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Abstract:

The problem for this study was to develop a competency based instrument for the evaluation of
secondary student teachers from Montana State University. A secondary problem was the compilation
and categorization of competency statements purported to contribute to effective teaching which were
included in a ninety two item opinionnaire to provide data for developing the instrument for evaluation.

The problem was investigated by a review of literature related to competency based teacher education
and evaluation of student teachers from which the survey opinionnaire was developed. The
opinionnaire was utilized in surveying twenty six secondary student teachers from Montana State
University and twenty four cooperating teachers from Montana public schools to provide prioritization
of competencies included in the instrument for evaluation. Both groups were asked to judge each
competency statement on a Likert type scale within four designated competency areas, i.e., planning,
teaching behavior, student and self evaluation, and professionalism.

Eighty competency statements judged as "important" by the respondent groups, and two statements
required for inclusion, became part of an instrument for evaluation of student teachers based on
competency statements and teaching performance criteria. There was no competency statement
included in the study that 90 percent of the respondents of either group judged as being a very
important competency for a beginning teacher, and none of the four designated competency areas was
viewed as being more important than the others.

Based on this study and corroborated by reports in the literature, the conclusion is made that no set of
performance goals or tasks is agreed to as being essential for student teachers by cooperating teachers,
by practicing student teachers, or by proponents of competency based teacher education programs.



THE DEVELOPMENT OF A COMPETENCY BASED INSTRUMENT. FOR
EVALUATION OF SECONDARY STUDENT TEACHERS BASED
' ON A PRIORITIZATION STUDY OF SELECTED
TEACHING COMPETENCIES

by

LYNN ANTHONY FREMONT

A thesis submitted in partial fulfillment
of the requirements for the degree

of”

DOCTOR OF EDUCATION

Appfoved:

/Z/M y s Do, #

Chairperson, Graduate Committee

et V- P

Head MaJor ﬂépartmenﬁ

:i;/j;¢7 0742:§£226H97H9V’”

Graduaté Dean

MONTANA STATE UNIVERSITY
.Bozeman, Montana

July, 1976




iii

ACKNOWLEDGMENT

The complepion of this study was dependent on the cooperatioq
. and ﬁelp of many people. Appreciation is expressed to the graduate
committee;' Df. Robert.Van Woert, Dean Eafl N. Ringo, Dr. Henry N.
~Worrest, Dr. Richard Horswill, Dr. George Rice, and Dr. Harfy Townes,
and ‘to fofme; members: Dean Marjorie Paisley and Dr. Ritchie Whifehegd.
Appreciation is also expressed to my familj'whoée hélp énd
encourageﬁent made tﬁe doctoral program possible.
‘The writer wishes to dedicate the thésis to the memory of
Dr. S. Gordon' Simpson who was a major influencé'in her procéss of

learning to be.




TABLE OF CONTENTS

LIST OF TABLES: . . . . . . .

LIST OF FIGURES « & ©» o v s v v v v v o . e e e
ABSTRACT. + v v v v v v v b e e mie o e i e e e e e e
: Chapter
T. INTRODUCTION. . . + v v & o0 o o

INTENT OF THE STUDY . « + « + . ...
_STATEMENT OF THE PROBLEM. . . . . . .
NEED FOR THE STUDY. + « + v v v o o o o « .

GENERAL QUESTIONS TO BE ANSWERED.

LIMITATIONS + v v & o+ o v v o 0 te v o v o
DEFINITION OF TERMS . . .
SUMMARY . o « % v v v v s e n

II. REViEW‘OF RELATED LITERATURE. . . . « + « + . .
CINTRODUGTTON. « « o e e e e e e e e e e e e a s

HISTORY OF TEACHER EDUCATION PROGRAMS . . . . .

TRADITIONAL TEACHER EDUCATION PROGRAMS. . . . . .

APPARENT WEAKNESSES IN TRADITIONAL TEACHER
EDUCATION PROGRAMS. . . . . v ¢ ¢« & ¢ v « + &

ASSUMPTIONS AND CHARACTERISTICS OF A COMPETENCY
BASED TEACHER EDUCATION PROGRAM . . . . . . .

GENERAL PROCEDURES. . . « « « + « & % o % o % o'd

Page

10°
12
13 -
14
17
17
18

21
27

28




Chapter

III.

Iv.

THE ROLE AND CHOICE OF COMPETENCIES IN A

COMPETENCY BASED TEACHER EDUCATION PROGRAM.

EVALUATTON AND EVALUATIVE CRITERIA IN A

COMPETENCY BASED TEACHER EDUCATION PROGRAM.

POSSIBLE PROBLEMS AND CONCERNS.

SUMMARY . + v v o v o o o o o .
PROCEDURES. + & o o o « o o o & .
"~ INTRODUCTION. . & « « o « « o .

DESCRIPTION OF THE POPULATION .

INVESTIGATION . . . . . . . . .
CONSTRUCTION AND ADMINISTRATION.
OPINIONNAIRE. . . . e ele s
ORGANIZING DATA . . . . . . . .

SUMMARY .+ + « v v o v o o « &

DESCRIPTION OF THE DATA

DEVELOPMENT OF THE INSTRUMENT FOR EVALUATION. ,‘.

SUMMARY . ¢ ¢ ¢« & & o o o o & &

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS.

CONCLUSTONS .« + o v v v v o o .

RECOMMENDATIONS . . . . . . . .

APPENDICES. . + v & « v v v v v v . .

Appendix A. . . + ¢« o v ¢ o o .« . .

Appendix B. . . . .« « + 4o o 4 e . .

Page
36

.51
| 76
84 -
88
88
‘89

90

90
92
93

.96

124

126

128

131

131

152

153

158




Chapter

LITERATURE CITED.

Page

167




vii

LIST OF TABLES

Summary of the Returns of the Opiﬁionﬁaire. .

Distribution of Secondary Student Teachers and
-Secondary . Cooperating Teachers Ratings
Concerning Competency Statements Related to
Planning, Teaching Behavior, Evaluation and
Professionalism . . + ¢« « « + ¢ o 4 0 e ..

Mean Raw Score Values by Individual Group for

Designated Teaching Areas . + « ¢ « « « o o o

Summary of the Very Important (5) Responses . .

Page

.98

102

123

125




viii

LIST OF FIGURES

. Page
Competency Based Teacher Education Programs. e . 153
Isolated Course Program Translation. . . . . . . C. . 154 .

Design of a Student-oriented: Teacher Preparation

Program. « « « o o s o o o o o o o o o s o o o o = L. 155 ¢

Assumption of the Relationship Between Knowledge,
Performance and Student Output . . . . o o + o ¢ & .. 156

Relationship Between Performance Criteria and
Identifying Label in a Competency Based ‘
Teacher Education Program. . . . . « « « o « o « « « « 157




ix

ABSTRACT

The problem for this study was to develop a competency based
instrument for the evaluation of secondary student teachers from Mon-
tana State University. A secondary problem was the compilation and
categorization of competency statements purported to contribute to
effective teaching which were included in . 'a ninety two item opinion-
naire to provide data for developing the instrument for evaluation.

The problem was investigated by a review of literature related
to competency based teacher education and evaluation.of student teachers
from which the survey opinionnaire was developed. The opinionnaire was
utilized in surveying twenty six secondary student teachers from Mon-
tana State University and twenty four cooperating teachers from
Montana public schools to provide prioritization of competencies
included in the instrument for evaluation. Both groups were asked to
judge each competency statement on a Likert type scale within four
designated competency areas, i.e., planning, teaching behavior, student
and self evaluation, and professionalism. ’

Eighty competency statements judged as "important" by the
respondent groups, and two statements required for inclusion, becaie
part of an instrument for evaluation of student teachers based on:com-
petency statements and teaching performance criteria. There was no
competency statement included ‘in the study that 90 percent of the
respondents of either group judged as being . a very important compe- .
téncy for a beginning teacher, and none of the four designated
competency areas was viewed as being more important than the others.

Based on this study and corroborated by reports in the litera-
ture, the ‘conclusion is made that no set of performance goals or tasks
is agreed to as being essential for student teachers by cooperatlng
teachers, by practicing student teachers, or by proponents of compe—
tency based teacher education programs.




CHAPTER I
. INTRODUCTION

Changes which have occurred in teacher education programs in
recent years are exciting, challenging, seemingly more releVan; than
traditional teacher education programs and sometimes more contro--
versial. Unlike traditional teacher education programs, the new pro-
grams force explicitness~in the statement of goals to be accomplished
by the teacher education programs and the students who are a péft of
the programs. Further, there is an empﬁasis on evaiuatiqn in‘relatiqﬁ
to the explicitly stated goals, evaluation that is used to provide
feedback to the student while he is a part of the program. The evalua-
tion data can be used to specify for each student the level of
compentency he has attained in relation to each of the specified goals.

The movement for change in teacher education which currently
seems to have the greatest impetus is the competency based teacher
education movement. R. W. Houston states of this movement:

Rarely, if ever, has any movement swept through teacher
education so rapidly or captured the attention of so many in _
so short a time as has the competency based movement. Already ‘-
underway, the approach holds promise of renovating and regenerat- °
ing teacher education. Equally significantly, it appears
probable that it will do so in record setting time. . (Houston:
1972: p. xiii)

The prihciples underlying a competency based approach to

teacher education and evaluation take into account specific educgtional

outcomes and on the basis of these'preﬂetermined outcomes, a program
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and an evaluation procedure and evaluation instruments for the program
are developed. These make it necéssary to provide popential teachérs
with the opportunity énd will require them'fo apply knowledge of teach-
ing behavior in a.practical classroom situation‘and.bé evaluated on |
their compefency in makiﬁg such application.

The new approaches to teacher educatidn are_putting an impor—'.
tant new emphasis on evaluation within the ﬁfogram. ~McDonald states:

Traditional teacher education programs have not had to -

demonstrate the effectiveness of their graduates as teachers.
However, in competency based programs, the emphasis -on accounta-
bility, on scientific inquiry, and on the usé of evaluative
feedback for program development all thrust evaluation into a
prominent role. (McDonald:1972:p. 56)

By determining competencies chéractériétic of an effective
‘teacher in specific areas related to teaching, it makes it possible-£9
develop a profile of what éompetenciés ﬁn aéceptable beginning secon- )
dary teacher should possess. Aftef acééﬁtable.dompefencies have been '
determined, criteria must be developed‘to be used in evéluafiﬁg‘wheéher
or not the required competencies have been ;ttained. IThe informatipﬁ
gained from this apprdach to evaluation can be used to determine
teacher education curriculum requirements needed to'prepére'the stu-
dents to be successful in échieving the selected competéncies. )
Further, the use of an evaluation procesé based on the successful.comr '

pletion of specified competencies supplies information which can be

used to determine a personal profile-of the teaching ¢ombétenéies each
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tegching candidate has'suécéssfully impleﬁeﬂtéd in a classroom setting.
In addition, informatioﬁ obtained from a competency.oriented evaluaéidn .
process would also be one form of data that could be used in determin-
ing the overall effectiveness of a total education pfogram. |

The possibilities suggested in the literature for the use of a
competency based teacher education program, as optlined.inlthg preced-
ing pa;agraph, seem to meet some of the perceived needs of the secon-
dary teacher education program in the Department of Secondary Educatioq
and Foundations at Montana State Univgrsity.

One of the needs -of the currentisecondafy teacher educatién
program at the Universit& as expressed by Dr. Hgnry N. Worrest, Héad
of the Department, was the need for tﬁe development of a new evaluation
form for student tegching to be used with the secondary.gduca;ion
majors during their student'teacﬁing experience at Mohfana Sﬁate Uni-
versity. Dr. Worrest stated tﬁe-form now used doesn't adequateiy
reflect a coordination betwegn the objectives of the required education
courses and the total student teaching.experience.‘ Common responses
regardiné the evaluation instfument now being used with secondéry stu-
deng teachers include complaints regarding the lack of specific
criteria and the beiigf that ;he form is.toq genérgl and subjecti&g.
A coﬁpetency based method for the evaluafion of'éecondary s£udeﬁt
teachers as described in the literature would seeﬁ to be.;he answer to

some of the prestated, perceived weaknesses in the evaluation of
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secondary student teachers at Montana:State Universit&'éiﬁce'it.would
be necessary to make specific statementéigf the objectives'for.thé
student teaching expe?ience and specific statements of the criteria
that must be met for successful achieveﬁent of #he pré;tétgd objecgiVes.
Thus, a competency based evaluation insfrument for secpn&arylstﬁdent
-teachers would'bg Béth objectivé specific aﬁd crite;ia specifié.
Further, it would be possible to correlate the specific.objectivéé for -
the student teaching egperience with the goals and objectives of the
required education courses.

In their 1973 doctoral thesis, Sipkens and Turkovich had

recommended the Department of Secondé;yHEducatioh and Foundationé
begin deyelopment of a competency based.teacher_eduéation program.
This recommendation was aécepted and atﬂthe 19?3 fall retreat 6f the
ﬁepaftment it was determined that one of the priorities.for the changé'.'
to the new program wou;d be the development 6f.a competeﬁcy based
instrument - for the evaluation of secondary student teachers at Montana
State University. The researcher, having worked with student-teachefs
and being interested in the development of a neﬁ evaluatiOQAproééss
for secondary student teachers{ requested and was given ﬁermission to
include the development of‘a competency based evéluation instrument

for secondary student teachers as part of the writer's doctoral thesis.




INTENT OF THE STUDY

The intent of this study was to develop a competency based -
evaluatidﬁ instrument to be used with seconaary student teachers. during
their student teaching_experiénce at Montana State University. As a
background for doing this, it was necessary fof the researcher to
become knowledgeable about the assumptions, characteristics and  pur-
poses of a'competency based teacher educ&tion program, how student
teaching is hapdled within a competency based teacher education program

and how the .evaluation of student teachers is made'iﬁ'such a program.
STATEMENT OF THE PROBLEM

The problem for this study was twofoldT The primary problem
was the development of a competency based instruﬁent'fbr the'evaluaéion
of secondary student teachers to be ﬁsed'with secondary education
majors at Monténa State University during thé student teaching phase
of their teacher education prdgram. -

A éecondary problem was to develop an opinionnaire to provide
input data from a sampling of secondary stﬁdent teachers from Montana
State University and secondary cooperating teachers from the public -
schools of Montana who work with the secondary student teache;s from
Montana State Universit&. Before preparing the opinionnaire a éompila4

tion of statements of competencies characteristic of successful
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teachiﬁg in the four areas of planning, teaching behavior, évaluation
(student and self), and professionalism was made. IIhe four teachiﬁg
area designations used in the study were agreed on by the étaff_of the
Department of Secondary Education and Foundations of Montana State
University at their fall retreat in 1973. The sfatements compiled
would then be used as the basis for thg opinionnaire which would ﬁg
administered to thé sampling gréup. For each competency statement
selected for inclusion in the instrument for evaluation it was also
- necessary to develop criteria that would be used as a basis for the

evaluation of the given competency.
NEED FOR THE STUDY

Teacher education programs, like many other things, have come
under close scrutiny in recent years. The result has been criticism
of teacher education programs, including the student teaching phase.

One of the most severe of these criticisms was made by Charles Silber-

man (1971) in his book, Crisis in the Classroom. Among other things,
he asserts that student teachers receive incredibly little feedback on
their performance, that supervision tends to be perfunctofy, sPdradic,
and concérnéd with the minutiae of the classroom, an& often student
teaching is a proceés of imitating a model that méy.bé less than &esir—'
. able--the cléssrobm supervisor.

Cooper (1973) views other weaknesses as being apparent ‘in a
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traditional approach to teacher education. He suggests.that most
teacher education programs have a limited conceptualization of tﬁe:
total program, that goals are vaguely defined, that there is a 1ack.of‘£
program evaluation, and often, there are poor models of instruction;
_Lange (1972) suggests a neéd to change teacher education proéramsiin
such a way that theofy and practice in the prograﬁs would be méré- '
closely related, making the instructional program more relevant fo?
the student. Smith (1971) in viewing traditional teacher eduéation
programs levels the criticism that teacher preparation programs equip
prospective teachers to perform few specific tasks and provide only a
superficial ﬁnderstanding of the'situations teachers must deal with.
Elfenbein (1972) agrees with Smith that the dissatisfaction of many
educators seems to be centered on the ;ack of rélevance of.present
traditional professional training to the daily work of teachers. The
preceding observations by professional educators suggest that they
feel thére is a need to change teacher education programs‘from the
generally accepted traditional programs.

A study conduéted by Mattson (1972) at Montana State University
of College of Education graduates included some comments critical of
the current teacher training program. Among the shoftcomihgs viewed By
graduates were such statements as these:

- There is a lack of understanding on the part of the pro-
fession of how it is out there, ' ‘ ' :
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The use of a retired school administrator as student teach-
ing supervisor seems to foster 19th century methods and this .

decreases the value of the student teaching experience.

...l wish we had dealt with what is' more than with what
can be'. .

_ Education courses had too much theory—-not enough practical
application. (Mattson 1972 pp. 116-117)

The preceding comments suggest that from the view of some'of
the secondary teacher education graduates of Montana State ﬁniversity'
included in the Mattson study; changes.in-the secondary teacher educa-
tion program at- Montana State University are.desirableﬁ |

The literature available concerning competency based_teacher
education sugéests thatithe use of competency statements forces
exp11c1tness in the statement of goals to be accomplished by a teacher
education program. This would be desirable for the secondary teacher
education program at Montana State University. IFurther; the use-of.
competency statements permits nore rapid and accurate'measurenent of
student progress and allows for immediate feedback tO'the student
teacher, again desirable features in secondary teacher education Prb‘,
grams. By'deterﬁining competencies characteristic.of an effective
teacher in the specific‘teaching areas of planning, teaching_behavior,
evaluation (student and self), and professionalism, -a'profile can'be'
developed of what competencles an acceptable beginning secondary.
teacher should possess. -The information gained from the study can be

used to determine goal statements and teacher education curriculum L
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requirements needed to prepare the students to be succéssfﬁl in
achieving the selected competencies. Implementa;ién of the instrument
for evaluation will supply informafion which can be used to dgveiop a
personal profile of the teaching competencies gaéh teacﬁipg-bandidate'
has successfully implemented in a clas;rooh setting. 'fﬁfther, informa-
tion obtained from the use of the instrument fér evaluation would also.'*ﬁ
be one form of daéa that could be uséd,in.determining the éyerall-_".

effectiveness of the total eduéation‘program in secondary education.-
GENERAL QUESTIONS‘TO,BE'ANSWERED

The questions to be aﬁswered by thié study were:

1. What are the competencies.charactéristic.pf successful .
-teéching in the four areas of planning, teaching behévioﬁ;-evaiuaﬁioﬁ
(student and self), and professionalism? :

2. What criteria will be used t§ determine "compéténcy" for
each of the competencies of teaching selected for inclusion iﬁ ;he 1
study?

3. What process of asséssment or evaluation wili be ﬁsed to
defermine a degree of competency for each téééhiﬁg“competency included
in the study? -

4. What is the best way to combine the-findings,frop questions -
two and three of the study into a fléxible instfuﬁent for.evaluation to 

be used for evaluating secondary education majors during~their s;udenf
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teaching experience at Montana State University?
GENERAL PROCEDURES

An intensive and thorpugh.review of 1iteratﬁre was made to
gain a more complete uﬁderstanding of.the:philosophy, charactérisﬁids,
assumptions and impiementation of.competenéy.bgse& te;chér educétion
programs with particular emphasis on thefrefergncesrdealing.with sfu—
dent teaching programs'aﬁd the evaluation of étudent teachers.
Reseafch was conducted within a varie#y 6f sourceslto'determine compe~
tencies characteristic of successful teadhing in the four areas of .
'planning, teaching behavior, evalua;iop (stQQénE.and.self},.and pfo—
fessionalism. The four teaching area &esignatioﬁs'used in the study
were agreed on.by the staff of the bepartménf of Secondary Edugétion
and Foundations of Montana State University at their 1673 fail rétreét;
The researcher became familiar witb various forms of evgluativé:instru—
ments and processes that afe-best suited for or are curreﬁtly beihg
used in making assessment of stqdent teachers in competency Béséqvi
teacher education programs. This ihforma;ionigﬁdlits relafionship ;o'~ 
the study was systematically reported.. éources from Which information
was taken were current éducétion beriodicéls; current books_dgéling
with the competency based'teachef education movéméﬁt, the Educational
Resources Information Cenier (ERIC), the Performance Based Tegchef

Education Committee of the American Association of Colleges for Teacher
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Education, and various colleges in the United States ﬁith_dé&éloped“‘
competency based teacher education prﬁgrams.
On the basis of the information gathered through the litera-

ture review, an opinionnaire was developed‘regarding competencies in
~ the areas of planning, teaching behavior, evéluation (student and
self); and professionalism. The opinionnaire was critiqued by mémbers
of the Secondary Education and Foundations Department at Monténé State
University and suggested changes made before administeriﬁg the
opinionnaire to a sampling of student teachers and pﬁblic school
cooperating teéchers who were working With'sfudeﬁt feaphers;from Mon-
tana State University. Data from the-opiniénnairé Was;incorpéfatea in
developing an instrument for the evaluatioﬁ of student feachers‘to
measure competencies cha;acteristic of successful teaching in the four
areas of planning, teaching behavior, evaiuatipn.(student.and self);
and professionalism. The finished inétrﬁmenf‘for“evaluatioﬁ Will'be.
-used with secondary education majors at Montana State Uni&e;sity during
the student teaching phasé of tﬁe teacher-education program. In .
.developing the instrument for evaluation, the researcher workéd closély
with the staff of the Department of Secondary. Education and Foundations
at Montana State University-to assure the instrument would lend'itself'
to the philosophy and future plans of - the Depar;ment fegaxding a com-
petency based teacher education progrém éincéﬂthe study and:instrumégi

would be used to £ill an interim need for the Department. The
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instrument for evaluation will include competencies purported to be
developed from the secondary teacher education program which will be

measured during the student ‘teaching phase of student programs.
LIMITATIONS

This study was limited in that not all available soufces of
material related to the.sﬁbject of compgtehcy'basea teacﬁer edﬁcétidn".
were considered. Reasoné for limiting materials included the desire
to remain within a limited scope, thus making a need for éélectivity in
méterials. Further limitations of the study:were the number an& types
of resources that are available on the campus at Msntana étate Univer-
sity or are readily accessible, and the fact tha£ a time limit was
involved in the study. In addition? the number of possible comﬁeten—
cies characteristic of successful teéching in the four‘chosen teaching
areas may be infinite in number if all possibilities were included.
Thus, it was necessary to make choices regarding the competencies that
were ultimately included in the study. Choices were also maﬁe régard—.:
ing the criteria omn which‘evaluétion would be based énd'fhe proceés
and forms of evaluation that would be used to aetérmine competehcy.
Since the study was oriented toward the philosophy and proposed |
competency based teacher education program that the Department of
Secondary Education and Foundations at Montana State University hopes

to implement, general application of the study may be limited although
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" the process might be duplicated.
'DEFINITION OF TERMS

For purposes of this study, the following definitions will be
:used. |

Competency (Competence): Competency or competence means a
knowledge, skill or behayior deriﬁed from explicit conceptions of
teacher's roles and/or on the job performance of teachers. (Elfenbein:‘
1972, Johnson:1972) A competence is a performance which can be
observed, analyzed, commented.on, and in some way be measured as it isj
related to a specific goal or task.

Competency Based Teacher Education: The term, compefency
based, is a coined word of recent origin which is a sﬁecial designation
for an educational approach. The word competency indicates an empha-
sis on an "ability to do" as contrasted to the more traditional
emphasis in education on the ability to demonstrate knowledge.

(Houston, Howsam:1972:p. 3)

Cooperating Teacher: As used in this study, a cooperating
teacher is a teacher in a Montana secondary school who has a student
teacher assigned to his classes for the purpose of completing the
student teaching phaée of the secondary teacher education program.

ﬁvaluation: The teaching areé chosen for the study and desig-’

nated by the term evaluation will include cqmpetendies related to pupil




14
evaluation as made by the student teacher as well as competencies
related to self evaluation by the student teacher.

Evaluative Instrument: This term‘refers to instruments or pro-
cesses for evaluation of student teachers that have generally been used
in competency based programs now in existence and have been reported in
the literature.

Instrument for Evaluation: The terﬁ, instrument for evalua-
tion, refers specifically -to the instrument for the evaluation of
student tsachers that will be developed as a part of:this study and is
intended for use with those preparing to teach at the secondary 1eve1
at Montana State University.

Planning: Planning, as defined for this study, includes com-
petencies related to actions the student teacher takes in proposing and
organizing.subject matter, methods and material;to be used in the |
classroom.

Professionalism: The teaching area included in the s;udy under
the designation of professionalism will also include competencies and
behaviors related to teaching ethics.

Teachiﬁg Behavior: As defined for this sFudy, teaching
behavior includes competencies related to the student teacher's actions

in the classroom.
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SUMMARY

The cémpetency based teacher education movement reflects recent
changes in teacher edﬁcation which emphasize explicit statement ofz
goals and evaluation re;ated to goal s;atéments. Evaluation within
these programs reduires prospective teachers to make practical appiiéa— _'
tion of teaching knowledge in the classroom and be evaluﬁted'on Ehéir a
;omﬁetency in méking this application. |

As possibilities suggested‘iﬁ thé ;iteréture :egafding\cémﬁeﬁ
tency.based teacher education programs .seemed to ﬁée; some of thé: 
' perceived needs of the secoﬁdary.teacher education program at Méﬁtana

‘State Uniygfsity, it was decided in the fall of 1973 to begin-develop-
ing a competency based teacher education program for the Secondary
Education and Foundations Department. Oné priority fof the sugggsfed
.change was the de&elopmentlbf a competéncy based instrument for the_'
evaluation of student teachers and perﬁission‘was given fOfvfhiS té be
includea in the writer's doctoral thesis.

The intent and primary.problem of-the sfudy'Was the develoﬁ-
meqt,of an evaluétioq inétrumént to be used with those preparing_to
teéch at the secondary levél at Montana State University du;ing‘their
student teaching experience. A secondary problem'was the development
of an opinionnaire baséd on'thelliterature review to provide input da;é“

from a sampling of secondary student teachers from Montana State '
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University and secondary cooperating teachers from Montana public
secondary schools.

The need for .the study was based 6n national critigism‘of
teacher education p:égrams by Cooper, Lange, Smith_and othe;‘ﬁrqfesf
sioﬁal educators, as well as criticism‘bf.fhe Montana State Ugiversify
secondar& teacher education program as-expressed in local collegé
studies. | |

Questions to be answered by the study included determinéfion of .
competencies characteristic of successful teaching in four designated
teaching areas, selection of criterialfor determining "cﬁmpetency" for
each competency statement, the process of evaluation or assessment to
be used to determine competency, and combining the criteria and
gvalﬁation process into an instrument for the evaluation of secondary
student teachers at Montana State Univérsity’

Procedures for the study included a review of the literatﬁre
from various sources to gain an understanding of fhe philosophy,
characteristics, assumptioﬁs and implementation of competency basgd
teacher education programé. Based on theilitefature review, .an

opinionnaire was developed and admiﬁistered to a saﬁplihg of twenty sii
’secondary student teachers from Montana State University and twenty
four cooperating teachers from Montana public secondary schools. “Data
from the opinionnaire was iﬁcorporated_in.deveioping'a competency

based instrument for the evaluation of secondary student teachers at
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Montana State University.

Limitations for the study included tﬁe 1imited number and types
of resources availaﬁle or readily accessible, the desire to remain
Withig a limited scope,. and the time limit involved in the study.
Further, choices were made regardiqg competency statements and criteria
used in tﬁe study. |

Terms defined for the study inc}uded competence or competency,
competency based teacher education; cooperating teacher, evaluation,
evaluative instrument, instrument for‘evaluation,'planning, profgs—

sionalism, and teaching behavior.




CHAPTER II
REVIEW OF RELATED LITERATURE
INTRODUCTION

The review of 1itefature firs£ provides a brief history of
teacher education and fhe part that ﬁracticum éxperiencés'of studenf
teaching have had within such programs thfough the years. Considera-
tion will be given to "traditional" teacher education programs that
have been the standard method for preparing teachers in the United

States since the 1940's. EvaluationAof student teachers within tradi-
tional programs will bé discussed as well as apparent weaknesses within
traditional'programé which suggest a need for change in teacher educa-
tion programs.

As an alternate apﬁrdach to the "traditional" teacher educa-

' tion progréms} the comégtency.bésed approach to teacher educagion'will
be considéred. Included in the discussioﬁ will_bé general ihforﬁation
. on the assumptioné; chafacteristics and purposes.of ; competency bésed
teacher education prograﬁ. Special consideration will be given to the
roles of compefencies, evaluation criteria for competencies, studént
teaching, and student teaching evaiuation witﬁin a competency based
teacher education‘pfogram.

The literature reviewed is pertinent in that the areas covered

are directly related to student teaching and student teaching
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evaluation. Since the reports and research considered are wqus sub-
mitted by originators and leaders in the field of competency based
teacher.edpcation, the findings and opinions expressed by these people
will be used and reflected in developing a. competency based evaluation
instrument for use with secsndary student teachers at Montana State

University.
HISTORY OF TEACHER EDUCATION PROGRAMS

Teaching, whether formal or informal has been a part of life
since the beginning of civilization. 1In Greece, the Socratic dialogs
provided practice in' teaching for the young Greeks. 1In Europe, the
teaching methods and ways for teaching these methods to prospective
teachers that developed after the dark ages became the pattern for the
training of teachers in colonial America. These methods included the
use of an apprenticeship, a common sense approach to teaching skills.
Cubberley relates a typical apprenticeship contract to become a school-
master.

This indenture (apprenticeship) witnesseth that John
Campbell....apprentice to George Brownell, Schoolmaster to learn
the Art, Trade, or Mystery of teaching....and the said George
Brownell doth hereby covenant and promise to teach or instruct...
the said apprentice in art, trade, or calling of a schoolmaster
in the best measure he or his wife may or can. (Cubberley:1920:
p. 386)

The apprenticeship can be viewed as a predecessor to student

teaching as we know it today in that the apprenticeship expefience
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provided the opportunity for the apprentice to observe students and
teacﬁers and have direct involvement in teaching activities just as
student teaching affords these opportunities to prospectivé:teachefs
today.

in the early 1800's, the apprenticeship for teachg;s gave way
to the development of the normal scﬁool,-g schéol that'maintained or
set forth a norm or standard of tegcﬁing ability. According to Good
(1969) the early normal schodls had a one -year curriculum which
'included.some work with children in é model school. By 1880 the ﬁormal
school curriculum had been expanded to three yeérs, with thg modél
school, and work with students still a part of the program. Merrill
(1967) reports of a survey conducted in 1895 in which it1wgs found that
only four of the sixty three normal schools‘survéyed had no provision
for practice teaching in their programs. |

-As education bécéme mandatory for childreﬁ.in the United
States, the ﬁe;d for teachers,incréased aidng with an interest in the
curriculum that was being offered to préspéctive'teadhers. The period
from 1920 to 1940 was a time of proéress in learning theory and iés
subsequent effect on teaching. Surveys of schools and teacher educa-.
‘tion were made and there‘was é development and growing stréngth of pro-
fessional 6rgaﬁizétions. Plans were formed for accrediting teacher
education‘prbgfams with special emphasis given to the.staﬁdards_that

would ‘be applied to such programs. Student teaéhing was confirmed as a
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vital and esséntial part of teacher education programs and the problems
and issues of student teaching were identified and discussed. Recog-
nizing the value of student teaching, the profession became concerned
with ways of improving it. (Merrill:1967) |

By 1940, teacher educétion programs that provided training in
teaching skills, ﬁedagogical concepts and principles, training in the
develqpment'of attitudes relevant to effective teaching andlknowledge
in a subject matter field, along with some student teaching were
‘aCCepted as adeqﬁate programs. (Smith: 1971) This type cﬁrriculﬁm was
acknowledged as a "traditional" teacher education program and was
approved almost without duestion until the late 1950's and Sputnik. At
that time, all education programs were under scrutiny and teacher edu-
cation programs were reviewed and changes suggested. These reviews
gave impetus to a surge of research and studies regarding the tradi-
tional teacher education p;ogrém and how effective it really was. It
wés.felt by many that the teacher education programs had sacrificed
quality for quantity in producing teachers to meet the.increased demand
after World War II. It was suggested that programs be examined with
the idea of making changes within the prqgrams.so‘they were offefing
both quality and quantity. (Merrill:1967) By 1967, one outcome of the
iﬁcreased research was the conception of teaching behaviors.as a com—
plex of skills that could be identified and practiced under specifiable

conditions. (Smith:1971) - This conception has been used in developing a
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variety of new approaches to teacher education with the competency

based approach as one that has been implemented in many teacher educa-

tion programs since 1970.
TRADITIONAL TEACHER EDUCATION PROGRAMS

From the time of the use of the apprenticeship method for
'training teachers, thelgoal of teacher education programs has been to
equip teachers and prospective teachers with knowledge, understanding
and nays of behaving that are useful in promoting their'student's
achievement of_eoucational objectives. The traditional teacher educa-
tion program that evolved and was accepted as being capable of aehievj
ing the preceding goal was_based‘on-rawlexperience, tradition, common
sense and authority. (Gageil972)

Traditional teacher education programs in existence today'are
much as'they were at mid century. The program is an experience_based
© course of study in that a number of courses or course hours are speci-
fied in various prescribed areas of study plus a student teaching'
requirement. Usually included_in the program are course work in
general studies, course work in the content of the chosen teaching
specialty, humanistic and behavioral studies, teaching and 1earning
theory with laboratory and clinical experlences and a final practicum
experience. These general classifications of experiences don't spec1fy

what is to be learned from the experience nor do they indicate what
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prospective teachers need to know or should Bg able to do to be éuali—
fied to teach. (Dickson:1973) In this type program, knowledge of
subject matter becomes the primary basis for teacher certification.
The traditional expérience based program asSpmes that knowledge of E
subject areas that relate to teaching is sufficient as a predictgr of
the ability to perform fhe tasks required of a teacher. (Rosner: 1972)

Evaluation in traditional programs is based on giving course
gredit for successfully completing at least minimally the‘goals estab~
lished for each course. Sometimes thg goals in traditional courses are
known to all, but more often they are the privileged information of the
instructor.. Most often the grades.in a traditional program are norm
referenced with each student competing with other Student$ as opposed
to being criterion referenced with each student expected to meet a
;pecified criterion level. When using this type of evaluation, the
recorded summation is usually a letter grade which is included in a
grade point average for each student. Using this approach for evalua-
tion, a strength 6r higher grade in one area can compensate for a
" weakness or lower grade in another area. (Houston:1972)

Educators in the late 1950's-and fhe early 1960's directed much
thought and research fo the topic of evaluation in education and in
some cases,lspecifically to the evaluation of student teachers.

Regarding evaluation of student teaching in the traditional teacher
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edqcation program, Stratemeyer and Lindsey (1958) state basic princi~
ples of evaluation Which~underlie and give direction to the evaluation
process. These principles afe:
The fundamental purpose of evaluation is to promote growth.
Evaluation involves appraisal of agreed upon values and goals;

Evaluation is an integral and important part of the learning
process and should be continuous.

Evaluation should be based on both.quantitative and qualita-
tive evidence and employ a variety of techniques for recording
and interpreting behavior.

Evaluation is a cooperative process in which the learner and
all those concerned with his growth should participate.

Evaluation takes into account both the ability of the learner
and the standards and competence generally required in the situa-
tions in which the individual will be engaged. (Stratemeyer,
Lindsey:1958:p. 431)

Boykin, in the 39th Yearbook of the Association for Student

Teaching discusses eleven principles for evaluation of student teachers
which support and supplement tge evaluative principles of Stratemeyer
and Lindsey. The principles for student‘teécher evaluation és viewed
by Boykin are:

The evaluation of student teaching must be based upon and
function within a democratic philosophy of education.

The evaluation of student teaching should be made within a
behavioral frame of reference.

In evaluating student teaching, the objectives should be
defined and stated in terms of the kinds of behavior expected
to be realized.
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The methods, procedures and techniques used in appraising
the work of the student teacher should be sufficiently diagnostic

to enable the student teacher to identify the various stages of
growth and progress involved in learning to teach.

Evaluation of student teaching should be concelved as an
integral part of all learning, to be engaged in cooperatively by
the student teacher, the supervising teacher and the pupils.

The evaluation of student teaching should lead to a better
understanding of growth and development and its relationship to
developmental tasks and learning.

The evaluation of a student teacher's performance should lead

to a more realistic understanding and acceptance of 'Self' and to
the development of a positive emotional approach to teachlng,
learning, and living.

The evaluation of the student teacher can be educative only to
the extent that it recognizes and reconstructs the group experi-
ences which the student teacher brings with him to the student
teaching situation. '

The evaluation of student teaching is broader than measurement
and requires the use of both quantitative and qualitative data.

. The mere description of the characteristics of a }gobd
- teacher' is insufficient for evaluating teaching competencies:
needed in a democratic social order.

The evaluation of student teaching is. comprehensive, continu-
ous, and leads to improvement in the total program of teacher
education. (Boykin:1960:pp. 9-23)

These principles of evaluation as stated by the various ed@éa;w-
tors are as valid today as they were when first published in.1958 and
1960. The apparent weakness in student teaching evaluation in tradi-
tional teacher education programs is the fact that most evaluation pro-

cedures and instruments used often take the most expedient course which

may not take into account the aforementionéd principles.of evaluation.
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Most often the student teécher is evaiuated on the baéis of observa-
tion,lusually made by botﬂ a public school cooperatiﬁg teacher and a
college supervisor. Mgthods of recording Qbéervations vary from'pfo—
gram to program, but the most common approach is Fo,comparg the student
teacher to a predetermiﬁed list of characteristics, although other
types of evaluative instruments may be used; Blair (1960) reports
that at that time evaluation for student teaching was based oﬁ such
things as.rating scales, diaries, individual logs of activities,
records of écholas;ic achievement, perso@al data recqrds, anecdotal
records, observatioﬁ forms and questionnaires. Blair,states that with
the use of réting scaleé, many schools were attemptihg to ipdiVidualize
the evaluation by including nafrative-statements of individual behav-
iors and characteristics. It was felt that the characteristic and
narrative statements includgd in the evaluation forms tended.to be so
general that the evaluation became extremely subjective. Most of the
aforementioned methods for gathering evaluation data tend to be based
on static conceptualizations and oversimplification of désign.

Kinney (1960) discusses specifically the pufposes and limita-
tions of the rating scales that were 50 popular as evéluétion instru-
ments for studéqt teaching at that time. Hg views tﬁe purpose of a.
rating scale as being two fold. First, ip pfovides a means to
standardize observation with ﬁhat is being ébserved.and secondly, a

rating scale will help standardize how the observation is appraiséd.
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Although a cursory look may suggest'that the use of a rating scale
would be an objecti&e method of evaluation, there are limitations to
objectivity in using rating scales., Kinney (1960) considers fouf
limitations in using rating scales for eyaluation. First, a faliacy is
iﬁtroduced if the rating scale is used as.é measufing inst?ument since
the units are arbitrar&,iand the compargtive interval size of the scale
is unknown. A second limiting factor in the use of a rating scale is-
the lack of discrimination evident when this type scalé is ﬁsed.
Unless the scale is very carefully constructed, only the middle section -
of the scale will be used. The third limitation Kinney considers in
the use of rating scales is a personal factor that may be inherent in
the person using the rating scale. ‘Some people will consistently rate
Higher or lower than,other:people-making the éamelkinQS of ‘observation
and rating. A fourth limitation viewed by Kinney in the use of a rat—
ing scale is the halo effect, or thé tendeﬁéy for good or bad iﬁpréé—
sions in one area to have effect in other areas; |

If a student teacher is not.given_the opportunity fo discusé
the evaluation instrument with those responsible for his evaluation, he’
may be unable to exert his‘efforts toward a specific goal, for state-
ments on many evaluation instruments are too general to be considered
goais. Often in this type evaluation, there is little of the mutual
analysis of successes and failures and the identification of causéé for.

each with an eye toward improvement that Bennie (1966) notes as being
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an essential element of student teaching evaluation. Bennie emphasizes
that too often the evélﬁétion of student teachers is not as specific as
it could or should be. Rther, it is too often as Silberman (1971)
claims, sporadic, perfunctory, and aimed at giving_student teachers a
grade of some type rather than helping the student to aevelop into a
more effective teacher.
APPARENT WEAKNESSES IN TRADITIONAL
TEACHER EDUCATION PROGRAMS

Overall, it is quite generally accepted by educators that there
are weaknesses in traditional teacher education programs. -Cooper
(1973) suggests thé following weaknesées: |

Limited conceptualization of the total program.

Lack of a ;esearch base. |

Vaguely defined goais.

Piecemeal changes and innévations.

Program components determined by tradition rather than by
function. ‘ ' -

Lack of program evaluation.
Inadequate data base far program decisions.
. Unresponsive to environmental change.
Lack of client orientation.
Poor models of instruction. (Cooper:1973:p.72Bpok I1)

Lange also finds weaknesses in the traditional teacher.
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education prégrams. He féels first, Ehat theory and practice ipithél
programs sﬁould be mbré qlosely related so the instructional program
will be more relevant to the student. Further, he feels theréishauld

be a definite interrelation between knowledge and -experience achieved

by a gradual exposure to classroom teaching. He views these as being
attainable only if there is a partnership between the public schools
and the universities in the instructional programs for teachers.

Smith (1971) sums the weaknesses he views in traditional

teacher education programs as follows:

A professional person is trained for and dedicated to the
performance of a set of tasks within a flexible, theoretical
framework. But programs of teacher preparation equip the
prospective teacher to perform very few specific tdsks and to
understand only superficially the situation he must deal with
as a teacher. (Smith:1971:p. 24) ' :

Smith acknowledges that no teacher education program can

"create a lifetime of professional competence!" but he feels some
approaches for educating teachers would be more appropriate than the
"traditional" programs and he has outlined various approaches to
teacher education that he feels would be more successful. Competency
based teacher education is one of his favored approaches.
' ASSUMPTIONS AND CHARACTERISTICS OF .A COMPETENCY
BASED TEACHER EDUCATION PROGRAM

Stratemeyer (1958) noted that the distinguishing characteristic’

of a profession is the requirement that members have preparation
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leading to the development of specialized skills and abilities. As the
quality and effectiveness of a professional group depends greatly upon
the aﬁilities of the'individuﬁl members, the central purpose of a
teacher education program should be to helb the students develop the
.competencies neededlby teachers. Dodl-(1973) sees the same goai for
teacher education prqgréms, thét is, to.prepare teachers who compé—
tently perform teaching functions. Competency based teacher educétion
programé address this gogl directly. " Houston states that competency
based teacher education is a vehigle for preparing those whp wish to
practice in the teaching pfofession. The competency based teacher
education program is designed to help students in the acquisition of
knowiedge related to teaching and developing the ability to apply it
and further helps students in the devélopment of a repertoire of needed
critical behaviors and skills. (Houston:1971)

A competency based teacher education program emphésizes the
"ability to do" as a contrast to the emphasis in a tradiéional teacher
education progfaﬁ on the."ability to demonstrate knowledge." It is
‘assumed that knowing and the ability to aﬁply what is kndwn (compe-
tency) are two different matters. (Caopér:1971) A competency based
teacher.educatioﬁ prograﬁ further assumes that it is possible to create
models of teaching in termé of competencies and in developing these
competencies the program will reflect a pluralistic philosophy by

embracing a variety of teachiﬁg'models.‘(Joyce:1974) The competency
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based program further assumes that we can build insfructional systems
that will enable people to acquire the competencies necessary to be
effective teachers. (Joyce:1973) 1In addition, a competency based pro-
gram assumes that children will learn from teachers specifically
trained to be competent. In meeting the aésumption that the priﬁéry
purpose of a teaéher education prﬁgraﬁ is to produce teacheis who
possess specialized skills, techniques; and dispositions that can
facilitate learning in a variety of educational environments, competen-
cies reflecting these skills, techniqués‘and dispositions and tﬂe cri-
teria to be used in'assessing these competenciés are chosen or
developed and are explicitly stated so each student knows exactly what
is expected of them. Each student is personaliy responsible for meet-
ing or passing the criteria. (Dod1:1973) A competency based program
further assumes that the criteria for assessing what a prospective
teacher can do (performance) should be as rigorous and as systemati-
cally derived and as explicitly stated as the criteria for assessing
" what a student knows (knowledge) or what he can achieve with learners
(product). (Dodl:1973) A further assumption 6f a competency based
teacher education p¥ogram is that the ability to attain specified
objecti;es with learners (product) represents another kind of'compe—
tency that will be required of teacher candidates. In making evaiua—
tions and assessment of knowledge, performanée and product, it is

assumed that the assessment criteria will be described and assessment
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made in a systematic manner. A final assﬁmptioh of a competency based
teacher education program is that the education students will have met
the competency based requirements only when they have demonstraﬁéd~they
have the approﬁriate knowledge, can perform iﬁ a stipulated manner and‘
can produce antiéiﬁatéd résults,with pgpils being taught. (Dodl1:1973) -

It is belieVedffhét prospectiﬁe teachers can be.helbed to
acquire the needed basic teaching skills by aséistiﬁg teachef trainees
in mastering specific training protocol. .The teachér,training protocol
and.thé objectives of a competency based teacher prepafgtion-prbgram
are presented through iﬁstructional and managérial units which allow
each student to proceed.in accordance with his interests ard abilities.
(Nash:1970) Competency based programs implement such things as micré—
teaching,'siﬁulation, behavioral objeétivés-and differenti;ted staffing
patterns as moaels and meané to increase the skill p;oficienciésiof
good teaching. (Agne:l971).

Competency based teacher education programs now in existeﬁce in
the United States generally utilize three types of evaluation c;itéria.
These are §

. Knowledge critefia which are used to assess the cognitive
understanding... '

Performance criteria which are used to assess the teaching
behaviors... and o '

Product criteria which are used to assess the student's
ability to teach by examining thé achievement of students...
(Elfenbein:1972:p. 27) (Figure I:p. 153) '
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These criteria are correlated with pérformance functions of teaghing
activities and assessment of each teaching activity is made for each
teacher trainee on-the basis of how well he has met the predeterminéd
~criteria. The trainee's proficiency in demonstrating mastérf of

-required teaching skills is the measureable .outcome of a competéncy

based teacher education program. Each student demonstrates his ability

to be a qualified teacher by'meeting or surpassing preestablished cri-
teria. (Houston:1974) 'ihqs;'in a competency baéed téachér educatiop
pfogram it is.aésumed“and‘éccepted thgt demonstration of competénqy
will supersede evidence of courses and tiﬁe spent in student'teachiﬁg
as ‘certification requirements. (Dodl:1973)

Houston (1972) distinguishes two essential characteristics
which differentiate a competency baseq teacher education program from

most traditional teacher education programs. He states:

First, precise learning objectives-~defined in behavioral and

assessable terms——-must be known to the student and the teacher

alike. Competency based instruction begins with identification of

the specific competencies that are the objectives of the learner.

These objectives are stated in behavioral terms. Means are speci-

fied for determining whether the objectives have been met. Both
learner and teacher are fully aware of the expectations of the
criteria for completing the learning effort. From a variety of
alternative experiences, those most appropriate to the specific
objectiveés are selected and pursued. In contrast to much tradi-
tional instruction, the activities are viewed as a means to a
specific end. Neither teacher nor learner is permitted to view
the activities as the objectives of the learning experience.

The second essential characteristic is accountability.  The
learner knows that hé is expected to.demonstrate specified com-

petencies to the required level and in.the agreed upon manner. He -
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accepts responsibility and expects to be held accountable for
meeting the established criteria. (Houston:1973:p. 4)

Another characteristic of a competency based teacher education
program tha; Houston (1972) views as desirablé, buf not as essential as
the first two, is the personalization of the program: Diékson (1973)
in considering personalization aé one element of a competency based
teacher eduéétion program feels that this element is needed in the pro-
gram to make the program béth humanistic and relevant. Dickson empha-
sizes ;hat personalization in a program goes beyond indiviaualization,
and he carefully distinguishes between the two. Accordiné to Dickson
(1973) a program that is_individualized proQides the educational oppor-
tupity for each student to engage in learning éctivities at his own
rate, sometimes indepeﬁ&ently and sometimes with others. .In ‘an
individualized program as Dickson views it, all students esgentially
cover the same material, with the time involved in covering the
material by each student being tbe variable factor. 1In contrast,
Dickson (1973) views personalization in a program as being an attempf
to particularize instruction by Being more concerned with the diverse
interests, activities and achievements of each learner. Dickson feels
that in a personalized program each student is prgﬁided the opportunity
ana is expected to'interact with the instructional staff for the pur-
poses of defining and negotiating some competencies and'criteria that
will be a part of the student's p:dgram. Diﬁkson sees the merit of

personalization in the fact the students will have had the opportunity
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for input and will know what they want to do, what they can do, and
will know that they will be held accountable for the choices they have
participated in making. Rosner (1972) in considering personalizafion‘
goes beyond Dickson to include small group seminars and peef,grdup
relations as a part of a personalized program.  Rosner further empha-
sizes the personalization element he views in developing a program
where each student is oriented toward specific rather than general
goals. Rosner further views it as being of a crucial advantage and a
point .of personalization for the learner to know specifically the com—
petencies that must be mastered.

There are many consequences that would result from the imple-
mentation of a competency based teacher education program. Houston
(1972) elaborates on two consequences that he views as being important
and desirable. He states:

First...the focus for evaluation or accountability is shifted
to the individual's attainment of a set of objectives. He no
longer is judged by his standing relative to the performance of a
group or of a test population. In other words, this approach is
criterion-referenced in contrast to the norm-referenced approach
that has been emphasized throughout much of our educational
history. The learner's achievement is compared with the stated
objectives and the specified criteria; the achievements of other
students are not relevant to the evaluation.

Another importantlconsequence is that the emphasis shifts from
the teacher and the teaching process to the learner and the learn-
ing process. Many learning experiences are included in the tradi-
tional curriculum because they fit the expertise or the needs of
the instructor. Competency based programs, emphasizing objectives

and personalization, focus on the needs and accomplishments of the
student. (Houston:1972:pp. 4-5)
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Dodl (1973) feels that the conseqﬁences of a competency based
teacher education program are mofe far reaching than the two conse-
quences Houston considers. First, Dodl feels that a compétency based
orientation to teacher education would eventually evolve.tp_the point
that most'teaéher preparation programs would be a non-course, non-
credi£ enterprise‘with the competency &emonstrétion not tied to a time
base. Fufther,'Dodi_feeis'there could develop in a competency based '
program a constaﬁt interplay between personal goal setting and thé,
gathering of info¥mation which wquld be reflected in programs that pro-
. vided opportunities for study and then trial teaching where the |
prospective teacher will have the opportunity t6 aséess short range
achievement outcomes. Doql fﬁrther emphasizes as a consequence the
facf that competenéy baséd‘prdgrams will bé highly active-gndeaﬁors
with a high degree of student motivation generated:by theifacf they are
provided the opportunity to make succéssive approximations of a:final
‘goal behavior and‘ﬁill bé given immediate knowledge or feedback of
their degree of suc&ess. A further'consgqueﬁce of a competency based.
teacher education program which Dodl considers is the need for and
emergence of teacher education specialists.who woﬁld design material
and asseésment techniques speciﬁically for competenéy:baéed teachér
" education programs. Oéher éonsequences‘Dodl envisions as a result of’
competéncy based proérams ére'an,intensified effort throﬁgh research to

clarify the nature of desirable pupil outcomes, and the belief that
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under such a program the achievement of the stated educational objec-
tives is:ﬁore likely to be attained.
THE ROLE AND CHOICEAOF.COMPETENCIES
IN A COMPETENCY BASED TEACHER
EDUCATION PROGRAM

The purpose of the competency based teacher education program
is to'prepare teachers who competently perform teaching functions. To
achieve this purpose, Houston (1972) emphasizes that the central notion
is the statement of competencies as explicit objectives. Houston sug-
gests that a competency program can be no better than its competencies,
for they determine the content for all else. He states:

...precise learning objectives——defiﬁed in behavioral and
assessable terms--must be known to learner and teacher alike.
Competency based instruction begins.with the identification of
the specific competencies that are the objectives of the learner.
These objectives are stated in behavioral terms. Means are speci-
fied for determining whether the objectives have -been met. Both
learner and teacher are fully aware of the criteria for completing
the learning effort. (Houston:1972:p. 4) '

Dickson (1972) suggests that in statiﬁg competencies for a com-

petency based teacher education program, the statements will include
knowledge, skills and attitudes ds well as the performance competencies
a prospectiﬁe teacher is expected to have on the completiop of the
teacher education program. Dickson further emphasizes that in choosing

the knowledge, skills, attitudes and competencies that will be included

in the pfogram; care must be taken to include those behaviors which
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promote intellectual, physical and social growth in students.

MgDonald (1974) views teaching compe;ence as having available a
diverse set of performances adaptable to a wide range of teaching
situations. McDonald stresses that these pérformance behaviors must
be 1inked.fo the purfoses of teaching, the material and medié éf
instruction, the characteristics of the students being taught, and the
studgnt responses being faught. He views teaching acts as beihg com—
prised of two componeﬁts, a behavioral"éompoﬁent and a cognitive com-
ponent. McDonald defines the behavioral component as é set of observ-
able actions and the cognitive component as a combination of percép—
tions, iﬁterpretations and decisions. ﬁe views a competent teacher as
being one who has learned most of the simple and comﬁ;ex performanégs
and the combinations and interrelations of the simple and complex per-
formances that are require& in teaching.

Rosner k1973) takes much the same view of teaching competency
as expressed by McDonald. He states:

Students who wish to become certified must show that they can

'put it all together.' They cannot just talk about it, they can-
not win brownie points by regurgitating the contents of books or
lectures, or discussions. They cannot make it with a few highly
developed performance skills. (Rogner:l972:p. 32)

Dodl (1973) suggests that the specification of competencies
will contribute to a teacher education program in a number of positive

ways. First, sﬁeéifying competencies for a program describes or

defines the desired product of the program. Further, .the specified.
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competencies can be used to establish major goals for instructional
~programs and they can and should serve as the principle basis for.
assessment in the program.
Houston (1972) considers the specification of competencies as
‘it is directly related to the student teaching facet of the teacher
education program. He suggests that the 'statement of specifie cdmpe-
tehcies will assure that student teaching activities will be goal
ﬁiregted. Further, Hoﬁston suggests that the statements of competen-
cies will be a common ground and meaﬁs for communication bétween the
student teacher and the secondéry cooperating teacher, the student
teacher and the college supervisor, as well as the secondary cooperat-
ing teacher and the college supervisor. |
Dickson (1972) and McDonald (1974) both stress the view that
when the competency outcomes ére clearly specified, when assessment and
evaluation are directly and clearly related to the statéd competencies
and when feedback from evaluation is immediate, it is more 1likely that
desirable behavior modification can be made in prospective tegchers.
This could be desiréble in helping to prepare éeachers to éompetently_
perform teaching fﬁnctions. |
Houston (1971) cautions that in spite of the many benefits that
can be cited for the use of specifying competencies in a teacher e&uca—
tion program, educators must gcceﬁt that they cannot equip student

teachers to meet all possible situations that might be met on the job.
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Houston views the specification of competgncies as a move toward stan-—
dards in education but emphasizes that competeqcy'based teacher e&uc;—
tion ié not a plea for the.standardizatidn of all.teaqher education
programs.

As the statement of competencies is central to a competency
based teacher education program, and since it has been suggested that
competency statements can contribute positively to many aspects of a
teacher education program, the selection or identification of competen-
cies to be included in a program is one of the first requifements for 3
gstablishing a competency based teacher education program accbrding to
Houston, Rosner, Cooper énd other advocaﬁés of competency based
pfograms.

Various methods have been used by different schools and:-
researchers as means of identifying or sglecting éompetencies to be
included in individual programs. Houston (1973) suggésts that general
methods for selecting competencies can be summarized in six approachés.
The first approach Houston suggests is based on a priori rather than on
.empirical grounds. This:approach he describes as a course translation
where the goals of specific classes already being offered are rewritten
as behavioral objectives and the newly stated behaviofal objectives
become tﬁe competency statements for the.progfam. Houston suggests
that becéuse‘this method is expedient, iiﬂis the method that has.mqét_

generally been employed. (Figure 2:p. 155)
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A second method for identifying competencies described by
Houston (1972) 1s a task analysis approach. When employing:this
' nethod, the various professional.rolee that are required of an effec-
tive teacher are listed and from thie listing the various.compecencies
‘needed to achieve each teaching rolevere‘drawn; Houston notes:thet'
many of the publiehed competency.lists now aneilable are evolvedlinf
this way.

A third method for identifying competencies for a teacher edu- -
cation program as suggested by Houston (1973) is to focns on the needs
of school learners. 1In implementing this approech, the first etep is

| to determine‘the pupil outcomes that are desired. WNext, it must be
determined whac conditions will bring about the desired pupil outcomes.
These conditions will suggest the competencies needed by. the teachers
to bring about the desired pupil, outcomes. (Figure.3°p.'156)

Houston suggests that this approach may be affected by intervening
variable and uncontrollable factors which would have to be taken into
account in each particular instance.

A needs assessment approach is a fourth nethod Houston .(1973)
discusses as a means of identifying competencies for a competency
based teacher education program. In this approach the consequences of
teacher behaviors and actions afe examined and then the.teaCher educa-
tion program is formulated that will prepare teachers for coping with

the consequences determined ‘in the needs study. This approach assumes
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that the needs of society or a school can be translated into,séhéql
‘programs for students and, subsequent1y, into specific education ﬁroJ
grams for prospective teachers. | |

A fifth method"for,deriving competencies considered by Housfon
(1973) is that of deriving compétenciés from a theoretical model of
teaching. In utilizing'this approach, a_theoretic position is épeéi—
fied and the éompetencies.needed for effective teaching within the
. model are deductively cqmpiled. As an exémple, Houston cite; the ﬁni—
versity of Hduston.modelvwhich was désignedhto educate prospective
teachers as appliéd behaviorai scientists. Weil (1974) develops.a
detailed conside;ationlof this app:dach for identifying:competencies.as
it was implementedlat Colﬁmbia Univeréity IéachérsICollege.

A,finél app;oagh to competency selection which Hoﬁé?on (1973)
considers is one which he terms a cluster approach.:'Usé of this
approaéh begins Wifh the identification of general program:areaslsuch
_as "Teaehing Strategies" or Classroom Management" or '"Diagnosis and
Evaluation." After the general areas have been identified, each argé
- is deductively analyzed to identify competencies in each domain and.the
6verall teacher éducation program .is builg on thé competeﬁcies which
have beeﬁ identified for eachlprogram area. .'

Thomas (1974) diécusses a study‘sﬁé conducted for determining -

~ priorities among cbmpetencies. The competencies included in the study

were taken from Dodl‘s'Caﬁalog:gg'Teaching'Competéncies and .were
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included in questionnaireé which were'responded to by groups of
teachers and supervisofy ﬁersonnel selected to participaté in eight
two—-day workshops on.competenCy based teacher education. In addition
to responding to the questionnaire, each of the eight large groups‘was
subdivided into thrée subgroﬁps according to grade level. Eacﬁ sub~
group discussed the.questionnaire and developed a detailed listing of
teaching skills they as a group viewed as necesséry to effective teach~
ing generally énd specifically for their grade.levels. ‘Each subgroup
reported conclusions to the large group and different viewpoints were
disqussed. Thomas concluded the questionnaires were successful in
identifying value hierarchies for teaching competencies and the group
sessions aided in rating interpretation and revealed differences in
éttitﬁdes toward competeﬁcies which were not appareﬁt from:the
questionnaire results alone. Two benefits Thomas nq;ed from the study
were the demonstration of £he feasibility of utilizing assesément‘tech—
niques in the development of teaching competency lists and the assur-
ance that school staff can be enlisteé beneficially in selecting
competencies for use in a competency based teacher eduéation program., '\
Thomas cautioned that competencies chosen in the manner described by
her study as well és thése arrived at by the methods described by
Houston and others must be regarded as tentative‘uﬁtil it hés Been gon— .
 firmed by research that they are in faét the most essential ékillg g‘

teacher might possess.
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Gage (1972) in congidering teacher effectiveness considers
approaches other than thése previously discussed as means of determin-
. ing téaching competencies to be included in a competency b;éed teacher
.educatibn progrém. A firét approach'Gaéé suggests, thét has been
alluded to .by others, is to list the types éf teachihg actiﬁities used
by teachers at various grade levels. From the 1isté of activities,
compétencies needed to be effective in eaéh teaching activity can be
developed and incorporated into the teachef education program.

Another method for determining competencies suggested by Gage
(1972) is to éonsider the types of educational objecfives that the
teachers at various grade levels will be dealing with, iie., will the
objectives be psychomotor, cognitive or affective. On the basis of the
different types of objectives, Gage suggests that lists of competencies
can be developed ;hat will help prospéctivé teachers become effective
in achieving the vafious tyﬁgs of objectives, and thus, become the
objectives for a competency based teacher education program.

| Viewing teaching as the obverse or a "mirror image" of learning

is another possible approach suggested by Gage (1972) as a means for
developing a competency list for a competency based teaéher education
program. By listing those things we want. the student to "reflect" from
teaching as shown by his learning, Wé can 1is£ the competencies needed
by a teachér to bring about the desired learning. Along the same line,

Gage suggests that each family of learning theories implies a specific
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type of teaching theory, and each of these teaching theories can Be
analyzed in terms of competencies needed to implement the teéching
thepry in a classroom setting. This, then, is another potential source
for developing a competency list for a teacher edﬁcation program.

Gage (1972) when speaking of teacher effectiveness and compe~
: téncy is quite explicit about the type of behaviors he feels should be :
included and suggests there is a need to analyze teaching into limited,
well-defined components that can be taught, practiced, evaluated, pre--
dicted, controlled and understood. Examples of teachiqg skilis or
behaviors which Gage views as meeting his sugéested criteria are such
skills as establishing set, establishing appropriate frames of refer-
ence, achieving closure, using questions, recognizing and obtaining
attending behavior, control of participation, providing feedback,
employing rewards and punishment and setting a modei.

Rosenshine and Furst (1971) report on various process-product
research studies in education, investigations which attempt to relate
observed teacﬁer behaviors to student outcome measures. As only
naturally occufring behaviors were used in the research, the studies .
were correlational with the teaching behavior being the independent
variable and the student perfo;mance measures being the dependent
variable. Rosenshine and Furst (1971) list in their sumﬁary of results
eleven naturally occurring teacher behaviors or skills which have sup-.

port from the correlational studies as influencing student achievement.
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Five of the behaviors listed are viewed by the researchers ashhaving

strong support from the correlational studies while the remaining six
have less support, but enough to ﬁake it appear that they deserve
future study. Those teaching behaviors which have strong support from
the correlational studie$ as reported by Rosenshine and Furst are:’
The cognitive clarify of teacher presentations. |
Use of variety or variability during a lesson;
Teacher enthusiasm.

Teacher being task oriented, achievement oriented and/or
businesslike.

Student opportunity to learn criterion, or objectives for
the class.

Those teaching behaviors which have less support ‘from the_studies, but
which Rosenshine and Furst feel should be pursued further are:
Teacher use of student ideas and general indirectness.

Use of criticism or control which showed a negative relation- .
ship in the studies.

Use of structuring comments.

Variety in. question types with emphasis on a multiple classi-
fication of the question types rather than just considering them
as lower and higher order cognitive questions.

Probing or teacher using responses to student answers which
encourage that student or another student to elaborate on the
given answer.

Rosenshine and Furst do add the following caution to the conclusions of

their study:
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However, these are not variables Wﬁich.can be placéd in teacher

education programs with assurance that training teachers in these
behaviors will enhance student performance. Much more study is
needed before these behaviors and their effects will be clarified.
In particular, we will need studies in which teachers are trained
to modify their behavior, and the effects upon student.achieve-
ment are noted. (Rosenshine and Furst:1971:p. 43)

In épite of the caution, Rosner-(;972) suggests that the
behaviors found to have supﬁort in the Rosenshine and Furst.report is a
good place to begin in chooéing competencies as it is unlikely that
sufficient research will take place before performance criteria are
implemented in preservice and inservice educationél prograﬁs._

Houstén (1972) emphasizes fhat choosing competencies for a
competency based teacher education program is one method of providing
variability and personalization within the program.. He sees fhis_as
being accomplished by selecting some cbmpetencies that will be geqeral
requirements for all while éllowing for each student to have a ch&ice
of competencies they wish to pursue in optional areas. Housfon further
suggests that thié approach adds humanism to the program and lessens
the éhance that a comﬁetency based teacher education program will
become too mechanized..

In choosing competencies, the general consensus among educators
supporting the competency based approach is that competenciés are
behaviors that the prospective teacher will actually perform in a

classroom setting, but they acknowledge that knowledge of a subject

must precede pefforﬁaﬁce of a competency. Dodl (1973) suggests that
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in a competency based program‘knowledge of a subjéct or behavior should
be viewed as an‘enablér or a facilitatér:father than a competency.
Dodi cites as an'exémgle that it will bé ne€es§afy'to requife students
to possess knowledge of the psychologicél principles of reinforcément
but the knowledge of the principles should not be considered a comﬁe—
tency. Rather, it could be considered competency when the prospective .
teacher shows that he can effectively apply the principles of reinj
forcement in a classroom setting with students of the age level he
_expects to be teaching.

Dickson (1973) makes a_meaningful general suggestion reggrding
the selection of gompeteﬁcies for a teachef education program. He
récommends that one’recpgnize "what ié" and "whét ié desifed", for -
both must Be‘includéd in the dévelépmentiof an:effective'progfam.

Rosner (19?1) diséusses four conditions that he views as
essential to facilitate the acquisition of the specified teaching com-.
petencies for any given competency based teacher education program
after the competencies to be included in a program have been identi;
fied. A first condition Rosner suggests is the development of measures-
to aséertain the degree of mastery of any given competency that has
actually been acquired. in developing these criteria or evaluation
measures, Rosner emph#siies the importancé of establishing dégregs 6f
expertise in measuring sﬁééific competencies. He'suggeéts the dégfees

A : . _
of expertise could serve as standards of attainment for teachers in the




49
program. Further, Rosnér‘suggests that establishing degrees of
expertise would enable prospective teachers or their supervisors to
determine the need fo; édditional study.or pfactice to ;ttain épécified
-levels of mastery. Another positive factor‘Rosner suggests could
evolve from the estéblishment'of levelé of expertise is a_form-df
motivation., He sugéests that the implemeﬁtation of various levéis of
expertise as measures of competency would tend to motivate students to
higher levels of performance. Rosner further suggests that established
levels of expertise could be used as yardsticks for training or as
tools for'research.

A second condition'that Rosner (1971)'discusges as essential to
the acquisition of specific teaching competencies is the development of
instructional and training materials to gﬁide the study ;nd practice of -
particular competenciés{ . Rosner suggesfs thégnﬁugh of this will haye
to be appfoaéhed on an indiﬁiduallpfogrém basis with Ehé instruétional
and training materials being "tailor made" for each indiyiduai program.

Rosner (1971) considers a‘third condifion that he views as
essential in helping students to acquire specific téaching competen—
cies. This 1is the developmépt within the educétional program of opﬁor—
tunities for students to study and practice under supervision with
little delay in evaluation of and feqdbaék,frdm the knowledges and
performanceS'tﬁat mightibe‘requireﬂ. Rosner suggests this is essential

in order to determine need' for and recommend or require additional
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study or practice and/or{the acquisitibn of new knowledges or skills.

A fourth conditiéﬁ Rosner (1971) considers as needed to:facili—
tate acquisition of selected teaching competencies is the development
of incentives to motivate the acquisition of the selected knowledge
and skills. Rosner suggests that in a preservice program, the main
incentive Woﬁld be the need to acquire ‘certification in order to seek
employment.

DeShaw (1973) gummarizes some of the advantages and limitations
that are apparent in the use of measureabie objectives or competency
statements. . A first advantage is the\fact that competency statements
force explicitness in the.statement of goals to bé accomplishéd._
Another advantage DeShaw cites for the use of competency statements is
that they can be an aid in the selection of teaching methods, instruc-
tional materials and learning activities. 'DeShaw further suggests that
if competency statements are used, it makes it possible for a person
to plan orders of sequence for activities in such a way that it will
allow for maximum achievement. A fourth advanfage,DeShaw views iﬁ the
use‘of competenéy,statements is the belief that if competency state-
ments arelimplemented in'tﬁe manner that most of théirlproponents
recommend, they permit more rapid and accurate meésurement of studeﬁt"'
progress. A final advantage that DeShaw suggests results from the use
of competency statements is the belief that the cgmpetency statements

motivate students to more efficient and rapid achievement of the
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competencies’expécted of them.

There are fewer.limitatioﬁs that DeShaw (1973) considers in
relation.tp the use of competency statements, but those mentioned are
important enough that they should be kept in mind. First, important
factors could well bg ignored because of the difficulty of stating cer-
tain behaviors in terms of Eompetency and criteria. Houston (1971)
cites as an example the difficulty that arises in handling affective
objectives.. A second limitation DeShaw and others suggest is the.idea
that the use of competgngy baéed education may erode the curricﬁlum to
- a mechanicai and dehumanizing form of education.‘ Though it.seems Weil
to keep in miﬁd_thét this is a poséibility, the researcher has
previously included several examples of actions that can and should be
taken to prevent a competency based teacher education program from
becoming mechénical.and dehumanizing. A final limitation DeShaw con-
siders in relation to the use of competency statements is the belief
‘that prespecification of goals may keep one from faking advantaée of
unexpected educational opportunities. The researcher has ascertained
from the literature that the proponents of competency based teacher
education recommend flexibility within the'progrém, so it.seems that
encouraging flexibility coﬁld prevent the occurence of ﬁhe‘final 1imi;
~tation DeShaw suggesté;

Lindsey (1973) offers a caution on.chgnge that seems applicablé

to the selection of competencies for a competency based teacher
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education program. She states:

Concern about achieving the full benefit of current develop-
ments emanates from uncertainty about what responsible human
beings will select as promising and how they will use what they
select. Mindless adoption and installation of ready made curricu-
lar models is not only possible, but history and present events
'suggest, all too probable. (Lindsey:1973:p. 179)

EVALUATION AND EVALUATIVE CRITERIA IN A
COMPETENCY BASED TEACHER EDUCATION
PROGRAM

In the Thirty Ninth Yearbook of the Association for Student

Teaching, Kinney (19605 exﬁresses the belief that adequate evaluation
of stﬁdént teaching performance is essential to the overall effective—
ness of the entire program of teacher preparation. The éame belief
‘expressed several years égo for the need of adequate evaluation of our
product, namely the teacher, is also.a part of the competency based
teacher education movement today. Sandefur ﬁakes the fqllowing analogy

concerning teacher education and evaluation.

No industry would long survive in a competetive marketplace
without a systematic, valid procedure for testing how well its
product performs the functions for which it was designed. Teacher
education is analagous to industry in that it needs to evaluate
the 'product' and to feed that evaluative information back into
the program of preparation in order to improve the quality of the
teaching profession. (Sandefur:1970:p. 1) '

The new Standard for the Accreditation of Teacher Education
made mandatory by NCATE in 1971 also expresses a general belief in the

need for specific evaluation of student teachers. The preface to
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Standard 5.1 reads:
The ultimate criterion for judging a teacher education pro-
gram is whether it produces competent graduates who.enter the
profession and perform effectively. .

Standard 5.1 reads:

The institution conducts a defined plan for evaluating stu-
dent teachers. (NCATE:1970:p..12)

Kinney (1960) considers some of the specific reasons he feels
the evaluation of student teachers is an important part of a teacher
education program. Kinney sugéests, and other educators such as
Sandefur, Merwin, D&dl, and Pophan concur, that the outcomes of a stu—.
dent teaching program are unique and essential. ‘Kinney goes on to
emphasize the fact that outcomes thafuare not evaluated are ra;ely
" achieved, another point ag?éed on by ﬁény-educators.

Merwin (1973) coﬁsiders other specific reasons for the need of -
incorporating extensive measurement and evaluation in a\coﬁpetehcy
based teacher education program. He first cénsiders the étudent's
need for the information generated from an effective evaluatign pré—
gram. The student needs to be evaluated and receive feedback from his
student teaching activities so he can persoﬁally answer questions such
as, '"Was my chéice of alfernatiﬁes the best for me-in a given situa-
tion?"-~"Why or why not?" As the student in a competency based teacﬁer
education program is to answer these types of questions for himself,

the information provided the student to help determine the answers to
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these questioné must be reliable and relevant for the .situation.

The néed for information by each individual instructor regard-.
ing the competency of each student he is wprking with is a second féc—
tor Merwin (1973) discusses in his support of the emphasis on
evaluation of student teaching in a competepcy based teacher education
program.. Only with the help of effective evaluation that is both .
reliable and relevant can an instructof'maké such decisions as the
need for the reviewing of modules related to specific competencies or
the need for an extended student teaching experience so all required
competencies can be adequately met by the student teacher.

A third need Merwin (1973) considers essential as a factor in
his'suppoft of adequate student teaching evaluation is thé need for
information by the director of the student teaching program. As most
schools that adopt a'éompetency based teacher e&ucation proéram also
adopt a competency Based'éertificatioﬁ progfam, the program director
must know specifically whether or not the student teacher has reached
the competency level indicated as needed for certification.

Finally, Merwiﬁ (1973) discusses how effective evaluation of
student teachers in a competency based teacher'education program can
provide information that is needed and can be useful to prospective
employers. He suggests that a positive result of a competency based
evaluation of student feaéhing is the fact that fhe information avail—'

able on what prospective teachers can do will be more extensive and
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more detailed than just a grade for a given course. Further, if the
student teaching experience is graded on a pass-fail basis, there are
definite criteria establiéhed to determine a pass grade.

Since it was quite well documented by Kinney (1960) fhat there
was a need for more effective evaluation of studeﬁt teaching, and since
Merwin (1973) thirteen yeafs later still says basically the same thing,
why hasn't more progress béen'made in this major and continuant prob-
lem of teacher edﬁcation? Sandefur (1970) suggests two reasons why the
problem of the evaluation of student teachers has basically been
ignored for many years and is 'still with us. The first obstacle Sande-
. fur considérs is the profession's inability to determine what cohsti—
tutes effective téaching. This is pointed up by the many teaching coﬁ-‘
petency lists that have been generated in the past two years, all
suggesting that the stated competencies are needed for effective
teachiﬁg. Another factor. Sandefur Viéwé-as contributing to the evalua-
tion problem is the lack of evaluative tools and techniques Qith which.
to measu?e effective teaching. Although the preﬁiously mentioned
conditions discouraging to the evaluation of student teachers did
exist, Sandefur offers two premiées which suggest that the obstacles to
effective evaluation as he views it have been aF least partially
removed, making it possible to be more specific and accurate in sys-
tematicaliy evaluating student teachers. - He states:

A sufficient body of research now exists from which inferences
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may be drawn, and substantiated, on the characteristics of good .
teaching and good teachers. The findings of research on teaching
and learning form a configuration which is subject to order and
can be incorporated into instructional schemata.

Classroom observational systems and other evaluative tools
have been developed which enable educators to assess the teachlng
behavior in a systematic fashion. (Sandefur:1970:p. 2)

It is these premises -of Sandefur's that are at least being
partially implemented in the evaluation processes in a competency
based teacher education program.

The beliefs and principles that were suggested as being appli-
cable in evaluating student teaching performance in a traditional
teacher education program are still referred to by educators concerned
with the evaluation of teaching performance in a competency based
teacher education program. Principles such as the following by
Stratemeyer, Lindsey, and Boykin should be taken into account when
working with the evaluation of student teachers in a competency based
student teaching program.' These principles are:

The fundamental purpose of evaluation is to promote growth.

Evaluation involves appraisal of agreed upon values and goals.

Evaluation is an integral and important part of the. learnlng
process and. should be continuous.

Evaluation should be based on both quantitative and qualita-
tive evidence and employ a variety of techniques for recordlng
and interpreting behavior.

Evaluation is a cooperative process in which the learner and
all those concerned with his growth should participate.
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Evaluation takes into account both the ability of the learner
and the standards and competence generally required in the situa-
tions in which the individual will be engaged (Stratemeyer,
Lindsey:1958: p. 431)

Boykin suggesrs that:

The evaluation of student teacHing must be based upon and
function within a democratic philosophy of education.

The evaluation of student teaching should be made within a
behavioral frame of reference.

In evaluating student teaching, the objectives should be
defined and stated in terms of the kinds of behavior expected to
be realized.

The methods, procedures and techniques in appraising the work
of the student teacher should be sufficiently diagnostic to enable
the student teacher to identify the various stages of growth and
progress involved in learning to teach. '

Evaluation of student teaching should be conceived as an inte-
gral part of all learning, to be engaged in cooperatively by the
student teacher, the supervising teacher and the pupils. '

.The evaluatlon of student teachlng should 1ead to a better
understanding of growth and development and its relationship to
developmental tasks and learning.

The evaluation of a student teacher's performance should lead
to a more realistic understanding and acceptance of 'Self’ and to
the development of a p031tlve emotional approach to teaching,
learning, and living. -

The evaluation of the student teacher can be educative only to
the extent that it recognizes and reconstructs the group experi-
ences which the student teacher brings with him to the student
teaching situation.

The evaluation of student teaching is broader than measurement
and requires the use of both quantitative and qualitative data.

The mere description of the characteristics of a 'good .
teacher" is insufficient for evaluating teaching competencies
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needed in a democratic social order.

The evaluation of student teaching is comprehensive, contiﬁu—‘
ous, and leads to improvement in the total program of teacher
education. (Boykin:1960:pp. 9-23)

Since competency based teacher education programs accept the -
pPremise Qf-traﬂitional teacher education programs that evaluation of
student teachers is essential, and since advocates of competency based
programs accept as valid the beliefs and principles of evaluation as
compiled within traditional teacher education programs, consideration
should be given to how evaluation of student teachers in a competency
based program differs from the evaluation of student teachers in a
traditional teacher education program. McDonald states:

Traditional teacher education programs have not had to demon-
strate the effectiveness of their graduates as teachers. However,
in competency based programs, the emphasis on accountability, on
scientific inquiry and on the use of evaluative feedback for pro-
gram development all thrust evaluation into a prominent role.
(McDonald:1972:p. 56) : '

McDonald suggests that this fact of traditional teacher educa-
tion programs not being required to demonstrate that their graduates
are effective teachers will put an added burden on those who develop
competency based teacher education programs as they will be required to
show that their graduates are more effective than those trained in the
traditional programs.

Advocates of competency based teacher education programs have

been developing various approaches to the evaluation of student

teachers which differ from the more traditional methods of student
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teaching evaluation used“in other progfams. The target for evaluation
of student teachers centeré on two of the éharacteristics of compétency‘
based teacher educatioh as’ described by.Houstbn. He states:

Two characteristics are essential to the concept of competency

- based instruction. TFirst, precise learning objectives—-defined in
behavioral and assessable terms--must be known to learner and
teacher alike. Competency based instruction begins with identifi-
cation of the specific competencies that are the objectives of the
learner. These objectives are stated in behavioral terms. Means
are specified for determining whether the objectives have been met.
Both learner and teacher are fully aware of the expectations of the
criteria for completing the learning effort. From a variety of
alternative learning activities, those most appropriate to the
specific .objectives are selected and pursued. 1In contrast to much
traditional instruction, the activities are viewed as means to a
specific end. Neither teacher nor learner is permitted to view
the activities as the objective of the learning experience.

The second essential characteristic¢ is accountability. The
learner knows that he is expected to demonstrate the specified
competencies to the required level and in the agreed-upon manner.
He accepts responsibility and expects to be held accountable for
meeting the established criteria. (Houston:1972:p. 4)

In developing evaluation processes which reflect the character-
istics described by Houston, it is accepted that evaluation will be
based on specific pre-stated competencies or objectives and the focus
for evaluation will be criterion referenced where each individual is
responsible for his attainment of a prescribed set of objectives at
specific criterion levels. This is a contrast to the traditional norm
referenced approach to student evaluation emphasized in traditional

programs where each student is judged by his standing relative to the

performance of a group or a test population.




60

Rosner (1972) discusses assumptions regarding competency ecri-
teria for a competency based teacher education program. A first
assuﬁption-concerning evaluation in a competency based program accord-
ing to Rosner is the belief that knowﬁﬁé and the ability to apply what
is known are.two different matters. Based on this belief, Rosner,
Cooper, Houston and other spokesmen for the competency based teacher
education movement advocate that certification for teachers should
focus as much on what a prospective teacher is able to do as it does
on what he knows. Rosner and o;hers suggest that in the evaluation of
student teachers in a competency based program, the criterié for
assessing what a prospective teacher can do, a competency,-should be
as stringent,’as systematically derived and as explicitly stated as
criteria for stating kpowledge. Further,'éssessmept of what is known
(knowledge) and what cén,be done (competency) must.be cérried out and
described as systematicaily as possible. 1If possible, this description
should be made at the outset of the program.

Considering the assumptions regarding evaluation in a compe-
tency based teacher education program as viewed by Rosner suggests that
prospective teachers will be required to obtain a knowledge of the
subject matters related to teaching as a prerequisite to demonstrating
that he is able to perform in a classroom setting a variety of speci4
fied behaviors that are.used by teachers to achieve the‘outputs

demanded of a teacher. (Figure 4:p. 157)
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Thus, Rosner summarizes a program for competency based teacher
education where the evaluation focuses on both knowledge and teaching
behévior. Rosner (l972)vemphasizes that in keeping'ﬁith the gharacterf
istics of a competehcy based teacher education program as discussed by
‘Houston, it is essential thét the knowledge and the teaching behaviors
prospective teécﬁers will ﬁave to demonstrate and the indicators (cri-
teria) acceptable as evidence of realization of the knowiedge and
teaching behaviors must be made explicif, Thus, Rosner accepts that in
evéluation in a competency based program the performance criteria will
be knowledge referenced; skill referenced and output referenced. It
is assumed that by requiring prospectivé teachers to meet performance
criter&a, we will produce teachers who are knowledgeable, skillful and-
competent. (Figure 5:p. 158)

Cooper (1973) offers further thoughts on the evaluation of stu~
dents as a part'of a competency based teacher education program. He
suggests first that the evaluation in a competency based program will
be different from evaluation in a traditional program as the evaluation
in a competency based program should be a part of a total system.
Cooper goes on to say that in a c¢ompetency basea prdgram, knowledge as
measured by traditional programs may be part of the new program. He
emphasizes that specific knowledge may be required as a prerequisite
for a performance, but that it is not necessarily a characteristic of a

competency based program. Cooper suggests that the emphasis for
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evaluation in a competency based teacher education program should. be
on the perfofmance of the teacher and perhaps tHe‘conséquences of .
teaching.

A second point.Cooper (1973) conéiders.regarding evaluation of
students in a competenc& based teacher education program is the fact
that the evaluation of competencies required of the prospective
teachers will be made several times with each evaluation being made in
a progressively more complex setting. He.suggests the first evaluétion
for a competency may be made in a micro-text such as micro-teaching,
but the final evaluation for all required competencies should ulti-
mately -be in a classroom setting while the‘prbspective teacher is stu-
dent teaching. |

Cooper then commen#s that if the consequence. of fhe teaching
act is included as a‘faéet of the evaluation'program it should be
viewed as a higher level of aésessment than performénce. Cooper con-
curs with others that the emphasis on performance and possibly conse-
quence criteria in evaluation in a competency based teacher education
ﬁrogram is based on the assumption that it is more possible to predict
teaching success or effectiveness by usiné these critéria than by using
knowledge criteria alome.

In implementing the assumptions of criteria and evaluation .
discussed by Rosner, it is generally écceptéd by competency based

teacher education advocates that competency and criteria statements -
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will fall under oneﬂof‘three types of criteria distinctions, either
cognitive, performance or consequence criteria. Cooper (1973) and
Dickson (1973) define what each type of criteria will consist of. The
cognitive or teacher knowledge criteria will be based on the facts,
principles, awarenesses, and sensitivities the teacher ié expecfed to
acquire, the intellectual skills and experience the proépective teacher
possesses at the end of a course of instruction. Teacher performance
cfiteria are the.behaviors the,prospective teacher is expected to
demonstrate, those béhaviors that facilitate pupil development in the
cognitive, the affective and the psychomotor domains. Examples of
teaching behaviors that would be included are such things as positive -
reinforcement, higher éoénitive level questions and teaching épécified
concepts in a specified way.

Teacher consequence or product criteria represent fhe kind of
individual gréwth and learning that résulté from the teaching behavior,
the outcomes the teacher is expected to bring about in the eﬁotional
and intellectuél growtﬁ of his pupils. Consequence criterié are basgd
on student gains rather than teacher performance..

In addition to.the types of criteria distiﬁctions just dis—
cussed, advocates of competency based teacher education programs will
refer to Turner's six levels of criteria whep discussing evaluation as
a facet of the competency based program. Turner (1971) suggests and

describes six levels of criteria that he feels eventually should be a
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part of a continuing competenéy based teacher education program.

Criterion level one, the highest level for evaluation that
Turnér suggests involves two parts. First, there is the observation of
the acts the teacher performs iid the classroom classified into the cog-
nitive and affective &omains. Part two of this‘criterién level for
evaluation involves a systématic analysié of the levels of pupil out-
comes of the pupils the teacher teaches, again including cognitive and
affective behavior. As Turner suggests a minimum of two years
appraisal on a sampling basis for criterion level one, this level of
critefia.for evaluétion couldn't be used in evgluéting a student

teacher because of the suggested time element. Turner suggests that

information from criterion.level one evaluation could be used as a

basis for relatiﬁely permanent certification or for determining the
relationship between teacher behavior and pupil perférmance to use as
general feedback to teacher educaﬁion programs as an indicator of which
types of teacher behavior are most likely to bring particular changes
in pupil behavior. ‘ |

Turner (1971) describes criterion level two as being’idéntiéal
to level one except .that there would be a shorter performance period,
probably samplings over one year or less. Turner suggesté"this level
is limited and inspireé less confidence than level one in that the’
results are open to:errof ;ttributable to fluctuétions in teacﬂer

\

behavior, student behavior and teaching context. Results of the use of
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criterion level two evaluations could be used as a basis for inifial
certification. |

Level three of Turper's criterion 1evelé eliminateé the pupil
performance data that are a part of criterion levels one and two and
deals strictly with the actual classroom performance of the teacher or
prospective teacher. At this level the judgements on the competency or
proficiency of the teacher or prospective teacher are based on the
observeable behavior of the teacher. This level is perfofmance based
in the sense that the teacher engages in teaching and is then evaluated
on the quality of his‘professional actions as related to specifiea cri-
teria. The validity or goqdness of the use of level_three criteria
will be dependent on the estaBlishment of empirical relationships
.bétween teacher behavior and pupil performance./ This could be adqom—
plished by using daga derive& from using ¢fiterion levels one and two
which were previously déscribed. Turner defines the degree of confi-
dence for.the use of criterion level three as the upper intermediate
range and suggests it yields enough cqnfidence to be useful in the pro-
visional certification of teachers. Criterion level three is suggested
by Dickson and others as being the most appropriate level for accounta-
bility in teacher edﬁcation as it is concerned with the demonstration
of teaching competency under actual classroom conditions and can help a
school of education’ determine whether the student teachers éhow evi-" -

dence of the teachiﬁg behaviors which the teacher education program
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claims to be producing.

Criterién level four as suggested by Turner restricts the
teaching context and the range of teachiné:behaviofs rather sharply.
For level four evaluation the prospectivelteacher will engage in micro-
teaching a_s@all group of students or peers with the teaching behaviors
to be observea being restricted.té one or a few teaching béhaviors in
the cognitive’or affective domain. Iurnér suggests evaluation of pro-
spective teachers af this level should be used és a prerequisite for

\

student teaching but cautions that we should put only modest confi-
dence in this form of evaluation and should no£ consider e%éluation.
based on level four criteria as an adeqﬁate basis for certification.

According to Turner, at criterion level five the prospeétive
teacher would be required to produce or show at least one teaching
skill, but it would not be necessary.ghat he perform beforé 1ivé stu-
dents. Although theluse'of this level criﬁefia would not bé confident
enéugh for cértification, it can provide information about modules or
sub—componehts of a program.

In being evaluated at Turner's criterion level six, the teacher
or prospective teacher is mnot quaged in producing a specific teaching
performance. Rather, he is expected to show he understands some
behavior, congept or principle germane to teaching.. Turner views this

level of evaluation as being used primarily to provide data about pro-

gram components and suggests that when using this level, several
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criterion levels of understanding should be identified.

After specific competencies have been chosen to be included in
a competency based teacher education program, it then becomes necessary
to develop the evaluation criteria for each of the competency state-
ments. In the student teaching segment of the program, the criteria
for evaluation will be performance based and will emphasize Turner's
criterion level three which is based on the observation of teacher
behavior in a classroom setting. Soar makes the following statement
regarding criterion level two and criterion level three evaluation.

It may be feasible, perhaps even desirable to assess the com-
petence of the teacher to promote lower level learning objectives
by measuring change in pupils, but that for the attainment of
higher -level objectives, the more appropriate procedure would seem
to be to’'measure the behavior of the teacher and compare it to
behavior which is thought or known to be related to the development
of higher level objectives in pupils. And such a procedure appears
feasible of implementation...the attempt to measure the attainment
of all objectives by measuring the growth of pupils is likely to be
a disaster and to foreclose the possibility of implementing a pro--
cedure which, in the long run would represent a real advance in
teacher education, certification, and evaluation. (Soar:1972:p. 15)

‘Schalock (1971) further suggests several specific reasons why
evaluation based on teaching behavior in a classroom situation should
be used as a basis for evaluating the student teaching experience.and
ultimately be used as the basis for certification. He suggests first
that it is logical to focus on what a teacher does_ratherAthén focusing
on what he knows, believes or feels. Schalock further suggests that

‘

since it is a teacher's behavior that is the primary determinant of a
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teacher's influence in the classfoom, it is important that prospective
teachers be able to behave‘in ways that are desirable in the classroom.
A third reason for evaluation based on classroom performance bf a
téacher as suggésted by Séhalotk is fhat tﬁe research which ﬁas been
‘done on tgacher behaﬁiqr has laid out_categories of behavior that afe
observeable, measureable and relatively easily mastered. A final rea;
son Schalock suggests for evaluation based on teacher performance in a
classroom is that such a focus has a good dealvof common senée about‘
it, ié logical and practical. Fufther, the approach permits systemétic
measurement and can provide -one means for ﬁeeting the requirement for
accountability in teacher éducation.

Although it has been suggested by some that Turner's dri£erion
level two based on pupil gains should be‘included in ‘a competency based
teacher education program, there are specific drawbagké to its use in
addition to the fact that the student teaching experience doesn't
involve enough time to apply this criterion level effectively; Soar
(1973) . and Sandefur (1970) discuss the elusivenesé of factors that
might effect the use of puﬁil gain criteria for evaluation purposes. '
They point out that it would be neafly impossible to account for the
many. factors ex;erior to the classroom thét influence the performance
of students, sueh things as &ifferent perceptions of the 'school .
environment, different home environments, the attitude and expectations

of parents and peer group influence. The contention of Soar and
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Sandefur that the teacher is only one of many influences in student
achievement, and in many cases, é minor influence can réadily be
accepted. As they suggest, it seems an oyer—simpiification to lay
pupil's growth or lack of it at the teacher's door. Sandefur suggests
it is no more reasonéble to evaluate a teacher or teaching program
entirely on the basis of what the pupil learns in the classroom-than to
evaluate a Medi¢a1 training program and its graduates by the health of
the populétion_they sefve.

Soar (1973) predicts there will be problemé in measuring
pupil's growth as will be needed if pupil gain criteria is to be used
as a means for evaluation in a competency based teacher education pro;
gram. Although it may look simple, specialists in éducatioh and
psychological measureﬁent at this time have no resoiﬁtion to - the
problem, |

4 AnotherAfactér Soar (1973) considers aé.a drawback to the use
of pupil gains criteria is the variability in the rate of.growth and
changes that occur in students. He suggésts that some characteristic
changes in students occur so slowly that a perceﬁtible change would
probably not be seen in nine months. Thus, it would nét seem logical
to expect to measure this type chanée in the short étudent teaching
experience. Further, Soar suggests that if pupil gains Qere used as &
criteria for evaluation, there Would be further problems in allowing

for variations in complexity for various types of growth.
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Merwin (1973) and Popham (1968) suggest that pre and pdst tést—
ing for changes in academic behavior would be one way of making evalua-
tion of teaching performance based on pupil gains. The use of pre and
post testing can, and probably should be included as a requirement in
tﬁe student teaching experience, but it 'should also be kept in mind
that when used, it only shows whether or not the pupils made a gain at
a cognitive level. We can't conclude unconditionally that the teacher
was directly fesponsible for either gains or losses that might be evi- _
dent in the post test, for the changes-that do occur might happen in
spite of ﬁhe teacher or.perhaps they Woﬁld have occurred whether the
teacher was present or qot}

In developing performance criteria'fof the selected competen-
cies in a competency based_teacher education program, Cooper (1974)
makes a comparison between the use of very specific'objectives as
opposed to using a more general statement of a given competency and
the criteria for evaluation. An example of a specific objectiverwould
be:

The student teacher will ask a.minimuﬁ of five probing ques—
tions in a five minute period in a class of students at the grade
level he is student teaching. (Cooper:1974:p. 5;)

In some instances, the ébove statement would have the édvaﬁtage

that it is specific, there is no question about the conditions for the
behavior or the critéria for evaluation. The disadvantage té this

specific'a_statement as a criterion for evaluation in student'teaching'




71
according to Coopef is the ‘fact that it is convergent'and rgstricts-the-
student teacher to too g;eat a degree. The real objective for the
precéding specific objective is that the student teacher will be able
to a;k probing questions of school children, a competency that can be
demonstrated under a variety of conditions and criterion levels. Thus,
Cooper suggests that a possible.wording for the preceding'competency
statement would be:

The student teacher will demonstrate the ability to ask prob-
ing questions of school age children. (Cooper:1974:p. 51) .

~ Cooper then suggests that a minimum criterion level as well as
other criterioﬁ levels be established for éach competency so that a
student teaéher will have some choice in what he would like to dq and
ét what criterion level he would like to be évaluated at. This
approach would seem to provide thé opportunity-fof a student to show
that he can perform'aboVe a minimum level of competence.in the class-
room. The leﬁel of competénce at which a student teachér performé can
be included as a part of his evaluation for the student teaching |
experience.

Houston (l974)'invéonsidering evaluation of éompetencies and
the use of evaluative ériteria in a coﬁpetency based teacher education
program makes an-ana;ogy of teaching to violin plaﬁing. He-suggests
that for beginners in both instances, isolated. competencies may be

1
acceptable, but what would be considered adequate at one time will not
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be acceptable another time. This implies fhat the teaching profession'
should define a series of competency reqﬁiremen;s that might increase
in complexity and scope as the teacher gaihs experience. This suggests
the inclusion of demonstration of isolate& competencies in education
courses which precede the student teaqhing experieﬁce, demonstration of
specific interrelated-competencies during the student teaching experi-
ence, With'the suggestion that supervision for the improvement of
instruction be continued on a competenéy—criteria basis after tﬁe
teachef is teaching on a contractual basis. |

In considering his. suggestion that the teaching profession
should definé compefency requirements and evaluative criteria, Houston
(1974) hypothesizes on the relationship of teacher style and teachiﬁg
competencies.“ He suggests first tﬁat variation in teacher personali--
ties, styles, and stances Will preclude the definition of a single set
of requirements for all teachers. He suggests further the hypothesis
tﬁat the more proficient a person becomes at teaching, the more likely
it is that he will develop a unique or personalized professionél style.

Cooper (1974) suggests that one way to help prospective
teachérs begin developing a unique personal sfyle of teaching is to
have some flexibility in the evaluation process so there can be.a
degree of personalization in the program that ﬁould help to accommodafé
for each student the personal st&le and creative teaching acts he might

want to include, the uniquenéss of the student teacher, the uniqueness
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of the instructional contéxt and the uniqueness of the individual stu-
dents and the classes being taught. Cooper sugéests.that the oppor-
tunity for student negdtiation in relation to both competency and
criteria cholce should be included in the evaluation process as‘he
feels performance assessment should be a personal matter. He suggests
that by incorﬁorating négotiatioq into the.evaluation process it will
help make allowance for the previously men;ioned uniqueﬁesses and
differences in gach studeﬁt teaching situation,‘yet it still makes it'.
possible to include generalized competencigg aﬁd criteria thought to be:
important to different Stafes, differént sghool systeﬁé,_different
professional organizations and college faculties.

In implementing student negotiation as a part of evaluation
during studenf teaching, Cooper suggests that specific things be
included in the process. First, he suggests that the parties involved
make a specific contract for the competenéy being negotiated. Next,
it will be necessary to plan the performgnce to demonstrate the compe-’
tency that is to be judged and to,establish the griteria by which tﬁé

performance will be judged. Finally, he suggests the need to_developf

procedures for gathering and evaluating assessment data on the given

performance. Cooper emphasized the fact that with negotiated competen-
cies as well as general competency requirements there is a need to make '
assessment of the students regularly throughout the entire program,

including student teaching and to discuss the assessment made on a
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face to face basis with the student. '
In a competency based teacher education program, there would be
-‘several uses for the data collected through the use of a systematic
evaluatiop based on competency statements end'evaiuative criteria
related to the competency statements. Rosner (1972) suggests that a
first uee for assessment data would be‘the‘monitorihg of student pro-
gress. Data Whieh have been systematically collected can help in mak-
ing such decisions as whether the student should repeat an instruction
module or activity in student teaching or, on the basis of successful
cempletion of a competency as measured by the speeifie criteria related
to the competency, the decision may be made that the student is readf
te move on to more advanced learning modules or other teaching behav-
iors in student teaching. In helping to monitor student progress by
qsing competency statements and evaluative cfiteria, it makes it~
possible for the evaluator to be objective and specific‘as he can
provide feedback to the student specifically in terms of what was or
wasn't accomplished in relation.to the stated criteria. During Fhe
student teaching experience, feedback can also be:giVen as to the -
effectiveness of specific instructional activities. This type feedback
would also proﬁide.some data for the comparison of different kinds of . .
insteuctional activities. Compilation of competency data collected
during the student teaching experience could make it possible to

develop a profile for each prospective_teacher which would include
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information about each teaching competency he had successfully imple~-
mented in a classroom situation and at what criteria level the
competency had been demonstrated. Merwin (1973) feels that the type
of information that is produced by this type evaluétion reduces risks
in predicting the future of prospective teachers. He suggests that
what a student teacher does at a giveﬁlppint in time under a speqific
set of. circumstances shoul& be of less concern than what a given per-
formance by‘a student tgacher tells us -about probablé fﬁtﬁre‘perfor—
mances of that teacher in a élassroom situatién.

Schalock (1972) suggests that this type data which shows suc-
cess or lack of success for each student in reaching the competency
outcomes for which he is respdnsiblé could be used as a basis for the
type of teaching certification that will be éwarded.

Rosner (1973) suggests that the‘evaluative data géthered from
individual students over the course.of their involvement:in a compé—_
tency based teacher education program can also provide informatioﬁ
regarding the appropriateness of the program goals.and how weil ;he‘
instrﬁctional program is helping students achieve these g;als.

Elfenbein (1972) in a comparative description of several com-
petency based teacher education programs that were in existénce stated
that evaluation for monitoring student progress and to provide feed-
back to students were the facets of evaluation that weré the best

developed and most consistently used by the greatést number of
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programs. The immediate feedback provided by the programs was viewed
by students as being a positive point of the program. In assessing the
progress of students, all schools included in the comparative study
used both knowledge and performance criteria with only a limited number
of schools including product criteria as a facet of evaluation. In all
schools included in' the study, assessment tools were still being
evolved and most schools were developing some form of research .design.

In considering evaluation as a facet of competency based
teacher education, Rosner. states:

No factor is more crucial to the success of competency based

teacher education than the method of assessing the mastery of

" concepts and skills. The preparation of instruments to define
performance criteria is the sine qua non of competency based
certification. The committee cannot emphasize too strongly the
needed development of measures of teacher performance in the
classroom. If the Bureau of Eduecational Personnel Development had
to support a single effort to establish competency based teacher
education, it should invest  in the development of instruments to
assess teacher competence. (Rosner:1972:p. 30)

It is generally accepted by advocates of competency based
teacher education that development of evaluation instruments is a must,
but there is no consensus of what should be.included, although the
literature contains many general suggestions from various people‘con—
cerned With the problem. Cooper (1973) suggests that in the develop-
ment of an evaluation instrument for a competiency based teacher educa-

tion program a first need is to develop reasonably precise statements

of specific competencies. It is accepted that the competencies chosen
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or the role expectations included in thg-evaluatioﬁ will be .defined in
fermé of expected behaviors, but it is also'expected_thaf there will
never be a consensus on which behaviors to include. Further; in
selecting competeﬁcies to be included in evaluation, Medley (1975)
suggests the necessity of determining what the nature of the chosen
behavior is and how much of it is desirable. 1In addition, in choosing.
competencies there will be a problem of complexity related to the
choice of the kinds of behaviors that c;n be used the most effectively
by the greatest number of candidates in teacher education as it is
probable that not all kindé of behavior can be used effectiVely by all
kinas of people. Currently, the literature does provide information
on behaviors that should and should not be expected of teéchers,
activities currently.engaged in by student teachers and models for role
expectations és related to different types of instruction. " On the
basis of these, it should be possible to select ;elevént competencies.

At the same time competencies are selected, Cooper Suggests'
that appropriate evaluative criteria must bg developed for each stated
competency and reliable procedures.developed forvassessing competence
- in terms of the appropriéte criteria. Houston (1973) suggests identi~
fying multible sets of criteria 6; indicators for each competency
chosen. In using this approach to evaluation, in most cases, meeting

one criterion would not be accepted as showing competence, but neither

would it probably be necessary to meet all the stated criteria.
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Rather, the student teachér could help choosé those criteria which
seemed most appropriaté té his particular sitﬁation, and when those
criteria for competence have been performed adequately, this coﬁld be
accepted as competence. Houston views the use of cluster objectives as
just described as especially appropriate for evaluation during student
teaching, as thé.evaluation at thét stage should be on inter;related
teaching behaviors rather than on competencies as separate entities.

After competenciés,'criteria and criterion levels have been
. chosen it becomes necessary to incorpo?ate these in some way to form-én
evaluation instrument to bé’used in a given‘progr#m. Again,.therevis
'no consensus on what procedure for evéluation should be used, only
- general suggestions. In keeping with the assumptions éf a competency
based teacher education prbgram, all evaluation must be done in rela-
tion to the prestated‘competencies énd criteria. Formats used for
reporting evalua;ion in competency based programs have rénged from
simple check lists to detailed subjective reports. It seems to me that
to be meaningful to a persén interprgting the evaluation report it
would be necessary to include-the specific‘criteria each competency was

judged on and the level of criteria attainment fhelstudent achieved.
POSSI3LE PROBLEMS AND CONCERNS

When considering evaluation of students as one facet of a com-—

petency based ‘teacher education program, different educators have
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mentioned specific areas that pose possible problems or concerns and
perhéps should be given special consideration. The AACTE committee on
performance based teacher educatidn in' their recommendations published
in 1974 suggest several concerns that they felt were apparenf from
their studies éf the competency based teacher education movement.
First, they suggest there is a tendenqy.for schools to move too quickly
and on too large a scale without having adequate'brepar?tioﬁ or éde—“
qhate resources., 'As é'result, éome prbgrams are acHieving oniy supéf—
ficial results. A further concern suggestedAby-the committee is the
compulsion of many people in the prograﬁs to "try to do everything" by
a competency -based approach even though at this time some of the
objectives included in the programs cannotjbé statgd in assessable
terms. |

. Another area of concern as delineated by the AACTE committee is
a tendency in many programs to adopt too eclectic an approach. 1In
doing this, eéucators involved identify numerous, unrelated competen-—
cies without having a guided conceptualization of what thelteacher'é-_
role is. Aé a result, some programs projéct a.badly ffagﬁented'view of
teaching and speéific teaching tasks.

In contrast to ‘the concern of the fragmented approach as évi—

dent in some pfograms is the concern about a counter tendency in othef
programs to make an undul? narrow interpretation of what a competency

based teacher education program should be. In making a narrow
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interpretation, educators apply the rationale of a competency based
program as though it were only pertinent or applicable to some limited
aspects of a teacher education program. The AACTE committee cites as
specific exambles the following limited application of the coﬁpetency i
based teacher education:;ationale, i.e.:

to'PréserViée preparation, negiecting,inservice prepafation

to élassroom teacher prepération, overlooking other personnel;

to professional education, ignoring application in liberal"
arts;

to skills, excluding concepts and attitudes;

to lower levels of cognitive behaviors, omitting higher
levelsy

to cognitive outcomes only, avoiding affective considerations;
and, in general, to relatively simple, easily measured outcomes to

the exclusion of complex performance. (AACTE Committee on PBTE:
1974: p. 12) : '

Kay (1975) suggests a general a;ea_of concern that is concurred
with by other edﬁcators and must be kept in'mind when makihg almost ény
. decision concerning a competency Based_teacher education program. She
suggests that cufrenfly, any decisions made by educators regarding a
program will have to be considered arbitrary decisions that will later
be coﬁfirmed or excluded as a viable option by research. Kéy apd
Cooper (1973) both suggest that as a result of the relative deartﬁ'df
research‘regarding sohe educational topics, all competencies chosen

for inclusion in a program should be regarded as a tentative, testable




81

hypotheses ﬁorthy of fprther study. Furtﬁer,'the fact that the compe-
tencies needed for entefing the teacﬁing profession have never cleariy
“been defined adds another arbitrary decision process to an essential
element of a competency based teacher education program, the fact that
a competency based program can{t exist without the inclusion of the
" precise stétement of spécifié'competencies and definite procedﬁres for
assessing the stated competencies in terms of the criteria that are.
developed and acqepted;

Medley (1975) and Kay'(19755 consider another area of concern

regarding tﬁe‘statément éf_competencies,'namely, how will the compe-

" tency be,ﬁefined. Medley-sﬁggests that'at.least two aspects must be
considered when- defining competencies. First,.one must decide what is
the nature of the behavior that is desired and then one must'decide
how much of the behavior is desired. A further consideration in defin-
ing competencies as suggested by Kay is whether the competency will be
statéd very'specifiCally, i.e.:

Given a slide pfojector (model number and manufacturer speci-
fied) and a set of thirty-five slides in order the teacher will
correctly place the slides in the tray in one minute or less.

or very generally, i.é.:

The teacher can effectively use audio-visual aids to enhance
instruction. (Kay:1975:pp. 4-5)

Kay (1975) expreSsés personal concerns regarding what willvbe

i

the content focus for, or will be included in, the program. She




82

suggests a need to incorporate in programs specific plans to develop
within students the capacity to utilize their knowledge in perforﬁing
Feaching tasks, programs that require students to apply the concepts,
principles and_ideas which are available to them. She feels that if
érograms are not imitially developed to help students deyelop this
capacity, experience suggests it is unlikely teachers would foutinely
develop theseiépﬁlications on their own.

Krathﬁohl (1973) makes a general sfatement expressing his con-
cern rega;ding efalﬁation and assessment as a pért of a competenéy
based teacher education program. He suggests that the lack of atteﬁ—
tion given to the assessment of teaching concepts may be the cause of
the failure of competency based teacher education to meet its ultimate
objective. Lindsey (1973) expands on Krathwohl's statement bf suggest-
ing there is a need to admit that the traditional criteria and proce-
dures for evaluating students in teacher education programs are
inadequate for competency based teacher education programs and con-
sider the need for the development of criteria énd procedures for the
evaluation of students as'one'of the priorities in a competency b;sed
teacher.educati&n program.

Merwin (1973) builds a case for the be;ief that competency
based teacher education programs do pose new measurement needé and
considers possible problem areas or areas of concern in developing

procedures and instruments for the evaluation of students in competency
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based teacher education-programs. Some likely asségsment p;oblems he
envisions are the difficulfy in obtaining objective'and reproduceable
6bservations, the fact that the time eleﬁent inﬁoived in a~studen£
teaching situation may introduce sampling pféblems, hpW to inclﬁde‘
environméntal factoré surrounding the perforﬁance under observation,
and how to include the characteristics of the pupils. and the type of
learning involved in the observed performance into the evaluation.
Related.to these precéding concerns, Merwin makes'some cogent observa-
tions. He suggests that in cdnsidefing the performance of competency,'
the ﬁerformance of a required competenéy can't be made circumstance
specific. Rathéf, ;hé performance of the'competenéy_must have genéral
application to é.éariety of circumstances. .Thus, the question, "will
the sampling of the assessment permit.defeﬁsible genefaliéations?"
must be considered inAdeveloping evaluation procedures and instruments.
Other factors that Merwin feels must be included when evaluating stu-
dent te;chers'relative to performance of competency aré the content
being covered in the iesson and the teaching methodoldgy being used.
Further, some.provision must be made to take into comsideration the
pupil's background relative to the subject matter being covered.
Other factors for consideration in the evaluation of students accord-
ing to Merwin are the pupil attitudes toward:school and the personal
pupil éharactéristigs that are_involyed. He suggests that Fhi; is

- only a’partial list of factors that could and probably should be




84

included in the evaluation of a prospective teacher in a competency
based teacher educatiop‘pfogram.

| Merwiﬁ suggests two other concerns that seem worthy of con—
sideration. The first concerns the questioﬁ-of whether there is a
stability of a cémﬁetence over a period of time, the question of
whethgr there is evidence to support a statement such as, "Once compe-
tent, forever competent." Furthér, if the preceding statement is not
in fact true for every competency included in the prog?am for all time,
what experiences would.prdbably lower a person's proficiency to the
degree that he would have to be judged not competentiin performing a
specific beha&ior as opposed to the preﬁioﬁs judgement of being compe-
tent. Another general'congern Merwin considers regarding competencieslr
as a part‘of a competehcy based teacher education program is related to
the imporfanqe of the interdependence of competencies. Will'practicé
or drill to achieve a given competency in fact enhance or detrac;tfrom
an already achiéved competency? What, in fact, are the unintended out-
comes of specific learning experiences? Merwin suggests consideration
be given to monitofing the unintended outcomes of learning experiences
as well as moﬁitoring the intended outcomes. Further, he suggests a
need to monitor the retention of all the:performance behaviors thét
have been selected as competencies forla program.

Medley-(l975) expresses other concerns regarding competenciés

or performance of teaching behaviors. One need that he suggests is the
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need to know what behaviors are a "best fit" for what kind of teacher.
He suggests, énd ather educators concﬁr, fhat probably not all kinds of
Eehavior can be used by all prospective teachers enrolled in a' teacher
education program.

Another concern that Medley (1975) expresses is the concern that
in developing evaluatibn précedufes and instruments for a competency
based teacher education program, emphasis on pupil outcomes as a mea-
sure of student teacher performance will be extensively included with
the measurement being based on a pre and post teaching test. Medley
emphasizes that this,type teaching test can only measure short term .
goals which are almost certain1§ the least iﬁportagt of the educatiomnal
'goals.'lHe sums tﬁis.general problemigs he sees it by ﬁointing out that
attempts to evéluate teachers on the basis of pupil test perﬁormance
tends to focus teaching'too narrowly an the .specifics measured by the_
test. Medley suggests that if this type measure is to be used, evalﬁa—
tion should be based on measures which included multiple outcomes and
based on a period of teaching time long enough to detect pupil
‘progress that may be made toward long term goals. Medley a;knowledges
that his concerns are a part of a multi-faceted problem in researching
teacher behavior as related to pupil growth. As all advocafes of
competency based teacher education point out, there is’ a definite need

for research based on complex analysis.
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SUMMARY

Student teaching as a facet of American teacher education- pro-
grams began with the thirteen colonies and is a part of the traditional
teacher education program that has been adhered to since the 1940's.

Research by educators in the late "sixties"

developed alternative pro-
grams for teacher education, with competency based teacher education
being one of the alternatives. These programs emphasizing teachiné,_
and, "the'ability‘to do," helﬁ studen;svdevelop the ability to épply
-knowledge'éf teaéhing in a claésroom setting. Competeﬁcy baseﬁ teéchér
education programs reflgct a pluraliéﬁic philoéofhy by including a
variety of teaching models.

Two essential characteristics which differentiate a competency
based teacher education program from traditional teacher education pro-.
grams are the statemént of precise learning objectives and accounta-
© bility by the student for demoﬁstrating the specified competencies at-a
predetermined, required level in an agreed upon manner.

Central to the concept of competency based teacher education
programs is the statement of desired compétencies.as explicit objec—
tives. These will include knowledge, skills, and activities} as well
as performance competéncies. Statement of comfetencieé can help define

the desired product of a program, help establish instructional goals,

become the principle basis for assessment in the program, assure that
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activities are goal directed, and serve as a common ground and means of
communication among people involved in the-program.

.'Various methodé for identifying or selecting competency state-
ments for competency based teacher education programs were discussed
including méthods described by Houston, Thomas, and Ggge. A Rosenshine
and Furst report‘showiﬁg some correlation between observed teaching
behavior and student oufcome measures was also considered.

Apparent advantages suggested by competency based teacher eau—
cation advocates fof using competency statements includé the belief
that competency statements force egplicitnéss in stating goals, they
can aid in the selection oflteaching methods and instructional and
learning activities, they make it possible to seéuence materials for
maximum aphievemeht,tthey permit more-r;pid.and accurate measurement of
student.p?ogress, and students are motivatéd to achieve the compefen—

" cies more rapidly and'efficiéntly.

ﬁimitations cited for the use of competency'statementé include
the belief that important factors may be ignored if it is difficult to
state the behavior in terms of competency aﬁd criteria, the idea that
use of competency statements may erode the curriculum to a mechanical
form of education, and the belief that pre-specified goals may prevent
‘a teacher from taking advantage of unexpected educational opportuni-
ties.

The importance of the development and choice of criteria for
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evaluating competency waé also discussed. Criteria levéls for evalua-
tion in competency based teacher education programs were considered in
the general terms of knowledge, performance, and product or comsequence
criteria, and in specific terms of Turner's six criterion 1e§els. It
is generally accepted by competency based teacher education advocates
that.criterion level four requiring claésroom performance -by a pros- .
pective teacher covering inter—;elated teaghing behavior is the most
appropriate for fhe,évaluation of student.teachers.

Regarding evaiuaﬁive instruments for competency based teéche;
education programs, the'iiterature iﬁcludés géneral suggestions that
might be incorporated in evaluation, sqch éhings as the suggestion.to
-include multiple criteria rather than a single criterion for a compe-
tency‘or allowing student choice in competencies to be performed.

Uses for assessment data include such things és immediate stu-
dent feedback, development of personal teaching competency profiles,
using the information as a basis for predicting the future for pros-
pective teachers, and.using it as a basis for teacher certification.

APossible areas of concern cited_in dévelopiﬁg competéncy based
teacher education programs include a caution against moving:too
rapi&ly and on too large a scale without adequate preparation or
resources, trying to do everything by a competency based approach,
being too eclécfic or unduly narrow in interpreting competency Based

teacher education, and how to define and assess competencies.
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Repeated emphasis is found for the need to develop assessment instru-
.meﬁts'and procé&ures for the specific needs that are a part of a
éompetency based teacher education proéram.

Problems-aﬁd afeas of concern regarding competency based
teacher eduéation are appérent, but one ge£s the feeling from reviewing
the literature that none of thgse are insurmountable. The promises fér
better teachér education by using competency based'meﬁhéds seem to

outnumber the potential problems.




CHAPTER IIT
PROCEDURES
INTRODUCT ION

The problem for this study was twofold. The main problem was
the development of a competency based instrument for the evaluation pf
secondary sﬁudént'teaéhefs to be used with secondary éduéation majors -
.at Montana State Univeréity during the étudent teachiﬁg phasé of their
teacher education program.

A secondary problem Wéé to develop an opinionnaire to prévide
input data from a saﬁpling of secondary student teachérs from Montana
State University and secondary céoperating teéchers from the puﬁlic
schools of Mgntana who work with the secondary student teachers from

‘Montana State Univérsity. Before preparing the opinionnaire a compila-
tion of statements of competencies characteristic of succgssful teach-
ing in the four aréés of planning, teéching behavior, evaluation
(stgdent and self), and professionalism was made. The fgur teaching
area designations used in the study were agreed on by the staff of the
Department of.Secoﬁdgry Education and Foundations at Montana State
University at theif fali retreat in 1973. The statement;icompiled
were then used as the basis for the opinionnaire.which was administered
to the sampling groups. For each competency statément selected for

inclusion in the instrument for evaluation it was also necessary to
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develop criteria that would be used as the basis for evaluation of thé

given competency.
DESCRIPTION OF THE POPULATION

Persons respbnding'to the opinionnaire were secondary student
teacheré and segdndary public school cooperating teachers who were.
involved wifh tbe student teaching prograﬁ at Montaﬁa State Univer-
sity.' Studen£>teachers fesponding to the opinionnairé were those
sfudeﬁt.teachérs wﬁo had.taught in the Bozeman, Montana afea secondary

'schools,épring quérter of i974 and those student teachers who had
faught in the Helena, Montana secondary schools fall qugfter of 1974,
The classroom cooperating teachers responding to the opinionnaire were
-teachers from the Bozeman and Heleﬁa secondary schools who wbrked with
student-teachers during the spring and fall quarters of 1974 or who

had worked with.secondary student teachers from Montana State Univer~
sity previously and were willing to be a part of the study. Selection
of respondent gfoups'wgs'iimited to these gféups becéuse the résearcher
. was‘working with or had Qorked with-stQAent and coopefating teachers in
£hese scﬁools, and Fﬁus had direct andiconfinuing accessability to the
groups. The size of thé population was limited by time and funding

available and was acceptable to the graduate committee.
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INVESTIGATION

The investigation for this paper was research to determiné.an
a priori list of competeﬁcies in the four selected teaching areas of
planning, teaching behavior, evaluation (student and self) and profes—
sionalism.l A second ﬁajoy concern for.reséarch was the ériteria for
évaluatiéﬁ and evaluétive'instruments1used in competency based teacher
education.prograﬁs_&gséribed in the literature. This information was
examined with tﬁé_intent of iﬁplementiﬁg:it into the study in the ‘
'dgveldpment of a competency based ipstrument for the-evaiuation of
seéondar§ student teachers.

CONSfRUCTION AND ADMINISTRATION
OF THE OPINIONNATIRE

Data for the devélopment of the opinionnaire which was used in
the studflwas compiled ffom the revigw of literature aﬁd competency
based evaluative instruments that was undertaken by thg researcher.
‘first,.an a priéri 1iét;of teaching competenciés was compiled. This
list includéd general stafgments of teaching behavior such as, "Organi-

zation and skill in planniﬁg,' or "Provision is made for the individual

differences in the class,"

or "Evaluates learner achievement by formal
and informal procedures,”" or "Involved in profeésional growth activi-

ties." ' Each of the statements like the preceding was then grouped into
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one of the four selected teaching areas of plaﬁniﬁg, teaching behavior,
evaluation (studént and self) and professionalism. The list of state-
ments was then rewritten in a manner so each statement was similarly
stated for use in the opinionnaire. Examples of the competency state-
ments inclu&ed in the opinionnaire are, "The étudent teacher exhibits
organization or skill in planning.",-br "The student teacher pfovideé
for the‘individuai-differenges in the élass;f, or "The student teacher
evaluétés learner achievement by formal and iﬁformal means.", or "The{'
é;ﬁdenﬁ teaéher is involved with p;ofeSsional érowth activitiés." The
.comblete opinionnairé'ié included in Appehdix B of this paper.

Responses to the opiniénnaire were recorded on a five point
Likert type scale (1932) extending from the one extreme with a "very
importgnt” rating designatiop and a numerical value of five to the
other extreme with a "very unimportant" rating designation and a
numerical value of one. The middle rating was a neutral response with
. a numerical value of three.

The‘opiniohnaire-was then critiqued by members of the secon-
défy educétion‘stgff,,éuggested changés wgre made, and a covef letter
was composed to accémﬁaﬁylihe opinionpairé.

The researcher delivered each opinionnaire individually.té the
sampling of twenty four.cooperating teachers in the public schools.
Thgre was no discussion concerning thelopinionnaire when it was giveh

to the respondents as an aid in eliminating skewing and bias. To
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insure a 100 percent réturn, the opinionnaire was picked up from tﬁe.
cooperating teachers by the researcher after a two-week period. 'Thé.
opinionnaire was administéfed to the twenty six student teachers during
© their student teaching seminar. Again, there was no discussion régard-
_ihg the opinionnaire,,éhd.the'researcher collected the instrument. from

the respondents.
ORGANIZING DATA

' Respoﬁses from tﬁe opinionnaire were tabulated by having a
single item for response from the opinionnaire on each page and
recording the résponsés for both respondent groups on the single page.
The information was then cémpiled into'Table-Z which is presented in
Chapter IV of this pape¥;

Within tﬁe four mgjor cafegories éf the opinionnaire the mean
raw score for each response item, based on the five point Likert scale,
waS'tabulatéd.for each'respondent group, the secbndary student teachers
and the secondar& classroom cooperating teachérs. A composite mean raw
score for eéch cbmpeLency statement was also tabulated, again based on
Athe-fivé_point Likert scale. Any competency statement thaé had a com—
posite mean réw score of 4.00 or more was to be considered for inclu-
sion as a competency statement in the development of a competenc& based
instrument for evaluation to be used with secondary student teachers at

Montana State Univefsity. The Department of Secondary Education and
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Foundations was to have the final decision on all competency statements
used in the instrument for evaluation, an& could choose to include com-—
éetency statements with less than a 4.00 composite mean raw score as:.
determined from the opinionnaire..

A percentage frequency distribution was also compiled ‘and an
éncillary data -compilation was made céﬁcerning the "very important"
(5) rating for each éompéfency statement. A comparison was made to.sée
if there was a consensus on competencies thought to be '"very important"
within each‘of the groups; the secondary student teachers and the
.secondary classroom'cooperéting teachers, and also to see if there Qas
consensus betﬁeen groups as to what teaching competencies are viewed as

being very important. The scale for this data compilation was:

90 percent - 100 percent High consensus
80 percent - 89 percent High—moderate consensus
70 percent - 79‘§ercent Mpderate consensus
60 percent - 69 pefcent Low-moderate consensus
50 percent - 59 percent Low censensus
0 pefcent - 49 percent No consensus
SUMMARY

The primary problem for this study was the development of a
competency based instrument for the evaluation of secondary student

teachers at Montana State University. A secondary problem was the
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developmeﬁt of an opinionnai;e based‘bn the literature review to pro-
vide input data from a sampling of secondary.studenf teachers from
Montana State University and cooperating teachers from Montana secon-
dary schools. This data was incorporated in developing the instrumeﬁt
for the evaluafion of secondary student.teacﬁers.

The oﬁinionnaire'was fesponded_to by twenty six secondary
student teachers from Monﬁaﬁa State University and by twenty four
secondary cooperating teachefs from Montana schools.’ Reéponse; to the
'opinionﬁgire Weré reéofded on a five point Likert scale exténding from
al"véry important" rating designation with.a numerical value of five
to a "very unimportant"yrating designation and a numerical value of
one. The middle rating ﬁaé a neutral reéponse'with a'numericai value
of three. |

Opinionnaires Weré:deiivered and collected personally by the
researcher to the twenty four cooperating teachers while the twenty -six
student teachers responded to the opinionnaire at a studgnt teaching
seminar. Useablg reFurné.from both grgups.weré one hundrgd percent.

Responses.were tabulated by ﬂéﬁing a single opinidnnaife
response itgm per page and recording. the responses for both groups on
the single'page.'.Tabulation of data.included a mean raw score value
based on the five point Likert scale for eaph of the respondent groups
for each response item, a composite mean raw score value for each item,

and a mean raw score value for each respondent group for each of the
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four teadhiﬁgldaﬁggsfie§,ic
"A:ﬁéfceﬁtage ffedﬁendy diétribption,£o¥:each fesponsejitem ﬁas
computed and an anciilar&ldaté compilation made to see if there Was’a-
consensus Within‘andzbetween groups ag.td what teaching éompeteﬁgies

are judged as being "very important."




CHAPTER IV
DESCRIPTION OF THE DATA

The problem for this study was twofold. The priméry problem
was the development of a competency based instrument for the evaluation‘
of secondary studenf teachers to be used with secondary education
majérs at Montana State University during the étﬁdént teaching phase
of their teacher'éduca;ion program.

A secondary problem was to develop a series of competenéy
statements about the teaching act, categorize theﬁ into general compe-
tency areas, gnd devéipp'an opinionnaire incorporating the competency
statements. The cétegories used in the study are planning, teaching
behaviqr,'evaluation (student and self),_and professionalism. The
‘opiﬁionnaire pfﬁvided inpﬁf data from secondary .student feachers and
secpndary cooperatingltéachers ﬁhich helped determine the priority of
competency statements used in the instrument for the evaluation of
student teachers.

The opinionnaire uéed in the study was developed as outlined in
Chapter iII. The population responding to the opiﬁionnaire was éom—
prised of two groups, studént teachers from Montana State University
aséignéd in the,Bozeman,-Montana arearpublic secondary schools during
" spring quarter of,1§74 qf-assigned to the Helena, Montana.public secon-
dary schools during autumn quarter of 1974, and secondary cooperating

teachers in the Bozeman and Helena areas who were working with these
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student teachers or who had worked With‘student teachérs from Montaﬁa
State University previdusiy. ‘For purposes of this study, the student
teachers.responding to the.opinionnaire ﬁill be referred to as Group ST
and the secondary cooperaﬁing teachers respbnding to the opinionnaire
will be referred to as Group CT.

The population of the étudent teachers, Group ST, consisted of
twenty  six persons. Since the opinionnaire was administered at a
meeting of the student teaching seminar, the total retﬁrns from éroup
ST was twenty:six, or a one hundred percent return with all returns
being useable.

The population of secondary_dooperating teachers, Groué.CT,
consisted of twenty'foﬁf persons. For these, the opinionnaire was
delivered personallf by theAresearcher'as described in Chapter III and
gfter a two-week period, was collected by the researcher. The total
returns from Group CT was twenty four or one hqndred percent return,
agaiﬁ with all returns being useable. Table 1 is a summary of the
information concerning the returns of the opinionnairés answered by

secondary student teachers from Montana State University and secondary.

cooperating teachers.
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Table 1. Summary of the Returns of the bpinionnaire

Student Teachers ' Cooperating Teachers
Opinionnaires distributed - 26 24
Number returned . 26 ' 24
Percent returned . - © 100 . 100

Number useable - . - . 26 24

The opinionnairé prepared for the study -included ninety two
‘ coﬁpetency stateménts pufported to contribute to éffective teaching in-
' the four areas of planning, teaching behavior, evaluation aﬁd profes-
sionalism (see Appendix B). ﬁespondents were asked to evaluate each
statement ‘as they perceived it as being an important competency or
behavior for a student teacher to possess. |

Competency statements were rated by the respondents on a five
point Likert (1932) type scale extending from the one extreme with a
"very important" classification and a numerical value of five to the
other extreme with a "very unimportant" classification and a numerical’
, valﬁe of.one.; The miﬂdle classification‘ﬁitﬁ a numerical value of
three was a neutral response.’

.Techniqﬁeé used to consider the data were the mean raw score
values for éach compefency statement from the opinionnaire:computed fof

each respondent group, Group ST and Group CT, as well as for the com-

bined groups ST and CT, and a percentage fréquency distribution. :Meah
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raw score values were also computed for each respondent group, Group ST :
and Group CT, for each of the-fourfteaching categories included in the |
opinionnaire. Any competency statement that had'a composite mean raw’

. score of 4.00 or more was to he considered'for inclusion as a compe;‘
tency statement.in the development of a competency based 1nstrument for
the ‘evaluation of.secondary‘student teachers. The 4, 00 1eve1 for the ‘
composite hean. raw score was selected for determining the competency
statements to be 1ncluded in the instrument for evaluation since it was
felt that a mean.classification‘of "important" or above indicated a

~ - judgement by the comhined respondent groups that the teaching compe-
tency so classified WasAa competency or teaching behavior that a
prospective teacher should acquire or demonstrate during the student
teaching experience. While the 4.00 score was used as an'inclusived
device for this studv, others mav choose to include statemEnts with'au
'lesser score depending on their felt need. ' ‘

Two competency’ statements, "The student teacher evaluates
:'enteriné behavior of the.learners before or while 1ntroduc1ng a unit of.f
learning. R and "The student teacher makes comparison of the pre and
post evaluation of the learners in relation to a unit. ’ were required A
‘to be 1nc1uded in the study by the committee which found acceptable
the proposal for the study, These competency statements have been
retained for inclusion in the instrument for evaluation of student. o

teachers even though.the mean raw score values for,the'combined groups
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ST and CT was. less than 4.00;

A percentage ffequency distrigutibn of fééponses fﬁf.eacﬁ com;
petency statement was also compiled and an aﬁcillary_data compilatién
made coﬁcerhing the hvery iﬁportant" (5) rating for each competeﬁcy
statement. A comparison was made to see if there was a consensus on .
competéncieé thought to be bvery impotrtant" witﬁin each of thé groups
and between the two groups. Consensus for this study was defined as
agreement, and any étatement that fifty percent or more of the respon~
dents had ranked as "very important" had a éonsehsus Qeéighatiqn;
These designations were based on ten point intervals rangiqg from the
50-59 percent‘interval with a "low consensus designation, Qo thé
‘50~89 petrcent interval witﬁ a "high~modera£e consensus dégignatioﬁ.

" The coﬁsgngus designationg between these two inéluded 60-69 percent .
ﬁith a "low~moderate'éonsensus deéignétion, and 70-79 percent with
a "moderate consensus &esignation. The éopsénsus designation of
"high consensus included the eleven poin; interval, 90%100 ﬁe;cent.
Direct comparisons between the two groups were made regarding any
statements in the "high-moderate consensus and "high ‘consensus
intervals.

Table 2, pagés 104 through 122 lists the ninety‘twp-combetenc&
stateménts from the opinionnaire with the perggntége frequ?pcy distri—.
bution for each respoﬁdenthgroup, Group ST ‘and Group CT, the faw score

means for'each'respondenf group, Group ST and Group CT, and a raw score
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mean for the combined groups ST and CT. Findings ffom the oﬁinionngire.
were preséﬁted in the same topical order as the oéinionnaire, and ' |
results fr&m both respondent groups, éroup ST ‘and Group CT, are pre-
sented in one tablé for ease of comparison of the two g?oupé. ‘For each
competency_stafémeﬁt, the summary of the data from the student teachers
is presented first foliowgd by the data from the secondéry cooperatiné
teacherslresponding té the oﬁinionnaire. The third entry for each com- -
petency statement is thevﬁean raw score of the.combined groups ST.and
CT. The entries'for the first compefency gtatement oﬁ eécﬁ page of
Table 2 is preceded by fhe letters Sf tbvindicate'student'teacher'
responsés and CT to'indicate‘coopera£ing teaghef'responsés:.‘Tgble.é.
includes the raw séofe méans for each reépandent group, Group Sf aﬁd
Group .CT, for competency statements in each of the four designated
teaching areas, planniné, teaching behavior, student and self evalua-’
tion, and professionalism.

Results from the ancillary data computafion regarding consensus
of compétency statements is présented in Table 3, paée 123.

An examination of Table 2 shows that for the stgdenf_teagﬁers,v
eighty one of the pinety two means, or eighty eight*peréent_fell iﬁ'
the 4.00-4.99_rénge while the remaining eieven means, - Or éwelve percept.
fell in the 3,50-3.99 range. The low inean_ for this group was 3.65 and

the high mean was 4.79.




Table 2. Distribution of Secondary Student Teachers and Secondary Cooperating Teachers
Ratings Concerning Competency Statements Related to Plannlng, Teaching Behavior,
Evaluation and Professionalism

Mean Combined
Very : Very Raw Mean
Important Important Neutral Unimportant Unimportant Score Raw Score

Competency Statements
Related to Planning

The student teacher

prepares written ob- ST 19.2% 46.2% 23.1% 11.5% . ' 3.73
jectives necessary "CT 50.0 33.3 12.5 4.2 4.29
for teaching the . ) . 4.01°

class.

The student teacher

demonstrates organi- 'Zg'é ;g'g Z'Z Z.gg

zation or Sklll in ’ : : N .

plannlng 4.62
e opean s 2.1 30,8 346 1L5 \ 3.65

P P ’ 20.8 41.7 29.2 8.3 4.2 3.71

measureablé outcomes : : ; 3.68
in lesson objectives. : .

The student teacher

modifies expected 57.7 3.08 11.5 4.46
. outcomes for indi- - 50.0 37.5 8.3 S 4.2 4.29
vidual and group. . 4.38

differences.

- %0T




Table 2 (continued)

Competency Statements
Related to Planning

Very

Very

Mean Combined

Raw

Mean

Important Important Nedtral Unimportant Unimportant Score Raw Score

The student teacher
anticipates the need
for alternative
strategies and
activities.

The student teacher
includes activities

in the unit which per-
mit social interaction
or growth of self

esteem of the student.

The student teacher
allows for student
participation in
planning activities.

The student teacher
talks with the coop-
erating teacher and/
or .supervisor for
‘purposes of develop-
ment of a unit.

ST 65.4
CT 79.2

53.9
54.2

50
62.5

30.
16.

42.
41.

50

41.

30.
37.

8

~ W

oo

~ W
N O

19.2

w0~

[SCRR N

U~

4.2

ww

4,58
4,71

BRSNS
v Ui

.85
.38

.31
.63

~

4.65

4.5

3.62

4.46
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Iable 2 (cgntiﬁued)

Competency Statements
~Related to Planning

Very

Mean Combined
Very Raw Mean

Important Iﬁportant Neutral Unimportant Unimportant Score Raw Score

The student teacher
states-the central
theme or problem
about which activi-

. . ties may be organized.

The student teacher
relates the unit.to:
present student needs

future. student needs

past and -future learn-
ing of the student

- The student teacher

- projects probable and

expected -outcomes for -
“written objectives.

15.4 _ ' 4.5

12.5° 4.33
- 4,24
11.5 4.54
8.3 4.54
4.54
3.9 4.2 4.73
4.2 - 42 . 4.33
- : 454"
3.9 _ 4.58
8.3 4.2 4.38
: ' 4,48
.50.0 . . 3.9 - 3.65
29.2 8.3 C 4.2 . 3.46 G
‘ : : .'3.56

90T




Table 2 (eoﬂtinued)

Competency Statements S . ' " Mean Combined
Related to Teachlng Very o . Very Raw Mean

Behav1or . Important Important Neutral Unlmportant Unlmportant Score Raw Score

The student teacher ST 50.0 462 . . 3.9

utilizes a variety of : : : j4;46-
: CT 41.7 41.7. - 16.7 .4.25 . .
materlals of instruc— : ‘ : - : 4.36-
_tion. o .
The student teacher - 57.7 38.5 3.9 k.54
provides for the range _
50.0 41.7 8.3 4.42
of 1nd1v1dua1 differ- . . 448
ences in the class. *
Ehﬁ St‘;dent ;elac}‘ez s 19:2  53.9 - 23.1 3.97 3.88
. behavior is supportive 5, , 37.5 . 4.2 . 4.2 4.38 -
of . the instructional . . S _ 4.12
objectlve, _ 4.12 -
- The student teacher " 3.5 '50.0-  1L.5 © 427
_hplenents 1nstrue 50.0 . 37.5 8.3 4.2 4.29 :
tional methods which - . : 4.98
" support the attainment "
of his objectives..
The' student teacher -  76.9  19.2 3.9 4.73
shows enthusiasm in 87.5 8.3 4.2 4.83

'the.classroom; ) . . - o _ - 4.78;~

0T




Table 2 (coﬁtinuea)

Mean Combined

Competency Statements : .
Very - - ’ : ) Very . Raw Mean

Related to Teaching . ) -
’ Behavior " Important Important Neutral Unimportant Unimportant Score Raw Score

| The student teacher - ST 57.7°  30.8 . 1L.5 446

. works ‘to develop rap-. CT 62.5 29.2 4.2 4.2 - : A 4.50

. port with the students. L S _ . I © 4,48
The student teacher ‘ S _" -

- considers the total gz'g gg‘g ig’; 3'9:' 2'23
environment of the ' * ' . 4
classroom. 4.22
The student teacher _ .

.- comsiders. the follow=' - g4 o © 455 -~ " . L 7.7 . 442
‘ing -in ‘making assign- 33.3 16.7 - , 483 ‘
. ments: communication LT T T s T 4.62
of  the assignment -6
is clear.. ; ’
assignment given at  © 46.2  30.8 © 23.1 - _ c 423
appropridte time. 50.0  33.3° 12.5 » 4.2 4.25 * _
) : : : . - . U o 4.24

' 4ut}1lzes~verbal‘and_ . 50.0 4203 3.9 3.9 k.38
nonverbal clues to : -~ . ..
RN 62.5 .33.3 4.2 . 4,58 - .
determine student o g

. ‘undeystanding of the
- assignment.

80T




Table 2.(c6ntinﬁéd)

Competenéy Statements ’ .. S A' I o o MEan Combined
Related to Teaching Very ' : .o Very Raw = Mean
.Behavior" g Important Important Neutral Unimportant Unimportant Score. Raw Score
makes arrangements ST 42.3 53.9 3.9 4.38
for individual Ct 41.7  -41.7 - 12.5 _ _ 4,2 4,17
differences. S L : - ' ' 4.28
" handles individual 346 53.9". - 11.5 C » o pl93

.student problems R . T T
without disturbing 41.7 33.3 20.8 : 4.2 . é-Og

other students. 4.16

The student teacher

. _considers. the follow- L )

ing in‘'monitoring 26.9 ~61.5 | 11.5 L 4,15

¢lass assignments: | 25.0. .70.8 - 4.2 . : o421
established an-en~- : L o R S . 4.8
vironment suited to R T }
the task. : ‘

' rehéétablishes work ~  23.1 . 65.4 7.7 3.9 ‘ 4,08
environment if . 33.3 58.3 8.3 : 4,25 .
necessary. : - e : . C - 4.16

" checks work - 23.1  65.4°  -11.5 o 412
process. . 50.0 . 37.5 - I12.5 . 4.38

LouT : o SR S : - T s h24
alérts all students ©38.5  '50.0  -11.5 . - 427
to common problems 41.7 - 33.3  20.8 . - 4,08 -

‘which develop. N : S aas

60T




Table 2 (continued)

Competency Statements C L Co o : Mean Combined

Related to Teaching Very ~ - : -Very - Raw Mean
Behavior Important Important Neutral Unimportant Unimportant Score Raw Score.
" handles individual . 26.9 - 50.0 .23.1 . ' ' .. 4,04
. problems without 16.7 45.8 . 29.2 - 4.2 » 4.2 - 3.67
'disturbifg others. " - : - - -1 3.86
pakes provision for - . 38.5  46.2 11.5 3.9 419
students completing - 20.8 66.7 - 8.3 4,2 ) - - 4,04
"tasks early. ’ : : ' . _ 4.12
The student teacher 30.8 °  42.3 23.1 3.9 4.0
shows a proficiency in 62.5 29,2 4.2 4,2 ) 4.5
introducing a .unit. o T - . o oo . 430
- The. Studént teacher = 38.5 _:_A5319."%‘ 1.7 o 431
" shows proficiency in 41.7 -50.0 4.2 4.2 4429 ,
summarizing a unit. : o - o ‘ N 4.30
The ‘student teacher : .. : . o Ce
uses ‘a variety of . 38.5 © . 34.6 26.9 © _ Chix2 -
. specific teaching .- . 37.5 29.2.. -29.2 - 4.2 4.00 .
- techniques which may AR _ . , , o 7 4 .06
- include: the lecture. ' ' ‘
teacher 1eﬁ.diséué— 42.3 '30.8 - 26.9 - . 4.15_

. sion. . 54.2 - 29.2 . 16.7 . : : - 438 .
: ' - S ' ' - ' - 426

01T




. Table 2 (continped)'

Competency Statements’ : ' - _ e . . - ‘Mean Combined

Related to Teaching Very ’ Very . Raw . Mean
Behavior - Important Important Neutral Unlmportant Unlmportant Score Raw Score-
small group work. ST 46.2  30.8-  23.1 o "%.23

: CT 25.0 .. 45.8 . 29.2 . . R S 3.96

: o SR B _ : . 4.10
use of audio visual - 46,2 38{5 15.4 . - 4,31
aids. P 45.8 - 29.2- °..20.8 - . 4.2 S 4.17
: o - : 4.24
using oral reports. - 34.6 11.5 53.9 - 3.81
4.2 37.5 © 50.0 4.2 ' 4.2 3.33 .
| E : : . 3.58
| individualized T 46.2 . 38.5  15.4 T 4.31 '

" assignments or . C 8.3  58.3 " 29.2 . . .4.2 L 3.71 .
study. PR o s g S 4.02
‘problem solvidg - 46.2° - 30.8- . -23.1 _ : . 4.23
-inductive tech- 29.2 50.0  ~ 16.7 ‘ 4.2 .4.00 <
niques... . ] . c _ : o X . 4.12
panel discussioms. - -34.6 .19.2  42.3° 3.9 3.85

P g ' 4.2 33.3 54.2 3.25 - :
, : 3.56

_Thé:Student teacher . - .o : : -
shows an ability to . - 50.0 - 46.2 . 3.9 446
communicate with stu- 66.7 $25.0 - 8.3 _ o 4.58 S

" dents and make proper L I A , S - h52 -

_use’ of our’ 1anguage

TTT




Table 2 (coﬁtinued)

Competency Statements
Related to Teaching
Behavior '

Very

._A-:Important Important Neutral Unimportant Un

Mean Combined

.Vefy - Raw

important-Score Raw Score

Mean

The student teacher
maintains eclassroom’

control conducive to

learning.

The studerit teacher °=

uses positive con-

" trol techniques. .

The. student . teacher
exhibits confidence

when teaching.

The student‘féacher

interprets formal and

informal feedback

from learner behavior.

The student teééhér

modifies strategies .

and activities to.
facilitate learnéer
achievement.

NN

U~

3.9

4.70

. 4.50

4.72

4.36

4.42

- CTT




Table 2 .(continued)

Competency-Statemeﬁts : . : ) Mean Combined
Related to Teaching Very L : - Very " Raw Mean
Behavior ‘Important Tmportant Neutral Unimportant Unimportant Score Raw Score

The student teacher
shows respect for stu~-

. ST 80.8 - 15.4 - 3.9 -4,

.dents by commending, CT.75.0  20.8 4.2 4 ;z
accepting, helping - : S 4.74
rather than by reject- - ’
ing and ignoring.

‘The student teacher

capitalizes on unex- 50.0 46.2 3.9 4.46

pected interaction 45.8 ~ 50.0 4.2 L.42

- and learning oppor-" - . - .- . - : . oo o 4.44 -

. tunities. B ’ N o

The student teacher ~ ' 46.2. 34.6  15.4 3.9 4.23

IR . 45,8 . - 20.8 25.0. . 8.3 : : . 4,04

_out resorting to ) } . : o h.14
negative criticism. ‘ L - . S .
The: student teacher o

e e listen - s165.4  30.8 3.9 4.62

"dents rather than -dis-— 01258'3 . 33.? 8.3 : 4'50

regarding students' | 4.56

.desires and interests.

€TT




Tablg 2 (continued)

Compéteﬁcy Statements _ o i ' ' " Mean ' Combined
Relatéd to Teaching Very : ST : - Very "Raw = Mean
Behavior Important Important Neutral Unimportant Unimportant Score Raw Score

"The. student teacher ST 57.5 T 26.9 1

. C 5.4 : - ' ‘ -: 4,42
- conisiders unusual CT 45.8" - 45.8 8.3 ‘ 4,38
questions with ST : . ) _
respect. . 4'40
Thé_étudeﬁt teacher
accepts unusual
ideas without react- gg g éz'é lg'g -2'3?
ing irritably or : : :
. rejecting without ’ 4.36
-. -consideration.
The étudent teacher - a -'_E} o i - . R
includes some empha-. : -ig'? ' ngg : gg'é e Z‘g : .gfzg
sis on the affective @ ~7 t ’ ’ * 0=

domain. 3'90

AN




Table 2 (continued)

Competency Statements - - . . _ _ o Mean Combined
Related to Self and - = Very . . N " Very - Raw Mean
Student Evaluation . Important Important Neutral Unimportant Unimportant Score Raw Score

The student teacher -
considers the follow- ' )
ing in test .construc- q 50.0 - T 423

: : 7.7 4.42
tion: measures- spe— e . Y . .
cified behavior which CT 62.5 2972_ 4.2 : 5é.2 - +-46 444 -
corresponds with T ’ y .
instructional objec- ’
tives.
test length appro- - 53.9 34.6 11.5. ' 4,42
priate to.time. o 45.8.  .25.0 20.8 o 8.3 4.00
_ i - .o S : ' - : B - 4,22
questions. and Qirec—_ :-;'7351_ - 23.1 :;_-3;9 o i - 4.69
tions clear to stu- . -- . 70,8 - 16.7 - 8.3 . L 42 4.50
,dentsf : . . o . . L. o _ T 4.60
 .The.studént teacher " ~ ) . B . - o
. provides the follow- ~  34.6 . 50.0 11.5 - 3.9 - : © 4.15
ing in preparing stu- - 37.5 29.2 29.2. ' 4.2 3.96
dents for tests: = . i - o o : 4.06
provides study. guides.- S SR :
reviéws‘major:ﬁoint$;~ -42.3 46.2 . 11.5 ’ . 4,31
. 8.3 4.2 4,38

. 58.3  29.2 . |
- 4.34

- GTT




Table 2 (continued)

. Competency Statements : : : " : ..  Mean Combined
Related to Self and - Very . _' T o . Very . Raw = Mean .
"Student Evaluation Important Important Neutral Unimportant Unimportant Scoré Raw Score

‘The student teacher

considers the follow- ST 50.0  ~38.5 7.7 4,31

3.9 :_‘
ing in test admini- 'CT 50.0  33.3° . 8.3 o 8.3 - 417 .
stration: . appro- .. P : L b028
_priate time. ‘ Co ' o : .
students aware of 42.3  46.2  11.5 4.31
retatlon Letween 37.5 45.8 8.3 8.3 4,04
test and instruc- . - 4.18 -
tional objectives. e
" .specifiés how of 38.5 - 34.6  23.1° 3.9 . 4,08
" - test evaluation. - ' 16.7 °  “54.2 " 16.7 4.2 8.3 . 3.67 :
e . : o 1 : : s - 3,88
. directions are clear © 50.0 _42.3‘- 7.7 ‘ 4,42
and.complete. - .  75.0 _ 12.5- . 4.2 - 42 42 .. 4350 -
| . S . . 446
‘makes allowance for 34.6 30.8 - 26.9 3.9 . 3.85
" -early. completers. 8.3 :62.5 . 16.7 4.2 8.3 .3.58.
T : ‘ IR o 3.72
" ‘monitors to reduce i C _ : T
.. distractions, pro- - 42.3 © 50.0 7.7 - , L 4.35 -
. vide clarification, . 54,2 ©  25.0°  16.7 . . . 4.2 - 4.25
. discourage cheat- I - ' ) o O 4.30

“:ing; o

9TT




' Table 2 (continued)

Competenéy Statements - i ' . " : e _.Méan Combined
Related to Self and Very - - - """ Very '  Raw - Mean
Student Evaluation Important Important Neutral Unimportant Unimportant Score Raw Score

. alerts students to ST 46.2 ~ - 46.2 7.7 o . 4.38
 problems which -CT 41.7 . 37.5 12.5 : ' 8.3 . 4.04
. “develop. . S ) . : e 4,21
.- The student tea¢her_' - ) ) L ) . _‘_
~makes use of test R SN - R
: j . . ~ 57.7 42.3 4.58
results to: evalw 549 250 16.7 . . : 4.25

ate previous instruc-

tion—-formulate fur- 4.42
‘ther information.

clarify and rein- . 53.9. . 42.3. 3.9 . 4.50

~ force important -7 -°50.0 .- 37.5° 4.2 : - S 4.21
concepts. ' ST : : . AR C - 4.36
_use.to reteach un- : 42.3 50.0 S 3.9 . _3;9; 4,23
learned concepts or- ~ . 45.8. . 33.3 12.5 . . 8.3 . 4.08
skills. T T T 4.16

- show relationships = "4, ¢ 59 ¢ 3.9 7.7 © 3.9 4.04
between -student ) 33.3 . 50.0 8.3 - g

. .achievement and aims - 777 . : - o o 8.3 . 4.00 4.02

of instruction.

LTT




Table 2 (continued)

Competency'statemeﬁts_ T o : o o " °  Mean Coﬁbined
Related to Self and Very } : B Very - .Raw ° Mean
‘Student Evaluation Important Important Neutral Unlmportant Unlmportant Score Raw Score

The student teacher

evaluates. learner . ST 34.6 50.0 15.4 . . 4.19 .
achievement by formal CT 45.8 41.7 8.3 - h2 4.29 .
and 1nforma1 proce— - , e ' " 4.24
dures.' . R T : . :
The student teacher 38.5 462 15.4 _ ) 4.23
encourages learners to 33.3 50.0 16.7 _ . 417
assess their own : :
achievement. 4.20
The student .teacher 61.5 34.6 ) 3.9 L.58
encourages learners to 542 41.7 4.2 4.50 .
apply new knowledges o 4.54
and skills. . e ,
‘The- student- teacher o
modified teaching 26.9 57.7 . 1.5 359 _ _ 4.08
behaviors which re- . 50.0 29.2 8.3 4.2 _ 8.3 - 4.08
strict learner . . - : o CT I 4 .08
achievement. . : ) :
The student teacher _ :
-uses individwal - - 42,3 46.2. 7.7 3.9 4.27
_rather than competi- © 37.5 25.0 - 25.0° 8.3 4.2 3.83 .
tive standards for - . S L 4.06-

.evaluation.

8TT




‘Table 2 (continued)

Competency Statements . s Mean Combined
Related to Self and . Very o _ : Very Raw Mean
Student  Evaluation Important Important Neutral'Unimportant.Unimportant Score Raw Score

The student teacher ST 30.8 = 46.2 19.2°  : 3.9 ' 4.04

administers a wvariety CT 29.2 29.2 ~ '37. . . . = 4,2. - 3.79 o

" of types of tésts. o T E © 3,92

The student teachef'}
evaluates entering =~ = = . 2

; 3.1 50.0  23.1 3.9. . ' 3.92
behavior of the”learn- 4.2 58.3 33.3 4.2 3.58 ,
er before or while '3.76"
introducing a unit of .
learning.

The student teacher

- meakes ‘camparison of 23.1 © 46.2  26.9 3.9 3.88

_the pre and pos 29.9 54.2 12:5 4.2 4,046 ...
evaluation. of -the 3.96 . -
learners.in relation . .
to .a unit.

‘The student teacher’ .50.0  26.9 . 19.2 - : 419
concerns himself . ) - : )
. . 70.8 29.2 - 4.71 :

with self evalua— b bk

tion:

" 6TI




Table. 2 (continued)

Compéﬁeﬁcy Statements ' ) _ - . ~Mean Combined

- Related to Ethics Very. ' : . Very . Raw Mean
and Professionalism ~ Important Important Neutral Unlmportant Unlmportant Score Raw Score
The student teacher is ST 30.8 38.5 30.8 - o ' ' 4,00 .
involved in profession- CT 37.5 50.0 - - 12.5 . - 4.25 -
) al growth act1v1t1es i ' o ) e : _ - 4.12.

-_.Theistqdent'tEachgr IR ' R . : L
-has ‘réspect for pro- 50.0 42.3 7.7 : 4.42

fessional contribu- 37.5 ©  62.5 ’ 4.38
tions of fellow . . o 4 .40
teachers. | : ’ ‘
. The student teacher - 69.2 7 26.9 3.9 S L 465
‘accepts- professional 62.5 37.5 o : - - 4.63 co L
© criticism. = . L T Y 3
e student teacher- . :
:EZmbzztragzs genuine . - 76.9 23.1 ‘ ' 4.77 .
: - 79.2 .-20.8. : : . 4.79 o
. enthusiasm for teach— k .
: , 4.78
.ing. .
- The student teacher S o .
.strives. to achieve. 38.5 . 34.6 - .26.9 4,12
positive administra- 50.0 50.0 o , 4.50 ,
‘tor—teacher rela- o S : _> : ' S 4.31

T ‘-tlons o

02T




Table 2 (continued)

Competency Statements . D L : Mean . Combinéd
Related to Ethics Very S ) S * Very Raw Mean
and Professionalism Important Important Neutral Unimportant Unimportant Score Raw Score

The student teacher - . o _ . o .
strives. to achieve - ST 73.1 5.4 -0 7.7 - . 3.9. L 4,54

. positive coopérating CT '50.0 = 50.0 " - . R - .- 4,50 . o
_teacher-student teach- : : - ' o "7 4,52
er relationms. :
‘The student teacher
strives. to achieve '38.5 . .38.5 23.1 4.15
positive parent-stu- .. 33.3 58.3 8.3 _ . 4,25
dent teacher rela- _ : o : _ _ ' - ,' . 4.20
. tions. :
. The student teacher . :
- 'strives to achieve =~ 69.2° 23.1 7.7 4,62
positive student- ' 58.3 . 37.5 4.2 ; . 4.54 :
- student teacher rela- o S - ' . 4.58
tioms. : ' S : ' TR
:ﬁiwzt;ﬁg:ci‘:izgein 42,3 462 115 o 4.3
T . 33.3 37.5 20.8 4.2 4.2 - 3.92 .
handling extreme -dis- ) - -
e 108 - : : 4.12
- .cipline problems. _
The student teacher . '46.2 ~ 34.6 - 15.4 . 3.9 . - 4,23 .
completes assign- 37.5 58.3. |, . o 4.2 4,25

"ments on time. L ‘ S - o . Y
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- _help (admission of a

Table 2 (continued)

Competency Statements a S T 'Méan' Combined

Related to Ethics Very : . ’ : - Very -Raw - .Mean

" and.Professionalism Important Important Neutral Unimportant Unlmportant Score Raw Score

The student teacher

e et ST 57.7 385 3.9 4i54
. ;S prompt n TER . CT 50.0 - 45.8 . - 4.2 4,46

ing to assigned . ST X :
duties. ' ' 4.50
Thé student teéacher _ _ '
shows a willingness. 69.2 26.9 3.9 : , . 4.65

- to consult with others 66.7 33.3 . _ 4.67
to solve profe331onal ‘ : ' . : o ) : 4 .66
problems ' C '
The.student teacher

-shows a willingness to : S as N _ L ;

* admit personal weak- gg'g ,'%3'% Cao SR ‘32'22
neéss and seek outside o T _ - cens e et

4.68
problem may be demon— :

strated by seeklng
. outside help)

(A4
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. Table 3. Mean Raw Score Values by‘Individual Group for

Designated Teaching Areas

Teacﬂing Areas’

Mean' Raw Score

I Planning

II Teaching Behavior -

CIII .Evaluatibn

ST

CT

CT

ST

CT

IV. Professionalism

8T

CT.

4.26

4.24

429
4.27
4.26
i4'12

b hh

4. 44
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- Eof cooperatiné'teachers responding, 76 of the 92 ﬁeans, or

83.fercent, fell iﬁ'the'4.00-4.99 range-ahd the remaining 16 means, or
17 peréent,ufell in'thé 3.@0—3.99 rangei_“Ihe means for this group
ranged.from a'ld& of”S.éS.to'a high of‘4.79; g

| 'Eighty of_the ningty two means.fo; tﬁé cémbineé group ST and
CT, or 87 percent,'fell iﬁ the 4.00-4.99 rénge while thé reﬁéining 12
means, or 13 percent, felliin the 3.50-3.99 range. Thelrange for the
means'for the combined group ST and CT extended from a'low of 3.56.td,é
high of 4,78. |

Ekamihatibn of‘the.ihdividual categofy means for the two

" respondent grbuﬁs, Grdpp ST and Group CT shows.that fbr the student

teachers responding, category I, planning, and category III, student

.and self eVéluation,'shéred the low mean value of 4.25 while category  -

S1V, profeséibna;ism, had tﬁe high mean valqe of 4.44 for ﬁﬁis respon;
dent group. | | |

The data for the éooperating teacheré ghows that the-category
" .with the low mean valﬁe-;f 4.12 is catégory‘iII, studént’and self

evaluation. The category with the high mean value of 4.44 for this

group was category IV, proféssionalism, the same as it was for the stu— .

dent teachers. Of the four categories included in the study, category ‘

v, professionalism, is ‘the only one where the two respondent groups,

Groub ST and Group‘CT; shared like means.
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Results from‘the ancillary datéiccmpiiationvare'recorded in -

Table 4.

Table 4. Summary of the Very Importaht (5) Responsesg

Percentage Scale of Very
Important (5) Responses

Numher'of,Competency Statemehts
in Each Percentage Group

‘Student © Cooperating
Teachers Teachers.
'90-160 ‘Hiéh{Cbnsensus:l - -, 310 R “‘ -0 -
80- 89 High-Modérate Consensus :,:.i ; 3.
70;j7§‘ ﬁcderate Censensus‘ ' ‘."“8 - ': T
60- 69. Lcw—Mhuerate-Ccnsensus ’ iO - ' 12
50- 59 - Low Consénsus = ] 5 ‘21" - ‘zs :
0= 49 No Consensus sy © 45

An examination of Table 4 shows there was no competency.state—

ment included in the study that 90 percent'or more of the respondentsh

- ments.

',to*one

in either group responded to as being v§efy important." Thus, neither

group felt a. "high consensus . in regard tb'any bf the‘competency state—:_'l

The student teachers felt a "hlgh—moderate consensus relative

competency-statement "The student teacher shows respect for

students by commendlng, acceptlng, he1p1ng rather than by reJectlng ‘or

ignoring." The cooperatlng teachers reached a "high—moderate
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consensus on three of the-competency statements. These included:
,The.student teacher shows enthusiasm in the classroom.

* ‘The student teacher considers the following in making a551gn—
ments: communication of the assignment is clear.

The student teacher maintains. classroom control conducive to
learning.

For the student teaehers'responding, 52 of the competencyjstatements,
or 56.5 percent fell in the 0-49 percent or "no consensus range; -For

the cooperating teachers responding, 45 of the competency statements, i

or 48.9 percent, fell in the 0-49 percent or "no consensus range.

The opinionnaire provided the opportunity for respondents to

include competency statements which they felt should have been

“included in the study;-'One respondent included the following state—

ment with a "very important" (5) ratlng "The student teacher keeps a
good sénse of humor in handling s1tuat10ns that could otherw1se be
embarrassing, (has poise)."
DEVELOPMENT OF THE INSTRUMENT
FOR EVALUATION . '

The eighty competency statements from the opinionnaire which
had a composite mean raw score of 4.00 or more, and the two competency.
statements reduired to be included in the instrument for evaluation,
were separated on the besié of the fonf teaching areas and each area

analyzed by'the'reéeareher for-epparént relationshins between and ,_'
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among the competency statements. On the basis of thisianalysis,
within each of the four areas, general statements which could be used
-as’ a basis for grouping related statements were designated as 'a compe-
tency, and the reléted Sfatements from the oﬁinionnaire were desig-
natgd as teaching’performance criteria. Fo¥ each teaching performance
cfiferia, #he researche; generated.criférion measures. An example of
a statement chosen as a competency Would.bé,."Prepares written objec—
tives for teaching." An example of a teaching performance critéria
- for this compétency would be, "Central theme or problem for organiza-
_tion of activities is stated." Criterion measures for this teaching
" performance criteria iﬁclude, "Theme or pfobiem is stated specifically,
Theme or problem is stated in terms of expected student outcomes, aﬁd
Analyzes théme or prablem in relation to the contiﬁuity of the subject
mattef."x Evaiuatioﬁ ofxeaCh student teacher's aétainment of the teach;
“ing perférmance criterié'ig'based on inqiuding or achieving the stated
cfiteriqn ﬁeasﬁreé, and'eﬁaluation forkgacﬁ competency within each ;f
‘tﬁe four areas will Be‘bésed on the achiévemenﬁ of the feécﬂing pérforf
mance criteria. . o

The instrument for evaluation includes the four area designa-
tions from the opinionnaire, the statements selected for competencies,
and the teaching performance criteria. Evéiuation_of each selected

competency will be based on the following predetermined, predesignated“

scale:
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E Excellent Performance expectations for a begin-
ning teacher are exceeded.

A Acceptable '; Performance expectations for a begin-
- . ning teachéer are met.

W Weak - o Performance'expectations for a begin-
: ‘ - ning teacher are barely met.

N Not Acceptabié}. Perfofmancé expectétiphs for a begin-
ning teacher are not met. -

The teaqhing performance,criteria will be assessed on the following
predétermined, predésignatéd scale. |

+ Noticeablg strength

s. Satisfactory

u Unsagisfactory

x Not pbserveébie in this situation
The criteriop statemenfslfor the teaching;pérformance criteria Qilllﬁe
‘inélqded-as-g part of thé'evaluation materiélé}

zihe inétruméﬁt-fqr evaluation.alsé'includes spaée for a narra-
tive subjécti&e evaluaﬁion of the studént teacher if the evaluator

chooses to write one. The instrument for evaluation is included in

Chapter V, pages 137 to 141.
SUMMARY

The primary problem of the study was the development of an
instrument for the evaluation of secondéry student teachers with a

secondary problem being the compilation and categorization of
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competency statements related to.teaching and the development of an
opiniohnaire including the cétegorizea compétency statements.’

The population responding to the opiﬁionnaire included tweﬁty
six secondéry stﬁdeﬁt teachers from Montana.State University and twenty
four cooperating teachers from Montana public schools.

The opinionnaire.inciuded ninety two competency statements
purported to contfibute to effective teaching which the respondents
were asked to evaluate as they perceived each statement as being an
important competency or behavior for a étudent teacher to possess.
Responses were made on a five point Likert type scale.

Techniques used for data consideration included the mean raw
score value for each competency statement for each of the‘two respon-
dent groups and for thé two groups combined, as well as ﬁhe mean raw
score value for each group'for each of the four designated teaching
categories. A percentage frequency distribution for each'compefency '
statement was also computed for each group. Data from the opinionnaire
was presented in two tables. ‘

Chapter IV was concluded with a discussion of how the instru-

ment for evaluation included in Chapter V was developed.




'CHAPTER V

SUMMARY, CONCLUSIONS, AND
© . RECOMMENDATTONS

'This study was baSed on a twofold problem. The pr1mary prob-

.:lem was the development of a competency based 1nstrument for the

‘evaluation of secondary student_teachers from Montana State University.

A secondary problem was. the compilation and categorization of compe—'
tency statements related to teaching and the development of an opinion-
naire including the categorized competency statements. The- opinion~

naire -included ninety two competency statements purported to contri-

"bute to effective'teaching.' The twenty six secondary student'teachersf

from Montana State Univer31ty and the twenty ‘four cooperatlng teachers

* from Montana pub11c schools who responded to the opinionnaire were

:asked to evaluate,each competency statement as they. perceived it as

being an important competency or behavior for a student teacher to

‘possess. Responses were made on a five point Likert type scale.

.The study shows that based on the'mean:raw score values of the'
ninety two competency statements purported to cOntribute to effective
teaching, eighty were judged-hy the’combined respondent groups, of
secondary Student'teachers,and secondary cooperating teachers as being

important competencies’or behaviors for a beginning . teacher to possess.

-Both groups Judged competenc1es related to profe351onalism as‘a

separate area as being somewhat more 1mportant than the competencies
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as a whole that were related to the areas of planning, teaching behav-
ior and student and self evaluation.

Based on the percentage frequency distribution of responses,
there was no competency'statement.included-in the study that 90 percent
or more of the respondents of either group judged as'being a veryn
important oompetency for a'beginning‘teacher to possess. Eighty per-
cent of the student teachers respondlng felt it was very iﬁportant |
- that, "The student teacher shows respect for students by commending,
“accepting, helping rather than by ignoring."

. Eighty seven and ahhalf percent of the_cooperating teachers

responding felt it was very important that "The student shows enthusi-

" asm in the classroom,’

and e1ghty three percent judged it very 1mpor—
:tant that "The student teacher considers the follow1ng 1n making
assignments: communicatlon of the assignment is clear,' and "The
student teacher maintains:classroom control conducive to learning."

© As nreparation for:constructing’the opinionnaire used in the
study, a review'of the.literature reiated to comnetency based teacher
education was made. _ﬁased on this literature review; some general
summarizations can be made relative to the‘development of a oompetency
based teacher education program.

If program goals for a competency_based program are cleariy

stated, developing performance goals andIWriting_performance tasks iss

less difficult. As severa} defensibieumethods forhdeveloping
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competency statemente:r are described in tﬁe literature, institutions
choosing to implement such a proéram must choose the method which
seems most appropriate to their needs. Further, there is no set of
performancé goals or tasks that is agreed to as being éssgntial by
proponenté of competéncy based programs. :Thus, each school that

chooses to adopt a competency based teacher education program should

* develop a unique set of competenciés for the purposes and needs of
their program and school. Statement of the competencies and selected

criteria must be made as explicitly as possible and means of achievihg'

them should stand the test of relevance. The competencies selected

for inclusion in programs should be viewed as tentative, untested

hypotheses, subject to chahge or removal should research indicate they -

are not appropriate..

' Methods and procedures for evaluating students are not as well

.researched and developed as are other aspects of competency based

teacher education prdgrams,_and no specifié method that is uﬁique fgr
cpmﬁgtenéf faSéd teacher éducation programs has beeﬁ developed for
évaluation of sfﬁdent teéqﬁers. Eéch_schobi adbpting a competency‘
based teaéher education program should develop an individual proqeduie
and instrument'for.evaluating student teachers. Evaluation of student

teaching should be based on performance of interrelating or interre-

lated competencies rather than on isolated competencies with' evaluation .

based on Turner's criterion level three, the observation of teaching '
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behavior in a classroom setting. Furthéf, the goal of student teaching
should be the successful completion of selgcted competencies, recog-
nizing that for some studeﬁts to achiéve this, more than one student
teaching experience would be needed. Any evaluation instruments or.
procedures developed for a competency based ﬁrogram should be consid-
ered tentative and be fefined regulafly on the basis of researcﬁ

findings and changes in the program.
CONCLUSTIONS

Based on this study as related to competency statements con-.
sidered "very importaﬁt", the conclusion is made that there is no
decided agreement among student teachers, among cooperating teachers -
or between the two gréups és to what competencies or teaching behavior'
a beginning teaéher should possess. However, when competency stéte—
ments are viewed as "important'" or above, there is high agreement. If
essential is viewed as the "very important" statements, it corrobor-
ates reports in the literature that there is no set of perférmance.
goals or tasks for prospective teachers that is agreed to as being

essential by proponents of competency based programs.
RECOMMENDATTONS

On the basis of this study, the following recommendations are

made.
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1. The Department of Secondary Educ;tion and Foundations at
Montana State University should develop a competency based teaphér
educatioﬁ program. - |
| 2. The Departmeﬁt'of Secondary Education and Foundations
should use thé instrument for evaluation of studént teachers thaf has
beep.developed'with this s#udy on a trial basis. In using this instru-
ment. to help studeﬁts develop teaching roles cqngruent with the skills
and competencigs they possess, the students sﬁould have the opportunity
to manage their own learning by having some choiée in the competencies
they will demonstrate, by réceiving systemétic feedback~on pfogress.aﬁd‘
by being allowed to make program modification én.the.basis of tﬁeir
éxperiencé. | |

3. The Secondary-Education faculty should be involved in
research concerned withfévaiuation of student‘teaché;s in competency
based péacher education programs so significant‘findings can be
'réflected in réviéioﬁg of the instrﬁmen; for the evaluation of student
.'teachérs. | | |

4., The Department of Secondary Eduéation and Foupdations:
should develop specific procedures for obtaining feedback regafding
the use and effectiveness of the instrument for the évaluation of stu-
dent téachers.

5. Since it was the task for this paper to.develop.a compe~

tency based instrument for the evaluatipn of studént teachers, Ehe
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instrument was developed. It is recommended that the instrument found
on the ensuing pages and the separate criterion meésures be incor—'

" porated in the teaching training and student teaching activities of
the Department of Secondary Education. and Founéations at Montané State‘
University.

The evaluaéion of the secondary student teéching experience °

will be based on the aécompanying instrﬁment for éhe evaluation of Fhe

stﬁdeht'teaching experience and the separate criterion measures for

teaching ﬁerforménce critéria. The Instrument for Evaluation includes
competency statements in fbur areas of teaching perfqrmance, planning
instruction, teaching behavior, student and self evaluation, and pro-
Ifeésionalisﬁ, and specific teaching behavidrs, or teaching performance

criteria related to the given competency statements. The Criterion

Measures for Teaching Performance Criteria includes the combetency

statements, the teacﬁing pérformance criteria for each'compétenc§ apd
thg criterion measures for éach of the‘feaching performance criteria;
Evaluation will bé'made for bdth‘thé stateg‘teaching perféf—s
”mancéré¥iteria'apd for tﬁe stated compéténcies. Evaluation of eagh
studen; teacher's attainﬁent of the teach?ng p;erformance.criteria1 is
based on including or achieving the stated'criterion measures2 for each
teaching perfbrménce criteria. Evaluation for each competency3 within
each of the four areas will be based on the achievement of fhe teaching.

¢

performance criteria, The following exaﬁple will show the relatioﬁship

t
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between a competency statement, teaching performance ‘criteria and cri-

terion measures.

Competency I1. Prepares written NWAE
. objectives: for ’ .

teaching

1Teaching Performance 1. Central themé or

Criteria ‘ ' problem for organi-
. ’ zation of activities
is stated.

'2Criterion Measures Theme or problem 1s stated
Co o . specifically.

Theme or problem is stated in.

' terms of expected student
outcomes.’

Analyzes theme or problem in-
relation to the continuity
of the subject matter.

The scales for the eValuetion of the EOmpetency statements and .the
teaching performance eritetia'are specified in the instrument for

.evaluation.
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EVALUATION OF STUDENT TEACHING
EXPERIENCE '

Student:

Last Name ° ’ First Middle

Assignmentr

Subject/grade level ' " School

. Pertinent Information about Student Teaching Assignment -

‘Recommended grade: Pass Date

(circle one) Fail .

Student (signature)

Cooperating teacher (signature)

College'SuperVisof (signature)
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RATING SCALE FOR PERFORMANCE CRITERIA

The rating scale includes four areas of teaching performance,
planning instruction, teaching behavior, student and self evaluation,
and professionalism. Within each area, competéncies are designated and-
behaviors judged essential to effective teaching are specified. Both
the competency and specific teaching behaviors will be evaluated.

' Behavior unique to the student, setting, or subject may also be
" reported in the space prov1ded as "Other."

The profile of performance as determined by competency evalua-
tion will be based on the following four-point scale. Evaluation will

" be indicated by putting a check mark in the appropriate one of the four -

boxes to the right of each competency statement.

E 'Excellent Performance expectations for a beginning

' teacher are exceeded. '
A Acceptable Performance expectations for a beginning

teacher are met. '
W Weak - Performance expectations for a beginning
_ teacher are barely met. S
N Not Acceptable. Performance expectations for a beginning
" teacher are not met. ' '
~ Example:

'~ I.  Establishes and Maintains Learning Environment N W A'E

. Teaching performance criteria-for each competency will be
assessed according to the following scale. Assessment will be indi-~
cated by putting the appropriate symbol from the following on the line

which follows each student teaching performance criteria statement.

+ Noticeable strength
s Satisfactory
u Unsatisfactory .
x Not observeable in this 51tuat10n
Example:
1. Considers the total environment of the classroom. S .

.

Criterion measures to be used as. a basis for the evaluation of
teaching performance criteria are stated in the separaté’ Crlterlon
Measures for Teachlng Performance Crlteria.
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N W A E

PLANNING INSTRUCTION .
I. Uses Cooperative Planning ol |
1. Arrangement of meetings for the purpose ' '
of planning
2. Other

)

II. Prepares Written Objectives for Teaching [ 1. 1

1. Central theme or problem for organiza-
tion of activities is stated’

2. Includes initial and alternative
strategies and activities

3. Includes expected outcomes and modifi-

' cation of outcomes for individual
and group differences

4. Objectives relaté the unit to present
and future students needs and to the
past and future learning of the
students : .

5. Includes activities which permit social
interaction or growth of self esteem
of the students

6. Other

TEACHING BEHAVIOR :
I. Establishes and Maintains Learning Environment N
1. Considers the total environment of
the classroom
2. Exhibits confidence when teaching
3. Shows enthusiasm in the classroom
4. Maintains classroom control condu-
cive to learning

5. Other
II. Implements Teaching Techniques [ |1
1. Shows proficiency in introducing
a unit

2. Utilizes a variety of materials of
instruction and teaching techniques

3. Relates instructional materials and
techniques to the attainment of
objectives

4. Includes specific considerations in
making class assignments
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5. Includes specific considerations in
monitoring class assignments
6. Interprets formal and informal feed-
back from learner behavior
7. Modifies strategies and activities
to facilitate learner achievement
8. Capitalizes on unexpected interaction
and learning opportunities
9. Shows proficiency in summarizing a
unit
10. Other

‘N W A E

ITI.

Promotes Positive Student-Teacher Interaction

1. Shows an ability to communicate with
students and make proper use of the

language

2. Works to develop rapport with the
students

3. Other

STUDENT AND SELF EVALUATION

I.

Uses Variety in Measurement and Evaluatlon of
Students

T

1. Evaluates learner achievement by for-
mal and informal means A

2. Evaluates entering behavior of the
learner before or while introduc-
ing a unit

3. Evaluates the behaviors of the
learners at the end of a unit

4. Concerns himself with specific con-
siderations when constructing a
test ’

5. Concerns himself with specificé con-
siderations when administering a

. test .

6. Encourages learners to assess their
own achievement

7. Other -

IT.

Uses Evaluation Results

"1l. Makes comparison of pre and post
evaluation in relation to - a unit

TT 1T
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. 2. Uses test results to evaluate previous Now A E
1nstruct10n——formulate further
" instruction |
3. Uses test results to clarify .and rein-
force important concepts and to
reteach unlearned concepts or skills
4, Encourages learners to apply new
knowledges and skllls
5. Other
ITI. Concerns Self With Self Evaluation 1T 1 1
1. Modifies teaching behaviors which -
restrict learner achievement
2. Other
PROFESSIONALISM :
I. Exhibits Profess1onalAguallflcatlons : I 1T I
1. Demonstrates genuine enthusiasm for
teaching - ‘

2. Shows willingness to admit personal
weaknesses and consult with others
to solve professional problems

3. Accepts professional criticism and has
respect for professional contribu-~
tions of fellow teachers

4., Strives to relate positively with
students, faculty and staff, and
parents

5. Assumes teaching and extra class
assignments responsively

6. Is involved in professional growth
activities

7. Other

EVALUATION OF OVERALL STUDENT TEACHING EXPERIENCE'.
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CRITERION MEASURES FOR TEACHING

PERFORMANCE CRITERIA

The following criterion measures for the performance criteria
from the instrument for evaluation of student teachers are suggestive
of -the types of behavior a student teacher should exhibit to indicate
achievement of the teaching performance criteria.

PLANNING INSTRUCTION

I. Uses Cooperative Planning

1.

Arfangement of meetings for the pufpose of
planning. g ' ’

Initiates a meeting with the classroom cooperat-
ing teacher to determine the scope and sequence
of material to be covered during student teach-
ing—--specific units he will be responsible for.

. Initiates subsequent meetings after each unit has

been planned to present developed unit plans.

Dates of meetings Initiated

II. Prepares Written Objectives for Teaching

1.

Central theme or problem for organization of
activities is stated.

Theme or problem is stated specifically.

Theme or problem is stated in terms of
expected student outcomes (general). .

Analyzes theme or problem in relation to the
continuity of the subject matter.

Includes initial and alternative strategies and
activities.

Projécts a variety of teaching strategies related
to the objectives.

. Selects—~develops teaching strategies that seem

most appropriate to objectives as initial
strategies.
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Develops other teaching strategies as dlternatives,
Projects a variety of ‘learner activities w1th
potential for achieving obJectlves.
Selects-develops learner activities that seem most
appropriate as initial activities.
Develops other activities as alternatives.
Analyzes relationship of teaching strategies-learn-
er activities (are they compatible).

.Con51ders ways of altering prescribed plans to meetA

unforeseen events.

Includes expected outcomes and modification of out-

comes for individual and group differences.

Minimum expected outcomes are at a level where each
student can experience some success,

Higher standards are established and expected for -
interested and able learners.

Considers prerequls1tes to outcomes and prov1des
review if necessary.

Adapts outcomes to the various approaches and
learning styles of students.

Objectives relate the unit .to present and future

student needs and to the past and future 1earn1ng

‘of the students.

Objectives are related to the present circumstances
and lives of the learners.

Shows how immediate appllcatlon of the objectives
is possible. .

Establishes how obJectlves are related to precedlng
learning. -

Indicates why and how objectives are related to
subsequent learn1ng :

Includes activities' Whlch permlt soc1al 1nteract10n

" or growth of self. esteem of the student.

ObJectlves include: several levels of cognltlve and

affective learnlng

Includes.variety in learner act1v1t1es to accommo-
date different student approaches and learn1ng
styles, -
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Includes activities which allow for specific social
interaction among students,

Encourages healthy recognition and acceptance of
peers.

Expects courtesy and respect in student peer inter-
actions. g

I. Establishes and Maintains Learning Environment

1.

Considers the total environment of the classroom.

Ventilation and temperature of room or other
facility are controlled.

Use of facilities for learning activities is
flexible.

Furniture and equipment is arranged appropriately
for the learning activities.

Displays and/or interest centers suitable to the
learning activities are provided.

Exhibits confidence when teaching.

Moves freely about the. room when maklng presenta—
tions and assisting students.

Works to eliminate annoying mannerisms if apparent.

Student actions are responded to freely with
appropriate emotions.

Unusual student responses are handled openly and
calmly.

Unexpected situations are met and handled easily
and willingly.

. Shows enthusiasm in the classroom.

Displays eagerness to start teaching.

Extra time is spent at school to work with students
or make preparation if needed.

Shares and shows pleasure in student accompllsh—
ments. :

Maintains personal congruency rather than feigned
enthusiasm.
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Maintains classroom eontrol conducive to learning.

Routines involving assignments, supplies, etc. are
established and maintained.

Clearly defines limits of the classroom and is con- -
sistent in executing these limits (if possible,
include students in deciding ground rules and
rationale).

Develops control approaches that support estab-
lished procedures and limits.

Develops use of eye contact and student awareness
to help prevent difficulties.

Inappropriate student behavior is controlled with-
out' condemning student feelings.

Provides opportunity for student involvement in
classroom management.

II. Implements Teaching Techniques

1.

Shows proficiency in introducing a unit.

Uses a variety of introduction procedures that are
interesting for the students.
Introductions incorporate learner interests and
" experiences.
Establishes a cognitive link between introduction
and unit.
Includes cues which might promote retention or
achievement for the learmers.
Establishes classroom enviromment that encourages
effort and achievement.

Utilizes a variety of materials of instruction and -
uses a variety of teaching techniques.

Develops an inventory of resources (human,
material, communlty, environmental) avallable for
each given unit.

Provides for 1nvolvement of students, capitalizing
on their special ab111t1es, 1nterests and
activities,

Includes variety in difficulty levels of material
included in the wunit,
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Develops an 1nventory of teaching strategles for .
each given unit; 4. e., lecture, teacher led
dlscu881ons,'small group work, audio-visual
aids; individualized assignments or study, prob—'
lem solv1ng induct1ve technlques, etc.

Relates 1nstruct10nal materlals and technlques to
the attainment of obJectlves.

. Specifles ‘the percelved relationship between

selected teaching materials and attainment of
‘the’ objectives. ‘

Specifies the- percelved relatlonshlp betwéen
selected teaching strategies and attalnment
of objectives.

- Specifies the perce1ved relationship between

selected learner activities and attainment of
objectives. - - .

Includes specific- cons1derat10ns in maklng class
‘a831gnments. S

' Communication of the'assignment is clear..

Assignment is given at the appropriate time. -

Verbal and non-verbal clues are used to determlne
understanding of the assignment. -

Provisions are made: for individual dlfferences.

'Indlvldual student problems are handled without

disturbing others.

Includes spec1f1c con31derat1ons in monitoring

-class assignments.

Establishes env1ronment suited to the task.
Re-establishes environment if necessary.
Check work progress. :
Alerts all students to common problems whlch
develop. _
Makes special prov1s1on for students completlng
tasks .early. Lo L :
Interprets formal’ and 1nformal feedback from :
learner, behavior. ' -

Uses-tests as a procedure for obtaiﬁlng_fbfmal
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feedback of 1earner behav1or.,
Makes informal examination of achlevement durlng
instruction and work periods.

Uses student reviews and summarization as informal

feedback from oral class interactions.

. Develops an awareness of the informal feedback

' provided by student's non-verbal actions.

Modifies strategies and activities to facilitate
learner achievement.

Changes procedure or strategy when feedback indi-

" cates present plan is ineffective.

Redirects learner attention or changes teacher

emphasis to achieve objectives. -
Assesses progress toward goal by allowing for
specific feedback .during a lesson. =~ .° - .. ..
Recognizes non—verbal 31gns of students as feed-
back.

.. Alters procedures 1f needed so the potentlal

exists for each 1earner to have some successful
achlevement. -

Capitalizes on unexpected 1nteract10n .and 1earn1ng
opportunities.

EXhlbltS open reception to learner questions and
open exchange of ideas.

Recognizes and capitalizes on spontaneous learning
situations during lesson. :

Restructures class to enhance interactiom.

Adjusts interaction level to avoid potentlal
conflict. . .

Facilitates pertlnent unusual contributions by
altering plans. . S e

' Facilitates discussion of cr1t1ca1 or t1me1y

issues by reorgan1z1ng plans.

hows proflclency in summarlzlng a un1t

".Consolldates concepts and ideas covered in the

unlt.

' Provides review- of major facts and concepts of the

unit.
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Establishes a connection between the unit, pre-
vious material and future learning.

Allows for student practice of new 1earn1ng or
student summary.

Reviews material covered if feedback suggests
review. is needed

ITI. Promotes Positive Student—Teacher Interaction

1. Shows an ability to communicate with students
and make proper use, of the language;‘

Selectlon of words and phrases have def1n1te rela—
‘tion to discussion topic.

Correct grammatical. constructions are used.

Correct spelling is ev1dent, espec1a11y on black-
board work.

Vocabulary used is appropriate for the maturlty
level of the students. .

Slang, vernacular or trite express1ons are not
used exten31ve1y

2. Works to develop rapport with the students..

" Exhibits a balance of seriousness and humor in
relatlng with students, .
Conducts class W1thout resortlng to negatlve
criticism.
If student actions must be condemned, assures-
personal acceptance of student. P
‘Shows ‘respect for- students by commendlng, accept- a
ing, listening to and’ helping." ,
‘Accepts and cons1ders unusual questlons and 1deas.'
Wlth respect. - -

STUDENT AND SELF EVALUATION

I.‘ Uses Variety in Measurement and Evaluatlon of Students

1., Evaluates learner achlevement ‘by formal and 1nfor-x
mal procedures.

Includes formal techniques, i.e.," tests as one
means of assessing: 1earn1ng outcomes.-




149

Uses informal examination of learner achlevement
during instruction and work periods.

Keeps complete, accurate records of 1earner
achievement. .

Shows’ ability to 1nterpret standard1zed achieve- -
ment tests.

" Evaluates entering.behaVior'of the learner. before
‘or while introducing ‘a. unit. :

Plans a spec1f1c evaluation procedure to . determlnef

the enter1ng behaviors of the learners (a pre—
test)

. Evaluates the behav1ors of the learners at the

conclus1on of the un1t.

'Plans a specific evaluation procedure to determlne

student behavior at the conclusion of the unit
(a post-test).

Concerns himself with spec1f1c con51derat10ns When
constructlng a test.

Measures spec1f1ed behavior which correspond w1th

instructional objectives.
Tests include a variety of types of test’ 1tems.
Test length is appropr1ate to the time allowed.

'Quest1ons and d1rect1ons are clear to students.,

. Concerns himself Wlth specific con51deratlons when -
adm1n1ster1ng a test.~_ :

. Test is given at approprlate t1me.j

Students are aware .of the relation between the
test and the 1nstruct1onal objectives.

Directions for the test are clear and complete.:

Monitors test to reduce distractions, d1scourage
cheating.

Alerts students to problems which develop.

Encourages 1earners to assess the1r own , achleve—~7

ment. .
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‘Discusses with learners how they can recognize

their progress and needs.

Specifies for student use the criteria for

evaluating achievement. -
Develops procedures for students to keep personal
records of assignments.
Provides opportunity for students to make formal
self evaluation, i.e., a conference or in
wr1t1ng.

IT. Uses Evaluation Results

1.

Makes comparison of pre and post evaluation in
relation to a unit.

Charts scores of the pre and post test results to
determine if there has been a change in behavior.

Uses results from tests to show relation between
student achievement and the aims of instruction.

Analyzes and recognizes how teaching materials
selected restrict or enhance student learning.

Analyzes and recognizes how teaching strategies
selected restrict or enhance student learning.

Considers outcomes in relation to learner ‘
potential.

Considers learner attitudes in relation to learner
outcomes.

Recognizes facilitators and restrictors of learning
in students and in self.

Uses test results to evaluate previous instruc-
tion~-formulate further instruction.

Spec1fy and redeflne objectives Whlch were not

achieved. . .
Determine if there is a need to reteach a lesson.

Uses test results td clarify and reinforce impor- -

tant concepts and to reteach unlearned concepts-or
skills. ‘

Identify concepts.that-may need clarification or
reinforcement.

Encourages learners to apply new knowledges and
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skills.

Ass1sts learners to accept respons1b111ty for their
learning. .
Help learners 1dentify causes for successes or
‘ failures. o '
* Consider and establlsh relevance of learnlng to
, other classes ard da11y life.
Ass1st -students in settlng reachable goals

III. Concerns Self With Self Evaluatlon

1. .Modlfles teachlng behav1ors wh1ch restrict learner‘
~achievement.

Shows awareness of mistakes and modifies behavior
"~ accordingly. ~
_Considers and tries alternative procedures.
Recognizes classroom personallty deficiencies and
changes them when possible.
Cognizant of demonstrated strengths and develops a
un1que teachlng style based: on these.

PROFESSTONALISM

I. Exhibits Professional Qualifications
1. Demonstrates genuine enthusiasm for teacHing;

Becomes acquainted with the school ‘the school
district, programs; philosophy, etc.

Becomes acquainted with the community, i. e.
resources, facilities, etc. available.

Exhibits willingness to start teachlng and assume
additional tasks.

2. . Shows Wwillingness to admit personal weaknesses .and
consult with others to solve professional problems.

Recognizes teaching weaknesses.
Seeks and considers suggestions for correctlng
. weaknesses. : :

. 3. "Accepts professional criticism_and-hasﬂrespéet for
-professional contributions of - fellow teachers. -
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. Shows ‘openness to constructive criticism.’

Considers professional contributions of fellow .
teachers. :

Strives to relate p031t1vely with students,
faculty and staff, and parents. :

Knows and observes policies, regulatlons and com-
munication channels. .
Recognizes when to be discreet or comprom1s1ng
when expressing opinions. :
Reflects accepted standards of school system in
personal appearance. 3
Respects beliefs and op1n10ns of students, faculty,-
.and _parents. : : :

‘Assumes teach1ng and: extra class ass1gnments
.respons1b1y ' :

3

Exh1b1ts promptness in meetlng assigned tasks and
commi tments.
Is consistently and. adequately prepared to teach

-Accepts respon31b111ty for personal decisions and

actions. .
Knowledgeable of and enforces p011c1es and regula—
tlons regardlng students.
Is involved in professional growth activities.

Attends professiqnal meetings if‘allowed to-dq so.
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APPENDIX A

Competency Based
Teacher
Education .Programs

R

Criteria
Referenced."l
Knowledge o Performance . Consequénce
o _ : (8kill) "t |- (Product)
-Referenced . . ' Referenced . . Referenced

Figure 1. Cdmpeteﬁéy Based Teacher-Edﬁcatiéh'begrams -




Phase 1

' Math .
Methods

Psychqlogy

Reading
Methods

Science
Methods

All courses
traditionally
' designed

Figure 2. Isolated Course Program Translation

(Kay:19755p. 28)
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Phase 2 .

Math
Methods
(CBTE)

Phase 3'

Math
Methods
(CBTE)

Psydhology .

Psychology,-
"(CBTE.

'Readingﬂ
_Methods

- Reading
Methods
(CBTE). .

Science
Methods
(CBTE)

Pilot Courses

translated

to CBTE

.Science
Methods
(CBTE)

Alltcoufses‘
individually

“translated to

" CBTE
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Conditidns

Conditions

Pupil - Compéetencies
" Qutcomes that. bring needed by that lead to
Desired about the teachers to the krnowledge,
pupil provide the skill, and
outcomes conditions sensitivities
desired that bring ' teachers need
S about the to provide
pupil the conditions
outcomes ' - that bring
desired .about the
' desired
pupil’
outcomes
'The goals of .- The The goals of " The .
education instructional teacher - instructional -
' .program - ‘education . program
“within ‘the o within the .
schools - - college

. Figure 3. Design,offa.Student—oriente& TéaéhérvPreparation Program’

- (Kay:1975:p. 20) . .




Knowledge of " Performance. | S Achieving the

Sub;egt Argas ‘prerequisite’ :of_ that are- Outputs

-Ihat Relate_- N '.Behaviors _ : — _ . Demanded

fto<Teaching.~ to  7Used. ' prerequisite to_{ ‘ of:A:Teacher
"_3§.Teachets

- Figure 4. Aésumption of the Rglationship Between Knbwlédge,.Bérformance and Student Output

ST




" Performance
. criteria are:

People who meet
~ performance
criteria are: .
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Performance:
Based
Program
| Knowledge . Skill " | | Output
Referenced Referenced - | Referenced
Knowledgeable Skillful : Competent -

,‘Flgure 5. Relatlonshlp Between Performance Criteria and Identlfylng
Label in a Competency Based Teacher qucation Program

(ROener;l972:p‘ 120)
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APPENDIX B

Dear Participant:

The opinionnaire which accompanies this letter has been
developed to obtain data that will be useful in the development of
a student teaching evaluation instrument for secondary student
- teachers at Montana State University.

As we feel this information should come from people directly
involved -with student teaching programs,. student teachers from Mon-
_tana State University, secondary cooperating teachers, and college
supervisors for student ‘teaching have been selected as respondent
groups. ‘ e ' :

Information provided by the opinionnaire will give direction
"to a competency based student teaching evaluation'instrumgﬁt for
secondary student teachers. The opinionnaire will take about fif-
teen minutes to complete. c . o :

Numbers used on page one of the opinionnaire are for follow
up purposes only. All responses will be confidential and names and
numbers will be destroyed once data collection is completed.

If there are competencies you view as important which are
not included on the opinionnaire, please feel free to add these and
rate them as you will rate the given items.

Thank you for your cooperation.

Yours truly,

~ Lynn Fremont :
- Department of Seconda
.. Education & Foundations
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Rate the following competencies characteristic of successful
teaching in the area of planning according to the following scale.
Circle the number to indicate your rating.

5 - 4 3 2 . 1
Very Important Important Neutral Unimportant Very Unimportant

1. The student teacher prepared written objectives
necessary for teaching the class. : ' . 5 4 3 2 1

2., The student teacher demonstrates organlzatlon or :
Sklll in planning. ' 5 4 3 2 1

3. The student teacher prescribes spec1f1c, mea- :
sureable outcomes in lesson obJectlves. : ’ 5 4 3 2.1

"4. The student teacher mod1f1es_expected outcomes_
for individual and group differences. o 5 4 3 2 1

5. .The student. teacher anticipates the need for _
alternative strategies and activities. 5 4 3 2 1

6. The student teacher includes activities in the
unit which permit social interaction or growth

of self esteem of the student. ' 5 4 3 2 1
7. The student teacher allows for student partici-
pation in planning activities. 5 4 3 2 1
8. The student teacher talks with the cooperating
teacher and/or supervisor for purposes of :
development of a unmit:. ‘ .o 5 4 3 2.1
"9, . The student teachetr states the central theme
or problem about wh1ch act1v1t1es may be
organlzed o o ' o 5 4 3 2 1
lO.' The student teacher relates the un1t to:
a. present student needs’ : 5 4 3 2 1
b. future student needs 5 4 3 2 1
¢. past.and future learning of the student . 5 4 3 2 1

11. The student teacher projects probable and
expected outcomes for written objectives. 5 4 3 21
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Other oo T 5 4 3 2 1

Rate the follow1ng competenc1es characteristic of successful

" teaching in the area of teaching behavior accordlng to the following
scale. Circle the number to indicate your rating.

5 S T % 1

Very important Important Neutral .Unimportant Very Unimportant

1.

2.

The student teacher utilizes a varlety of :
materials of instruction. . . 5 4-3 2 1

The student teacher_prOV1des for the range of - 4 -
individual differences in the class. 5 4 3 2 1

The student teacher's behavior is supportive

of the instructional objective. - =~ ' 5 4 3 2 1

The student teacher implements instructional

.methods which support the attalnment of his

obJectlves. _ o 5 4 3 2 1

" The. student teacher shows enthu51asm in the
'classroom. _ ‘ - ‘ 5 4.3 271

The student teacher works to develop rapport
with the students. | - ‘ "5 4 3 2.1

~ The student teacher considers the total

environment of the classroom. - .5 4 3 2 1

The student teacher con31ders the follow1ng in
making assignments: '

a. communication of the assignment is clear. 5 4 3 2.1
b. assignment given at appropriate time. 5 4 3 2 1
c. utilizes verbal and nonverbal. clues to
determine student understandlng of the '
assignment. 5 4 3 2 1
d.. makes arrangements for individual . o
' differences. 5 4 3 2 1

e. handles individual student problems with-
out disturbing other students. L - 5:4 3 2 1
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11,

12.

13.

14,

15.

16.
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The student teacher comsiders the following

in monitoring class assignments:

a. establishes an environment suited to the
task. '

'b. re-establishes work enV1ronment if

. nécessary.
c. . checks work process.

.d. alerts all students to common problems

which develop.
e. handles individual problems w1thout dis-
turbing others.
f. makes provision for students completlng
" tasks early.

The student teacher shows proficiency in intro-
ducing a unit.

‘The student teacher shows proficiency in sum-

marlzlng a unit.

The student teacher uses a variety of specific
teaching techniques which may include
a.. the lecture.

. b. teacher led discussion.

c. small group work.

d. wuse of audio visual aids

e. wusing oral reports.

f. ‘individualized assignments or study.

g. problem solving inductive techniques.

h. panel discussions.

The student teacher shows an ability to com-
municate with students and make proper. use of
our language.

The student teacher maintains classroom con—
trol conducive to learning.

The student teacher uses positive control
techniques. :

The student teacher exh1b1ts confldence when
teachlng. _ :

v
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17. The student teacher interprets formal and
informal feedback from learner behavior. 5 4 3 2 1

18. The student teacher modifies strategies and
activities to facilitate learner achievement. 5 4 3 2 1

19. The student teacher shows respect for students
' by commending, accepting, -helping rather than
- by reJectlng and ignoring. 5 4 3.2 1

20. - The student teacher capitalizes on unexpected
' 1nteract10n ‘and 1earning opportunitles ) 5 4 3 2 1

21. . The student teacher conducts class without
" resorting to negative criticism, , "5 4 3 2 1

22, 'The student teacher takes time to listen to
and accept students ‘rather than disregarding _
students desires and interests. 5 4 3 2 1

23. The student teacher considers unusual ques-
tions with respect.. . , ) 5 4 3 2 1

24, The student teacher accepts unusual ideas
' without reacting irritably or rejecting S
without consideration. . 5 4 3 2 1

25. The student teacher 1ncludes some emphasis ‘
on the affectlve ‘domain. 5 4 3 2 1

N
[}

26. ‘Other '-,. , : o 5 4 3

Rate the folldwing competencies characteristic of successful
" teaching in the area of evaluation (self and student) according to the
following scale. C1rc1e the number to 1nd1cate your rating.

5 4 3 o2 1
Very Important Important - Neutral Unimportant . Very Unimportant
1. The student teacher considers the following
' in test construction:
a. measures specified behavior which corre- _
sponds with instructional objectives. 5 4 3 2 1
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b. test length appropriate .to time.
c. questions and directions clear to
students.

The student teacher provides the follow1ng
in preparing students for tests:

a. provides study guides.

b. reviews major points.

The student teacher considers the following

in test administration:

a. appropriate time.

b. students aware of relation between test
" and instructional objectives.

'c. specifies how of test evaluation.

d. directions are clear and complete.

e.  makes allowance for early completers.

f. monitors to reduce distractions, provide

- clarification, discourage cheating.

g. alerts students to problems'which
develop.

The student teacher makes use of tests

results to: ,

a. evaluate previous instruction--formulate
further instruction.

b. clarify and reinforce important’ concepts.

c. use to reteach unlearned concepts or
skills. :

d. show relationships between student

achievement and alms of 1nstruct10n.

~.The student teacher evaluates learner achieve-

ment by formal and informal procedures.

The student’ teacher encourages learners to
assess their own achlevement.

The student teacher encourages learners to
apply new knowledges and skills.

The student teacher modified teaching behav- -
iors which restrict learner achievement.
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9. The student teacher.uses individual rather

than competitive standards for evaluation; : 5.4 3 2 1.

-10. The student teacher administers a varlety

_of types of tests.'.' _ _ ' 5 4 3.2 1.

11. 'The student teacher.evaluates entering7
" behavior of the learner before or while R
introducing a unit of learning. - 5 4 3 2 1

12. The student teacher makes comparison of the
pre and post evaluation of the learners in

relatlon to a’ un1t. _ : 5 4 3 2° i

;13.' The student teacher concerns, hlmself w1th

self evaluation. - ‘ - 574 3-2.1-

14. Other 5 S -5 4 3 2 1

Rate the following competencies characteristic of successful
teaching in the area of ethics and professionalism according to the
following scale. Circle the number to indicate your rating. ‘

S T T S |
Very Important Important Neutral Unimportant " Very Unimportant

.1{_ The student teacher is involved 1n profes—.

:Slonal growth activities. S o 5 4 32 1.

7. 'The student teacher has respect for pro-

‘ fessional contributions of fellow teachers.' o 5 4 3 2 1

3. . The student teacher accepts profess1ona1

_criticism. o .' .5 4.3 2 1

4. The student teacher_demonstrates genuine

enthusiasm for teaching. B ' 5 4 3 21

5. The student teacher strives to achieve o ,
positive administrator—teacher relations. _ 5 4 3 2 1

6. The student teacher str1ves to achleve posi—
tive - cooperatlng teacher-student teacher

'relations.- e L . L : -5 4 3 2 1°
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11.

12,

166.

The student teacher strives to achieve posi-
tive parent—student teacher relations.

The student.teacher strives to achieve posi-
tive student-student teacher relations.

The student teacher:shows”proficiency in
handling extreme discipline problems.

The student teacher completes ass1gnments on
time.

The student teacher is prompt in reportlng
to assigned duties. . : ‘

The student teacher shows a w1llingness to
consult with others to solve profes31ona1

'“. problems.

13.

- 14,

THe student teacher .shows a willingness to:

admit personal weakness and seek outside
help (admission of a problem may be demon-

- strated by seeking outside help).

‘Other
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