or limited;
\ . *2, demdnstrates an active interest in local ¢ommunity affaire;
- 3. influences and effects finanacial support for education;
‘ O S .
-7 "4 effects relevant community involvement‘tn policy and cqrricu—

6.

?.

~~5;- influences and effects“sys

lar objectives;

school ‘programs;

effects appropriate brofessio

.

*
w

matic resea¥ch arnd renewal of

ot

.4

»

.
Y

evaluaggon schemata'm .

helps’ develop and supports effective separation of personnel
unable to achieveror maintain competency in a jusﬁ manner; -

45
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9 N \ .
8. _-influences and participates responsibility in the sipport
\Of democratic behavior; . ,

. supports evaluative measures of organization effectiveness.
- s

) #GUIDELINE VIII: The institution=should provida ROLE:
- experiences which enable the teacher to function | INTERA G
‘ both as a science teacher ih a self-contained ¥ A
. classroom and as a.member of an imstructional , | INSTRUCTIONAL
‘.- team. ) _ 'DESIGN
" . . |- SoCIAL
) . 1 - - . < "TEACHNOLOGIST"
) ) ASSUMPTION: Teaming is .considered to.be an effective way of planning
#. . - for and evaluating the implementation of instructional activities.
* *A The teacher demonstrates the.ability to tontribute to team planning

4 ‘of instruction. . .

" I. The teacher contributes to tesm planning by: @

" %1, negotiating and‘.accepting eompromises while developing
_science activities to"be carried out by the team;

;- %\ - N - . ’
4 2. revealing the way he sees and does things;
+~%,  bringing out the essential patterns, motives, and beKavioYs
. in a situation in oxder to receive clear and accurate feed-
: back information concerning the relevancy and effectiveness )
- : of his behavior; d . '
~ r - , *4, modifying teaching behavior vhere it is appropriate to
. ° 1improve team effectiveness;
\ : . ‘ . )
‘ 5. ' trying out new patterns of ‘thought and behavior in order to
" ey experience t'h\e process of changé; - :
6. éica;nining the nature of the tgam discussion to.determine the
- emphasis which is placed oh content and process; !
) 7. emamining and participating in the decigion-making procedure
of the team; _ :
. 3. observing the behavior of the team from the point of view
of what its purpose or function seems to be; ) :
*9., demonstrating the ahility to work as a team without aliena-
ting other members of the team or becoming alientated himself; ',
“ 10.. helping colleagues learn\how to, learn from the process of .
. preparation-experimeutation~feedbacl; -
4 ‘ - 2. \ <
s . . 7 . .
- *11. directing a teacher aide' in a task supporting the team
Q effort without alienating the aide; ’ . , L
'ERIC e I
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%12, modifying the direction given to a teacher aide on the basis
of suggestions made by the aide; )

" < %33, _ accepting directions or help from another member of an | . -
.instructional team (lead teacher, science c0nsultanq, prin--
cipal)withqut demonstrating personal disaffecti.on, .

]

S .
) *14, tolerating differences in values, language, and behavior
: patterns of other team members; . e
#15. ' demonstrating self-control by not showing frustration or
B , anger in the face of probing questions or ideas which
« - challenge his owm position. . . .
. e ~
V.  CONCLUSION .
. /,,', i ®
There {s, has been, and will be, much X_ritten on %mpet/:ency based teacher
education. Its spirit and intent as a movement is being scru itinized, clarified,
. 'and exploited extensively in the literaturle; t how much -#f" these ideas and"

concepts are consistent with each other remains to be ascertaine&d. What is highly ‘\“

probable is tbat many approaches will develop as to how and whére teachers develop

. - . - . X .
competence as well as in what competencles teachers -should dew\re”lop. g'l‘he questions

. - raiged }Jere were: (1) What teacher roles and models exist as o;;:ganizers for

certain subsumed —compe'tencies,;.. (2) Vhat enabling activities can be provided for
. ) . © .

A (
selection and development of competence; (3) Vhat ~(1earner coméetencies are the
° ‘ . i C s S
result of the teacher'g competence; and (4) What degree of .success can be anti-

[

cipated when support elements in the teaching-learning environment are present

——,

e -

or absent? 2 L ¢

-
- f
e . 2 «

. 7 ‘. - . .
The consistent focus rewolves around planning, implementation, and evaluation

A\ J M .

-~ .. N &>

L) .
of materials and resources, teacher competencies, and, last but not least, learper

competencies. It is not my tontention to end at. this point with the identiffcation
and categorization of competencies per se. The’ competencies listed are incomplete :
-and are far from being all inclus}ve. Presently the notion of science competence

)
eflecting a school of thought. The attempt here has been to Jpecify compete

is nebulous and PRt ifoyncratic.., It iss.,petrticular and peculiar to certain re? o

. ra . g P oy,
' 4/ - P ..2_./_ -
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k. ! .
the individuals learning and thg individuals teaching and extends itself to the

shaping of the support system by which we exhibit that res%onsibility.‘ It is not
within our reach to create “perfect" ipstitﬁtions and people BUT, is well within
L C‘ - - o gt e Nws a mn e ;i e . -

reach to create justice, consistency and-éredibility in ourselves and our insti-

tutions,
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