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Abstract:

This project dealt with the problem of developing a model to implement a competency-based teacher
education (CBTE) program in the department of secondary education in a teacher training college.
Although numerous articles and books exist the deal with the various aspects of competency-based
teacher education, there appear to be only limited references that described a model competency-based
teacher education program. The writers found that there is a definite need for a CBTE program model
which along with the definitions could prove beneficial for teacher educators desiring to develop a
competency-based program.

The CBTE program model cannot be considered a complete "package" or a set of "blue prints" which if
adopted would bo a panacea for all developmental problems. The proposed model is presented as a
guideline which provides direction for the development of a CBTE program.

Some of the major conclusions reached as a result of this study were: 1) Many competency-based
teacher education programs have been implemented without a clear set of criteria for the goals of the
program, 2) The most successful CBTE programs were developed through the use of consortia
(cooperative) type committees and continue to actively use consortia for providing leadership and
feedback for program improvement, 3) The selection of a project director and providing for on-going
inser-vice training for all personnel in the program is crucial to the development and continuation of a
CBTE program.

Some of the major recommendations reached as a result of this study were: 1) The model and materials
developed in this project should be implemented in a field-centered CBTE program by the Department
of Secondary Education after a commitment to such a program is present in the faculty, 2) The
development of a field-centered CBTE program should not be considered experimental, but, it should
become an alternative to the traditional teacher education program, 3) Since the development of a
CBTE program requires considerable faculty planning time, the administration should provide release
time for certain faculty members to plan a program and to develop material for CBTE, 4) A consortium
committee should be established in the initial planning stage to develop the assumption and goals
essential to successfully initiate a CBTE program in the College of Education, 5) The faculty with the
consortium committee should develop on-going program evaluation to ascertain the degree to which
goals are being realized and to recommend changes in the model and in the program.

Since investigation revealed that the modular program has been extensively used in successful CBTE
programs, a Teacher’s Handbook of Modular Construction was also written. Tnis Handbook is
available for review from the Library, Montana State University.
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ABSTRACT

This proiect dealt with the preblem of developing a medel to imple-
went a competency-baged-.teacher education (CBYE) progran in the dehart-
ment of secondary education in a teachdr training collere. Althoush
numerous’ articles amd+Books .exist thei dezl wlth cthe various aspects of
competency-based teacher edicatiorn, ther: appear tu be only limited
references that described a model competency-based teacher educzation
program., Ths writers found that there is a definite need for a CRIE
rrogram model which along with the definitions couid prove beneficial for
teacher educators desiring to develop a competency-based program.

The CBTE program model caunot be considered a completz "package" or
a set of "blue prints" which if adopted would be a panacea for all
developmental problems. The propozed model is presented as a guideline
which provides direction for the development of & CBIE program.

Scme of the major conclusions reached ez a resuln of this study

were: 1) Msnv competency-based teacher education pirograms have beven
wplenented without a clezxr set of criteria Icr the goals of the program,
2) The most successful CBTE programs were developed throvgh the use of
consortia {ccoperative) type commitiees and .ontinue tc actively use con-
sorti= for providing leadership and feedback for program Zmprovement,

3) Tie selection of a project director and providing for on-going insex-
vice training for all personnel in the program is crurial to tne develop-
ment and contiuuation of a CBIE p~ogram.

Some of the major recommendations reached as a result of this study
were: 1) The model and materials Jdeveloped in this project sheuld be
implemented in a field-centered CBTE program by the Department of Secon-
dary Education after a commitment to such a program is-present in the
faculty, 2) The development of z field-cenktered C8Td4 program shculd not
be considered experimental, but, it should become an alternative to the
traditional teacher education program, 3) Since the development of a CBTE
progiam requlres considerable faculty planning time, the zdministration
should provide release time for certain faculty members to plan a precgram
and to develop material for CRTE, &) A consortium committeze should be
establisihed in the initial plamnning stage to develop the assumption and
goals cszential to successfully initiate a CBTE program in the College of
Education, 5) The faculty with the consortium committee shouid develop
on~going program evaluation to ascextain the degree to which geoals ave

being realized and to recommend changes in the model and in the progran.

Since investigation revealed that t%e modular program has heen
extensively used in successful CBTE programs, a Teacher's Handbcok of
Modular Construction was also written. Tnis Handbook is available for
review from the Library, Montana State University.




Chapter 1
COMPETENCY-BASED TEACHER EDUCATION

American education today faces the strongest challenge it has
met in two hundred years of existence. Changing conditions have gener-
ated social and economic crises of considerable proportioné. Houston
and Howsam (1972) pointed out that education systems, beién relatively
slow to change, find themselves subject to cri;icism from all sides.

At issue are questions of relevancy, effectiveness, and adapta%ility
(Anderson, et al., 1973).

For several decades the primary basis for teacher certification
has been the completion of é.number of courses in a particular area of
study, coupled with a recommendation from a recognized teacher educa-
tion institution fof'a teaching credential. Operationélly, such
criteria fqr certification réquire that a student demonétrate thgt he

knows enough in the various courses to pass with a minimum grade of "C'";

. that he is able to function at a minimal level as a student—-teacher; and

tﬁat he is‘physically; mentally, morally, ethicaliy, and attitudinally
acceptable as a member of the teaching profession. The recommendation
for certification is made by representativés from thg college of
education and by the’supervisor of the student teaching‘experience.
Generally speaking, ﬁhe basic asgumption of‘this appfoach to
teacher gdugation is that knowledge of sgbjec; mattér, teaéhing methods,

child psychology, and so forth--as measured by course grades--is a basic




2
predictor of'teaching capafility (Anderson, -1973). This Kknowledge
is coupled with a brief testing of the ability to apply what is known,
in a student teaching situation and subjective judgment as to the
acceptability of a particular student to the teaching profession. '
WEAKNESSES OF TRADITIONAL TEACHER
EDUCATION PROGRAMS ‘

The critics of teacher education are many; they include.public
school pérsonnel, prospective teachers enrolled in the programs,
parents of children in schools, university professoré, and social
commentators. Banathy (1968) said that many of the criticisms directed

at teacher education programs are legitimate..

Limited Conceptualization 6f the Totai.Program

Many teacher education proérams are’currently opératéd %ithout
comprehensive conceptualiiatipg (Mager, 196§). The "educational
faculties assume fhese programs ﬁiil iﬁcludé a course in.educational
psychology, one in the philosophy or foundations of ‘education, methods’
courses 1n particular curriculum areas, ;nd'a sixétoéfifteenjweek
student—téacﬁing experience. Few programs are 5uilt.on ;ssumptions
'.about the teacher's role within the school and the changing society
or the Kkinds of skills and attitudes a teacher needs to grow continually
as a persoh gnd teacher of children»(Mager,'1968).

Bangthy (1§68) sfreésed.that serious ﬁuestions need to be asked

about teacher preparation programs. For exaﬁple, should the teacher’s




3
pfimary role be to individualize instruction? Should the teacher be
an -innovator? Should success be measured by ability to‘brihg about
certain kinds of pupil outcomes? The concept of fhe teacher's fole
should suégeét the strﬁcture and componenté of a program. The problem
is that programs are often constructed only in terms df courses that

meet state certification requireménts (Anderson, 1973).

Vaguely Defined Goals

Popin (1971) pointed out that many teacher education programs
operate without specific goals or objectives. Even if a program has
specifically stated goals, they are frequently so vague and geqeral
that, althbuéh they are -easily accepted, they provide little direction
for designing program components. General goals are necessary as-
broad guidelines for a program, but proéram planners neéd to'develop"
comprehensive, specifically stated outcomes which fhey wish to achteve
(Elam, 1971). Thé planners can désign a-program_that'achieves its
bpoad goalslbnly'byvdefining ana designing program cdmponenfs ?o

achie&e them (Banathy, 1968).

Piecemeal Changes and Innovations

In recent years a number of innovations, such as microteaching,
interaction analysis, and simulation, have been introduced in teacher
preparation programs. These innovations haveigreét pétential»value,

but as Anderson'(1973) pointed out, too often they have been tacked onto
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an existing program with little or no adjustment in the rest of the
program. One problem is that teacher educators have'not viewed the
teacher education program and its goals as an integrated system
(Banaﬁhy, 1968). Thus, teacher educators failed to-consider (1)
whether and how the innovation in question will help to achieve the
program's goals, and (2) what effect the innovation will have on the
other components of the system. Banathy (1968) emphasized that this
failure has sometimes resulted in wasteful overlap and disharmony.
Houston and Howsag (1973) argued that the net result of the addition
pf ;nnoQative practices has not significantly changed the total program

in the desired direction of improvement.

Lack of Program Evaluation

The lack of specific objectives in most teacher education pro-
grams contributes to another problem: the lack of programmatic evalua-
tion procésseé"fofmdetermining the degree to whiéh‘prograﬁ'objéctiVes
are being métJ(Popham; 1971). If program objectives are not specified, ~
it is difficult to determine whether théf are being aéhiéved, because
the degree to which objeétives are made explicit determines the level of
evaluation possible (Maéer, 1968). - Even when pfogram objectives have
been clearly specified, according to Popham‘(1971){ often times a
systématic p¥ogr§m evaluation has not been utilized, and when e?aluation
érocedures have.been employgd, they have been foéused on stu@ent

progress rather than program effectiveness.




Inadequate Data Base for
Program Decisions

Just as the lack of specific objectives precludes effective
program evaluation, poor program evaluation makes data based, program-
natic decision making most difficult. Burns (1972) made'a‘strong case v~
for the position that if a teacher educatinn;program.is'to be most
effective in achieving its objectives, it must be continuously revised
on the basis of constructive data supplied by sound evaluation pro—"
cedures, Those responsible‘for making decisions must have access to -

data that permit_them to determine'which elements of the program

warrant maintenance and which warrant change. Without such informatiom,:

therorogran cannot'improve‘and, in fact, deteriorates (Baird, n.d.).

Unresponsiveness to Environmental Change

Woodruff -(1973) suggested that at least two factors contribute
to unresponsivenesé to environmental‘change:'.(1)'nrogram'pianners have
rarely applied procedures:for evaluation and using'information regard- -
ing the program effectiveness,‘and (2) teacher edncation institutions
have tended to be.closed systems assuming sole responsibility for the

education of teachers. One solution to this problem is implicit in

thede statements of Woodruff (1973): (1) program planners must collect.'

and use constructive data%in progran decision-making, and (2) teacher
education institutions must become equal partners with a wide range of

organizations directly and indirectly concerned with teacher education,
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including the schools, the community, government educational agencies,
professibnal organizations, education industries, ap& students. Wood-
ruff (1973) stressed that by sharing ideas with one another we can
provide a climate in wﬁich responsiveness to social change 1s possible.
In the pést, the slowness of social change has meant that teacher educa-
tion programs have not needed to change rapidly. The rapid social
changes we are now experiencing require teacher education institutions
to be far more responsive to societal needs than ever before (Arends,

1972).

Lack of Client Orientation

Closely related to the notion that teacher education must take.
place in an open system, was expressed by Lewis' (1971) thought that
teacher education must become much more client oriented. Léwié (1971)
goes on by saying that reécent .campus uprest proved thié’poinf all too
cleéfly and that it seemed clear that student iﬁdictments.df college-
programs ‘as ‘irrelevant were largely warranted. Future ‘teacher’s~
education programs will surely be judged at least ﬁartiéily by:their
responsiveness to student demands for a voice.in determining program
content and process (Lewis, 1971).

The teacher edﬁdétion studep;, hqwéve;,‘is_no; the only client ~
to which érograms must be.respoﬁsive.' Publ;c schqol pqpils and the o
community at 1arge must also be eOnsidered,‘éince £hey afé influenced

by the behaviors of program graduates (Dunn, 1973). Dunn (1973)
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commented that puhlic school and community involvement in program
decision-making processes seemed imperative. |
USE OF COMPETENCY-BASED, SYSTEMS APPROACH
TO HELP CORRECT WEAKNESSES

If the reader accepts the validity of the weaknesses in
traditional teacher education programs, the question then becomes:

How can these weaknesses be overcome? After an extensive review of
current educational literature and visits to several Schools of Educa—
tion that have competency-based programs, it is the opinion of_the
writers that most of these weaknesses can be alleviated by utilizing
new approaches to the systematic design of teacher education programs.
Specifically, the application of a systematic approach to the design of
a competency-based teacher education program would help considerably in
overcoming the problems cited earlier.

A systems approach to teacher education requires analyzing, »
describing9 and designing of the total program (Banathy, 1968) A
system as defined by industry has a product. The product of the «
educational system are the teachers Who graduate from the program. The ~
primary measure/of the program's success is whether these teachers have
acquired the knowledge, behaviors, and attitudes the program has as its
goals and Whether they can bring about the desired outcomes in their
pupils. This implies that some sort of evaluation is necessary to Ve

ascertain the degree to which the teachers possess these competencies,
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The information derived from this evaluation is then fed back (hence, »
the term feedback) into the system in order to make any necessary
alterations to the purposes, processes, or components of the program.
When these corrections are made, the whole cycle of feedback is repeated ©~
again, becoming an ongoing regenerative process (Banathy, 1968).

The program and its goals must be_conceptualized in‘totality in
order to determine the'purposes, processes, and components. _Thus,'the
systems approach forces a.total look at the program's objectives, means,
and subsystems and their relatidnships to one anhother (Banathy, 1968).

Goals and objectives are strongly affected by the systems
approach Objectives must be stated precisely, because the design of
the processes and components depends'on the objectives.of the program
(Mager, 1968) Program objectives are the criteria by which the
system s effectiveness is judged. If the criteria are too vague, it
is impossible objectively to evaluate the program s”processes and
components. As Banathy (1968) pointed out, if you don t know what you
are trying to do, there is no way of finding out if you ‘ve done it

In the past, teacher educators adopted a piecemeal approach to
innovations in their programs, and as Banathy (1968) stated the
systems approach forces planners to establish how these new practices
relate to the goals and objectives of a program. The fact that some-
thing is new and others ~are trying it is not justification for its

adoption. Anderson (1973) said, any innovation must be considered
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in relation to the program's purposes, processes, and components,
because all the elements of the program are interrelated and .affect one
another. Changing one element of the program will have some effect on
the other elements, and this fact must be recognized.

The basic concepts of a systems approach are not new. The
ideas have been around and applied for a long time in industry, although
the current terminology is relatively new. ihe ideas'and processes have
even been applied in education, but until recently they have not found
their way into teacher education (Banathy, 1968).

However, a systems approach called competenef—based teacher
education (CBTE) is drawing much attention from teacher education.
Houston and Howsam (1972 viii) pointed out: |

Rarely, if ever, has any movement swept througn 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 regen-
erating teacher education. Equally significant, it appears
probable that” it will do so in récord-setting time. ‘

Whet is this competencf-based teacher edncation"that is drawiné.
much attention% According to_Houston and Howsam (1972), a competency— >
based teacher‘education program specifies the competencles to be
demonstrated by the student's perrormance of the conpetency, and’holds
the student acconntaole for meeting that criteria;- At first glance

this definition appears to depict a rather harsh, almost mechanistic

process, but Anderson (1973) argued that nothing couid be further
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from the.truth. The competencies referred to are attitudes, under- v
standings, skills, and behaviors that-facilitate‘intellectual, social, |
emotionai, and physical growth in children (Elfenbein, 1972). The «
student is held responsible for demonstrating these.conpetencies,
because they are necessary to teaching effectiveness. He may, however,
help to determine either the competencies to beAacquired, or the setting
in which the competencies are to be demonstrated, or both (Lewis, 1971).
Three types of criteria are used to determine the student's level of
achievement in these competencies: (1) knowledge criteria, which are -
used to assess the cognitive uniderstandings of the.student; (2) perfor-~
mance criteria,_which are used to assess the teaching hehaviors of the
stndent; and (3) consequence criteria, which are“used to assess the ~
student's teaching effectiveness by exanining the‘emotional and intel-
1ectua1 growth of his students (Arends, 1973) | |

Competency—based teacher education programs provide‘excellent r/
opportunities for identifying appropriate teacher competencies through
research that attempts to relate observed teacher behaviors to student -
outcome measures (Rosenshine, 1971). While several competency-based
teacher education programs have been developed,vthe relationship between
the specified competencies that the teachers are toidemonstrate and the .
desired changes in their students' behaviors hasiyet to be established
(Rosenshine, 1971). .Rosenshine (1971) stated that the present compe-

tencies represent experienced teacher'educators' opinions regarding the
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knowledge and skills a prospective téacher'should'posseés.

In spite of the lack of criteria from a research base, the
researchers argue that performance br-éompeténcy4based.brbgrams offer
",...ways to increase our knowledge 6f the relationship beéwéen these
specific teacher behaviors and measures of pupil échievement",

(Rosenshine, 1971:65). When researchers have identified teaching
behaviors that relate strbngly to'puﬁil:outcomes, teacher education
will have a research base that can lead to improved ﬁrainiﬁg pro-
grams (Rosenshine, 1971).

DESIREABLE CﬁARACTERISTICS OF

. COMPETENCY—BASED PROGRAMS

There are several essential characﬁéristics that a cémpetency-
‘based teacher‘education'p?ogram'advoéatés} One of.these'characterisﬁ
tics is emphasis on field work.,.The frend in teacher education is
to:place incfeasing emphasis on the use of pérforménce and product
criteria and less ¥éliance on the traditional kﬁéwiéége, or course
completion, criterion (Cooper, 1972). Competency-based programs
tend to be reality oriented; the students_épénd a great deal of time
in the schools interacting with children{ and many of theilr competencies
are evaluated in that setting (Cooper, 1972);:.Gooper (1972) also said
that there seeﬁs to be increasing acceptance of the notion that what
teachersvkgow about téaching in no.wgy éssurgp their ability to éeach

or foster growth in children.
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Another desirable characteristic of a teacher education program -
is personalized instruction. lhis means active involvement of the -+
student in the learning process. The flexibility of the competency—é/
based progranm allows students a choice of goals and objectives within
‘the framework of specified college of education goals. This increases ¢
their chances of becoming independent, self-directed, and continuingv
learners. This model enables teachers to translate:the principles and ¢«
processes of personalized instruction to the education of their students
(Houston and Howsam, 1972; Anderson, 1973; Dunn, 1972).

In altraditional program,'time is held constant, and achievement
varies. That is, the program is set within a certain time limit-— l
usually four years-—and students go through an established number of
courses and are required to obtain a particular number of credits and a
minimum grade point average. The emphasis is on the completion of the
'courses regardless of Whether the student has acquired mastery in all
areas of study (Houston and Howsam, 1972) ' On the other hand in a
competency—based program achievement is held constant in a sense, and
time varies (Arends, 1972) The program specifies the criteria levels
at which competencies are achieved and the student moves through the
- program at his own rate; he moves as quickly as he wishes and is able

(Houston and Howsam, 1972 Masla, 1972 Elam, 1971)
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Traditional programs emphasize program entrance.requirements,
while competency-based programs -emphasize exit requirements (Houston
and Howsam, 1972) Baird (n.d.) said that it seemed more logical to
look at an individual's abilities after he has completed a program than
before he has entered it.

At the heart of the competency-based teacher education program -~
is the instructional module. An instructional module can be defined
as a set of learning activities intended to facilitate the learner's
acquisttion and demonstration of a particular competency or particular
competencies (Arends, i973);

Arends 61973) described an instructional modnie as'comprised
of:" | o | -

1. A rationale that (a) describes the pnrpose and importance
of objectives of the module in empirical theoretical and/or practical
terms; and (b) places the module and the objectives of the module.within
the context of the total program. | » |

.é._ Objectives that specify the competency'or competencies the
student is expected to demonstrate.

3. Prerequisites, i.e., any competencies the student should .
have prior to entering'the module.

4. Preassessment procedures—;nsually diagnostic~in nature--
that provide the student with an opportunity to demonstrete mastery of

the objectives or relevant to the objectivesl
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5. bearning.alternatives, which are the various instructional
options available to the student and each of which is designed toA
contribute to his acquisition of the objectives.‘

6. Bost-assessment procedures that permit the Student to
demonstrate achievement ofvthe objectives.

7. Remedial procedures to be undertaken with students who are
unable to demonstrate achievement of the objectives on the post-

assessment.

—

—~ g

Arends (1973) further pointed out that a number of things about

the various elements of the module are worthy of emphaSis.“

1. The objective or objectives are made public.

2. The preassessment provides the student with an opportunity
to demonstrate competencies he already possesses and the option to
bypass the instructional activities relevant to those competencies he
has demonstrated. “ |

3. Both the preassessment and post—assessmentvshould be
‘reality oriented that is, the testing situation should be as close to
the "real thing" as is possible. Therefore, performance and product
criteria.are frequently used to assess student progress.

4, Most important, a modular approach increases possibilities
for self-pacing, individualization, personalization, independent study,

and alternative means of instruction.
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PURPOSE

The writers suggest that one of the best responses to the
weaknesses of traditional education cited earlier is a field-centered,
competency-based teacher education program which incorporates the
aspects of other new trends in teacher education, such as a systems
approach, personalized instruction, interdisciplinary curricula,; and
other new technology. Field-oriented, competency-based teacher educa-
tion holds great promise and deserves adequate testing.

This paper will deal with the problem of developing a model
of a field—oriented competency—based teacher education program which
includes planning for change, the need for consortia, field-orientation,
use of objectives, personalization, modules and evaluation. The writers
hope that through the development of this model a viable alternative

to traditional teacher education will be presented.
. PROCEDDRE

The procedures Which the vriters followed to gain the back~-
ground knowledge for this paper were: | |

‘1. Documentary research An intensive and thorough review
of the 1iterature, as it pertained to competency—based teacher
education, was conducted by the writers. An extensive 1ibrary of books

and other material on competency—based teacher education has been
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collected and will be left with the Department pf Secondary Education
at Montana State University. ERIC has been searched, all tﬁe available
references .to CBIE were reviewed, and the most produetive articles were
either obtained in hard copy or repreduced from microfiche. Thirteen-
colleges recognized by the American Association of Colleges for Teacher
Education that have developed programs in CBTE were‘contacted and
materials were received from twelve of them.

‘ 2. Personal interviews. Non-structured interviews were held
with educators who had firsthand knowledge and experience in initiating
a competeﬁcy-based teaeher education'prpgram, Tq accemplish this,
trips were ﬁade to: | |

(a) Cﬁiversity of Washington, Seattle, Washingtoa

(b) Western Washington State College, Field Center,
* Seattle, Washington

(e) Central Washington State College,uEllensburg, Washington.

f(d) Eastern Washington State College, Cheney, Washington

In addition to these personal visits, authoritative second-hand
information was ‘cbtained from members of the Departmentfof Secondary

Education at Montana.State University who made visits. to:

(a) Weber State College, Ogden, Utah
-(b). Brigham Young University, Provo, Utah
(c) Utah State University, Logan, Utah

(d) University of Arizena, Tucson, Arizona
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3. Conventions. The writers attended the national convention
of the Assoclation of Teacher Educators held in Chicago in February,
1973. At the convention they heard many of the authorities in the |
field of competency-~based teacher education speak.> They were'able to
personally discuss some of the problems of initiating a CBTE program
with Robert Arends and John Masla of State University College at
Buffalo, New York; James Cooper of University of Houston, Texas;
Joseph A. Broudy of Columbia College, South Carolina; and C. Leland
Smith of:University of Kentucky, Lexington, Kentucky.

4, Faculty feedback. The ideas in this paper have been
presented previously to the Committee on CBTE Department of Secondary
Education and Foundations Montana State University and ~many of |

their Suggestions have been incorporated into this final draft.
A HYPOTHETICAL TRADITIONAL MODEL

ﬁefore looking_at an alternative to traditional.teacher
education, it is important to review what is commonly meant by the
term "traditional teacher education.' There are some problems in attempt—
ing to describe a traditional teacher education program and a typical
education maJor. Certainly programs and students vary from institution
to institution, yet a general portrait of a student in a typical trad-
itional program can be presented and it will serve to facilitate a

comparison with the proposed alternative to teacher education.
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John Doe 13 a senlor history major at Ivory Tower University
who has decided to teach in high school. Last year, as a junior, he
enrolled in introduction to education, foundations of education, and
educational psychology. Through these courses, he became aware of the
many problems involved in education but is still anxious to become a
teacher. John's first opportunity to determine his ability in teaching
and affinity toward it will be during the last year in college.

John is also interested in Indian education. If the program
allows, he may be able to take.an elective in Indian education during
the last semester. But that is in the next term, and presently he is
concerned with the current assignmment, student teaching.A'Tomorrow.he
begins»to teach his tirst class. Actually, John has not been in a high -
school for four years except for a few days of observation° Exceptl_
for a few minutes of'microteaching in;the methods course, he has not
taught a class of students. Tomorrow he will face attendance rolls,
study halls, lunch hour,:and teaching, :If he is successful, the Stu—

- dents will learn. John's only consolation is that, whatever his degree
of success in teaching, his chances of officially failing are approxi-
mately one in a hundred (Johnson, 1968) |

Although the program described may present a somewhat bleaker
picture than warranted it is fairly representative of'most teacher
education programs. The student begins with introductory courses, often
called "foundations of education,' usually followed by educational

psychology. Both are general in scope and difficult to relate to the
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classroom. Next is a methods course, concerned wlth classroom tactics'
and procedure, with observation of schools sometimes included. Finally,
there is student teaching, often cited by stucencs as the most bene-~
ficial phase of their education (Mattson, 19725.' In addition, the
average‘pfogrpm offers a number of electives for prospective teachers
with particﬁlar interest in such areas as diagnosis of reading diffi-
culties, tests and meaeurements, and others. The program described,
except for the number or nature of electives, has been reasonably
constant over the past several decades and is typical in many colleges

of education.
A HYPOTHETICAL FIELD-ORIENTED, COMPETENCY-BASED PROGRAM

In order to develop an alternative model to traditional teacher .
education, the stage must be set for the eseentlal elements of a CBTE
model. As the writers‘talked with teachers and prcgram administrators
in'informel interviews end”etedie& the evaileble literature on competency-
based'teacher education, se&eral essehtiallelements or charactehistics
which must be included became clear. | |

A competency-based program includee.

1. Statements of departmental goals for the program and per-
forﬁance objéctives for implementation .of these prdgfem‘goels.

2. 'Proyiding for a meaningful involvement of all persons and

units contributing to teacher education.
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3. Being committed to a field-oriented clinical program
rather than a classroom-oriented program.

4, TIdentifying and organizing the competencies, performance,
skills, knowledges, and attitudes necessary for a teacher and.stating
then in objective terms.

5. Providing for individual differences in students by develop-
ing an individualized and personalized program that encourages contin-
uous orogress of the trainee at his own rate of development.

6. Developing a modularized program that instructs through the
use of objectives and alternative learning activities.

7. Providing a system for on-going assessment of the trainee's
strengths and Wealcnesses° |

Let us assune that long and short'range plans were formulated
people were oriented, public relations were initiated, and the proposed
program had been explained while it was being designed. At no othet.
stage in program.development is innolving people nore‘vital. ffofessors,-
administrators, teacnets, students, community membets, ane orofessional
assoclations generally want to be involved in new ventures. Long—range

commitment and integration of CBTE necessitates early efforts to involve

staff in awareness conferences, decision—making committees, program
design, and policy councils.
With these initial steps accomplished, let us follow Jane Doe

through a hypothetical CBTE program at C. B. Teacher's College. During
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the freshman year she takes the general studies curriculum recommended

'by the college for all general studies students., Jane, since the first

grade, always wanted to be a teacher. During the freshman composition
course, Jane began to wonder if she might not enjoy fulltime English
teaching rather than becoming an elementary teacher.

| During the sophomore year there were thirty hours of observation
in the public school as part of the course "Introduction to Education.”
While Jane had the opportunity to visit a number of grade levels, she
was also expected to observe and report on different learning procedures
and classroom management techniques during the weekly, small-group
seminar. vJane became aware of the many problems of education during'
this time and at the same time became convinced that secondary education'
should become her area of concentration. In "Introduction to Education,"”
Jane was introduced to an alternative teacher preparation plan based on
field work and "doing things" rather than just "1earning theoretical
things." In consultation with an advisor, a. class schedule was planned.
so she could take the necessarv concentration of English courses to
prepare for certification in English and at the .same time allow her to
fit in the two quarters of field work scheduled in the alternative plan.
The remainder of the sophomore year ‘and in the first two quarters of the
junior year, she concentrated on English .courses and the general educa—
tion requirements of the college. The electives were held to a minimum

since they could be scheduled during the field experience, to gain
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additional credits.

Spring quarter of the junior year, Jéneienrolled‘in a special
section of education psychqlogy reserved for the student in the alterna-
ti&e education program. The instructor explained that this was an
orientation class in preparation for the field experience and that most
of the course éontent would be accomplished in the field through the
use of modules. The eﬁphasis was on motivation, discipline, classroom
management, and legal responsibilities for.teachers, but most of all,
it was stressed that she would be working with people'in‘a classroom
setting. The microteaching experience was somewhafvfrightening,
particularly when she saw herself on videotape.k The videotape sgséion‘
was followed immediately by student critique‘on how to impfove ﬁer ‘
performance.

During this quar;er she began to receive replies from the
applicationslon file with‘seyeral scﬁool districts that were cooperating
with the college's figld program, Sevefai principais had inferviéwed
her on cémpus and veported that her application would be feviewed by a
staff committee. Thé greaﬁest thrill was receiving a letter inviting
her to join the staff at Qapitol High School for the field experience.
Jane felt nearly as elated about the temporary "contract" as did the
gra&uating seniors who were offered actual teaching cpntracts.

Early in September Jane reported to Capitol High School to take

part in teacher orientation. During the orientation, Jane was actually
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treated like.a.teacher; in addition, she was expected to assume the
responsibilities of a teacher.

Jane's college field supervisor also met with the twenty field
students from the vicinity and explained that during the first two weeks
they would not have a permanent classroom or field associate assignment.
During this period they would be scheduled to visit different class—
rooms in their subject areas. Additionally, Jane was introduced to the
"eourse worh“ in the form of modules or learning activity packets.;
Since only half the day would be spent in the classroom with the pupils
under the supervision of the field associate (cooperating teacher),
ample time would be availlable for\small—group sessionsL'research, and
study. Jane enjoyed the‘tirst quarter in the classroom. The'classroom
supervisor soon involved her in individual tutoring and ~small-group
'supervision, and after a few weeks Jane had full responsibility for a
sophomore English class. The modules proved challenging because‘so
. much was related directly to nhe classroom and the 1earning seemed
relevant. | | . |

Duringlthe second quarter of field experience Jane took over
most of the field asociate's English classes and in every way func-
tioned as a full—time staff member. The college supervisor and field
associate dropped in regularly for observation and consultation but
Jane felt that much help came from the weekly discussion seminar in

which all of the'interns participated.
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Following the field experience Jane returned to the university
campus anxiously anticipating job Interviews. It Was not long until she
was offered a position, and as a result of the field experience and the
temporary teaching certificate, was placed on step two of the teacher's

salary schedule.
SUMMARY

The purpose of this chapter has been to clarify competency-
based teacher education and examine its potential. Competency-based
teacher education is an alternative strategy for developing the teacher
knowledge, skills, and attitudes'necessary to facilitate teacher educa-
tion. It stresses careful definition of objectives and focuses instrucF
tional effort through continuous feedback. CBTE has five essentiaf -
elements: 1) feaching competencies to be demonstrated are role-derived,
specified in behavioral terms, and made public; 2) assessment criteria
are competency-based, specify mastery levels, ‘and made'public;
3)‘assessment requires performance as prime.evidence and takes student
knowledge into account' 4) the student s rate of progress depends on
demonstrated competency, 5) the instructional program facilitates
development and evaluation of specific competencies. |

Characteristics implied by the essential elements‘are program
individualization and modularization, emphasis on exit rather than
entrance requirements, the.systemic, open approach with feedback loops

and program alternatives, and student and program accountability.
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Rela;ed and desirable characteristics include a field setting, a
broadened base of decision ‘making, the use of protocol and training -
materials, student participation in decision making, role integration,
a research orientation, and career-continuous preparation.

The promise of competehcbeésed teacher education lies for ¢
the most part in: |

1. That most of its focus on objectives and its emphasis'upon
: the sﬁaring‘process by which those objectives are formulated in advance,
are made eiplicit, and used as the basis for evaluating performanée.

2. That a large share of the respoﬁsibili;y fo? learning is
shifted from teacher to student,“

| 3. That it iﬁcpeases efficiency thfouéh”systemgfic gée of

féédback in-motivating and guiding learning efforts of prospective
teachers. | |

:4. Thaf gfeater attention is éiven to variéﬁion among
indi;iduai abilities, needs, and interests. |

| 3. Tﬁat le;rning ié tied more direéély té objectivgé to be

achieved than to the iearning reéourceé uéilized to attain them.

.6.‘ That prospective teachers are tgught in the way thé& are
expected to ééach. |

7. That competency-based éducation is cbﬁsistent_with demo~

cratic principles.
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8., That it is consistant with what is known about the
psychology of ;earning.

9. fhat it permits effective integration .of théory and
practice.

Having defined competency-based teacher education and looked
at a hypothetical situation, the remainder of the paper wili be devotéd
to the development of a model of competency-based teacher education and

an indepth study of its essential elements.




Chapter 2
 IMPLEMENTING COMPETENCY~BASED TEACHER EDUCATION

The process of implementing a competency—based teacher education
(CBTE) program is complex and difficult (Giles and -Foster, 1971). The
process involres the collection of large amounts of information and
considerable discussion by many persons of different backgrounds and
expertise (Houston and Howsam, 1972). The writers suggest that this
process be viewed as consisting of two major phases: (1) designing a .
plan for specifying the program assumptions, goals, and objectives, and'
(2) implementing and operating the plan.

The development, design, and implementation of CBTE, according «
to Anderson, et al.'(1973), should be accomplished through the‘systems
approach. A commitment to a competency-based teacher education program
implies a parallel commitment to the systems approach in the design of
the program (Anderson, et al., 1973) All 1eve1s responsible for &«
decisions about instructional alternatives, from deans and superintend—‘
ents to faculty-student committees, must commit themselves to a systems
approach fostering a continual flow of pertinent data With which to
make}decisions (Anderson, et al., 1973). .

hefore the process of developing assumptions, goals, and <
objectives can be initiated decisions must be made about the purpose

of teacher.education. Anderson, et al. (l973) said that there are many

questions that need to be answered. For example, is the program to be
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designed for the purpose of preparing a specific number of teachers, or
is it.to be flexible enough to accommodate as many candidates as seek
‘admission and meet requirements? Is the program to be designed for
the purpose of preparing a single kind of teacher, for instance, at
the elementary school level, or is it to serve the preparation needs
of.specialisté as well? is the program to be confinuous from admission
fo retiremenf, or 1s it to be a pre-service preparation frogram? These
and simllar questions must be answered as the purpéses of the program
are defined. |

In developing the purposes that are to give direction to‘the
systematic design of a CBTE program,,experienéed ﬁrogram developers
that were interviewed by the writers étatedﬂthat in the éafly stages of
development the various institutions and individuals fhat will be
invoived iﬁ deterﬁining the purposés to be se¥ved by éhe teacher
'educatign program must b¢ ideptified; The systems appfoaﬁh to teacher
education implies that felé#ioﬁships a?e déVeiopea aﬁong all.insfigu—
tions ﬁaving responsibilitieé éof aéfeéts of prograﬁ development and
- operation (Anderson, e£ al., 1973). To assure commitmeﬁt gé proéram
goals, these cooperating agencies or institutions must be identified
early so tﬁei; répreseﬁtatives can be participants in the detgrmination
of purposeé...In addition to the value of ideas from a variety gf
sources or points of view, early involvemeﬁt resglts in a sense oﬁ

cooperative and continuing participation in the program. Interviewees
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in CBTE programs at the University of Washingtop and Western.Washington
State College stated that the institutions that should be considered in
the initial stages, include the local schools in which students will
serve as teacher interns; the several departments, -divisions, or facul-
ties on campus that have some responsibility for planning.of instruction
in the teacher education program; the state department of education;
and professional education organizations.

Information about‘the nature of the student presently entering
or expected to enter the institution is of importance in helping a
consortium committee determine the nature of the proposed teaeher
education plan (Hoeston and Howsam,_l972)."The needs of tﬁe state or
regien also‘must be.eonsidered in the eevelopment ef the program fian.
Once.this information is available the consertium should explote a
large number of potential_alternatives. Once .a final selection is made
from the 1ist of alternative programs. a stateﬁent of purposes must be
carefully designed and a decision made by the instltution that these

purposes clearly identify the direction to be taken by the developing

teacher education program (Chamberlin, 1973).
PROJECT DIRECTOR

At this point in the program development, if it hasn't been
done earlier, the school of education must appoint a creative project

director. He is responsible for continued program direction development

and leadership. He is also responsible for guiding the staff in the
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, develoPment of modules (Giles and Foster, 1973).
' Following implementation, the project director will continue

to direct the competency-based teacher education'program. Through
his leadership, resource persons within and outside the college may be
unified in an effort to revise the present curriculum from traditional
teacher education to CBTE.

Lewis (1971) pointed out that the director's chief responsi—
bilities would be: | |

1. To become knowledgeable in all aspécts of CBTE.

2. To keep the college administration informed.of the various
thrusts and directions the program development is taking. >'

3. To keep abreast as a generalist of the latest developments
in CBTE, such as new educational technology, new techniques and methods.
4, To Work closely with elementary and secondary field
supervisors and to assist them in their contact With the local schools.

| 5. To be in charge of evaluation of thé new CBTE program and to
recommend changes that may be needed in the on—going program.
6. To prepare and project the budget for the CBIEiprogram-
development. i |
7. To be the chief institutional representative and to meet
with parents, community groups, educators, and other persons interested
in the content, development, and purposes of CBTE.- |

8. To be responsible for a resource area housing materials,
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supplies, audio visual material and that equipment is maintained for
use by field supervisors and teacher trainees.
9. To maintain records of teacher trainees as they progress
through the program.

10, To establish a consortium of students, teachers, super-
visors and college personnel tor continual input into the program to
keep it up-to—date. | |

11. To become knowledgeable in all aspects of module COnstruction.

12.:'To work ciosely with the college staff in deVeloping and
implementing the'modular program.

| 13. To establish a'follow—up program on the modules in use with
provisions for’modifying them for greater éffectiveness.

14, To devise all the necessary guides, pamphlets, and forms
that are necessary for the implementation and the dissemination of.
information about the program.

15; To be responsible for establishing a pre-service and an

ongoing in-service training program.‘
DEVELOPING ASSUMPTIONS

. Assumptions about teaching are beliefs that are fundamental
to the conceptualized role of the teacher (Anderson, ét al., 1973)
Assumptions about teaching are based on what we’ believe about how the

human organism develops and learns, society 8 present and future needs,
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and the role of the teacher in the instructional process. Modifica~-
tions or changes in these assumptions usually suggest modifications of
changes in the teacher education program (Wiley, 1970). Assumptions
are statements of what 1is thought to be effective, right, good, or
desirable. . Some illustrations of teaching assumptions aré (Anderson,
et al., 1973:45):
1. Teachers model thelr teaching on selected'teaching
practices they have experienced.
2. Teachers must have knowledge about how environments
affect people in order to relate to the needs satisfaction
of pupils,
3. In order for a teacher to meet the needs of individual
pupils he must possess a wide variety of teaching competencies.
4. Learning is more apt to occur when the learner possesses
himself and his environment), and a sense of connectedness (his

relationships with others).
5. Each person is unique in the way he learns most

effectively.

To understand the importance of assumptions.in program develop-
‘ment, suppose ‘one assumes that each student is unique in the way he
1earns most'effectively. Then the teacher education program must
‘prepare teachers who .can make provisions for individual learning styles,
and who themselves have been able to use their own learning styles in
the taacher'preparation program, Schools are then developed that allow.
the student to choose, with counseling, alternatives best Suited to
his learning style. If one assumes that there are nohdifferences in
learning styles, a program is develobed that requires everyone to learn

in the same way. Each student reads the same materials, listens to
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the same lectures, views the same visuals, and 1is expected to respond
the same to test items. Thus, the assumptions one makes tend to

provide direction for the total teacher education program.
DEVELOPING GOALS AND OBJECTIVES

The previous section has shown how assumptions about teaching
are generalized stateménts that provide the‘value system on which the
program is founded. However, these values do not specify.what a
teacher should know, feel, or be able to do. For this information one.
must turn to gbals and objeétives. Teacher education gpals afe
statements explaining the mission of ﬁhe teaghér edugafion program
(Anderéon; et al., 1973). That is,.tHey tell iﬁ‘genérai terms what
_the trainees of the ﬁrogram are to acéomplish. Theéé statements,
when reduced to the more specific terms cailedfinStructional'objectives,
indicate ghe co@Peténcies tha; teaghers'must possesé ;f they ére‘to |

effect desirable changes in student behavior.

Goals for Teachér Education

In the past, goals for teacher educatipﬁ ha%e"usually been
statements that indicated concern for professional education and broad
liberal education  (Houston and Howsam, 1972); ‘Anderson, etial. (1973)
indicated that little had been written that clearly dgfined’comprghensive
goals for teacher education. Teacher education goals aré one basis for

developing and specifying competencies (Houston,:1972). The goals
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statements should be broad and inclusive but not so broad as to allow
a variety of interpretation. Houstor and Howsam (1972) believed that
there are many sources for determining the goals for teacher education
programs but that the main sources are assumptions about teaching and
the needs of the society the program is to serve;'particularly as
expressed by those individuals most directly involved in the program.
That is, the goals of any teacher education program should not only
reflect what ne know to be effective teaching, but also parailel the
beliefs of soclety about what education should accomplish.

Anderson et al. (1973:47) has given the following as illustra-
tionvof possible goals for teacher education

1. A teacher education program will help each teacher
develop a personally relevant teaching style.- :

2. A teacher education program will prepare each teacher
to 'employ teaching behaviors that will assist- each pupll to
acquire a positive attitude toward school and the 1earning

" process. :

3. A teacher education program will prepare teachers to
help children acquire understanding of their ‘'social and physical
environment and means by which it may be modified and/or
“changed to meet the needs of man and society.” ‘

-4, A teacher education program will provide for the
preparation of teachers who can help children acquire an
appreciation of the social and physical environment that
surrounds them,

5.. A teacher education program will help teachers acquire
a sound understanding of how the human organism learns to
adjust to and control his social and physical environment and
“how children and youth best acquire the behaviors that will
assist them in exercising the processes of adjustment and control.

During the process of specifying goals for ‘teacher education,

it is important to: maintain a consistent viewpoint (Houston and
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Howsam, 1972). That 1s to say, the desired effect of.the implementation
of one goal should not conflict with the desired effect of another.

Furthermore, program goals must be consistent with program assumptions.

ObjectiveS‘for'Teacher Education

The instructional, or teaching, objectives for a teacher educa-
tion program are statements of the competencies thought to be essential
for effective teaching. They are derived from the goals for teacher
" education but are much more specific. For each identified teacher
education program goal there are usually several instructional objectives
that describe competencies to be demonstrated by the prospective teacher.
Houston -and Howsam.(1972) defined the term competencies as the "attitudes,
understandings§ skills and behaviors that facilitate intellectual, social,
emotional, and physical growth in children."- Objectives may also be
stated at various levels of specificity.‘ Mbreover, statements'of teacher
competencies should indicate the expected teacher behavior, and should
be stated in somewhat general terms. For each of the goals of teacher
education, a number of teacher competencies may be specified each
reflective of the goal from which it is derived. ' |

Anderson; et al., (l973:50) presented the following list of
" teacher competencies as examples thatTmight be derived from a specified
list of program goals Some are applicable to the teaching of particular
school subjects others relate generally to what might be called "the
"

teaching process;" and still others concern themselves with the learner's
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self-realization.

1. The teacher demonstrates an understanding of word
recognition skills and the ability to teach tem effectively.

2. The teacher diagnoses pupil study performance and pre-
scribes and implements procedures for assisting learners to-
.apply effective work study skills.

3. The teacher evaluates pupil development in musical
performance using acceptable judgmental criteria.

~ 4. The teacher uses evaluation feedback to assess his.
teaching behavior and amends his behavior accordingly. -

i 5. The teacher engages learners in discussions of

contemporary social problems during which the learners identify
i their values and indicate how these. values affect their proposed
solutions to these problems.

6. The teacher adapts, modifies, and combines various
communications media to develop effective instructional
materials designed to satisfy specific teaching objectives.

7. The teacher creates a classroom atmosphere conducive
to personal acceptance and comfortable interaction for all
participants in the learning environment.

8. The teacher guides learners in.acquiring oral communica-
tion skills that allow them to convey with considered intent
such elements as meaning, mood, emotion, overtones, and variety.

" 9. The teacher effectively evaluates the products of the
learner's written language using acceptable criteria.

10. The teacher uses classroom management procedures that
organize and coordinate the: cooperative efforts of students in
ways that lead to the accomplishment of individual and educational
.objectives. :

Most or these statements'of teacher competemcieS'cam be reduced
to even more specific imstructional objecti‘ves.f shderson,.et al.,
(1973:51) stated that,.as an'example, the following statement of
objectives might be drawn from competency number 10 listed above.
l In a classroom setting, the teacher will:
l;A'Achieve group cohesiveness,-pride, morale;’and cooperation..
g. Establish and maintain productive and effective group norms.

Improve group effectiveness using participatory problem
solving techniques. :
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4. Change inappropriate and unproductive patterns'of behavior.

5. Handle group conflict in nonpunitive ways. :

As a. final step in the development of assumptions, goals, and
objectives, a small ‘group of professional workers should summarize and
assemble all the ideas produced into a single document that expresses
" the educational viewpoint of all the participants. Heish and Yarger
(1972) suggested.that the essential parts of such a document might be:
(a) a statement.of purpose, (b) a rationale, (c) a list of assumptions
underlying effective teaching, (d)-the'phvsical and social boundaries,
and (e) a list of program goals and instructional objectives When
reproduced and distributed this- document would be a constant reference
for the competency-based teacher education as it is designed and

developed.
DEVELOPING INSTRUGTIONAL'STRATEGIES

According to Bolman (1970), the importance of good planning
cannot be overstressed. Good planning should approach the problem of
curricular change through an examination of the question of program-
matic goalS‘while temporarily ignoring a consideration of current
personnel materials, equipment and facilities. |

, Bolman (1970) stressed that the task of instituting curricular
change.in a teacher education program is ‘often characterized-as a

search for answers to the question: How can the persomnel, materials,
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eguipment, an& facilities of.the‘present program be gmployed in.the
implementation 6f tﬁe new program? The pfoblems implied by that
question serve as constraints in the process of designing and imple-
menting new programs.

‘From the Wofk of the consortium on goals and objectives, the
goals of teacher edﬁcation undoubtedly changed from the present goals.
This probably meaﬁt that the instructional process of-achieving thesé
goals also'éhanged. Keeping the program objectives in mind helps the
designers relate the processes witﬁ the products (Bolman, 1970). THey

can see which processes of instruction will promote specified compe-

tencies in program graduates.

An Instructional Philosophy

| . Earligr in this chapter the process of developing goals and
objectives for ‘the program was. discussed. Moreover, inéﬁfuctional.
philosophy, sfpategies, and activities are a direct outgrowth of .
program goals énd'objectives. In addition, a wide range. of assumpfiéns
of both a general natute and a specific situation nature‘areinot only
possible but even necéssary. However, if we are to continue the
development of the proposed alternative plan, there are several key
assumﬁtioﬁsrthat Should'be.made._ Therefore, .the Writgrs assume that
to be effective, a tgacher educatioﬂ'program‘should:\ (;) be pompefency—
b;séd; (2) be field;ééntepe&; (3)_be'regenerétive; anq {4) be person~-

alized. .
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Competency-Based Teacher FEducation Programs. The notion of

comptency—~based teacher education has been a major focus of this papera
As defined earlier by Arends; Masla, and Weber (1972), a competency-
based teacher education program specifies the competencies.to be acquired .
by the student and the.criteria to be applied in assessing the compe-
-tency and holds the -student accountable for meeting‘those criteria.

" Those competencies are'the attitudes, understandings; skills, and
behaviors.that facilitate intellectuall social, emotional, and physical
_growth in children. Three.kinds of criteria are used in assessing the
student's competency (l) knowledge criteria for the student s cogni— _
tive understandings, (2) performance criteria for his teaching behaviorS‘
and (3) product criteria, which assess his teaching effectiveness by
examining the achievements of his pupils. Competency—based programs '
emphasize the use of performance and product criteria, while traditional
programs have emphasized knowledge criteria.

Some of the characteristics that differentiate competency—based
programs from traditional programs play a major role .in influencing the
nature of Instructional processes:

‘1, In a competency based'program; criteria for achievement of
the objectives are held.constant and time varies; whilehin.a traditional
program, time is held constant and achievement'varies.

‘2.' Competency based programs emphasize exit requirements, while

traditional programs place heavy emphasis on entrance requirements.'
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3. Competency—based programs tend to be more field—oriented
than traditional programs; consequently, students spend a great deal of
time in the public schools interacting with children and many of their
competencies are evalnated in that setting. 1In traditional programs
instructional activities and assessment,'except for.the student-
teaching experience, usually take place in the‘college,classroom.

4, In competency—based programs clearly stated objectives are

used to specify the competencies to be acquired by the student.

Field-Centered Programs. One of the most complicated parts of
the change in teacher education deals with the use of the Public Schools
(Field) in a completely different way (Giles and Foster, 1972) Limit—
ing factors may be the amount of field experience available locally, the
distance to various field sites, and the willingness of teacher
trainees to travel or even live away from campus.

Giles and Foster (1972) suggested the.use of field erperience
will mean: | | | o .

1. The development of mutually acceptable perception of
education:among professors, field personal, and teacher trainees.

2. The development of a compatible perceptive of roles which
professors, field personnel and teacher trainees play in teacher
education.

3. ‘lhe development of mutually‘acceptable ideas of teacher

competencies among professors, field personnel, and teacher trainees. .
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4, The willlingness of school personnel to uahe day-to-day
adjustments in the classroom toaccomuodateteacher trainees in their
program,

5. The"necessity for teacher trainees to learn to adapt to the
expectations for regular professional teachers rather than function
outside themf'

6. Providing an inservice training program for the classroom
teachers uho become "field associates" to provide for the development
-of the_necessarf skills and knowledge to enable the field associate

and the teacher trainee to interact successfully.

Regenérative Teacher Education Programs. Teéacher education

programs nust reflect the changing nature of society and the effect
this change processihas-on the role ‘of the-teacher“(Arends; Masla, and
Weber, 1973)}: To be most :effective, teachersvneedtto be critically,
but openly,-receptiue to change (Houston and Howsan,-1972). If they
'are to help Students acouire such attitudes, teacher education programs
must also be open, flexibie, self—reliant, and self-renewing. -

As stated earlier, the systems approach is,in ‘part, an attempt
to make and keep programs relevant through rigorous application of
systemic techniques in program design and management.‘ The continuous,
careful examination of the’ performance and effectiveness of program
graduates through the use of feedback allows for data—based decision

making regarding the selection of students, the allocation of ‘resources,
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and the modification of instruction (Houston and Howsém, 1972). Thus,

the program becomes regenerative, and an open system that welcomes and

accommodates change.

Personalized Teacher Education Programs. The ﬁssumption that
instructiénal aspects of the teacher education:program must be designed
to meet thg'unique needs of each student placeé at least threenmajor
demands on program designers (Lewis, 1971):

1. A given instructional objectiﬁe or activity must be
appropriate to the interests, abilities, an& learning styies of the
stﬁdént.: | ‘

2, : Procedures for diagnosing individual needé'must'ﬁe'désighed
to permit the student to develop a realistic‘self—SWareness so that he
can design h;s personal program.

3. Feedback systems mys;_monitor thé progress of each‘s;udent
and the‘effectiveness of the program sé that'information is cqntinually
available to bofh students and program designers.: In short, the
instfuctinnal activitiés of tﬁe program_muét be personalized for the
student. This statemént becomeé an‘aésumptian underlying the design :
and implementation éf all instructional activities.

Ong way to personalize instruction is:fq?‘the aes;gner_po
consider.instfuctional modﬁles that prévidé for sélf—pgcing'and alte;—
nate routes,_étudent invol&ement in thé decision;makiné ﬁrocesses, use

of new technology, and intéfdisciplinary approaches.
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The Instructionai Module

In its simplest terms, an instructional module is a series of
learning activities that facilitate the student's achievement and demon-
stration of a'specific objective or set.of objectives._'An instructional
moduie is characteriaed by (Arends, Masla, and Weber, 1973):

1. A rationale serving two purposes: (a) to describe the
purpose and importance of the objectives of the module in empirical,
theoreticai; and/or practical terms; and (b) to place the module and
the objectiveslor ‘the module within the context of the total program.

‘2. 'An objective or set of objectives'that specifies the compe; .
tency or. competencies the student is expected to demunstrate.

3, A description of prerequisites to the module, if any.

4. Pre-assessment procedures——usually diagnostic in nature--
~ that ailow the student to demonstrate mastery of the objective or
-objectives and‘to test out". |

5. Learning alternatives--various instructional options
available to. the student--that contribute to the student.s achievement
of the objective or objectives.

6. Post-assessment procedures that allow the student to
demonstrate achievement of the objective or objectives of the module;

| 7: Remedial procedures for those students Who are unable to
demonstrate achievement of the objective‘or'objectives>on the post-

assessment .
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_The use of instructional modules increases the possibility for
alternative means of instruction, the individualization and personaliza—
tion of instruction, and self-pacing within a module and‘the total
program sequence. Modules may require varyingnlenéths of student time

depending on the objectives and the pace at which the student works.

. The Instructional Contract

Another way to personal instruction is through the instructional
--contract. The definition of instructional contract is: a series of
written bargains and commitments between two sources, the teacher and
the learner. Contracts personalize instruction in several ways (Lewis,
1971): - v

1. A contract program provides for flexibility'in-content, based
upon inputs from the professors in regard to teaching strategies; skill
development, and guidance.

2.: Contracts provide for flexibility in pace and allow for vari-
ances.in rates of 1earning. | '

’ 5; Contracts are an avenue for increasing student responsibility

for ~goal development as well as achievement.

4; Contracts offer experience in planniné and developing respon—
sible behavior patterns. . .

The use of instructional modules and contracts increases the

possibility for alternative means of instruction° The modular or

contractual approach makes it easier to change the program. As the
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competencies required of the student change, modules or.contract
requirements can be added, modified or deleted with less effort than it
usually takes. to change a regular'course.- |

Just as there should be alternative routes of instruction within
the modules or through the use of the contract, there should be alterna-
tive routes tnrough the entire program (Lewis,.1971). That‘is, the
student must pe able to build his own program b& choosing and sequencing
his experiences to fit his needs. This will require program designers

to limit prerequisites to a minimum.

Student Involvement in the Decision;ﬁakinngrocess'

’“AJCentral'aspect‘ofpprogram-personaliiation is ‘the provision for
student participation in thejdesign of his instructional program and
experiences (Houston, and Howsam, 1972). Teacner‘educators must be
consumer oriented; and they must not seedthemselves as beiné responsible
for -all decisions (Giles and Foster; 1971). 3éiles and‘Foster (1971) also
‘felt‘that'students‘must be responsible~for'their own learning if they =
are to be held aceountable. Students should have the'rigntfto\formulate
objectives in addition to those stipulated by the program, and instruction
should be provided to help students meet those self—determined objectives
(Davies, 1973) | | |

Normally teacher education programslallow each student.to

. specialize in a particular area, such as grade level or‘content. The

program should also encourage students to select areas of specialization
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(Cunningham,‘1970).
'SELEClING INSTRUCTION MATERIALS,
EQUIPMENT AND FACILITIES

The following section is not intended_to give the reader a
complete description about instructional materials, equipment,‘and
facilities\. Theipurpose is‘to alert the teacher education program
designer to:certain notions that need to be explored. The writers, from
their visitations and'research, made  these observations:

1. The selection and construction of instructional'resources
must be compatible with the program's instructional philosophy and
methodologies._ If the program is to be reality oriented materials
must be continuously updated. Unless the designer fully appreciates
the necessity to establish linkages between instructional philosophy,
:_methodologies, and resources, it will be difficult to build an effective'
program (Anderson, eé al., 1973) |

2. Instructional resources should'be made available to the
student from the widest possible range of sources. Glles and Foster
(1972) suggested that one of the benefits of multi-departmental patterns.
of organization is that such patterns broaden the range of material and
personnel available to the student. A sharing of resources.across
departmental lines is an effective method of decreasing costs, this-is
particularly important for'example, with regard to the development of

instructional materials.
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3. TIistructional resources must'support the program; the pro;
gram should not.be tholded by existing or easily obtained résources.,
However,-present resources must not be over-looked; 'lt will take addi—
tional funds for new materials, but this can be minimized if present
institutional resources,‘cooperating‘school resources, and teacher made
materials are utilinedr Davis (1973) was firm that components must be
chosen to facilitate the processes which will help achieve program
objectives, not vice versa.

‘4. Teacher education program‘designers must see that the cri;
tical variable in decisions about instructional resources is student
time rather than money (Mangione, 1970) Admittedly, money is always an :
important consideration. But (Mangione (1970), stated that we must o
‘begin to achieve a better balance between the present situation9 which
places financial concerns ahead of human concerns, and one that totally

ignores cost factors.
. THE ROLE OF INSTRUCTIONAL 'PERSONNEL -

Innovative teacher education programs require innovative
instructional personnel Anderson, et al. (1973) said that all too
frequently one reads of a supposedly innovative program only to find on
actual inspection a 1ess exciting, more traditinnally operated program
than was depicted on papeér. Anderson, et al (1973) continued, while

poor program planning or the lack of adequate materials, equipment, or ..
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facilities often contribute to this problem, it is frequently the people
who were called on to make the program work who have failed.

Innovative teacher education programs such as field-centered
competency—based programs require a redefinition of roles with the
learning process. As houston and Howsam (1972) pointed out, if an
individual has functioned successfully for a number of years in the
1ochstep approach of most current programs and is himself a product of
such a program, he cannot be expected blithely to accept the innovations
found in CBTE. The writers observed, during their informal interviews,
that even where personnel accepted these innovations, one could not
expect them to adopt new patterns of behavior without:assistance.
| In order to successfully transfer to a new program, specific
role expectations need to be devised and communicated to the various per-

sonnel.‘ Both current and new personnel need to understand the require-

ments and responsibilities of their new roles. They should also under—

'stand the nature of the system 80 that they can understand where and

how‘they fit into itf Anderson, et al. (1973) pointed out that this
phase of the program can be particularly stressful for current personnel.
In other words, each individual must decide for himself whether he can
fit into the new program. The individual may find it necessary to |
assume a new-role or find other employment. .

Anderson; et al. (1973) felt that there were at 1east three

fundamental changes implied in a field—centered CBTE for the college

faculty.
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1. The most basic change is the recognition of student learning
as self-initiated and self~guided. Instructional personnel will have
to deal with this_on a daily basis both in and out of class. The ideal
implies a basic trust in the student that has been somewhat lacking in
.the college environment.

2. Instructional‘personnel will have to accept'other-programs'
personnel--~many of whom will not be qualified collegelfaculty——as peers l
with particular skills that are valuable to the grogram.

3. There must be a shift in the faculty reward structure.
Teaching as an activity must be.given status along with research and
' publishing. Extensive work with public school inservice programs should |
also be considered in promotional policies. Colleges should have pro-
motional policies that recognize these assumptions and reward personnel
for what they do to serve program and student needs. Further, the
reward system must'recognize the contributions of faculty members in

situations increasingly characterized by team arrangemenhs.
SUMMARY

Innovative programs will cause a reorientation of instructional
and support personnel. This reorientation will be best accomplished
through the use of specific job descriptions and long-term staff -develop-
ment. The result of such processes must be a- job structure in which

personnel do what they are most comfortable doing and what they do best.




50
The program designers should not assume that eﬁeryong can adapt té such
a structure.

Moreover, at- least four factors seem critical in implementing
‘competency—bgsed teacher education., These four factors are: 1) com—
mitment to the development of such a program; 2) the availability of
tﬁe kinds of resources needed to implement it; 3) ability to'creafe and
live within the new management structures required for its funétions;
and 4) thé availability of time to get it started. |

Furthermore, when prospective teachers eﬁgage in education that
is competepcy—ba;ed, they are more apt to become independent, self-
directed learners £heméelves. They can and wili create a simiiar

léarning environment for the students they teach.




Chapter 3
CONSORTIA -

Democracy in education and education for democracy -both

require increasing renewal of organizational effectiveness and

of professional responsiveness to pluralism. The consortium,

particularly where it is based upon some form of parity govern~

ance, 1s potentially one of the most powerful instruments for

educational change and improvement (Housten and Howsam, 1972:75).

Hughes and Achilles (1971) statedthaf an educational cooperative

or comsortia is a‘joint effort of two or more educational organizations
which has as its purpose change and innovation in education, and to
enlarge the scope, quality and assessability of programs and services
in education. An educational cooperative (consortium) is built upon an
exchange system; it is a voluntary, mutually rewarding system. An
educational cooperative allows each of its units to remain independent,
is permissive in its operation, works toward comprehensive change; pro-
vides a cost-effectiveness ratio somewhat lower than an individual unit
would have 1f it were working alone, and is primarily interested in
developmental aspects of education and progfamé. In a voluntary educa-
tional cooperative, employees are not full-time members of a standard
political unit, such as the local school unit. One goal of a coopera-
tive is to provide clients access to certain features of quality educa-

- tion through the pooling and extending of resources. An educational

cooperative is generally thought of as a system within a defined region,
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containing a number of contiguious independent school districts which
develop and share educational resources through the use of such things
as communications media,'joint'research and derelopment activities, and
computer and data processing technology. The educational cooperative
and multidistrict confederation provides the conceptual and organiza- .
tional framework for local school systems to increase their capabilities
to produce'quality education. The consortia provides structure for the
joint solution of interdistrict and interstate educational problems.

It also promotes wide-spread dialogue among professional educators and

. the wider intellectual community. The educational cooperative is a

confederation of‘autonomous school sjstems_whereby'each_retains local
control.

Houston and Howsam (1972) [Weber Ch. 5] contended that CBTE is
committed to teacher education organizational patterns that are multi—
institutional in nature. Operationally, this means that responsibility
for the education of teachers should be shared by colleges, schools, and.
the educational community broadly defined. .

Under the usual organizational pattern of teacher education
programs'the teacher education institution——a college or university——has
the major, if not the sole responsibility for the preservice education
of teachers.' That responsibility has been shared to some extent with
schools,'but only with regard to the student teaching experience. The

extent of this cooperation has been limited to the school's providing a
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setting in which the student teacher practices teaching under the
' guidance of a teacher. Control, however, has remained in the hands of
the college. In future teacher education programs' colleges should share
much more of their responsibility with schools and other segments of the
educational community (Rosner, 1972; Anderson, et al., 1973; Maddox,
1972; Hughes, et al., 1971). N
Such multi;institutional patterns will undoubtedly take many

different forms. However, it seems that the groups sharing teacher
education responsibilities will at least include colleges, schools,
andegovernmental agencies. In addition, educational professional
organizations, state departments of education, college students and -
student organizations, members of the community and the noneducation
academic disciplines will be more-involved in teacher education
programs than at present.

| ‘The movement toward multi—institutional organizations and the
greater involvement of "peripheral" elements are means of achieving two
important objectives:'(l) to maximize the resources available to teacher
education programs, and (2) to involve more closely those both directly
and indirectly concerned in the decision—making processes related to
teacher education (Houston and Howeam, 1972 [Schmieder & Holowenzak Ch.

5]; Hughes, et al., 1971).
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THE COLLEGE AND CONSORTIA

Traditionally, the college's major function has been to provide
a setting where the student can experience instruction to facilitate
his acquisition of specified teaching competencies,‘ Operationally, this
means that the college has provided the personnel, materials, and
facilities constituting the bulk of the instructional program. Another
important, but often overlooked, contribution of the college is the
conduct of educational research. While this characterization is some-
what oversimplified, it does describe the traditional functions of the
college in the taacher education program (Grupe, 1971).

Whatever one's feelings.about the present effectiveness of
colleges in the education of teachers; they have ualuable resources-;
personnel, -materials, and facilities——to contribute to the educational
process. It seems reasonable that recognition of their resources should
include consideration of the benefits to be derived fron consortia
arrangements (Acres; 1971) | | .

Consortia of colleges take many forms, but their common element
is the establishment of mutually beneficial working relationships among
a number of colleges. These relationships may be formal or informal,
short-term‘or.long—term, task specific or more general in nature. The
preference is for relatively formal long—term relationships that‘
focus specifically on both preservice and inservice education of

teachers (Anderson, et al., 1973 [Weber, Ch. 9])
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Faculty members are one of the greatest resources of a college.l
By bringing together a number of colleges and their.faculties, a consor-
tium increases the number of faculty members available to undertake a
particular task or set of tasks relevant to the teacher education
program, |
A consortium also éexpands the instructional facilities and
materials available to.the college and the student. This is particu—
larly important, because teacher education programs are placing
increasing emphasis on the use of media and hardware. Cooperative“
materials production and computer time sharing are only two examples of
the advantages a consortium arrangement might offer (Forehand and
Moyer, 1971)
The ‘major benefits'of a consortium of oolleges are the expan—
sion of resources and the sharing of ideas. It is clear, however,
that participating colleges must overcome problems of identity, trust
‘and communications if they are to receive the full benefit of this
 pattern of organization (Forehand and Mbyer, 1971) Achieving an |
organization that maximizes the resources available to each partici-
pating institution is not an easy task. . Consortia leaders cannot be
satisfied to coordinate old models of higher education when important
new models are being developed (Anderson, et alt,'19f3 [Weber Ch. 91).
The emphasis that competency-based teacher education places

on field experience mandates close cooperation between the college and
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schools, because competency based programs require continuous realitv
testing of program outputs‘and the schools‘provide the best situation-
for such testing. . The schools not only furnish settings in which’
teacher education students confront real pupils but also provide skilled
personnel to.guide the student. School personnel will‘hecome integral
parts of the differentiated staffing patterns that increasingly char-
acterize teacher education programs and, consequently, will become ‘
part of the decision-making structure..

Closer school and college relationships are lmperative. New
mechanisms and new. structures are being formed These new'structures
call for new roles and rearrangements of responsibilities.. Many things.
will be quite different in the future9 including (1) the amount of
time the'college student will spend in the schools, and (2) the role of
school personnel in teacher education. Students will be spending more
of their time interacting with children and teachers in the schools'
teaching experiences will occur earlier and more frequently in the
student's-preparation.andlnill.1ast longer. Very'close school-college
working relationships is a pattern that will become more common as its
effectiveness is demonstrated (Patterson, 1971) |

School personnel will play a much more active role in the
decision—making processes of the teacher education program. They will
be involved in specifying objectives and competencies, designing

instructional activities, evaluating student and program progress, and
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making policy. In short, the school will become an equal partner with

the college in the preparation of teachers.

'THE PURPOSE OF A CONSORTIUM

There are at least six general purposes for cooperative
arrangements in institutions. They are: (1) To improve the quality
of educational programs and institutional operations. (2) To expand
educational opportunities. (3)‘To facilitate change. (4) To relate
the institutions more effectively to their communities. (5) To achieve
economies. (6) To raise funds (Patterson, 1971).

'Joint purchasing of goods and services provides certain
economies, of course, but the resulting qualitative improvements are
viewed as being of greater significance; Thus,‘it is unfortunate,'
first, that the general financial plight of collegiate institutions is
becoming a primary motivational factor in the development of new
cooperative arrangements, and, secondly, that the monetary yardstick
may become the standard for measuring their success (Luke and Mial
1971 Acres, 1971 Alderman, 1972) ‘ |

The groups vary, sometimes radically, from one to another.
Just as each institution'has some degree of uniqueness, a consortium
represents a summation of the distinctiveness of its members. There
. 1s not and should not be one model for cooperation, Rather, the

organizational structure, purposes and operational procedures of a
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collective group'are likely to be more relevant and effective when
evolved from the peculiar characteristics, needs, and aspirations
of the participants.

‘Consortia appear to have unlimited potential but they need to
document their worth with more comprehensive data. Questions which
are in need ofAresearch include: (l)'ﬁow effective are the consortia
in accomplishing their stated purposes? (2) What-impact'do they have

at the campus level and in the surrounding communities? (3) What

are the benefits in proportion to the resources invested (Nelson, 1972;'

Hughes, et al., 1971; Patterson, 1971)2

An example of improvements in the quality of programs through
a consortium are: joint utilization of scholars in residence, visiting
professors, lecturers and conSultants; and acquisition of resource
materials and equipment for shared use such as audio—visual materials.
This purpose is regarded as one of the most important, and its attain-.
ment is the most difficult to assess. When a group of administrators
develop-a systems approach to institutional management how is the
improved efficiency evaluated and what relationship, if any, does this
have for the eventual beneficiary, the student? Inservicée training is
.an aspect of quality improvement well adapted to the consortium
arrangement. The bringing together of a limited number of staff from ‘
several institutionsvprovides-an opportunity for communication and

association (Metzner, 1970; Hughes, et al., 1971; Nelson, 1972). (See
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Appendix A, page 204 for A Brief Program Description of Consortium
Models.)

A A consortium is concerned with broad—oased participation.: The
following issues and problems need to be reconsidered in developing a
consortium aocording to Houston and Howsam (1972)l[Ch. 5, Scnmieder-
and Holowenzak]. ‘ |

'l. What should be the fundamental mission or purpose of
consortia?

2, Can the primary effort of a specific consortium be
involyed with both preservice and.inservice training,_or should the
consortium deal with only one of these areas?

3. When a consortium actually is training, how can the "ser-
vice area" of the consortium be organized‘around a performance~based
design? o

4; -What are the components of a consortium-delimery system,
and how would they operate9

5. What kinds of information systems will be beneficial for
one consortia? What model information systems are now available?

6. The issue of evaluation and design—measurement instruments
must be resolved. How can a monitoring system for consortia be
organized? What agency should be responsible for evaluation and
measurement? How can teacher performance be determined by members7

How can the progress of the consortium and achievement of its objectives
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" be determined? How should personnel associated with a consortium be

evaluated? '

7. Within consortium systems, Whaf types of priorities for
trainees can be established?

é. To what extent can consortia have authority for'funding,
contracting, or subcontracting? What are the benefits and liabilities
of such authority?

9. What future can consortia and teacher centers anticipate
as there is a phasing-out of federal funding?

Hughes, et al. (1971) and Nelson (1972) said that any attempt to,
define a consorium soon leads to the conclusiqﬁ thaé there are as manf
definitions as there are types of institutional partnershipg or
agreements. Little has been written abouf their character or purpose,
and what has been written is sca;tered generally throughout a broéd
range of frofeséional litepatﬁre. Yet coﬁsortia éontinue to flouri;h,

despite fuzzy delineation and sparce description in the literature. For

example, they are basic to some of the most prominent new gducétionai

‘structures initiated in recent years; training complexes, portal schools,

teacher centers, learning centers, staff-develoﬁment centers, and

educational service centers. Although consortia often produce anxiety

" that is caused by new and unusual relationships, théir advantages far

‘outwéigh their'disadvantages in most cases. The following are some of

the’advantages£
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1. Consortia increase general ‘economic support. and
effectiveness through mutually shared tasks, resources,
and goals.

2, Consortia provide an expanded and renewing matrix of
people, processes, products, and programs.

3. Consortia allow for greater differential identification
of response components to meet personal and programmatic needs.

4, Consortia involve continual curriculum renewal, faculty
reorientation, and the continuing development of processes
for instruction, training, and education.

5. Comsortia increase the range and responsiveness' of
services for students' emerging needs.

6. Consortia encourage an increase in tne.costpeffective
utilization of independent special services and skills.

7. Consortia increase the probability of institutional '
accountability. .

8. Consortia create an expectancy for future institutional
growth, and provide for the beneficial consolidation of
independent thrusts.

9. Consortia increase ‘the growth of ‘human and institutional
_parity in planning, implementation,. and evaluation of education

programs (Houston and Howsam, 1972 [Ch. 2. Schmeider arid Holo-
wenzak] P. 81 82) . :

ORGANIZING A CONSORTIUM: -

At first-glance, the consortium concept seems simple and
appealing. Colleées and universities;jgenerally ones that are close
geographically~~band togetner in activities nhich they have.been
carrying on separatelp or offer programs that none. of the schools can

afford alone. Joint efforts that can conceivably result in savings--
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or more likely in slowing the rate &t which costs are rising~~include
sharing of facilities and faculty, exchange of-students, combined
departments, elimination of duplicate courses and joint buying of
supplies. At 1east, voluntary cooperation makes‘it.possible for many
different kinds of institutions to offer more opportunities to more
students and to serve the community better (Alderman, l972, Patterson,
1971).

Creation of a multi~purpose consortium, however, is generally
a slow, evolutionary process. Most partnerships, at least in the
early stages, tend to be geared to a specific, limited purpose. When
college or university consortia are proposed every administrator
involved thinks that his school has indispensably unique qualities.
Trying to get colleges with diverse“and often competitive academic
programs to work together on a broad front takes time (Wood, l97l;
Alderman, l972; Patterson, 1971).

Talking about cooperation is quite_easy, . But trying to
. implement it with a competitive institution requires real effort and
statesmanship. | | |

One example, according to Alderman_(1972L'of a consortium that
appears to be highly.successful is Five éolleges, Incorporated. Five
Colleges-includes Smith, Mt. Holyoke, Amherst Hampshire and the
University of Massachusetts, all 1ocated within six or seven miles of

each other. The consortium, administered by a full-time coordinator
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operates, among other things: -a radio station; a literary and public
affairs review; a bus system providing hourly service among the con=
sortium colleges; extensive cross—registration of students; faculty
interchange; a research library, and a joint astronomy department.
Alderman, (1972) underlined diligent planning and consultation
as being‘essential,to the success of the consortium. Staffing, for
example, reduires careful administration. Alderman (1972) goes on-to
say that one_of the'most,important concerns of the consortium is joint
planning, particularly in;the academic areas. Cooperation begins -

to have an impact on institutions when it affects academic offerings.

'Saving of faculty time is where the real value comes,in working

together in a consortium. Cooperative purchasing is of secondary value,

in comparison (Luke and Mial,. 1971)
The greatest administrative problem of cooperative ventures

is master- planning. Emphasis on this is particularly important. -For
example, an institution should not begin something that will affect
others without thorough consultation in advance (Patterson, 1971)

| | If the activities of a consortium are limited to an occasional
joint lecture, a few workshops .and other short term projects, the
financial implications likewise are 1imited A certain number of easy
projects are necessary in the initial development of a consortium to

cultivate personal relationships and mutual confidence. After the
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newness begins to fade, however, the cooperative relationship will not
retain the interest of busy personnel if more important problems are
not considered. This suggests that individual institutional'priorities
eventually should be reflected in consortium_priorities (Patterson, 1971;
Wood, 1971). ' | | |
'Patterson (1971;20) emphasized that!.

The suggestion that the achievement of economles should
be a secondary consideration in assessing the merits of
consortia does not mean that cutting institutional operational-
costs, where possible, are unimportant. But the greater
advantages of consorting are gained from a priority emphasis
on academic programs of the member institutions, individually.
and collectively. To expect that any consortium endeaver
should be justified first on the basis of direct savings to
be accrued is comparable to requiring that a college determine
edch course- offering on thé basis of the least deficit to-‘be -
incurred

One of the few clear cut answers regarding financial implica-

tions of consortia is that an institution will increase its operational

s

'costs,'not_diminish them, as a result of joining a multi-purpose con-

sortium. Consortia is misconceiyed if viewed as a source of financial -
relief. Their more significant benefits come in the form of improved
quality, efficiency and relevancy and, economy wise, "by getting more
bang for spending an extra buck."

A consortium should also devote some central office energies

‘to the preparation of publications for members. House organs appear

as an important means of keeping members aware ‘of best practices by

_schools, of future programs, of- meeting dates of study groups, and
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reports on studies of general interest. Successful consortia devoted
much attention to written reports as a means of communicating with
member schools. A second major category of publications'consists of

the reports of research and conferences (Hughes, 1971).
PROBLEMS IN THE DEVELOPMENT OF A CONSORTIUM

Grupe‘(197i) stressed that assuming that both the quantitative.
and qualitative growth of consortia will continue, persons working with
these organizations should recognize that some problems and limitations
are common to.all cooperatiyevorganizations. Unless this is the case,
institutional personnel founding consortia can hardly begin to deal
with these organizations in an appropriate way. Realizing that two to
three years may pass before major-projects 1eaye ground zero requires
sophisticated patience, and watching the dounfallvof pet project ideas
demands unusual flekibility. The very low\mortalityurate of formally
organized consortia provides strong evidence that these organizations
succeed more often than not.' Thus, these traits are generally present.
At the same time, however, research on'consortium formation has shown
that problems such as geographic separation, equipment incompatibility,'
.intracollege communications failures, or just plain apathy emerge as
more significant_obstacles than is admitted when such,organizations

are created.

“The organizers and developers of a consortium according to
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Grupe (1972); Luke and Miles (1971) face a herculean task if the initi-

ators and their staffs are not really reedy to commit themselues to’
major changes in their standard methods of doing things and to working
out solutions to anticipated problems. Clearly, the creation of some
consortia may have been troublesome because the participants involved
were unprepared for the existence of difficulties which put many of
their initial goals and plans to ruin.

Cooperative planning is more easily called for than accomplished,
and it may well be that a precise understanding of cooperative program
‘administration will not come without actual participation in these
activities. Cooperative actions can rareiy be pictured as-unbiemished
and easilyachievedsuccesses. Although there are numerous advances for
which consortia can take a good deal of credit, joint programs are
seldom born easily and rarely just fall into place on their own accord.
It may not be until well after a consortium is formed that it becomes
.apparent that within the newly organized consortium the only mutually
agreed upon commitment was to form it (Grupe, 1971' Hughes,‘et al., 1971).

It is important that initiators of a consortium build long-ternm
plans, and clarify the exact objectives the consortium means to achieve
- before it is operational or at least shortly after it is‘formed. Accord—
ing to Grupe (1971)'in a suruey he conducted, more than eighty percent
of the consortia reportiné were found to have been formed without having

developed concise plans for administering the programs they eventually
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undertook. Long-range and short-term objectives and goals must‘be
spelled out in advance to initiating the consortium. It is, therefore,
important to justify first and then create the consortium. One factor
which may prevent the planning of long-range goals for a consortium is
because of the actions of its member institutioms (Grupe, 1971).

It is difficult, for instance, to foresee a cooperative being
able to develop either rational long-range plans or suitable programs
if its own members are unable or unwilling to construct and share their
own plans. lnterinstitutional cooperation is simply not that easy
(Grupe, '1971).

However, consortium organizations will cohtinue to contribute
toward the resolution of the most pressing problems confronting
education. Cooperation becomes a full time activity.l Consortia do
have characteristics which enable them to act as appropriate vehicles
for dealing with many problems that are part of joint program developmentm

Wood (1971) stated that recognition of the difficulties likely
to be present is fundamental to their resolution and does not prohibit
ambitious goals from being sought. Complex problems generally involve
complex solutions, and while cooperation may be a suitable process for
resolving some types of problems, expectations for a consortium's suc-
cess should be~tempered by the knowledge that ihnovations of any type

are always high risks. Only those consortia which are able to
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overcome the inevitable obstacles that accompany any significént under-

taking are likely to succeed.

THE CONSORTIUM AND ACCOUNTABILITY

Accountability has been called the "hallmark of the 1970's.ﬁ
Houston and Howsam (1972)[ch. 5. Scﬁmieder and Holowenéak] stated that
‘the dimensioﬁs of the accountability process include the specifications
for performance capability; the instructional components that produce
results; the development of empirical research; and the management
application employed to accomplish specific goals. As thgsejpoints
suggest, the issue of agcountability will become the foundation stone
for edﬁcational reform.

Although accountability has been defined wi&ely and although
educators now are quite familiar with its general imp;ications, its |
specific meaning for competency-based consortia has.béeﬁ inadgéuately
explo;ed aﬁd articulated, The manager and other servicé agents Qho '
opérate a.éoﬁsortiuﬁ'must éonsider the ceﬁfral quesfion, ﬁoﬁ can a
performance-based consortium be held responéible fér the outcomes or
performances of trainees? The answer to éhis queétion involves a wide
range of considerations: accountability uﬂdér whaf condit%qns?_ account-—
ability by whom? accountability to whom? accountability for Qﬁat
cooperativé aétions ;nd outcomes? accountability to what degreg and

over what period of time?
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Houston and Howaam (l972>[Ch. 5. Schmiéder and Holoﬁenzak]
continued by saying consideration of these conditions leads in turn to
program probléms9 such as the following: (1) To what extent should
each member of the consortium process--from students to administrators--
be held accountable for specific kinds of resultsé (2) How are these
"results" to be measured? (3) To whom will educators be responsible,
and what are the éonsequences if the program fails to meet i£s~'
designated objectives?

Both the competency-based consortium and the concept of
acéountability involve a primary concern for implementation of those
educational principles and techniquesvthgt can be utilized to assure a
high level of att;inment of objectives by the educatioﬁal-cooperative
enterprise. Both the consortium and the accountability concept share
two primary responsibilities: (1) the responsibility of the Eobpera-
tive arrangement to provide programs that effect;vely develop the
huﬁan potential of a wide variety ofveducational pérsonnel; and (2)
the responsibility of fhe cooperative arrangement to utilize efficiently
the variéty of.resources that are ent;usted to it by the supporting
society. These responsibilities lead to an emphaéis on performance
at all levels. 1In essence, this emphas;s,requires operational‘knowledge.
of the relationships between input and output and between resources and
résulfs. Such knowledge can be obtained only through deliberéte;

systematic, and consistent procedures for coﬁsortium program planning,
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development evaluation, implementation, and-refinement. Maximization
of accelerated.educational reform can result only through vigorous pur-
suit of effective performance-based consortium accounfébility (Houston
and Howsam (1972)[Ch. 5. Schmieder and Holowenzak]; Patterson, 1971;
Luke and Mial, 1971; Rosner, 1972).

The preparation of teachers should be increasingly a joint
endeavor involving a vafiety of professional and lay groups. As an
example, institutions such as universities, public schools, industries,
regional educational agencies, student groupé, parent and lay‘public
groups should be in some way involved in the planning, implementation,
and on-going evaluation of teachef education pwogramg; Thé obtimum
functioﬁing of a consortium is ultimately &ependent upoﬁ the quality
éf intefaction implied by the concept oflcooperation} A'conéortiﬁm
cannot be satisfied to coordinafe old models'of education when impértant
new models are be;ng devglopg& (Rosner,_1972);

The matter of better management thrqugh cooperatién is important,
but(pot neériy_as impoftant as the possiﬂle coﬁ;ribution qf copsgrtia
to the definition of role and purpose for vgfious types of‘gqileges
aqd éhe reduction of unprodﬁctive competition betwgen institutions.
Consortia-can contribute gignifiéantly to‘tﬂe sorting out of ipstifutional
role and purpose and can provide an excellent-étruéture for cqordinating
any newi§ developed educational prog;am (Houston and Howsam (1972)[Ch. 5.

Schmieder and Holowenzak]; Luke and Mial, 1971).
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SUMMARY

There are distinct advantages that are derived from carefully
planned cooperation among colleges and public schools: greater
divgrsification of curriculum; greater student and faculty'mobilitfg
greater specialization, and opportunitieé for meeting increasing
- enrollments.

Across the nation, many institutions of higher education and
public schools are looking toward the consortium as one means of
helping to solve educational problems. Though the educational'systems
tend to approach cooperative arrangements fearful of theilr respective
identitigs, increasing numbers are becoming convinced that large-scale

cooperation is inevitaBle and sensible.




Chapter 4
FIELD-CENTEREDNESS

One of the more important changes occurring in teacher education
today and an essential part of competency—based teacher education~is the
development of field-centered programs: that is, learning programs that

'conduct most of thelr activities on the site, using actual classrooms

as laboratories for learning (Cooper, 1972). Such field activities are
intended to bridge the gap between theory and practice and to avoid the
situation in which college methods courses are taught as lecture courses
‘and are separated by a quarter or more in time from any actual need to
use the ideas developed in the 1ecture hall in a student teaching situa-
tion (Clegg, 1970).

The concept of using actual school classrooms as laboratories
for learning how to teach is not new. More than half a century ago
John Dewey (1904) spelled out the idea in an essay, "The Relation of
Theory to Practice in Education, preposing this idea as an alternative
to the then current normal school programs which he. compared to |
apprenticeship training. While the laboratory or demonstration schools
were quite common in the subsequent decades, they often became isolated
physically, and intellectually from the realities'of the publié school
environment'(Russell, l965). Typically, classrooms in local school
systems were used largely ‘for observation and practice teaching, very

seldom were they the site for conducting the main body of pedagogical
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instruction in the theory and methods of teaching.
Dewey (1904:20) had some real cautions about using the laboratogy
method too quickly and without proper introduction and oriertation when

he said:

Now, the teacher who is plunged.prematurely into the pressing
and practical problem of keeping order in the schoolroom has
almost of necessity to make supreme the matter of external
attention. The teacher has not yet had the training which affords-
psychological insight--which enables him to judge promptly (and
therefore almsot automatically) the kind and mode of subject-
matter which the pupil needs at a given moment to keep his
attention moving forward effectively and healthfully. He does
know, however, that he must maintain order; that he must keep
the attention of the pupils fixed upon his own questions, sugges-
‘tions, instructions and remarks, and upon their "lessons."
«+.The student (teacher) adjusts his actual methods of teaching,
not to the principles which he is acquiring, but to what he sees
succeed and fail in an empirical way from moment to moment: to
what he sees other teachers doing who are more experienced and

- successful in keeping order than he is and to injunctions and
directions given him by others. In this way the controlling
habits of the teacher finally get fixed with comparatively 1itt1e
reference to principles in the education. '

Russell (1965) etated that,prcfessional;1aboracory experiences
might conceivabl& be deSiénedrto achieVe'cWO'pruposee:‘:the development
of teeching techniques end the underecan&ing of‘principleenof education
upon which prectice enould be based. Dewey used the word "leboratory"
in referring only to those direct experiences designed to achieve’this
second purpose, although he assumed that .skill and pfoficiency,in‘the
work of teaching ultimately would emerge from then. |

Rueseil;u(l965) continued.by scating that leboratory experience

should be designed to relate'educafionai_fheory to educational nracfice.'
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This type of laboratory experience is not very wide-spread in its useage
in teacher education programs. From the educational beginning, problems

‘occur in the future teacher's schooling.

PRACTICAL EXPERIENCE DELAYED

According to Goodlad = (1965), course Work in the subject matter - .
- to behtaught and for general educational background needs to be a large
part of the teacher's instructional arsenal. A student spehds more than
fifteen years acquiring this subject matter which is virtually devoid of
professional -laboratory experiences in the sense of learning opportunities’
déliberately designed to encourage inquiry into and practice of the
adaptation of this subject matter for'students in elementary aud secondary
schools,
| Current curriculuﬁ revision of most of the precollegiate subjects’

is designed in part, however, to. produce inquirers into rather than mere
assimilators of the discipline. Houston and Howsam (1972) argued that
teachers trained in a competehcy-based teacher education program_Will be
prepared to promote similar inquiry among their‘own_students.' It would
appear that careful and deliberate interweaving'of theorp and practice

in teaching should occur at the outset in whatever is provided as. the

first introduction to education (Goodlad 1965)
IMPORTANCE OF STUDENT-TEACHING

Conant (1963) stated that it is generally agreed that the’
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cooperating'teacher significantly molds the attitudes and pedagogical
techniques of the future teacher; Stroller (1964) in his report of
different methods of supervision at Hunter College, concluded that neither
the method of supervision nor the particular supervisor has as great an
impact on the student teacher as does the combination of cooperating
teacher and cooperating class. Student teaching‘is usually the climax of.
the preservice phase of teacher preparation, the point at which school
and college personnel should assure themselves that the neophyte is a
promising inquirer into and practitioner of the art of teaching (Russell,
1965).
Onee a.teacher trainee is engaged in actual professionai
practice in the‘classroom, the opportunities for effective inservice
education become immense. The student's‘gains as a profesSional can no
_ longer be measured.by courses and credits alone.l A practicing teacher
becomes highly sensitive to his own needs, and this sensitivity can
convert many experiences into henefit. He can benefit and_profit from
those activities.and studies which are designe& to improve»his profes—-
sional performance. Examples are clinics, seminars workshops, and even
courses. The essential ingredient to improvement of effectiveness in
the classroom seems not to be in the planning of the educetionai
‘enperience but in the actuel carrying out of those plans‘(Russell; 1965).

Russell (1965) went so far as to say that he felt "that there is

much that is valuable to learn about teaching that can not be learned
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except through the practice of teaching." Consequently, he felt we
should look at preservice teacher education critically and think in terms
of putting our money and efforts on supervised practice in the classroom,
carried‘onnthroughout the year. Rivlin (1966) agreed with this plan
and suggested that it could be effectively done through a -combination

long~term internship with concurrent course work.
THE LIMITATIONS OF TRADITiONAL STUDENT TEACHING

In CBTE, before a teacher candidate is recommended for a
teaching certificate, he is required to demonstrate his ability to teach
at a reasonable levei'of effectiveness without close supervision. In the
past institutions preparing teachers relied upon the judgment of the
supervising teacher and the university supervisor to determine whether
or not a condidate had demonstrated a level of proficiency sufficient
to be recommended for a teaching credential. Within a very short
' period of time, often after only a minimum number of classroom observa-
tions, the supervisor had to assess the level of ‘competence of the .
student teacher in achieveng the following objectives:

1. The ability to manage the classroom and teach effectively

in a state of independence.

2. An understanding of communications as a process basic to

effective teaching.,

3. An understanding of the conditions under which people

learn and the skill to alter conditions to gain desired learning.
4. The ability to analyze the characteristic defenses that a
. teacher employs in the face of stress,. and acceptable patterns of

behavior to handle stress conditions in the classroom and the
school. :
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5. - An apprecilation of research in teacher education and its
impact on teacher behavior,

6. The ability to plan for desired changes in pupil behavior
and to develop effective instruments to measure the degree of
behavioral change within a framewotrk of satisfactory evaluative
criteria.

7. Skill in self-evaluation.

8. An understanding of the school, its functlons, and its’
philosophy.

9. An understanding of the purposes of the American public
school and the contemporary relationships that are maintained
to assure attainment of these purposes. .

10. The ability to establish and maintain desirable
relationships with students, teachers, administrators, and
parents.

11. The ability to direct learning satisfactorily (Harrison,
1968:180).

Harrison (1968) stated that it is difficult for the student
teacher to denelop and demonstrate the required competence during a
few weeks of student teaching and equally difficult ﬁcr the. supervisors
.to provide him with sufficient opportunities to develop avdesirable
level of competence as well das make an accurate assessment of his
. capacity to teach. These programs were based on the assumption that
the student could develop skill and derive meaning from educat10na1 theory
.during a relatively few weeks of professional 1aboratory experiences
through‘observation of children and of teaching. Harrison (1968)suggested
that ideally these  clinical experiences should be organized'from simple
to complex so that'appropriate'attitudes, understandings, skills; and
insights could he developed at each level of the candidate's growth.

This would provide the student with an opportunity to accept increasing
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responsibility and a gradual induction into teaching, during which more
abstract and complex theories could be tested. |
As early as 1966, a survey (Barnes, 1960) showed that more.than

.half of the institutions contacted were making plans to inaugurate into
their teacher education curriculum changes to make their programs

more relevant. ‘Finding a solution to the problem of relevance,.may
require some rather radical departures from the traditional approaches
to teacher education. This suggests that education students should be
placed in the schools at the very outset of their professional nrogram'
(Lange, 1972). | |

Such immediate involvement in the schools Wouid require careful

supervision, accompanied by professional seminars. McPhie (1967) sug—
gested this might be accomplishedrby assigning, in the morning, half of
the education students to the schools, where their activities_would.be
closely supervised by personnei from both the university and the public
schools; and requiring them, in the‘afternoon, to attend correiated
seminars conducted by members of the professional education and appropri--
ate interdisciplinary faculties of the university. The other half of
the education students would reverse the procedure by working in the
~schools in the afternoons and attending their seminars in the mornings.
Under this nlan it is not 1ike1y‘that the trainee.would do any teaching
immediately, but with careful guidance, some limited teaching experience

could be introduced relatively early in such a year—long, half day,
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intern~-type program.

A NEW PATZERN IN TEACHER EDUCATION

The new emerging competency-based field-centered program endoraes.
the view that learning to teach requires active participation in real
classrooms under the guidance of real teachers. It bases the professional
development‘of the teacher on the firsthand inductive deyelopment.of
perceptions, the testing of hypotheses, and the synthesis of generaliza—
tions (Hazard, 1967). - It seeks to move from'the real to the vicarious in
contrast to the usual reverse sequence in professional education.'ylt
‘recognizes that thia development of professional skill in teaching ie an
. artistic and creative process, as well as one of scientific scholarship,
that demands a°high.level of personal involyement (Walsh '1970). ‘The -

: accpetance ‘of such. conceptions has produced dramatic changes in policy—
making procedures,'staffing policies, programs, and courses; More |
importantly, changes are occurring both in the quality of young people
who are making the choice of teaching (Clegg, 1970), and as preliminary
evidence suggests, according to Rock (1971), in better initial teaching
capabilitiea such as classroom management, duestioning techniques,
behavior modification, and long-range planning. |

Research studies with field-centered experimental‘groups and
traditionally oriented control groupa at Boﬁling Green University
(Marso, 197l) and‘Kansas State Teachers College (Sandefur, 1970) have
yielded some encouraging_reSults. Theuconclusions draun from both
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studies are similar:

1. There was a significant difference in the teaching
behavior of students enrolled in the control program as measured
" by independent observers using the Classroom Obsérvation Record.
The experimental group received the more desirable behavior
ratings.

2. There was a significant difference in the behavior of
pupils of the experimental and control studénts.as.meaéured by
independent observers using the Classroom- Observation Record.
The more desirable behavior ratings were given the pupils of
the experimental teachers.

3. There was a significant difference in the teaching
pattern of the experimental and control students as measured
by independent observers using a l6-category system -of inter—~
action analysis. The experimental group was found to use
significantly more indirect activity. .

4, Grades earned in student teaching were significantly
higher for the- experimental students than for the control
students. :

5. On the professional education section of the National
Teacher Examinations, the control students made significantly
higher scores than the experimental students (Sandefur,
1970:393).

The data examined in this study.provided no evidencé that the
posséssion of factual information about the professional content of
teacher education altered teaching behavior. In féct;revidenge to the
contrary was indicated in that.the'students in the control group who

did_not.go through a field-centered program learned more facts, as
measured by the National Teacher Examinations, than did those of the

field~centered experimental groups; yet their teaching behavior tended

_to be more traditional and less desirable as judged by qualified
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independent observers. Consequently, the following related conclusions
by Sandefur (i970:39&) seemed justified:

1. The possession of factual information about professional
content does not necessarily commit ;he‘teaCher to actions
consistent with that information. '

2. Behavioral changes in prospective teachers can be more
readily effected by programs of professional education that
stress direct involvement of the prospective teacher in the
teacher-learning process through meaningful laboratory exper-

~ iences made relevant to content and theory. '

3. Prospective teachers can be sensitized to the use of
certain desirable teaching actions, such as the use of praise
and the acceptance of students' ideas, through a planned
professional program utilizing demonstration, observation,
and participation.

The next section of this chapter dgscribéslhow séﬁeral'colleges

are utilizing the field-centered approach and how the cenﬁers operate.
Since two rather different t&peS‘of plans are being developed they are

covered in separate sections as "The Field-Centered Approach" and "The

Field-Oriented Approach.”
THE FIELD*CENTERED APPROACH

The .strict definitioﬁ'of fiel&vcentef is a teaching program in
which.all the facilities and students é?e 1océted at a "field center" |
location aWay.frém the college campus. F;eld centers may serve areas
of one or moré'public school dist?ict.

Field centers may be iocated in a spare claséroém(s) provided

by the public school system, portable cléssroom(s) pfovided or rented
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from the district, or in rented office space. Office space for the
' c1inica1 professors and a media/seminar c1assroom appeared to be the
“minimum requirements in Seattle and Salt Lake_° A certain minimal
amount of hardware (novie projectors, filmstrip viewers, tape recorders,
vidéo equipment, etc.) was necessary but this nas often obtained on
loan from the school district. Software requirements (paper, kits;
filmstrips, films) were extra expenses.

A pure field-centered approach program included all the content
material normally found in such courses as educational psychology,
testing methods of teaching, obseruation, and~practice teaching. What
made this program different from the traditional approach was that
knowledge acquired was followed by immediate application periods that
were used for ohservation, data gathering on student s learning, oxr
supervisied teaching of various kinds such as tutoring, microteaching,
and small or,large group instruction with students in the cooperating"
school. Since the entire program was conducted in (or mear) the
cooperating schools, it was easier to "borrow a sma11 group of students
for demonstration teaching in the seminar room, or'for one of the
staff members'to demonstrate a technique while‘students watch via closed
circuit television. - | R

Because‘of the additional time spent in thetfield, a.teacher
trainee was associated more closely with the public school. 1In all but

one program investigated, the time spent in the field center was two
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quarters for secondary and three quarters for elementary. Observation
indicated that this field~centered and task~oriented type prpéram
provided aﬁ.exeellent opportunity for acqeiring the needed knowledge and
skills essential to the beginning teacher. |

A number of students felt that an immersion of teacher trainees
into the.public school setting had many advantages, not the‘ieast of
which was that the teaeher trainee through this complete immersion more
easily shook off his student identity and started te think and act as a
teacher more quickly. Finding cooperating teachers who presented a
forward-looking competent model to the prospective teacher was one of
the problems and concerns of'field—center direetors.

In:all but one of the field—centers investigated, stpdents
entered the‘field centet late in the junior year or early in the senior
year. Normally, no professional block courses were required as pre?
requisites,“aithough some schosls di& require'one‘et two professional
eourses{ sueh es educational psychology and eveluation,.as preperation
for the field center experience.~ |

In the field centers investigated the full time student con-
‘tinued to earn 15-18 credits per quarter or semester. In a few very
individualized programs such as found at Weber State Coilege and
Brigham Young University, more or less than 15—18 cre&its might be
earned. A more complete and technical iescriptionlof operating field

centers can be found in Appendix B, pages 208 to 213.
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THE FIELD-ORIENTED APPROACH

The d?finition of field-orierited is a teacherieducation program
in which there is a close'relationship between the teaching college
and the pubiic school. The students are campus-based and used many of
the facilities of the college campus. At the'same time the teacher
trainees used the public school classroom as a 1ahoratory to enable'them
to observe and practice teaching methods. Since the programs are campusF
based, the puhlic schools acting as the laboratory were found to be
within reasonable commuting distance.

A field-oriented program has several advantages when the
surrounding public school community is large enough to support a
field-oriented program. (1) The c011ege classrooms and facilities
could be used and thus cut out "borrowing" or renting in the field'

(2) Hardware and software costs are reduced since duplicatlon is not
required (3) Staff resistance to moving away from the academic -

community is eliminated° (4) The student is able to consult the on-

o 'campus specialist for help and advice, and (5) the student did not have

'to drop his extracurricula activities such as band and athletics.
Interviewed student-teachers, in field-oriented programs, felt that omne
. of the greatest disadvantage of the field-oriented program as opposed
to the field-centered program was the lack of total involvement in the

public school on the part of the majority -of studentrteachers.
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A‘typical field-oriented program hai.the.student attending
classes on campus and spending blocks of time on a daily or weekly basis.
in: the public school classroom for one or. two quarters and then followed
by one quarter of full time student teaching in a clssroom. Because of
the campus orientation it was possible for the stﬁdent to spend time in
the public school'classroom much earlier than in a field centered pro-
gram. Central Washington State College had the student‘observing
and working as an aide as early as the freshman or sophomore'years.‘

Because of the closer relationship between the campns and the
field, allibut”two of the field-oriented programs surveyed had either
professional course prerequisites-or concurrent course requiremente. In
the programs.surneped, the student normally continued‘to earn the 15;18
hours credit per quarter or semester Jbetween the field and classwork., A
more complete and technical description of operating field—oriented

programs can be found in Appendix C,upages 214 to 219.
STUDENT SELECTION

In the field-centered and field-oriented programs,student selec-
tion was usually more detailed and formal Eor example; the programs
at the University of-Washington and Central Washinéton State College
called for personal information, formal intervien,.and'a selection
procedure such as required for a regular application for employment.

For example, at the University of Washington the prospective teacher
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trainee, after written application, was interviewed by a selection
committee from the ¢tooperating school district which is composed of
administrators, classroom teachers,‘second quarter trainees, and
college supervisors. If the student had course deficiencies or
appeared immature, he was advised to seek further training or apply to
amother district where he might be more acceptable. - Instructors
involved in the selection process stated that the students took the
application procedure seriously, and classroom teachers stated that
they enjoyed having a part in selecting the student teacher rather than

having them "assigned" to their schools and classrooms.
' TEACHER BENEFITS

| Besides the feeling of participating in the student;teacher
selection, classroom teachers stated that other benefits occurred to
them. Free,in;service training in classroom stretegies was often
offered to the dooperating teacher or "field associate;" Several-
colleges such as the University of Washington and Western Washington
State College required inservice education of the cooperating teachers

or "field associates;" By keeping abreast of current trends in educa-

tional techniques and curriculum, the teacher felt more professional

«

and secure.

College instructors and cooperating teachers testified that a

closer relationship was often established between college personnel and
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cooperating teachers who were often'reférred'to.és:university field
associates. Thé'éioser'rela;ionship and the use of a more professional
title helped the classroom teather'tO'reqogﬁize that he was a part of
the higher éducational team.

Since the student-teacher had more practicé; training by the
' time he came to the full-time student-teaching stage, the field associ-
ate felt more éonfident in taking more release time from the classroom.
Student teachers usualiy took over the cléssroom full-time after the
first week.' Moreover, with the changed state lawsvthaf allow temporary
certification proce&ures in Washington, this\gives stqdepﬁ—teacheré a
legal right to:be in the cl@ssroom.alone. As a résult, administrators
were releasing the field asséciates for ofﬂer aséignﬁents such as
inservice traiﬂiné, curriculum committees,.educational travel, and
‘visitatioﬁ.-,The Uni&ersity of Washington found that this_type of
teaéher reward has been so satisfying to the teachef that they have

been able to discontinue the cash honorarium.
IMPLICATIONS OF A FIELD-CENTERED PROGRAM 

Certain consequences were found when a céliegé imflement; a
teagher education progranm tha£ is field-centered and competency-based.
Teacher tféinees who were involved in feaching iﬁ tﬁe publi; schobl‘af the
éame time that they were recéiVing instruction quiékly became awarevof

their own deficiencies. As a result the teacher education instruction was
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.upgraded by constant feedback to .the university instfuctor. If suéh
instruction was perceived as not applicable in their oﬁn‘classroom
setting, students' quickly made that clear.
Not all instructors or even'facultiés accepted the challenge

of the rigoroué teaching‘and profeséionai growth réquired.with a
field-centered pfogram._ At schools involved in both a tradition
program and.a field type program, the impression was gained that the
instruction in even the traditional clas;room had improved. Ihis was
quoted as "regson enéugh to get involved even partially in a field-
centered progtam." |

'-The use of instructional objectives is essential %n alcqmpetency—
base& teacher education ﬁrogram. In the following qhapter, the need and

use of instructional objectives is described and clarified.




Chapter 5
THE USE OF OBJECTIVES IN TEACHER EDUCATION

Crucial to competency-based teacher education are explicit
objectives, defined in terms of learner behavior and known to
learner and to instructor alilke prior to learning experiences.
Instruction and evaluation of students is focused on and
limited by the specified objectives. Program evaluation
includes feedback on student achievement related to objectives.

At the heart of any competency-based program lie objectives--
explicit statements of the criteria to be met by the learner as
a sign of successful completion of the learning activities. In
a competency-based teacher-education program, the objectives are
explicit statements of the abilities required by an effective
teacher.

The objectives specify the behaviors desired at the conclusion
of the learning activity. If the learner is aware of the
objectives, he can be goal-directed in his efforts, and his.
learning can be more efficient and more effective (Houston and
Howsam, 1972 [Burns, Ch. 2, pp. 16-17]).

The rationale for competency-based teacher'education forces
educators to take a hard look at what their teaching is designed to
accomplish and to review carefully the way.they go about accomplishihg :
it; then, based upon the teacher trainee's responses, it compels
educétoré“to-modify the program to elicit more efficient learning.
This process of design, field test, and redesign can only result in

improved teacher training, and improved teacher performance (Arends,

Masla, and Weber, 1971).
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Practically and operationally, objectives serve such functions
as:
1. a means of communication among professional educators;
2. a means of communication between teacher and learner;
3. a basis for making decisions about selection of appropriaté
instructional activities;
4. a basis for measuring or evaluating learning outcomes;
5. a means for making decisions about the proper sequence of
instructional events;
6. a basis for determining the proper structure of learner
groups; and
7. a means of communication between the professibnal educator
and the lay public (Houston and Howsam,_1972; Johnson, 1972,‘E1am, 1971;
Davis et al., 1970).
Houston and Howsam (1972:18) pointed out that:
Objectives are not utilized as extensively éé one might
think from reading the literature., Curriculum directors,
teacher educators, psychologists, learning theorists, and
others are familiar with all the technical terms. However,
the vast majority of educators——after paying homage to the con-
cept of behaviorally described learning--go blithely on their
way. We, as educators, rarely utilize objectives for lesson
planning, textbook writing, or any of the other dozens of
situations where their use clearly is indicated.

It is unlikely that anyone in education will be able to avoid

taking a position in respect to behavioral or measurable objectives.
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With requirements for behavioral objectives being written into accounts=
'. ability 1egislation, they certainly cannot be ignored.

Wight (1972) and Harbeck,(1972) argued tnat if persons opposing
the use of objectives are to be heard, theyfwill have to come up with
more convincing arguments than those presented in numerous articles |
over the past few years. If tney are to avoid being forced to use
behavioral objectiues, they may have to shou another way to be account-
able for educdtional outcomes.

- Goodlad (1965) contended that the major purpose of behavioral
objectives is to»provide clarity of'intent in education and precision
in the‘measurenent of outcomes. Although some humanistically oriented
educators might disagree, it would be &ifticult.to argue that this would

not be of benefit to education.
'-DESIRABILITY‘OF OBJECTIVES

A number of issues concerning objectives are important to those
attempting to implement competency—based teacher education. programs.
These issues involve questions such as the following:

i. " Is it uesirable'to base a teacher education program on
objectives? | |

” 2; .Is it.possibIe to base -a teacherfeducation-program on
objectives? . | | | |

3;- Who should make the decision about the behaviors‘that
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'teachers need?

4, What behaviors characterize effective teachers?

5. Should teachers be held accountable for meeting the
behavioral criteria specified by objectives (Houston and Howsam, 1972;
Feldhusen‘and'Treffinger, 1971; and Ellis, 1972).

The first issue questions the'desirabilitf of basing a teacher-
education program on objectives. There can be little argument that
learning is an individualized and personalized process. Teacher-
education then should be individualized and personalized. Traditionally.
and presently it is not.

In.competency—based teacher education the learner has an
opportunity to be the prime determiner of his own objectives and
to perform self-evaliuation in terms of those-objectives, his opportuni-
ties to grow and flourish are enhanced. He sets his oun personal goals,
helps to select his own curriculum, and takes increasing responsibllity
for control of his own education. Used 1n this fashion, obJectives can
only enhance the 1earning process, even from the humanistic or develop“
mental viewpoint (Barton, 1972; Johnson, 1972 Grube, 1971; Houston and

Howsam, 1972).
PRACTICABILITY OF OBJECTIVES

If one decides'that teacher-education programs. should be based

on objectives, he then faces the second issue:' is this approach ,
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practicable? Many attempts are being made to objectify teacher educa-
tion, but 1itt1e if any empirical data are available to evaluate the suc-—
cess of these attempts. The goals of competency-based teacher-education
programs are to produce teachers who can (1) demonetrate competence in
professional and technical skills; (2) devise curricula that are better
organized for etudent learning; (3) select more appropriate methods and -
materials for instruction; (4) evaluate more precisely the results of
student learning; and (5) efficiently modify student behavior; If
tesearch findings eventually confirm the effectiveness of competency-
based education in.reaching these goals, the practicebility of a train-
ing program based on objectives will be confirmed--at least for those

who accept the validity of these geals. In short, the issnerf the‘
practicability of a teacher-education program baeed on objectives will be
‘settled only in the years to come; as empirical deta,ere gathered and

made available for critical analysis (Klaus, 1971; Johnson, 1972;

Harbeck, 1972, Houston and Howsam, 1972; and Gronlund, 1970).
SOURCE OF OBJECTIVES

Houston and Howsam [Burns, Ch. 2] (1972) ask .who is to decide
what behaviors are needed by teachers” Undoubtedly, there will be many
ways of determining objectives as there are programs; Ultimately, the
effectiveness of these programs in meeting their_goals may proVide some

sort of empirical answer to this question. For the present, this issne
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must be discussed on theoretical grounds.

Wight. (1972); Cooper, Jénes and Weber (1973)} Grube (1971);:
Frantz and McConeghy (1972); and Burke (1972) stated that in a very real
sense, it can be argued that éveryone should be involved in the specifi-
cation of objectives. That is, contributions to prdgram development
should come from all who have any potential for input. Among the
potential contributors are teachers in public institutions, administra-
tors, service personnel, students at all levels (preschool through
university), and resource persons in communities. In practice, of
course, the power to set objectives tends to rest with those who make
other decisions in education. The decision-making basg for educational
matters has been too narrow; the organized profession; students, ‘and
community groups generally have been exclpded. Many competency-based
programs now are making an attempt to broaden thié decision-making base.
OFher_programs have cpmmﬁﬁity and student representatives involved in

all facets of planning, production, and implementation.
TEACHER BEHAVIOR AND OBJECTIVES

Houston and Howsam [Burns,Ch. Zj'(1972) ask’the quest;on, what
behaviors characterize effective teachers? He continued by saying
that attempts have been made to define teaching to isolate the neceséary
skills, or to describe teachers in terms of specific_behavio;s. The

results have not been very definitive. For example, teachers must be
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kind, pleasant, patient, alert, able to deal with people, verbal, and so
forth., Yet these personallqualities tell only,part of the story.
Teachers must possess professional skills relating-to‘estaﬁlishmenf of
set, provision for reinforcement, preparatioﬁ of evaluation instruments,
selection of instructional materials, operation of A;V equipment, and
so on. The teacher not only must demonstrate these skills in isolationm,
but also must integrate them into a smoothly.functional teaching per-
formance. Raﬁdom observations of teaghers on the job quickly show that
there is no single effective method or style of instruction. Teac@ers,
like learners, demonstrate a wide range of abilities. and talepts. The
individual teaching performance is uniqug (Goqld, 1972; Howsam, 1972
Burdin and Regan, 1971). |

Very’little attention has been paid-to.the probiem.of éeariqg
teacher preparation_éo the learner popula;ion. For examp;e,ifew
teachers haye been txéined'iﬁ ghe uﬁderstandings and skiiis;ﬁeeded'té
Qete;mine.whetﬁer a learner is visﬁally.or auditof%aily oriented; and :
to provide the optimal learning enviroﬁmenf for each. Eveg less atten~-
tion has been.given to the fact that some studenfs learn best with
high1§ structured assignments, while others are more self-directive.
With the éccuﬁulation of research data, it méy become‘possible to
differentiaté and specify these types of teaching behaviors (Howsam,
1972).,

Considering all of the variables that enter into the concepts
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of fteaching" and "teacher," one can hardly be surprised'that no single‘
set of behaviors yet has been prescribed and 1abe1ed as "objectives for
" the effective teacher—education program.” An ideal teacher-preparation
program would be varied. Such variability can be approached in many
ways. The trainee might be required to demonstrate some specified list
of basic knowledge or skills, as well as a certain nnmber selected from
"a set of optional knowledge or skills. fo'the degree that common
.elements can be identified in the behavior of all effective.teachers,
then to that”degree it is appropriate to require the trainee to meet
certain specified objectives. Until such time, if'ever, that these
common elements can be identified, it would appear best to keep teacher
education flexible. A program in which the'trainee.is free to set hisk
own objectives certainly is conceivable at the present state-of the art
‘(Howsam, 1972'~Plowman, 197i, Dell 1972; and Moxley, 19?2).

Even more important than what teachers know, what they‘can do,
and the consequences of their actions are their affective behaviors.
Many attitudes, interests, and appreciations enter into the total gestalt
of the teacher. The trainee's self—concept, his concept of others, the
values he assigns to teaching, the extent to which he is open- or closed—
minded~-all of these factors have arsignificant effect on his eventual
performance as a teacher.. The problem of designing.snitable affective
objectives is a major one; few promising approaches to its solution are

in sight (Houston and Howsam, 1972 Cassel, 1972 Woodruff and Kapfer,

11972).
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Closely related to this issue is the problem of timing for
competency requirements. The propective teacher can demonstrate only
rudimentary performance during his training. In the rapidly changing
world of today, extended training and retraining will be required during
a teacher's career. r(Hocston and Howsem,_fﬁdfﬁe;‘aﬁi 5??3T;“i§725
conten&e&nthat:._

It seems clear that no teacher-education program can equip
the trainee to meet all possible situations that he may encounter
on the job. Instead, the objectives of the preservice program
should focus on those professional-technical skills that may be
called basic tools for teaching: strategies for solving educa-
tional problems, strategies for curriculum planning, strategies
for management of single individuals and of groups, evaluation
skills, sensitivity to interpersonal relationships, and an under-
standing of the nature of human learning. His competency in

" demonstrating these basic skills may appropriately be assessed
before he 1s certified as a competent teacher. Evaluation of

his competence in more specific skills might more appropriately
be made at various points during his inservice career.

TEACHERS ACCOUNTABILITY FOR MEETING BEHAVIORAL OBJECTIVES

Andefson and Cooper (1973) contended that the gradﬁates'of a
competencv—based program should emerge wito a given set ofioeﬁaviofs'
relative to teeching. If these objectives have been chosen as repre-
senting minimal standards for effective teaching, then each graduate
1eaves the program.with ademonstratedability to know and to do those
things that are believed necessary for- effective teaching.' Failure
to meet these objectives certainly seems reasonable grounds for denying

certification as a competent teacher.
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In any typical classroom,learning is a function of many vari-
ables in addition to teacher performance., These variables include the
learners, the physical environment, the nature and availability of
instructional materials, the objectiwves of the learning activity, the

subject-matter content or topics, the grade level, the extent of

administrative support, the system constraints, and the teaching methods

being used; It would be unreasonable, for example, to hold a teacher
accountable for student learning if he has not been provided with
appropriate learning materials or a suitable learning environment. If
a teacher is to be held accountable for the learning of his students,
some allowance must be made for the level of competency demonstrated by
the students before he began teaching them. Every teacher--no matter
how skilled or effective——has experience situations where one student
or one class, for unknown reasons, failed to exhibit the,expected
learning (Anderson and Cooper, 1973; Bowles, 1973; Johnson, 1972;
Connolly and Hoaglund 1972).

The- concept of accountability must be approached with cauntion
when dealing with the performance of a particular group of 1earners as
a measure of the competence of a specific teacher. vOn tne other hand,
graduates from competency-based programs should be expected to produce
at 1east as much learning in students as do graduates from traditional
program. In short, if competency-based education is to be’consistent

with its own principles, its graduates must be held accountable for

iy

33
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their general effectiveness as a group. (See Appendix D , page 220 for.
diagram for Developing Individualized Iﬁstructional System and Appendix
D, page 221 for diagram for Implementation of an Individualized Instruc-
tional Syéteﬁ).

If competency-based programs are to be responsible for producing
specific Eehaviors in their graduates~—and in turn assuring that these
behaviors will be effective in the student-learning environment--close
and cooperative efforts with school systeﬁs will be needed to provide
extensive field experiences as part of the teacher-education program.
Such field experiences will need to go beyond the trgditional concepts
of student teaching. Certification could be withheld until the trainee
has demonstrated clearly, in a macroteaching situation, his ability ?o

produce behavioral changes in students (Houston and Howsam, 1972).
CHARACTERISTICS OF OBJECTIVES

Acéording to Mager ki962); Kibler, Barkerrand ﬁiles (1970) thé
kin&s of educational objectivés most useful in the préparation of
instructional materials are those Which describe and &élimit the
expected behavior of the student following learning. Three components
are involved. First, the objective must in&icaté what the student is
to do in the sense of performance that canlbe observéd. Frequently,
doing really consists of several behéviors and all of thesé must be

identified and described.
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The second component of a useful objective is that it must v////
specify upon what the behavior is to be performed. The'objective must
specify the possible range of problems and the tools that will be pro-
vided for use in arriving at a solution. Is an essay to be prepared with
or without a dictionary? Can a slide rule or logarithmic table be used?
- How much of a sample will be provided for chemical analysis?

The third feature of an acceptably stated objective is that it L/////
must indicate how adequate performance is to be defined. Establishing
criteria for academic accomplishments can be very difficult. Klaus (1971)
remarked that many teachers seem to feel they confidently can grade .an
essay or evaluate.a student's knowledge of history but that it is
impossible for them to communicate their standards to someone else; As
Mager (1962) pointed out, teachers who contend they are teaching skills :
Which'are intangible and cannot be evaluated put themselves in the
awkward position of making it impossible for them'tohdemonstrate that
they are teaching anything at all. The speed of performance sometimes
is as important as its accuracy and completeness} typically, the cri-
terion component of an objective will include several dimensions if
.the terminal performance aimed for is at all complex., ‘

Several other characteristics of instructional‘objectives
have been recognized as important by the developers of instructional
materials. One of these reflects the vast difference between,'doing

!

and 'knowing about.' It is perhaps easy to recognize that the skill
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needed to ride>a bicycle'is enhanced very little by knowledge about the
morkings of a gyroscopes On the other hand, students frequently are
expected to improve their composition skills by increasing their knowl-
edge of great literature, and to make better decisions as citizensl
because they know about history. In selecting and describing objectives,
it is extremely important to separate the means of instruction from the

ends (Klaus, 1971; Packard, 1972).
THE EXPLICITNESS OF OBJECTIVES

The scope or each objective has serious implicationSVfor the
. design of instruction. Many earlylefforts involving programmed instruc—
tion, for example, began with a detailed list of each and every behavior.
the student was expected to evidence at the end of instruction. The
objectives for a course in government may have embodied a 1ong list of
significant names and dates. These highly molecular objectives soon -
proved to be both unwieldy and misleading. By being forced to identify
objectives,\teachers soon recognized that much of conventional course
content was quite arbitrary. Because some specific examples‘or facts
were particularly useful in illustrating a general principle or funda-
mental concept did not mean‘these details should themselves be objec-
tives of instruction. |

As programmed instruction evolved, objectives became broader

but no less explicit. Molar objectives,‘which depended on sampling
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desired skills, replaced the thorough enumeration of all that was to be
learned (Klaus, 1971; Cooper, Jones, and Weber, 1973).

The way in which objectives were stated also changed according
to Klaus (1971). Continﬁing, he stated that at first, instructionai
objectives were prepared in the form of a statement. Many writers
suggest prepariné objectives this way and this fqrmat was used by Bloom
and his aésociates in developing taxonomies of educatio#alvobjectives
which provide extensive numbers of examples ¢f how loose instructional
aims can be made explicit., It quickly was recognized, however, that
this approach left considerable room for'interpretive errors when pre-
pafing questions to assess whether or not tﬁe objecti&e had‘been at-
tained. A éimple sélution was to express the quective directly in the
form of teéf items. This left no rooﬁ for doubt as to the behaviér to
be taught, the conditions under which the behavior was to occur and how
.the adéquacy,of performance was to be deterﬁined. Objectives stgted
in tﬁis form'notlonly made clear what was to be taﬁght_bﬁt what dié—?

tinguished satisfactory from unsatisfactory performance as well.
" OBJECTIVES AND .INSTRUCTIONAL- AIMS

Clear objectives are an essential component of any teaching, but
the need for them is amplified by programming techﬁiques which aim at

full mastery of anything and everything taught.
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Klaus (1971) stated that this view often made early programs
prepared by behavioral scientists unacceptable to educators. The pro-
grammer frequently took it upon himself to derive instructional objec-
tives for subject matters in which he had ‘no particular competency. For
this reason; many early programs taught what they were designed to
teach exceedingly well, but they happened to teach irrelevant, incom-
plete and often erroneous information. Teachers had considerable dif-
ficultv preparing objectives for programmers to use.

Most proponents of specific instructional objectives were
adamant in their insistence on the need to state objectives in terms
of observable behaviors.. When a teacher expressed a goal of instruc-
tion as 'appreciation of art' or 'a grasp of,econouic theory,' the |
programmer demanded greater concreteness and specificity. Inferred
behaviors vere.not allowed. This requirement has continued to be a
Weakness in the programmer s approach. He views these kinds of
objectives as vague because the teacher has not indicated the explicit
outcome expected of instruction (Klaus, 1971; Resmick, 1972)

It is quite possible that many programs have deleted truly
important aims from instruction because their attainment cannot be
measured One frequently seen example according to Klaus (1971),
related to how definitions are to be learned. Ieachers often encourage
their students to learn to express definitions or statements of

principleés in their own words. They are aware that this leads to
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difficulties in judging the accuracy of a response but prefer it to
the rote memorization which all too. often is a product of the tight
control of an instructional program.

Many of the concepts used to create instructional objectives
have been derived from research on training according to Glaser and
Klaus (1962). There are characteristics of education, however, which
preclude the indiscriminate utilization of findings from training
research. One.way in which training can be differentiated from educa—~
tion is that the precise goals of training usually are weli'defined
while those of education purposefully are not; training is'oriented
toward a specific occupation but education is felt to be relevant to
all vocational and leisure pursuits. Another, suggested by Glaser
and Klaus (1962) is that uniformity'is an aim of training but
diversity in'performance is annexpected and desirable outcome of
education. In‘these resoects,'tne expected outcomes of education ';
cannot be -derived from occupational requirements. The& nust be deter-~
mined by efforts to outguess the probable needs of the individual and
the society he will live in at some future time.

Klaus (1971) pointed out that the personalization of instruction
can add a surprising amount of flexibility to curriculum planning
with veryllittie'effort by permitting depth of interest to-rary as well
as direction. More must be done to increase the pertinence.of

instruction.
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The problem of what to teach is of great concefn in curficulum
planning. The objectives of instruction‘need to express the aims,
standards, and priorities of a nation's people. The unique problems
which must b;_faced by e&ucational planners often seem ihsurmountable.
Therefore, educafional planning must begin with explicit knowledge as

to precisely what the educational system is to accomplish.,
PROBLEMS IN WRITING OBJECTIVES

A problem usually arises in the need to train a professional
staff thgt Qill create and write objectives. Several approacheg can
be used for staff training. Houston and Howsam (1972) suggestéd that
the use of readings 1s not very successful. A desirable approach
involves the use of one or more modules on the‘develppﬁent of behavioral
objectives (staff memsers are reqﬁired to complete'thése modules).
According to Houstun.and Howsam (1972) tﬁis approach sets an example
of individualized and competency-based instructioﬁ; it provides an.
introduct;on to modular design of instrudtional activitiesf

Bécause the writing of objectives is to some degree a creative
process, some iﬁdividuals are more creative than otpefs at this task.
A select group of competént individuals may be chosen to.régrite the
initial contributions. The rewritten objeétiveg then are returned
to thei:'authqrs f;r review and criticism before a fiﬁal list is.

developed. As with other skills, pefformance in writing_objeétives
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tends to impro#e with practice. Unless an individual has had ‘the
~opportunity to write many objectives, his firsf attempts are likely
to fall short of perfection (Houston and Howsam, 1972 éqoper, Devault
et al., 1973; Johnson, 1972; Dell?A1972). |

If the staff must carry a heavy teachingvload, time for thé
development of objectives is hard to find. In this case the teaching
load should be cut and the developmént of.objectiQes spread out over a
longer time. Or a staff member with skill in writing objebtives may
be freed of othe; duties in order to work with the rest of_the staff_

on this task. (Houston and Howsam, 1972). ‘
CONSTRAINTS IN DEVELOPING OBJECTIVES

Constraints often pose problems iﬂ tﬁe‘develdpment of objectives.
_TheSe constraints include the lack of appropria;e instruqtional mater-—
ials, variatiqns inxthe behavior of trainees enteringlfhe program,
insufficient time,‘and ruleé aﬁq regulations.of the ﬁniversity. Feed-
back is importént; on the b;sis'of‘féedback, additian;l objeétives qaﬁ
be prepared or thé original objectiVeé can be’modified té‘se more |
realistic. Problems may arise from university rules.such as credit-
hour requifeménts, grading practices, and requiremeﬁté for final
examinations. Constraints in the materials and facilities available
often poée probiems-for tbe objectiye.&évelopgr. The most desirgble

TBO might require the trainee to demonstrate his ability to handle
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actual problems arising in a cléssroom setfing. If the aétual field-
experiencé'situation is not readily available for such purposes, an
alternative behavior of a less suitable nature méy be selected as an
enabling objective to further requirements. Thoselwhp write‘objecfivés
must have knowle&ge, at the time of Wfiting, of thé constraints that

can be identifed (Houston and Howsam, 1972).
PROGRESS IN DEVELOPMENT OF OBJECTIVES

In general, it is difficult to assess the current progress of
comptency-based teacher education, and this is particularly true in
relation to the development of objectives. Many experimental projects,
designs, and feasibility studies have been completed or are underway.

From the programs completed and those underway, it has

become clear that objectives can.be specified for teacher
education. It is less obvious at this time whether such
objectives are good, complete, or functional: More time

must elapse for effective feedback from graduates of the
programs, who will evaluate their training as a result of
actual job experience. Such feedback undoubtedly will lead

to the respecification of some objectives. It seems-clear that
competency-based teacher education cannot definitely be judged
a success until this feedback is evaluated--a process that will
require -at- least five more years (Houston and Howsam, 1972:31).

Cbmpetency—based programs are nqt'the only sources of progress
in the development of teacher-education objectives. For example, those
involved in the educational-technology movement make iﬁportant contri- "
butions to our general knowledge, understanding, and skill in applying

the concept of objectives to the design and use of materials, media, and

programs.
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SUMMARY "

Competency-based teacﬁer education today is an innovétion in
teaéhef education. -The programs differ from.staté to state, and from
research project to model program.‘ASuch diﬁersity is healthy;
eventually this diversity will proddce a better understanding éf.the
performanées,needed by'teacheré, the perforganées that should be
regardea as optional for teachers, the prediction of teacher perfor-
mance, the méasurement and évaluation of teacher'perférmance, and the
specific objectives that are appropria;e for preéervice and inservice
accountability,

Mistakes and'failures‘are inevitable. Some errors will result
- when prépésed ideas fail in praétiqe. Opher errors will result from
poor ‘judgment, poor timing, inadequate finaﬁcial support, lack of
administrative'backing, ;n& so on. Competency~based pfogfams, however,
will not be a pénagea for all the ills of educfion. No phénge—will sat-
isfy all c;ifics.

At presené, the movement is caught'between éontradictory
demands for réduced expenditures on the one hand and_fqr ekpanded'
research ahd’development.oﬁ the other. Some critics call for control
of dehumanizing technology in education, while otﬁers complain that
technologicél:adﬁances are not being exploited and applied. Simiiarly,
some dequ the use of ;bjectives és.dehumanizing tools for rdbotization;

others demand that standards of accountabiiity and efficiency be
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.applied to education through the use of behavioral objectives.

Educators must state goals clearly, even though we cannot
reach all of them. But it is important that'we make-progress_toward
. the most attainable goals. It appears safe to - suggest that objectives
can be used as a hasis for teacher;education programs, and that‘the |
problems associated with their use can be solved in practical ways.
(See Appendix F, page 222 and Appendix G, page 223 for‘ comparison of
Competency-Based and Traditional Tgacher Education Programs.

Clearly, objective based techniques for classroom instruction
and evaluation of instructional programs are in rather early formative
evaluation stages. There is a need forffurtherlrefinement of procedures
“and application of these procedures to programs in various subject
matter areas; There ig also a need for additional summative evaluation
to compare the effectiveness of programs that incorporate systematic
' objectives—based procedures with those that do not. 'The value of
objectives-based procedures, like the niethods and materials in any
instructionaliprogram{ must ultimately be judged by their effects on
learner performance.

In the final analysis, competency—based teacher education
wi11 produce proof of its own worth or will recede to the obscurity of
failure. Its own principles make it accountable in very specific terms

for the products of its efforts.
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DEFINITIONS

For the purposes of this chapter, the fo}lowing définitions
are applicable: |

Goal - A goal is a Written statement of a broad aim without
description of the specific behaviors to be produced.

Objective - An objective is a written statémeht of specific
behaviors to be exhibited by the learner.

Términal Behavior Objective - A terminal behavior objective

specifies beﬁavibrs.to be exhibited by the learner at the -conclusion
of the learning éctivity.

Instructional Objective - An #nstructional objective (also

called an enabling objective) specifies an intermediate behavior that
the learner must acquire on his way to acquisition of a terminal

behavior.

Exploratory Objective - An exploratory objective does not
specify a béhavior, but rather describes an event happening, or situa-

tion that is to be experienced by the learner.

Cognitive Objective'- A cognitive objective specifies behavior
that will demonstrate the learner's knowledge, understanding, process-

ing abilities, or ability to use 5 strategy.

Affective Objective ~ An affective objective specifieé behavior
that will demonstrate the learner's possession of a'certain attitude

toward, appreciation for, or interest in some idea, object, or event.
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Psychomotor Objective ~ A psychomotor objective specifies
learner behavior that involves motor activities or maovements, with

or Withoutlbbjects or tools (Houston and Howsam, 1972:25-26).




Pt

4

,.-
AT

Chapter 6

e

INDIVIDUALIZATION

Individualized instruction has long been a goal of American
education. Ideally, individualized instruction has an arrangement that
makes it possible at all times for each student to be engaged in learn—
ing those things that are most appropriate for himself as an individual.
This ideal may, of course, never be reached. The best we can do is
move towards the ideal (Esbensen, 1968; Cardarelli, 1972; Blake and
McPherson, 1969).

Just what is individualized instruction? It is an attempt to
design instruction to fit the needs of the individual student. Mager,
in his foreward to Esbensen's (1968) book, said that individualized
instruction is not the same thing as‘"teaching students individually."
Mager stressed that a system is individualized when the characteristics
of each student play a major part in the selection of objectives,
materials, procedures, and time. It is individualized when decisions
about objectives and how to achieve them are based on the individual
student.

Esbensen, (1968); Burns, (1971) stated that the following are -
characteristics of an instructional system which is highly attentive to
the needs of the individual student: |

1. The instructional objectives are stated in writing.
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5.
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The content objectives are given to the student.

All students
All students

All students

while in the classroom.

6.

All students

amount of time.

I7.

are not expected to achieve the same objectives.
do not use the same instructional materials.

are not expected to follow the same procedure

do not work on the same subject for the same

Students do not spend most of their classroom time doing

what everyone else is doing.

Eshenseng(1968) also remarked that if we are to come closest

to selecting -the most appropriate materials, procedures, time, and

objectives, the student himself must do a large part of the selecting.

How closely the following points are achieved indicates how well the

system is individualized.

1.

The student should have a part in deciding the objectives

_ he will be expected to achieve.

2.

The student will help to decide which materials he will use

in trying to achieve an objective.

3.

The student will decide which procedures to be followed

in achieving an objective,

4.

activity.

The student will decide how much time to devote to an

- According to Esbensen, (1968), then, one determines the degree
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of individualization by asking which instructional decisions have been
made and by whom they have been made.' In a highly individualized system,
the teacher, the school, and the community make most of the decisions"
about what the student is expected to achieve,.and the student makes most
of the decisions about how he will achieve.
| According to Weisgerber (1973), traditional teaching has viewed
"the class or group as an entitv. Each student 1s presumed to have
relatively equal learning needs, abilities, and responses. It is teacher-
paced and scheduled to meet the convenience of the school and the teacher.
Students taught by traditional methods are generally given the ‘same
assignments, regardless of individual capabilities or progress.

Frase (1972) contended.that individualization recognizes that
there is no_standard student,_that each is an individual who learns in
his own way and in his own time. The individualiaed instruction.approach
to learning seeks to motivate the student by helping him find his own
areas of need and by giving him instructional assignments based on those
needs. Since individualized instruction is student-oriented, it
requires a diagnosis of the student's development to determine the kinds
of learning experience he requires. After these needs are properly
identified, instruction can be largely student-directed and student-
administered and; Within the limitations imposed by the ‘school's broader
time requirements, learning can be adjusted to .the learnerls needs and

capabilities (Burke, 1972).
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Individualized learning does not mean that students get by with -
doing less work or that each student must work individually, It means
that the teacher identifies, on the basis of the student's learning needss
each student's instructional level and plans with him the activities
to best reach‘the goals and objectives for that student. The subject
areas remain the same, but the teacher may ask for different levels of
" thinking from each student (Hunter, 1970).

Lindvall and Bolvin (1970) contended that individualized instruction '
does not mean the student works alone at all times. It does not mean
that the teacher relinquishes his responsibility to machines or to'teaoh-
ing material. While the student works alone nore than in traditional
classrooms, the teacher has to diaénose his progress'freqnently and offer
him, as well as small groups or the entire class; supplemental instrue-
tion where there is a common need. Students cannot learn effectively
through individualized instruction simply by being told to proceed at
. their own pace-throngh the study of instructional-material. It is the

teachers role to guide students in how to become effective learners in

an individualized instruction program.
HOW TO‘INDIVIDUALIZE'INSTRUCTION'

According to De Vault and Jung, (1972), Bishop, (1971), Miller,
(1973), the role of the school is one of developing and providing '

appropriate alternative environments for learners and assisting learners -
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in self understanding and in utilizing the environment to enhance self.
Individualization requires the environment be rich in the variety of
learning options. IThese options include varlations in content goals,
in sequences and in organizational patterns. The options also include
a variety of instructional modes, which may range from computer-assisted
activities to seminar or large group lectures. Films, reading activi-
ties, practice exercises, and problem-solving projects may‘all represent
alternative instructional modes from which learners may choose.

ﬁdling (1970) suggested that implementation of optimum individ-
ualization, even aftervwe have identified’clearly what me can individual-
ize, is a complex task. Implementation of individualization programs
requires more than just diagnosis and differential prescription of
instructional treatment. Assuming that.a learner knows much about
himself, we can, according to Edling (1970), implement individualization
by allowing the learner to make decisions about his own 1earning. .In
addition, it is advisable to have the learner develop greater ability
to make wise decisions about his own learning, even for things which
another person could know about him.

: :Lindvall and Bolvin (1970) stressed that helping learners hoﬁ{to
make good decisions about themselves requires an individualized and
personalized education system., Individualization is not enough; by
itself it may be more effective than a traditional curriculum, but its

potential stated Edling, (1970) will not be realized fully, unless
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personalizétion ié an essential part of the individualized curricular
program.

Personaiization requires that épecial‘concern be given to the
role of the teacher. The teacher may be expectéd'to be less a source
of information than has been true in less individualized school curri-
culums., Edling, (1970); Cardarelli, (1972); and De Vault and Jung, (1972)
stated that assisting learners in understanding themselves as explorers
of learning 1s a major requirement of the’personalized—individualized
curriculum. In this view, the teacher is a clinician, a guide, and a“
counselor. The teacher is also, howevef, an ipgtructional specialist.
The tegéher is an essential part of the‘learning environment. Moreover,
'the téacher may be expecteq to assist the individual learners through
one;to—ong conferencing, in small seminar group;,'or ip other ways to
make sense and orqer out of knowledge. 1In addition, according to Packard, .
(1972), the teacher serves as a model. He represents an open approach to
académip cpnéent and.an inquiring mind'iﬁteracting ﬁith the studént in

a teaching-learning environment.
MODULES IN INDIVIDUALIZED INSTRUCTION

One method of facilitating individualized instruction in
compegency-bgsed teacher -education is the module Qr a teacher constructed
iﬂdividualized 1éarning kit (Burns, 1972). .These units are referred to
as: LAP (Learning Activity Package), kits, packets, units, and other

names. In this paper they are referred to as modules. A module is
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designed primarily for self instruction. Bishop, (1971) indicated that
although theée units can be used independently of direct teacher
supervision, the teacher still performs an integral role in the learning
process in terms of overall supervision, diagnosis; remediation and
prescription.

Arends, Masla and Weber, (1973)'stated that the development of
individualized learning material, referred to as Modules, has become an
integral and functional aspect of competency-based teacher education
programs. The development of learning packages can usually be categor-
ized into- two broad areas: They are the‘teacher-initiated and teacher—
prepared materials that are developed within and for a particular school
program; and there are commercially prepared materials that may be
purchased and which are not designed for alspecific school progran..

The commercially designed modules, however;imay be modified hy a
teacher for his particular program.

Moreover, a module is a self contained set of teaching-learning
materials designed for individual and independent learners. Specific
learning objectives are listed for the student and stated in behav1oral
terms. Diversified media materials, and methods are provided for the
" learmer; evaluation through pre-test, self-test and post—test is
included so.that the learner may measure hds progress toward the
achievement of the objectives. Suggestions are also provided for

alternative activities or supplemental study. As a result of
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"individualizating instruction through the use of the module, the .
teaching—learning act can hecome much more personalized for the teacher
and for the student kArends, Masla, and Weber, 1973).

Gibbins  (1970) recommended that before modules or.other individ-
ualized learning units can be used effectively, performance criteria
must be established for each course in which the instructional units
.will be prepared. These criteria will permit specific performance
levels to be established in order to guide the student in the prerequisite
learner attrihutes, abilities, and.achievementlnecessary for successful
completionfofuthe particular medule. Bishop,'(l97l); Klaus, (1971)
contended'that stating gbjectives;and expected performance.in'behavioral
terms.doestnot mean that these units of instruction are either mechanistic
or'limited as to their humanistic orientation. It simple means that
precise instructional goals must be specified in certain instances. 1In
brief form, the purpose of behavioral objectives, for a module, is to
make clearly understood goals concerning a particular learning assign—
ment; and, to make it clear to teachers and students what it is that
needs.to be taught and learned. ”

In this section the concept of the module was introduced as one
way to individualize instruction in a competency-hased teacher education _‘
program; .In‘the next chapter, the contract method is developed as:'
another‘way to contribute to individualization in competency-based

education.
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ADMINISTRATORS AND INDIVIDUALIZED
INSTRUCTION

There is, according to Edling, (1970), almost universal
acceptance of the principle that students differ, and that those-
differences should be accommodated by differentiated learning exper-—
iences. Moreover, most schools have stated in their objectives that it
is their purpose to provide for those differences. 'This_principle is
especially true in competency-based education.

If the administrator of a university or a public school believes
that programs should accommodate the requirements ofdlearners, then it
is important that procedures are adapted to initiate the individualized
instruction process (Edling, 1970; Klaus, 1971). Edling. (1971) stated
that in making a decision to individualize instruction, the following
observations must be considered; "1) There is evidence that initially,
some students have difticultyAin_assuming responsibility for their own
"education. 2) Most students prefer individualized procedures, once’
they have had an opportunity to experience them in an effective'proéram.
3) There is evidence that some teachers have-difficulty adapting to
individualized procedures. 45 Additional planning . time and training
is required by teachers to implement individualized procedures. 5) Pre-
service and inservice is recommended to insure a continuation of the
individualized program. 6) Additional instructional materials are

required in most schools to implement the individuallzed procedures.
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7) Parents and the community need to be involved in‘the planning and
implementation of the individualized iﬁstruction that is acceptable to
the particular educational community.

Lewis (1971) stressed that the development of individualized
instruction can proceed oniy when a éareful, logical, and organized
plan, which is implicit and clear, has been designed and impleménted.
The resulting product %ill be a well-designed program which will

serve as a concrete basis for an individualized instruction program.
SUMMARY

Individualizing or personalizing instruction simply focuses
the emphasis of the instructional érocess‘bn each individﬁal student -
his skills, abilities, interesté, learning styles, motivation, goals,
rate of participation? strengths, Weaknessés and prognosis for moviﬁg
ahead in various cu;riculum areas and projecté;”.Bishop'(197l).sfated
the teacher,bécqmes more professibpal and as;ﬁmes.the functions of
1earniﬁg facilitator, guide, consﬁitént; professional diaénostician
and prescribef of learning resources, activities, eﬁaluation procedures
and total learning packages for each student. The process places ﬁore
responsibility for learning on the student and makeé better use of his

individual interests, goals and sttrengths.




Chapter 7
CONTRACTING: A VEHICLE FOR INDIVIDUALIZING INSTRUCTION

Smith and Rieback (1971:104) emphasize that the challenge of
personalized instruction has only recently become the focus of
contemporary educators. That teachers have considerable control
in and ought to develop greater flexibility in content and pace
is only now being recognized. Add to this the not so recent
acceptance that a predisposition to learn in the form of interest
or anticipated satisfaction is a requisite to effective learning
and retention. Is there available an easily implemented and
inexpensive means by which the aforementioned considerations can
be polarized on a large scale across the broad spectrum of
curriculum? 'One such tool is the curriculum contract.

Teachers and students according to Dash (1970) face many
paradoxes in their search for an education for living 1n the space age.
O0f the most profound is the demand for relevant education. This popular
reaction occurs in a context of exploding_student‘population and
decreasing value of the educational dollar. Automated learning devices,
flexible scheduling, numerous group teaching strategies--all have been
sought by teachers to meet these pressures With varying degrees of
success. ‘In spite of these efforts, the question of how to motivate
individual students to develop active 1earning approaches and positive
attitudes toward subjects still remains.

Dash (1970), Lewis (1971), and Thompson (1969) argued that in

many areas of the country the crushing stress of. enrollment, plus the

diminishing value of the educational dollar, has'left the classroom
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teacher frus£rated and coﬁfused about his reépénéibilities, In place
of sélf-guidance, the teacher is left with doubts aﬁout‘how to helb-
students learn to bécome adequate persons and knowledgeable citizens.
Teachers are being asked by their constituencies to examine their
instructional objectives and methods to determine if their subjects are
being conveyed with the maximum utility (transfer) to their students.

Reality and relevance in the classroom may be greatly influenced
by individuai students. The expectations of teachers and student groups
vary considefably, making analysis of the.problém more cqmplex. One
way to reduce the problem of ambiguous teaqhgr expectations of student
behavior is ?o make instructional objectives crystal cleaf. Dunn (i971)
stated that many educators have found that ?he'"contrgct éystem of teach-
ing" facilitates not oﬁly the clearer undersfanding bf oﬁjecéives, but
alsq increases the active par;icipation of studentg_iﬁ thg learning
process, a,#ité; factor in moéivated, sustained ieé?ningo_. |

,Thé contract hélps'to make iearning ﬁoré realiétic by focusing
student attention on.thé process by whicﬁ'he becomes an active learner.
Students will learn in an environmnet which is encéuraging of respon-
sible effort. All behavior which is directed toward fuifilling instruc-
tional objectives is considered responsible and acgeptabie. The fact

is that most students enjoy taking responsibility erAperéonalized,
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meaning-enriched learning. And these learnings'are likely to be much
more permanent. Learning has personal meaning for students when they
are made ultimately responsiBle for their own growth, Many elassrooms
are not paying appropriate attention to this need (Sorber, 1969; Lewis,
1971). '

Students can become more goal directed fhrough use of a
philosophy of individual decision making. It is possible to make the
feaching—learning situatioq more exciting and meaningful if tﬁe
mutual responsibilities of teacher and student were made clear at the
initial stages of instruction, and if these responsibilities repre~
sented the world as itlshould operate. Ihe phiiosophy,qf individual
and shaied responsibility eoward meteelly accepted goals is imﬁle—
mented with the coﬁtract system (Dash, 1570; Thomes and Ezell, 1972;

Sorber, 1969).

WHY CONTRACTS-

Coneracts are just what the word implies. They represent a
bargain and commitment between two sources of input, the teacher and
the learner. Contracts personalize instruction on several fromts.
They provide for flexibility in content based oﬁlinputs from the
teacher in fegard to teaching strategies, skill deveiopment; and
guldance. They proﬁide for flexibility in pace and aecouhting for

variances in rates of learning. 1In addition, contracts are an avenue
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for increasing student responsibility for goal defelopment aé well as
'achievément. Finéll&, experiences in planning and establishing
responsible behavior patterns are offered. The thrust of contraéts is
two-fold érogression in a curricular field and prégression in assuming'
the characteristics of a mature, responsible person (Smith and Riebock,

1971; Warner and Akamine, 1972; Schmitz and Schmitz, 1972).

LANGUAGE OF CONTRACTS

When drawing upon the power of contracting'straiegy, the major
contribution of the instructional technique is the functioning persona;
relationship between the barties involved-~the teacher and the individ-
ual student. Meaningful and positive communication takes place as
teachers and students negotiate contracts that are formal, brief, and
clearly and mutually understood. Whenever feasible, this is the ideal
situation for simple but explicit behavioral objectives.

The components of the individually negotiated coptract, to be
effective, must iﬁqlude the learning objective, the conditions or
methods to be employed in completing it, specific responsibilit§e§ of
the student, identification of the procedural stgps'or tasks included
in the learning activity, provisions for appl&ing and demopstrating
skilis.or content 1earned,.and the method that wili be emp;oyed to

evaluate the mutually developed contract. As contracts become
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sophisticated, they should be expan&ed to pfovide learning alternatives-
or direc;ion witﬁin the body of the contract (Stewart aﬁd Shank, 1973;
Douglass, 1971; Chickering, 1972). -

Dunn (1971) said a contract provides many opportunities for a
student td igarn independently and build on his potential abilitieé.
Frustration and anxiety are minimized because_fhe student is given:

1. An exact list of items he must learn.

2, An exact metﬁod for showing the teacher that he has
mastered theirequired learning.

3; A clear indication of how well he must do before he will
be permitted to end the contract and begin another: ,

4. A choicé of many media 1earning‘res6urées on his academic
level.

5. A_choice of many activities through which information can
be used and reinﬁofced so'tha; it becomes know}edgé.} |

6. A choice qf many ways he may share what he has.learned .'
with others (pee?s, teachers, students, étc.). |

Mbtivétion is increased because the.students aré actively
involvéd in thé learning process by:

1. Assessing their 1earning requiremepts.-

2, Selecting what they believé are'apprgpriate resourcés
and equipment. “

3. C€hoosing the activities in which they will engage to
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reinforce their learning.
4. Assessing themselves.
5. Deciding when they are ready to be tea#her tested.,

6. @ontributing to the formulation of a subsequent contract

(Dunn and Dunn, 1972).%
CONTRACT PREREQUISITE

Contfacting as a mode of inst¥ruction is not a total repléce—
ment of con&entional teaching. Teachers, by subjective and objective
trial and error, should select that portion of thé‘know1edge and
skills that will be most effectively taught through contfacting.
Diagnostic efforts with cumulative folders, preliminary observations,
and testing will indicate where students are. There is no shoftage
. of published information about -the 1ogica1 sequenceﬂbf-knowledge and
skill development for students., Moreover, teacﬁers.are eduqationally
equipped to make judgments about what iSjpsﬁchologicaily éppropriate
for thé age level of stﬁdénts éﬁtrusted to thgm (Dunn, 1971). |

Thus, thle teachers plan the.content of contracts and then
_proceed to pegotiate.plans on a g;ve—and—take bésis Qith students,
and while students occasionally are provided options to'eleét their

- own learning direction, it is definitgly implied that proper sequenées

' %See Dunn and Dunn Chapter 3, pp. 86-96 on how to translate
instructional objectives into behavioral objectives and Chapter 4,
pp. 119-147 on how to develop contract activity packages.
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are followed for the long-range benefit of students. The important
fact is that contracting permits a teacher to escape the confining
role too often dictated by the textbook. Interruptipns and deviations
from logical learning sequences can be tolerated by contracting opera-
tions. Contracts can depart entirely from anything that resembles
normal school activities. Nevertheless, according to Dunn and Dunn
(1972) there is a mainline of progress identified for each student.

The mainline is the teacher's knowledge of curriéulum, and it is either

mentally defined or formalized by record keeping.

CONTRACT STYLES

The selection and organization of contract content reveals the
essence of professional judgment. To be consider?d and weighéd are'all
the individual student characteristics that a teacher is.trained to
recognize. Learning modes, interests, abilities 6f an academic natﬁre,.
state of méturity and independence, and social—emotional_factors all
constitute ihéut for teachef decision making. At the start, to &evelop
contracting, all content is teacher-selected and organized. Student
" options are visible only in terms of negotiéted due dates and certain
sequences .0f learning activities. Later, as familiaritylwith the
procedures of contract learning grows, and as freedoms are earned
through dempnstration of responsibility, studen;s‘gain more options'

(Stewart and Shank, 1973; Smith and Riebock, 1971; Chickering, 1972).
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A fofmal or informal assessment or fre-test provides diagnostic
infofmatiori for the teacher; brief but important midpoi_nt evaluations
or tests exist to give student feedback on successfui pfogression
through the contract; é final evaluation test demohstratés tﬁé'minimum
‘compéteﬁciéé required by the initial objectives. Short but crucial
teacher-student conferences are specified in the contract by date or
cri;ical learning activity points. (See'Appendix.H, pages 224, 225 for
Developing Contract Activity Packages: How to Begin; Appendix I,
pages 226 t01228 for sample of a Grade Contract; and Appendix J, page

229for-samp1e of a Course Contract).
* CONTRACT OBJECTIVES

Individualized instruction becomes  a fine arﬁ in the act of
student;téacher contracting. During the negotiation of contract
design, mutual understanding and self-awareness appear in the process

"of considering objectives that recognize optiﬁdm learniné,mbde, aca-
demic Strenéths anﬁ weaknesses, pergonality fac;o?s,'and‘individual
interest. As the‘student learns to enter freely into the negotiation
process ih determining learning objectives, neﬁ appreciation is grasped
for the rights and privileges of both participants. The human chemistry

. at work achieves a 1oﬁg-sougm}forbalaﬁcg between behavioral and gen-
eral objectiVes. The eventual specification:of objectives, whether
simple or complex, deéermines to'a lérge extentAfhe,efféctivéneés not

only o6f the contract but, more importantly, the learning experience.
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Simply stated, the objective should provide a clear definition of

direction which both the student and the teacher understand (Stewart

- and Shank, 1973; Thomas and Ezell, 1972; Chickering, 1972; Poppen and

Thompson, 19713 Elam, 1971).
CONTRACT RESOURCES

Contracts should be highly specific in identifying the resource.
materials to be used, up to gnd including page numbers in tests, out-
side readings, support references, film footage, or even audio tracks
on selected tapes. Everything abuu£ the average learning contract is
planned for efficiency. Instructional material should be cross-model,
utilizing print, nonprint and 1i§e contacts. - The -balance between
these optioné is planned for the individual student,; keeping his or
her particular optimum learning mode in mind.

Thg contract procedure of instruction is often criticized
because of the lack‘of opportunity for fegr interaction in the classroom.
Tegchers who are contracfing properly recognize fhis danger and build
in required contact with peer groups for‘discussion §r tutoring puﬁ)osesu
If the téacher cannot plan to be an pbserver of this grouping process,

a student observer can be trainéd to do éo. Teachers‘may, if desired,
plan tﬁe meﬁbérship of the‘group éo mgximize the ou;coﬁes fo;‘academié,

social or emotional purposes (Dunn and Dunn, 1972; Chickering, 1972).
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CONTRACT WORKING CONDiTIONS

Dunn and Dunn (1972) asserted that allowing a-student to
negotiate his or her working conditions during a contract provides
high visibility, especially with regard to the quality of study
habits. Working conditions should be designed to stipulate the hours
per day to be spent on the contract and the actual‘places where the
work will occur. Students at first see this part of contracting as
"M;ckey Mouse," but quickly discover the immediate results of pre-
planning their activifies. AIt not only impréves the quality of
learning, but also opens opportunities for unfettered activities
once their contracts are efficiently attacked. éites for study may
include the classroom, resource cenéér, libréry, tﬂé hallﬁé} or
lounge areas, with the teacher and student negotigting the best

possib1e environmenta1 balance for the benefit of the student.

DURATION OF CONTRACTS

Sclmitz 'and Schmitz (1972) sté;ed‘that the first contract
should be of short duration, perhaps no longer than-two weeks. Both
students and_feachers quickly become aware of thelr success and shoft—
comings in working with time limits.

As each néw-contract is negotiated on an individual basis,
students gain confidence and insight into their own potentials and
willingly ﬁake self;assessments that simply do not occur in any other

hpde of instruction. A few students remain, of their own choice, on
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contracts of short duration. Other students expiore the options for
contracts lasting for longer perilods of time as they séarch for the

limits of théir growth in personal time managemeﬁt (Dunn and Dunn, 1972).
CONTRACT CONFERENCES

Teacher-student conferences are so critiéal to successful
contractiné that the process must be reinforceq'by repetition. A
minimum of two conferences is required. First, the student should
negotiate each contract indi&idually with the teacher. Second, each
contract is concluded by an evaluative conference. Althpugh the
teacher assesses contract progresé through impersonal midpoint evalu-
ations or tesﬁs at crucial points, there is no substitute for brief,
private conferences. Experience with individual students will quickly
dictate how often each stpdent’requires this sort of contact in order
to be motivated, reinforcedhand helped. With 1onger.contracts, the
'all-too-human benf-és proérastiﬁate'has to bé antigipated and deélt
‘wifh thrdugh confeféﬁces.‘ The complicﬁted aﬁd:démanding task of
scheduling'and keeping conference datés is an arduous part-of con-
tracting. Teacher—student acquaintance grbws toward ‘a mutual under-
standing tha; two human beings are working together.with a common

goal, the student's success (Dunn, 1971; Chickering, 1972; Sorber, 1969).
CONTRACT EVALUATION

The use of pre-test, built-in tests, and final tests have been
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mentionec previously. The test may be.of a writteninature, oral
discussions with the teacher, or informal subjective teacher judgments.
Edling (1970) points out that built-in tests are not designe& primatily
as checkpoints, but rather to demonstrate to the student that he or
she is 1eatning. Final evaluations or tests are indicators of com-
petency or lack of it. Lack of competency will require a student to
repeat portions of the contract using somewhat altered content,
resources and methods. The word competency is delibetately used in
place of the word mastery. It is defined as the nininal ability
-required to progress. Tt is left to the individual teacher to specify
. what constitutes minimal ability, so long as the teacher does so'in
advance of and prior to the student's contact with the contract. It

is conceivable that minimal competency levels could be adJusted to

the expectations for each student with the expectations being slightly

on the high side for motivating.

. CONTRACT DROPOUTS

According to Stewart and Shank (1973:30):

Practitioners of modular scheduling and continuous progress
instruction have made clear for us the fact that some students
do not benefit from these forms of 'instruction. What is odd
is that more of us do not anticipate this occurrence. There is
nc one best way of learning. Contracting is no exception, and
anyone attempting to innovate along the suggested lines is fore—
warned. -
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All available resource people who have had confé?t with Fhe student
should ﬁeet prior to an attempt at contracting té evaluate each
individual's chance for success with this instructional strétegy.
While the identified potential drop-outs from contracting should
periodically have an opportunity to try the process, it is probably
best that a side-by-side opportunity for conventional instruction be

available to them, without stigma or penality (Stewaft and Shank, 1973).

. CONTRACT DESIGN

Sorber (1969); Stewart and Shank (1973) stressed that the only
caution about contract design is that all too often teachers or
administraiors become obseésed with designing a'thing of . beauty which‘
will automaticlly generate three excellent carbons. If the contract
is simple enough, it can be written on the back of one of the student's
gum wfappexs.- The design of the contract is intended‘for communicat-
ing an expectation level between the student andlfhe teacher ‘and should
be manageable from the student'é point of view.'

Indivi&ualized instruction through the use éf confracts make
lesson élanning obsolete for the modern teachef.: If contracts are
employe&, every student will be working inéependehtl& on varying phases
of his own plan. It is.obvious that an individual teacher could not
keep an accuraée accounting of what was being learned ;n a given day.

In additioh, typical lesson plans have little value or place in a
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contract—centered learning emvironment, and a suitable subStitute
must be devised so that the teacher may keep a record of each student's

progress and growth.
-~ADVANTAGE OF CONTRACTS

Warner and Akamine (1972) stated that proponents of the grade
contract method of assigning course marks have argued that it is super-
ior to traditional grading practices in at least three ways: (1) the
contract method forces the teacher to state precisely what is expected
of students,.thus providing necessary structure and direction early
in the course, (2) the‘contract method emphasizes individual success
since each student establishes his own level of aspiration and works
at his own pace, and (3) the contract method exemplifies the demo-
cratic approach to education since each student may select those
assignments he personally desires to complete and.is not required
to attempt all course assignments. | |

| While the contract system has a number of virtues, it is not
without its weaknesses. The greatest weakness is its rigidity. The
precise and careful planning which outlines the student s task and
gives him direction, tends, at the same time, to make those tasks seem
mechanistic and that the system allows little room for student creativ—
ity. The grade contract system, where each . assignment is judged only
as either satisfactory or unsatisfactory, appears to emphasize quantity -

of work at the expense of quality (Warner and Akamine, 1972).
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SUMMARY

In a recent research on grade contracts Poppen and Thompson
(1971:422) made this observation: : !

Are the grade contracts of value? This research does not

substantiate the value of grade contracts over traditional
approaches when used with college studénts. There may be
undetected valué or value that may be obtained with further
modifications. The procedure certainly does allow movement
toward individualization of instruction and seems to have
no real disadvantages as a grading procedure.

However, contracting is an eclectic proceSSAdrawing some of
the best ideas from many modes of instruction. It permits a teacher to
be a professional in the truest sense of the word. The procees reeog-
nizes both the frailties and untapped potentials of students as human
beings. It honestly identifies the act of learning as hard work, yet
. tries to make the work enjoyable. Contracting is an dlternative that
does away with penalizing individuals for not measufing up to group
standards. “As-a vehicle, according to Dunn and Dunn (1972), it is
designed to foster individualized instruction which employs what the
psychologists and 1earnin§ theorists have been telling us as teachers
for years.. In order to foster individual and independent learning
skills and at the same time generate healthy self-concepts for the
students, the educational expefience bffered by the schools and the

teachers must be designed and provided for on an individual basis._

Contracting 1s a meaningful alternative in individualized instruction°
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THE MODULE

The ipstructional module has beeﬁ called the heart of competency-
.based teacher education (CBTE) (Houéton and Howsam, 1972). Certainly
in CBTE the major vehicle for instruction is the module. An instructional
module can be defined as a set of 1earﬁing activities intended to
facilitate the learner's écquisition and demonstration of a particular
competency or set of competencies (Arends, 1973)., Most often it is a
self-contained unit, designed for a specific purposé, and is a part of
a broader, more comprehensive instructional system (Houston and Howsam,
1972). The moduié used in some programs focuses on limited objectives
and can be completed in a short time. In other prograﬁs.the module may
be very broad in scope and require a week or even a month for cémpletion
(Houston ah& Howsam, 1972), Modules may vary widely in scope and in
time commitment from program ta program; | |

The focus in this chapter i; diréqtly on the inétruction module
and how it comélements CBTE. As Houston and Howsam.(1972) pointed out,
the modulér approach'differs from traditional teaching in severallways.
First, the total program is copsidered prior to specifying ins;ructional
parts. All too often in tﬁe éast9 each instructor develbped his own
.courée with little regard to how it.fit with other 1egfnipg ekpe;iences--
aﬁd often it aid not; gaps én@ ovérlaps abounded. |

Second, modules emphasize the learner rather than the instructor.
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Student needs, not instructor expertise or the availability of materials,
determine what is to be studied. In the process, instructors often find
some of their lectures to be less relevant than they previously had

. thought.

Ihird; modules focus first on objectives, not activities.
Objectives are specified first, then activities are identified which
appropriately facilitate achievement of objectives byllearnerSa lnstruc;
tion is focused on explicit objectives. |

Fourth, modules are individualized and personalized. They are
individualized in that they allow students to work at their own pace.
They are personalized in that individual students may pursue varied
goals and objectives. Traditional programs compare student achieve—
ments, while modular instruction compares students with predetermined
objectives.

Fifth modules include a variety of instructional modes.
Activities mav range from participating in small group human relations .
experiences to completing an experimental study or reacting to programmed
instruction. ﬁodules do not imply a specific delivery system. Tech-
nology is employed'as a catalyst to more personalised and humanized
educationr__ . |

| Sixth, a module is a process not just a product. It is con-
stantly in.flux, continually being redeveloped and refined. This

process approach to curriculum design includes built-~in procedures for
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testing the module's relevance in the crucible of experience, and
altering it when feedback identifies a need for change.

The éharacteristics described here may also be found in
isolation in other insfructional strategies, but the integration of
these characteristics into a systematic process is what makes the
modular approach unique. The effectiveness of an instruction module is

determined by the degree to which it hélps the learner acquire and

" . demonstrate the competency or competencies specified. In other -words,

the best measure of a module's worth is information regarding the
accomplishment of its purpose. Therefore, the cgucial question is:
was the module effective and efficient in helping the ;earner learn?
With that péint in mind; the presence of certain chér;cteristics in a
module make it more likely to be'effective. The ipstruc;ioﬁal module
proposed by the Writefs qbnsis;é of seven elements: Fationéle, objec~
tives, prerequisitesmpréassessﬁent, 1e§gﬁing altgrﬁa£ives, post-
assessment,.aka femediafion;. | o

Lewis‘(l97l) éointéd out that the rationale serves two purposes:
(1) to describé the.purpose and importance of the objectives of the
module in empirical, theoretical, and/or practical terms; and (2) to
place the module and the objectives of the module within the context
of the total prbgram. Thus, the r#tionale explains and attempts to

justify the particular competency or competencies for which the module

is designed. It permits the student to more fﬁlly ﬁnderstand the
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program's expectations and to more closely see the teieﬁance of the
particular objectives specified in terms of the roles, responsibilities,
and functions of the practicing professional teacher (Arends, 1972).
Furthet, the. rationale ﬁelps the student understand how the competency he
is to demonsttete in one particular module is related to other compe-
tencies which'he may be expected to demonstrate prior to completing
his progran (ISTEP, 1972). By placing.the module and tne objectives
of the module within both the professional role context and the program
context, the designer avoids splintering of'the program - a potential
danger when the instructional module approach is used (Arends, 1973).
bjectives are statements of two major types (Houston and
Howsam, 1972) (1) instructional objectives specify the competencies
a student is-to demonstrate, and (2) expressive objectives specify
events the student is to experience. Objectives serve two mein func~
tions (Popham, 1973) (1) they communicate the goals; expectations,
and avenues oflapproach to students, instructors,‘and counselors; and
(2) they help the instructor design and evaluate his purposes,;
strategies, and effectiveness. Thus, objectives form the foundation
on which insttuctional modules are built. They not only proyide state~
ment of proéram focus in specifying teeching competencies to.be
acquired by students but also suggest learning alternatives which might
facilitate the achievement of those competencies (Arends, 1973).

Modules vary as to the number of objectives stated. Some
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modules have a single objective, others have several objectives, and
'still others have many objectives, Regardless of the number, instruc-
tionai objectives should describe .in explicit form the learning out-
comes which are expected (Houston and Howsam, 1972; Arends,. 1973; Popham,
1973, ISTEP, 1972): (1) cognitive behapior in the case ' of knowledge
objectives, (2) affectiye behavior in the case of affective objectives,
(3) teaching behavior in the case of performance objectives, and- (4)
student behaviors in the case of consequencenobjectives. Further, an
objective should be written in a way which permits one to assess with .
confidence whether or not that objective has been demonstrated. Objecf
tives therefore have a dual function. |
Baird (n.d.), argued for unitarp objectives;'that is, it should

call for a single, independent performance rather than a series of
related, dependent perforamnces. Baird (n.d.) believed_that doing so
encourage more appropriate assessment of the objective. On the other
hand Arends (1973) contended that objectives need not be unitary but
may be pluralistic so long as assessment procedures are. The crucial
issue seemed to be with measurement. Whether unitary objectives do or
do not promote more adequate assessment is debatable, however, the need
for assessment to be unitary 1s clearly agreed upon (Arends, 1973;

Houston and Howsam, 1972).
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MODULE COMPONENTS

Prerequisites fall into two categories (Arends, 1973): (1)

general background competencies needed to start a module or cluster of
modules, and (2) specific competencies which were to have been acquired
in a preceding module, In general, a good practice is’ for the module
designer to'hold the required prerequisites to a minimum thus facili—
tating the greatest possible program flexibility. Preassessment
procedures often are designed to disclose whether the necessary pre-
requisites have been acquired.

In order to.provide adequate guidance for the student, Arvends
(1972) said that the prerequisites should include: (l).a statement
indicating whether or not prerequisites exist, (2) a list of clearly
stated competencies which are prerequisite to the success of the
module, and;(3) a reference to the sources for.developing the pre-
requisite,competencies. | ‘ | |

Preassessment involves measurement which 1s used to determine

the folloving (Burns, 1972):

1. .Can the student demonstrate mastery.of the competencies
prerequisite to the learning alternatives which follow, or must he
develop prerequisite competencies so that he might be at the necessary
entry 1eve1?

2. Can the student already demonstrate mastery of the specified
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competency, or does he need to engage in.Iearniﬁg.alternatives relevant
to the objédtive or objectives? »

3. Can the student already demonstrate certéinvaspects of the
specified competency and, therefore, he needs to engage in leafning
alternatives relevant only to those aspects’in which he has not demon-
~ strated mastefy?

| Thus, the preassessment procedures provide the student with an.
opportunity to demonstrate mastery relevant to the objectiﬁes of the
module prior to instruction. iherefore, the pre-assessment gives the
student an obportunity to "test out" some of all of the objectives. 1In
addition, because they are usually diagnostic in nafure, the pre~
assessment may indicate that the student is not "ready" for the module
since he lacks certain prerequisite competencies. Thereforé, the pre-
assessment should (Woodruff, 1973): (15 be pgrtiallonr-totally
oﬁfiohal for tﬁe student, (2) assess--~in a unitary manner--all of the
competengies.specified in the objectives, (3) assess pnly those compe-.
tencies specified.iﬁ the objective or specified¢as.prerequisites to the
module or-tq eﬁtry into the program, (4) provide for diagnosis which -
gives the studgnt prescripti&e feedback intended to guide the stﬁdeﬁt
in his fulfillment of the objectives, and (5) be realistiq-and reason-
able with regard to.student‘and instruqtor time. |

Thg tefm‘preéssessment usuallyﬂevokes visions of'penci;—and-

paper tests of a standardizgd variety. However, module designers should
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"also ccnsider_the'usefulness of other forms of evaluation——formal and
informal, direct and indirect, objective and perhaps evén subjective.
Faculty—student‘discussions and the observations of third parties should
be viewed as attractive possibilities in certain instances. Arends
(1972) stated that: given our present level of psychometric:sophistica—
tiom, it is better to poorly measure those competencies to which‘we
attribute great importance than it is to precisely measure those compe-
tencies to which we attribute far less importance. This does not imply
that we should not try to measure with precision. It is simply to suggest
that there is still much to 1earn.about measuring human behavior.

‘ Learning Alternatives--sometimes referred to as instructional

activities——are the tasks made available to the student with the intent
that they would facilitate the student s mastery of the obJective or
obJectives,. It is not the purpose here to describe the vast number of
‘possible activities and materials which might serve the function des-
cribed above., However; a few general principles can guide in the develop-
ment of 1earning alternatives. .
1. ' Whenever possible, learning aiternatives should provide for

student self-pacing (Dunn, 1972). .

| 2. Whenever possible, learning alternatives should be person- '
alized; that is, they should reflect the particular<needs, capabilities,

attitudes, aptitudes, and learning style of the studeént (bunn, 1972).
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3. While activities can be very specific and narrow in scope,
it is perhéps best--though not easiest-~to provide students with the
opportunity to select from many possible alternatives (Arends, 1973).

4. . Activities should include eQuivalent practice; that is, an
activity eqﬁated with the specified outcome. For example, 1f the |
student ié to demonstrate the ability to use a half-inch videotape
recorder, he ﬁgst have fhe opportunity to practice using a half-inch
videotape recorder (Cruickspank, 1971).

It 1is important to keep in mind that in a field-oriented
competendy—based progrém, the student is held accountable for'the
'dempﬁstration—-not the acquisition--of the competenéies.épecified.
Thus, the learning altérnatives are fhe various'iqstruétional.options
.'availaﬂle to the'student;leach is designed to contribute to_his acqui-
sifionrof ﬁhe‘objeqtiveg. They are not required.. In aédition to those -
experiences-ﬁhich are instructor—desigqed, thg student”sﬁopld ﬂe free
to deéign hié own. The student'é responsibility is;fo meet the
objéctivés; he is not resﬁqnsibie for enéaéing in a partiéular'éét of
learning activities. Consequently, the learning‘alteénatives should
provide (Houstonlgnd Howsam, 1972): (1) where‘féasible within the
context of the situation and the objectives, a ﬁariety of alternative
learning activities includinghthe option to pursue his own alternatives,
(2) experieﬁces which are judged to result in the acquigition of the

objectives spécified, (3) a flowchart or narrativé description of the
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sequence of events which might be followed if it is thought that the
objectives and/or the learning alternatives_are develépmental or
hierarchial in’nature, and (4) opportunifies for equivalent ﬁrac£ice
relevant to each of the objectives.

Postassessment procedﬁféé may vary as gredtly in format as do

pre-assessment procedures. They may even be identical to the pre-
assessment. -They are essehtially measuring processés which are used
to determine the fqllowing: |
1. Can the student now demonstrate to the criterion level the
competencies relevant to the specified objective, or is it necessary for
him to engage in remgdiation activitigs—-a regycling_through.learning
alternativeé similar to those he has alreédy éxperienced or a ;ét_of
learning alternatives which rép;esené'a differen; épproach?’
2,‘,If the student is no£ able to demonstrétg competence, to
~what can thié be attributed:. (é) lack of student ébili;y, motivation
and]or effort, (b) inapprop?iate 6% ineffective instfﬁction, or (c)
ﬁnreélistic expectatiohs as reflected iﬁ the'objective or objectives
(Burns, 1972)? |
The postassessméﬁt procedures aré‘iﬁtendéd'tojpermit the
student to demonstrate achievement of the objectives specified. And,
in addition{.fhe postassessment ‘assumes a second role--that of
identifyiqg learning and instructional weaknesses and-providing'a

basis for guidance as well as identifying competence. That is, data
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from the éostassessment should be useful in monitoring both student
progress and module effectiveness. Theréfore, the postassessment

should (Johnson, 1970): (1) assess—~in a unitary manner--all of the
competencies specified in the objectives, (2) assess only those compe-
tencies specified in the objectives or specified as prerequisites to

the module o? to entry into the program, (3) where;possiblé, be
formative as well as sﬁmmative,.and (4) be realistic'and reasonable with
regard to.étudent and instructor time.

It is usually helpfql to include a description of remedial
'éctivities‘in“the moduie,_although some prefer not to do this. Remedial
activities are learning alternatives which are intended to gss;st the
student who has failed to demonstrate mastery of a particular competence
as indicate&fthrough postassessment.results. As-indicated previously,
remedial activities may be l‘,u;ore of the same" or may represent a
differenf tésk. In al; cases, 1t 1s the intent of remediation to be
heiéful and not punitive and indeed to give thenstudent-every opporfunity :
to be sucéeésful; Generally, remedial activities are designed by the
instructor aﬁd the student in a conference setting. Together they
examine the student's performance relevant to the postassessment and

decide what additional instruction might be most helpful.
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WHO SHOULD WRITE INSTRUCTIONAL MODULES?

Arends, Masla and Weber (1973) contended that experience has shown
that good packets can be written By students and teachers even though they
have had little previous writing experience or‘little'previous experience
with the tépic they write on. The individual without previous experience
needs to éﬁend more time however, in the research process than does the
individuai ﬁho has had a rich background within tﬁe area. Moreover, the
team approach can also be utilized in the production of a module. The
team effﬁrt can sometimes be an asset by providing'é broader experience
background for content, methods and learning activities.

fhe module can be, in most cases, locally produce& by the
teacﬁer an&/or the stuéent based upon théir local cﬁrriculum and needs.
The module is éesigned for indiﬁi&ual'iﬁsgruction énd is most effective
where the stﬁdents can use and retain.their own cépy 6f the module; and
when there?is‘available a wide variety of modules for a given aré;nthat
~ can provide for more individual learniﬁg nge&s; inte?ests, and differ=
Aences. | | | |

In preparing to-write a module, Arends (1972)'sa1d, it is
‘important to:- | |

1.. Write your module as ;f.you were the insfructor of the
student who will be going through your packet. Your job is to take

the teacher's point of view and then organize it systematically and

)
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put into a sequential step-by-step pattern or design some concept you -

want someone to learn.

2. Prepare yourself first, then the module.
3. Be thoroughly acquainted with the topic you intend to develop

into a module.
SYSTEMATIC. EVALUATION OF AN INSTRUCTIONAL MODULE

The éuggestions in the first part of this chapter provide the
basis for the checklist for evaluating instructional modules presented

on page 150, The checklist is intended to serve as a guide to evaluate

. instructional modules. Those who use thé checklist should feel free to

modify it, to make it reflect their own needs. The checklist providés

~a concise, easily used system whereby all of the‘elements of an

instrugtidnal module -can be exmmined relevant to predetermined cfiteria.
| Thﬁs,'the checklist serves as a guide for the development,
seleétion, and modification of'inétrﬁctional moduiés. The éffective
gtilizatioh of thé checklist requires the user to be familiar with the
ideas presented in this chapter. In addition to.the.criteria described
earlier in:this chapter, the checklist contains one additional category,

it
.

"general The "general" criteria are two in number: (1) communicates

effectively, and (2) provides for positive effect. Both of these call

. for subjective judgments relevant to two related iséues. In making a

judgment regarding the effettiveness with which the module communicates,
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Table 1 -~

CheéklisEHES;Aﬁvéluating
Instructional Modules

Element Criteria

Yes

No

Rationale
1. Purpose and importance.described.
2. Place within program explained.

Objectives
1. Learning outcomes specified.
2. 'Learning outcomes verifiable.
3. Learning outcomes unitary.

Prerequisites
1. Prerequisites noted.
2. Prerequisites stated as competencies.
3. Reference to prerequisite resources.

Preassessment
1. Procedures are optional. _
2. All specified competencies assessed.
‘3. Only specified competencies assessed.
4, Procedures are diagnostic.
5. Time requirements are reasonable.

Learning Alternatives
1. Variety of alternatives are provided.
2, Experiencés related to learner outcomes.
3. TFlowchart or narrative provided.
4. Opportunities for equivalent practice.

Postassessment
1. All specified competencies assessed.
2. Only specified competencies assessed.
3. Procedures are formative and summative.
4, Time requirements are reasonable. -

General

1. Communicates effectively
2. Promotes positive affect.

Source: Arends, 1973, p.7.
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a user of the checklist considers the following: .tl) is the module free
from jargon, (2) are program expectations explicit, (3) are directions
clear, and (4) is it likely that most students will understand the module
.and its implications relevant to their role as learners? In making
judgments regarding the-affective impact the module might make on the
learner, the'following issues might be addresse&:‘ o)) is the student
likely to see himself as having options, (2) is he 1ikely to view
expectations as being reasonable, and (3) is he likely to see the impor-
tance and relevance of the competencies specified?

Further, according to Arends. (1973) application_of the checklist
provides a basis for deciding whether or not the criteria are met.
Utilization of the checklist shoulc not be seen as providing an‘adeqnate
analwsis’of.the content included or of the appropriateness of the
module in terms of its aims or objectives, except as these fit within
the total program as conceptualized. A careful application of the
criteria in the rationale, however, nay uncover any discrepancy between
program goals and program philosophy° Likewise, a module which fails
to meet a large portion of the criteria may violate aspects of the

instructional philosophy implicit in competency*based instruction.
SUMMARY

The instructional module is being increasingly used in competency-

based teacher education program. It is a set of experiences intended to
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facilitate the learner's demonstration of objectives which are specified
in a design pﬁase as part of an overall program, While modules may be
written in many formats, the.writers suggest that the module contain at
least six elements: rationale, objectives, prereqpiéites, preassessment,
léarning alternatives, and postassessment. As module writing becomes
more sophisticated, a seventh element, remeaiation might be included.

Rationale includes a clear statement of the rationale for the
module's objectives, outlines the major assumptions upon which the
module is based and identifies the relationship of this module to the
program as a whole.

6bjective of set of closely related objectives,vgach‘of which is
staﬁed in clear, unambiguous terms which stipﬁlate whét the learneé
is to demonstrate ﬁpon successful completion of the module, |

Prerequisites stipulate the minimum background and specific

- competencies needed to start a module.

Preasséssment measures the extent to‘wﬁich the learner aiready
has mastered préreéﬁisites to the méduie and his potentialléompetence
in meeténg fhe objectives of the module itself, On_Fhe basis of results,
the learner may undertake part, all, or none of the instructional
alternativeé.‘ freassessment may require demonstration of competencies
by successful completion of written or oral tests, reaction to simulated
' ;pisodes, ér simply questions which elicit participant interest or needs.

The module designer is not limited to one mode of assessment.
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Learning alternatives specify instructional activities for
attaining module competence. Every module should include at least two
means for achieving the objective. In addition to those identified by
the module developers, leasners may also identify alternate procedures
for meeting objectives. A key assumption is that the emphasis is pa -
placed on achieving objectives, not on students participating in

activities.

Postassessment like preassessment, is related to module

objectives. Completion of a module is siénalled by successful demonstra-
tion of competence on the postassessment. |
Modules may bg written by fgéulty and studepts.' Evaluation of

an instruction moduie needs to be done in a systematic, cﬁecklist
approach to determine if all of the relevant.criteria are iﬁcluded.
With proper preparation and evalu;;ion the written instructional modules
can be a real aésef to_competeﬁcyféased instruc£iog; |

| In this chapter, assessment and evaluétiOn:Wés bfiéfly mentioned.
However, the type of assessment and evaluation used in the competency-
based teacher education program is uﬁusual and important enough that

the following chapter has been devoted to the subject.




Chapter 9

' ASSESSMENT AND EVALUATION IN CBTE

The emphasis in competency-based teachér-education on
objectives, accountability, and personalization implies
specific criteria, careful evaluation, change based on
feedback, and relevant programs for a modern era (Houston,
Howsam, 1972:1) '

Eva;uating involves determining what success students have had
in achieving the objectives established for theﬁ and how successful the
instruction.has been. The task of evaluating is the final element of
the teaching model that ties all the other elements together. Informa-
tion for j#dging the worth of instruction is gathered at the same time
readiness isvdetermined, often using the same stfafégies. Clarifica-
tion of objectives féquires the specification of performances expected
to become measures for evaluating pupil progress. ‘If the stﬁdent can
clearly sée where he is headed and how his progress'will be determined,
and if his_instruétor exhibi£s a genuine‘interest‘in his success, his
motivation fbr 1eérniné cén-be'exéécted to infensify.(Burﬁs, 1972;
Payatte, 1972). |

Moreover, competency—baséd teacher educétion focuses unusual
attention on evaluation. If éuch programs are to be effective in real-
izing their objec;ives, it 1s essenfial that ﬁoderﬁ systems téchnology
be employed in their management and_evaluation. Evaluation must begin

with a clear-understanding of what -is to resul; from the teacher

education program; detailed plans must be made to achieve these
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objgctives; and then such plans are put into efféét with constant
evaluation and revision being employed to find even better means for
achieveing the objectives. Such a ﬁrogram, arranged in behavioral terms,
can be checked out at any given point and time, and provisions for
prompt'and objective feedback will enable it to become self-co;recting,
Such increase attention to evaluation calls for much in-sérvice staff
training as well as the collection aqd use of an ihcreasing number of
specialists who usually have been outside of teacher edﬁcation, such
as program.systems analysts, goméuter programmers, media specialists,
systems‘technicians, counselors and accountants.

Héouston, Howsam and Jones (n.d.) stated that in designiﬁg and
testing a performance-bééed teacher education program, evaluation serves
three éurpoées: imbrové_program effectiveness, improve program organ-
ization and management, and monitor student perforﬁance. Evaluation is
not éomething which occurs at the end of the project but is iﬁtegrai ;6
goﬁtinuéd ﬁevelﬁpment. ﬁvélgation iﬁﬁ;oves programs% management, and
stﬁdeﬁté throuéh sﬁqcegéiQe ﬁrogram‘refinemeﬁts and épproximations of
goals sought. The systemic approach according to Bauch (1é69) requires
a continual process of development, testing, and refining. The first
approximation of a desirablé teacher éducation-program may be based on
previoué'experience,ormg'conceptﬁal ﬁbdel; evaluation alters that
design by making it more precise, refined, definitive, and valid for

stated objectives.
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Meésurament ié an integral part of evaluation; ho&ever evalua-
tion adds the qualitative dimension, the contextual edge to the process.
-According to Houston (1972) one might measure the width of a &oor,
but evalﬁate the adeéuacy of that width for its lc;catrions traffic flow,
énd usé. In teacher educaﬁion, one can measure éhe perférménée of a
teacher uging observation scales, rating devices, or other ﬁeasurement
tools. Evalugtion compares those measurements with bbjeétives which
imply soéiehél criteria, change in pupil behaVior; and hunches by
evaluators concerning adequate teéching styles.
’ In a complex endeavor such és measuring and evaluatihg hunmzn
behavior, the temptation is to consider factors which are readily
quantified and easily accessible. Too often evaluation processes are’
employed which have little potential for success, but provide activity

wvhichk supposedly demonstrates progress. The—important dimensions .are

usually not’ the easiest to evaluate (Inglis, 1972).

s
J

IMPROVING THE EFFECTIVENESS OF THE EDUCATIONAL PROGRAM
Increasing program effectiveness implies refining (1) objec-
tives, and (2) the instructional procedures which facilitate student
achievement of those objectives. Both assesément‘and evaluation
questions for each of these are treated in the following paragraphs.

Program objectives or competencies, when explicitly stated and

used to organize the curriculum, distinguish a competency-based
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progrém. Activities are designed sc students can achieve these
cbjectives and evaluétion procedures related directiy to'them, Objec~-
tives can be assessed in_tefms of;

1. The technicalladequacy ¢f their constfuctioh (iehavioral‘
stétement, criteria, conditions);

2. ﬁhether—objectives are student 6riented§”and

3. the clarity with which they convey to the reader their
intent (Houston, 1972},
For each of these areas checklists can ascertain the adeéﬁééy‘of the
statement. This assessment, howeyer, does not indicate the quality of
the expected performance nor the adequacy of the objective in improving
" teacher effectiveness. For these, evaluation is employed éince vakues
permeate the process. Houston (1972) stated that evaluatign of
objeﬁtives considers questions such as:

| 1. Would the total set 6f program objectives loéically lead

to a teacher model as described in the theorgticai description?

2. Does each oEjective contribute to the overall moael?

3. 1Is each objective consistent with democratic principles?

4, TIs each objective worthy of achieYement,given the goal of
educating a teacher and the time andvresourcé constraints likely to
apply? _ ' . "t

5. Do program objectives cumulatively meet minimum legal

requirements; i.e., certification?
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6. Do graduates of the program act differently in predictable
ways from other teachers? |

7. Is the teacher ﬁere effective who can 68m0ﬂ3t£afe a
specified competency than one who cannot?

Instructional rescurces and procedures are'actuaii;éd to
facilitate the achievement of prograﬁ objectives by stude;is:‘ Modules,
activities, and programmatic 'sequences can be assessed iﬁ'géims‘of the
length of time required by students to-complete them; clarify of
description of content and processes, and description of procédures
students follow iﬁ the program (Inglis, 1972). For a ﬁodéllof a Mcdule
" Evaluation Questionnaire see Appendix X, pages 230 to 237.

Some aspects of teacher performances which can be assessed
include knowledge of:

1. Content being taught and of teachiné précessésg' ;

2. communica;ion patterné in fhe classroom;

3. teacher products such as lesson plans, analyses of student
interest, achievement, or program thrusts; and i

&4, results of teacher actions, such as change in pupil
' behavior or achievement, pupil products, or profession;l.nonrpupii
activities (curriculum committee reports and.recommendations,‘change“
in attitude or knowledge by other teachers, administrators, parenté,_or

non-professional persons).




. 159

Houston {1972%92) stressed Chat:

Some of these are assessed using a nominal scale in which
change is described without reference to a partlcular scale
direction.. These are typically descriptive, identifying by
name a partlcular phenomenon or action, The Flanders Iunter-
action Scale, for example, is a relatively precise sominal
scale in which the observer classifies verbal cormunlcatlon
every three seconds in one of tem categories.

4

'

Othexr scales are ordinal in nature; the units of méasure
" are ordered either quantitatively or qualitatively., Each
successive unit is assumed te¢ be greater thar the preceding
one.,

The Flanders Interactiomn Sqale is an assessmeﬁt of éeacher
performance. FEvaluation of these adds the‘cqﬁéepf of value, Houston
and Howsam (1972) asked, does any'combinatibn of Flandérs categories
prqduce more effective instruction? Reseénéh indicates thaé they do.
The comparisén of observed and recorded phenomena against some
effectiveness measure is one form of évaluaticn.- So it is withAthe.
‘teacher-student talk ratio. If some set of ratiqs is percéived either
intuitively, empirically, or theorétically to be more effectiﬁe than
others, then the process becomes evalugtion. The criteria of worth,
however, shéuld be more explicit vhen evaluating performance.

Evaluation of activities, modules, or processes 1nrludes areas
such as those 1isted below (Burns, 1972).

1. Does ﬁhis instructional .procedure facilitate student

achievement of stipulated objectives?
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2.- Is.the total set of instructional procedires both
necessary and sufficient for the student to achieve stipulated
objectives?

3. Are alternative activities relevant tvobjective attain-
ment? | /

4, Do al;érnative activities appeal to a range of student
learning styles? |

5. " Are instructional activities efficientuinrter@sfﬁf
stqdenf time, resource gliocations staff time, sequenciné, and 1qcations
. where they are to Be completed? o ' IR "“‘

6. Are all instructional activities and procedures .consistent
with thé,theoretical model advoéated in the teacher edueaéioﬁ pragram?

7. When considering available and required resources (staff,.

physical facilities, and materials), is each activity worfh ehgaging in?
IMPROVING PROGRAM ORGANIZATION AND MANAGEMENT -

In addition to evaluating objeétives aﬁd instrﬁ@tiénai alterna-
tives to achieve then, thevprogr;m designer evaluates the procedures
. and processes employed'in_prqgram develoﬁment. In assessing develop-
mental efforté, one car measure the (Burns, 1972; Houstén,'l972):

'L. Time required to develop various prograﬁ aspécés;F

2, cqst of materials to implement that progrgm;:'

' . et
3. number of staff required for certain functions;‘and

¥
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4. space requirements for implementation.

Evaluation cf these measurements considers the importance of
each in relation to its contribution to the developmental effort.
Some may require extemsive resources but bé crucial in tthe enterprise;
others may be less demanding but their priority low when developmental
goals afe considered., In this phase of evaluation the evaluation is
in. terms of efficlency an& adequacy of. procedures for developing that
program. Some program development procedures to.be evaluated' include:

.l. Do management procedures facilitate curriculuﬁ-develspment?

2. Are limited staff resources being déployed in“critical |
areas?
Evaluation is particularly crucial in‘the systemic approach to program
development. It provides.the data base for management decisiops which
leads to more effective generation of the CBTE program (Inglis; 1972;

»

Burns, 1972; Houston, n.d.)
IMPRCVING STUDENT PERFURMANCE

The focus of the previous sections has been upun programatic
developments, while this section considers questions and pracedures by
which student achievement is compared with pr;gram-expectatiops. Many
of the questions raised relative to program improvement'can‘fe

redirected to the learner.




1162

Houéten (1972) has identified four aspe&ts of teacher assessﬁént;
1) aptitudes and attitudes, 2) technical skills, 3) decisivn-making
ability, and 4) capacity for professional éfowth.,

The first, aptitudes and attitudes, is evaluated early in a
prospective teacher's program. The individual's aptitude for learning
what he will be teaching (content) and teaching skiils cou1d~gctﬁally
become part of the deéision—making process in selecting prespective
teachers. Testing aptitude for teaching skills, for egample, might be
accomplished by having the candidate teach the same lesson a number of
times, with some lESsops followed by personal assessmén£ ahd other
critiqued by an observer., The evaluator would seek aﬁswer§ to quegtions
such as these: How does the person respond to critiquing? How realis~-
tic is his evaluation of his own performaﬁﬁe? Did his instructi&n
improve with successive tfials? In what ways did he mcdi£§ inétruction
following critiquing? Decisions bésed on these assessmenis.ére '
typically tempered by the amount oi quality of informétién‘available,
consequences of the décision, and reversibility of the decisiéﬁ.

The second aspect, measuring teaching skills, tapg the most
.elemental teaching skills. Ability to eétablish instructioral set for
a lesson, impiement basic plans, obtain ciOSure, and commﬁnicate with
children using questicning techniques are suggestive‘qf thé iechnical
skills which can be assessed. )

Pyatte (1972) a third area of prospective—teacher'gvaluation
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taps the'inteérafioﬁ of the various technical skills and their appiica~
tion with a specific group of childrewn. This ﬁight be acccﬁplished
throughﬂsimulations where-an individual is pfovided written data aﬁd
asked to respond. This tests their ability to plan, to structure knowl-
edge, and.tﬁeir general decision-making behavior. Vi§ual‘$timuli in
simulations prdvide a procedure for measuring perceptual hehavior
(When shown‘slides of glassrooms, what inferences do they make, how do
they react, to what extent are they able to read non—verbal cues)é
With both written and visual. simulations, the objept is to rest per-
ception of the situa£ion and reactions to it. Micrbteachiﬂg éxtends
the individual's involvement and pro§ides ancther procedure for tegting
decision-making skills and integration of teaching skills.

The fourth level assesses teacher competéﬁce‘over an extended
period to note stability of performaﬁces,.adaptability to éﬁanging
conditions and the growth curve. In essence, this on-thé—jéﬁ assessment
can distinguish professional teachers from craftsmen (Pyatée, 1972;
Houston, 1972)

,Inglis—£1972)péintedout that relative to_the objectives and compe-
tencies of 2 teacher preparation program, a sfﬁdent‘s péogresé may be
evaluated on dimensions sﬁch as these:

1. When optional objectives are available,”isAhe selecting

: L
those most relevant to him as a teacher and as a person?. ..

s ¢
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2. Do the selected set of compeﬁencieé loglcally lead to an
jintegrated preparation program?

3. Does he set‘objectives for himself beyond these esteb-
lished in the program? ‘ )

When instructional procedures are coﬁsidered in reiation to individual
participants, questions such as these are relevant:

1. 1Is the range.of instructio;al alternatives hz has engaged
in wide enough wh;n ccﬁéidering his future role as a teachsgr gﬁd'the
theoretical model of the preparation progrem?

2. Does he explore beyond program’activities; if so, in what
areas?

When questions are focused on personal development, aspects such as
these are considered (Houston and Howsam, 1972):
1. Is the individual progressing at‘aﬁ acéeﬁtablé rate when

-

considering personal characteristics, progress of other students, and
extenuating circumstances? s

2. What evidence indicates that he is committed tc being a
- professional teacher? Lo

3. Does‘this prospective teaéher egphasize his positive
peﬁsqnal attributes?

4, Does he empléy préviously demonstrafed competencies when

working on subsequent program elements?

5. What evidence indicates that he is progressing in his
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use of various competencias. through implemgntation stages (from‘
awareness to inteﬁesﬁ, appraisal, trial, adoption, and finélly integréw
tion)? |

6. what attitudes does he exhibit toward feachiﬂé as 2 pro-
fession and himself as a teacher? ' -
Questions such as these posed above provide the student and his
advisor with information which is useful in reformulating his program

and providing a basis for comparing actual progress with some standard.

x

END~OF~PROGRAM ASSESSMENT

Veldman (1971) noted that every graduate‘of_a teacher—education
program remembers the deafgning click of the clousing door as he faced
his first class of pupils. At fhat noisy moment, the te;cher.perceiQes
numerous inadequacies in himself. Even in doorless and wall-less
future schools, £here will be a need for continuing meritoring of alumni
'as a means of determining teaching expertise. This form of end-product
assessment for teachers asks the question, can this beginning teacher
prove his effectiveness in the real world of teaching?

The question of who should determine teacher coﬁpetency is one
that causes much concern in competency-based programs. ‘Ihis is wﬁere_
the concept of team assessmenf becomes an important factor. -The team

in competency-based education consists of college (or other teacher-
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-cen?er) faéulty, school administrators, school faculty, schoolipupiis,
and the students themselves. Each of these team members should have
some‘input.into the end-of program assessment of prospective teachers.
End-of-program assessment in traditionmal progrdms is totally on
the shoﬁlders of college personnel. There is inﬁut from the éooperating
teacher in a student-teacher or imntern program, but the grades and
recommendations come from the college. If a student doeS‘nof seem to
have the capabilities dufing or after a program, faculty members often
pass the student with a C or D and hepe that no school district will
hire the student as a teacher. In a "CBTE" preparation pfogrém, this
would not happen~--the student would not be certifijed unless he could
demonstrate the minimal competencies.
The types of competencies give some.indication of who might

assess competence. Certainiy, cognitive objeétives could be assessed .
with written instrumeﬁts or interviews. However, pérformance objéctives
and consequence objectives must be demonstrated in teaching situations.
In role-playing activities, the college faculty member might assess |
competence. However in school situations, teachérs, administrators,
and pupils, as well as Eollege personnei, sﬁohld pass judghent. If
school personnel are to be team members, they;must share the accounta-
'bility factor of guafanteeing that beginning teacﬁers are indeed
"safe."

»

Feedback on programs from alumni or émployérs of: alumni
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provides a ﬁost-important form of total program assassment, However,
"too few institutions now use this type of feedback as a'soﬁfce of
formative evaludtion for their programs. This end-product assessment
may.appear to be a totally summative form,lproviding information'oniy
on.the effectiveness of past programs. However,,as the coﬁéeét of the
teacher center continues to expand, formative assessment at this level

could well provide teachers with personalized prescription for

ingervice competency-based programs (Houston_aﬁd Howsam, 1972; Veldman, .

s

1971).
ONGOING ASSESSMENT

Far too little has beéﬁ done to provide prospective téachers
with feedback from their pupils on both their effectiveness éﬁd inter-
personal relationships. Yet such information is invaluable in aiding
é student.éo modify his behavior to bring about more effective learning
situations (Veldman, 1970).

Assessment of performance or consequence objectives is not
always simple; yet ;t is possible. Observation of a claésrooﬁ-situatiopl
' for appropriate teaching competencies may be a chailenge; vet the work
‘of Flanders and others has demonstrated that classréoﬁ interactions can -
indeed be noted reliabiy. |

On-going p?ogram assessment also calls?féf céreful scrutiny of

the difficulties that students are having as they progress through
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competency-based brograms. Students have difficulties, The'educa—
" tional background of most students does not emphasize the skill of
setting deadiines for themsélves‘ It is not uncommon for a student,
unconvinced of the need for self~direction, to complain that he wénts
a professor-~"After all, I paid for him!" Aiding étudenfs ts accept
the task and challenge of self-directedness could be one of tﬁé roles
of the counselor in a competency-based program. |

Similarlﬁrs face validity of instrﬁctional materials is necessary
for student commitment to any program. In any tgachef;edﬁcation
- program, students express differential degrees of satisfacéion or dis~
satisfaction with instructionai materials,'objectiﬁes, and professors.
"To a great extent, the value of the program to the students is
determined b§ the confidence that they have in each of theée factors
(Veldman, 1970; Houston and Howsam, 1972).

Problems of face validiti may arise with some new instructional
procedures genefated in personalized programs. In such programs, it is
assumed that the student mﬁst kpow himselfvif he is to be abie.to aid
his pupils in their learning. "Learning about self" is:notAa goal of
- most traditional teacher—education programs. Therefore, few teacher
educators have uged techniques such as human;relations training, T-
groups, encounter groups, and other sensitizing experiences. - Yet,
under the direction of skilleq leaders, these %eéhnﬁqués are.invaluaﬁle

in learning about self and personal impact on others. Unfortunately,
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public reaction toward such instructional procedures has been less than
ehthusia?tic ‘(Houston and Howsam, 1972).
The use of programmed materials aﬁd computer—assisted instruc~‘
tion also raises issues of face validity. Such devices certainly can

1.

be invaluable.
EVALUATION AND GRADING SYSTEMS -

The use of c;iterion~referenced assessments raises another
issue inAC.B. instruction. Few issues are more thorny. Howé%er, this
is’not because grading is a problem inherent to C.B. instrudtion.
Rather, tﬁe problem arises from the development Wi;hin.an established
systeﬁ of instruction of another s&stem that proceeds fréﬁ‘a radically
different set of assumptions. (Burns, 1972).

Traditional grading systems are norm refefenced, although
this principle rarely is applied fully. The aséumption'is that the
competitive process is a-motivating force. Comparisons,.éré usually
made with others in the instructional group. No attempt is made to
assess the whole range of competencies or even to define them explic-
itly. One further characteristic of the traditionalrsysfém is its
reliance on rigid time constraints.

The assumptions of the traditional sys?em clgarlyldiffer
markedly from those of C.B. instruction. The iatéer;is cfiterion

referenced. This is to say that it establishes the expéctedlkinds

e
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and levels of performance and make-explicit the indieators that will
be used to aeterﬁine whetﬁer and when the competence has been demon-
strated. The different usé of time is exemplified by being éllowéd
to try again. A different assumption about competitien also is
indicéted.‘ Under C.B. instruction; the learner is.not competing
directly with others. Rather he is tésting himself agains a performance
task or challenge. He is expected to meet the chalienge_(Lewis, 1971).
It is apparent that.the traditional grading system cannot serve.
the purpose of competency-based instruction. in view of ﬁény, only a
record that indicates attainment of the competency can be juétified.
Even failurés to complete cannot propériy be recorded, because time is
_an open variable. Transcripts under the coméetency~ﬁased~§ystem
become records of competencies mastered to the expected level.
However, as an inétitution goes aboﬁt resolving the grading
issue, one thipgtseems clear. Incompatible data cannot progerly.be
.fed into a records system. Subjects feeding into a master system must
proceed from similar assumptions (Masla and Arends, 1973). :;-
The message should be clear to all who attempt to imtroduce C.
B. instruction into institutions where traditional gradingvand
re?orting practices exist. WNew systems, alternate systems, or 3pecia1.
‘accommoaations_that'are‘compatible with competenty4bas§dyinsﬁruction
should be negotiéted in advance. An understanéigélagd rgésonable

accommodation may be the most expedient approach; alternative and
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parallel systems or revisicns in the master system will take longer.




Chapter 10
SUMMARY, CONCLUSTONS, RECOMMENDATIONS
SUMMARY

During the past decade public attenticn has iﬂcreasﬁngly focused
on the schools and their difficulties in providing adequite aducation
for all segments of the nation’s’popu;ation. The responsibii{ty to
fulfill this mandate ultimately falls upon the teachetrs. It is they who
are expected to help develop an adequate foundation for ieéarning which
will be of use to students throughout their lives; o

In an attempt to improve education and assist teachers to meet
society's rapidly changing needs, educators‘ére engaged in‘a continual
search for alternative means to improve teacher competence. The concept
of.competency—based teacher education emerged in-the latter part of the
"sixties" as one alternataive way to prepare.teacheré.

The accepted procedures of competency-based and conventional-
education systems differ considerably. Conventianal education relies
heavily on the teécher or text to dispense knowledge geared toward the
average students, with few provisions made for the slower or faster
i students. In competency-based education.;he respgnsibilify iz often
placed on the student to initiate the learning by using“the feacher as a
rasource person., In addition, a competency~b§sed e@ucation systém is
not dependent on the concept of class a&vanceﬁént; ;ny student may

select goals more or less sophisticated than thosz of his pegr social

group.
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The basic difference between these two educational systems is
evident in the amounf of choices allowed students with respect tc goals
and instructional‘and evaluation procedures, the amount of iﬁformatibn
given students concerning the instructional goals, and the génsitiﬁity
of the system to Individual differences. ‘In the decades ahead, teachers
will be held increasingly accountable for their behavior.  The’ﬁove—‘
ment toward béhaviorai accountability has arisen partly frqm the
conviction that desired‘gducational outcornies can be specified\and
measured with reasonable precision, and partly from‘the ihcréaée in
parent—-community concern and involvement in thé direction and operation
of ;pcal public education. The teaching profession, while working.
steadily toward public recognition of its professional stétué, has found
that it must deal realistically with the issue of-accountaﬁilitf.

A numbexr of states have begun to explore the possibility of .
competency-based teacher education based on performance as &ell as on
-education and knowledge. Generally, traditiomal certifigation’of
.teachers is granted upon the completion of a state—approved'teacher
education program or upon the completion of certain-cpurééé, ‘Ehis
_procedure does not specify explicitly what competencies have Eeen
mastered. It is believed that performance objectives can provide

minimal specifications for the development of teacher competence. The

writers contend that competency-based teacher education programs can
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aid im bridging the gap between theory and practicé and tolgrovide‘more
competent téachérs. Moreover, the change toward cémpetency-based
teacher education is not easy, and tremendous inertia must be overcome
to change the traditional teacher education curriculgr' Change will not
occur spontaneously.

The foundation of competency-based teacher educatién lies
primarily in: 1) That its focus on objectives and.its ééphasis upon the
sharing process by which those objectives are ﬁormulated.inné&vance are
madé explicit and used as the basis for'evaiuating performance. 2) That
a large share of the vesponsibility for learning is shifted'froﬁvteacher
to studen;. 3) That it increases efficiency through'systeﬁatic use of
feedback; motivating and guiding learning éffortslbf érospeétive
teachers. 4) That greater attention is given to variation among individ-
uval abilitiss, needs, and interests. 5) That learning ié'tied more
directly to the objectives to be achieved than to the learhing resources
utilized to attain them. 6) That prospective teachers are taught in the
way fhey are expected to teach. 7) fhat competency-based taacher
education is consistent with democratic'principles. 8) Tﬂét'it permits

.effective'integration of theory and praqtice. 9) That it pfovi&es
better bases for designing research about teaching performéﬁceq These
advantages would seem sufficieﬁt to warrant aﬁd insgre a sé;oﬁg an&~

viable movement toward competency-based- teacher-education prbgrams.
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In addition, competencymﬁased teacher education isla'potentially
superior strategy for developing the teacher knowledge, ckills, and
attitudes necessary to facilitate student learning. It stresses care-
ful definition of cbjectives and it focuses.instructioﬁal effort through

.

continuous feedback., CBTE has at least five essential elements: 1)

teaching competencies to be demonstrated are specified in behavioral

terms, and made public; 2) assessment criteria are competency based,

specify mastery level, and made public; 3) assessment réqdifes per—

formance as prime evidence and takes student knowledge into account;’

4) the student's rate of progress depends on demonstrated éom@etency;
5) the instructional program facilitates development and évaluation of
specific'competencies.

The characteristics impiied by the essential elements‘are
program‘individualization and modularization; emphasis on exit rathex
than entrance requirements; the systemic, open approach, Qith.feedﬁack
loops and program alternatives; and student and proéfam accountability.
In addition, . the related and desiraﬁle.characteristiCS include a

field setting, a broadened base of decision making the emphasis on

consortium arrangements, the use of protocol and training materials,

student participation through an ongoing preservice and .inservice

training. : ]

Competency-based teacher education also offers new ways of

X

educational planning, of organizing and structdring' teacher education.
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These may be vegarded as véhicles of change. By virturevof-the
emphasis on field activities, it pfovides a bridge between preservice
and inservice teachexr education. Through modularzation, individualiza-
tion, and coungeling, séudents are encouraged to léarn in their own
modes gnd to aevel@p in their own styles. Cmmpetency~$ased edication
helps students to become indepen&ent leamner3~éapa£le of_makiﬁg
decisions about themselves and their future. o

Competency~based education demands a clarity of purégse. It
obliges educators to focus on their purpose and rethink tﬂéir‘goals in
order to meef the pressures and needs of schoal and sociefy. The
program dgvelops in all participants a .potential for new and increased
responsibility and accountability.

Because all programs include field experiences consorfium
arrangements are essential; however the degree and the manner of
involvement vary. Programs with well organized field centers work
cooperatively with the public schools in didentifying pur‘po‘s‘,es,‘objectives9
and instrugtiohal-strategiesg

The competency-based approach to teacher educstion’ is usually
initiated through: 1) a powerful administrator who suppo§§é ;he
program; 2) a nucleus of faculty volunteers who are willing to undergo
orientation and retraining, atid to commit extra time to'p;ogram:develop—
-menf; and 3) school districts, which share the;gvfagilitieé,>materials,

ard personnel with the colleges. All are motivated to try competency-

1

*
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based teacher education in order ;6 combine-theorf and practice, use
innovative practices.and current tachndlogy,,aﬁd keep up with rapidly
changing times. -

Additionally, the adoption of competency-based teacher educa-

{ P

‘tiom will not simplify the 1lives of those responsible for the preparation
“of teachérs. Nor will it simplify the liveg of s;udenfs.planning to ‘
become teachers. It is fair to say that a decision oﬁ tﬁe b;;t of a
séaff within a school of education to adopt competency;bééed teacher
education would markeély alter their professionai iivesjr Mogeover, it
unld markedly affect the lives of students, and khe lives of colleagues
in the public schobis.‘ Undoubtedly adopting a competenéy-based teacher
education‘program will create anxiety and upset. To the extent. that

the people aﬁd institutions involved are adaptable, hoﬁevgr, there is
hope for success.

This paper has identified a number of advantages of competency-
baéed teacher education. Among the most promising are its‘aﬁtention to
individual abilities and needs; its foqus on objectives; its‘émphasis

- upon the sharigg.pfocess by which these objectives are formulated and
used as the basis of evaluation; its effieiency, enhanced by the use of
feedback; and its student and bfogram éccountability fgatures. These
advantages would seem sufficient to warrant and emsure a ‘strong and

viable movement to strengthen teacher preparation through competency-
e S )

based teacher education. ’
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The writers believe that this study would Bénefit from deeper,
more penatrating analysis which would enhanze the ﬁrospects of compe~
tency-based teacher education and demonstraté its uvsefulness. An in-
depth e#amination‘of each of the topics would he useful to add to this

preliminary research on compeitency-based education.
CONCLUSIONS

Based upon this study, the fdllowing were, copcluded:

1. In spite of the changes that have been made im éraditional
education, the gap between what is and what it must be‘iénwiééning.

2. In traditional education too much.timeiis‘spent in the
Flecture hall and not enough time in the public scheol ciésé%oom.

.3, Field-oriented, competency-based teacher educaéi&n appears
go be one of_éhe-best alternatives af the present time to the traditional
teacher training program. x o

4. Many competency-based teacher education (CBTE)‘;rograms have
been implemented without a-clear set of criteria for the goéls of the

M L b

program.
S.IIThe lack of clearly stated program goals'haé méé; the
- development of performance objectives and the writiné ofiperformance
tasks difficult if not impossible.
6. An institution that decides tc deyglop % field--oriented

'CBTE program must be committed to the permaneﬁge'of'a field-oriented

program rather than a classroom—oriented program.
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7. The‘ﬁost successful CBTE programé were developed through
the use of consortia {(cooperative) type ;xraﬁgements.
8..'The most on~-going CBTE programs have éétiﬁe consortis which
provide input and feedback for evaluation. |
9. Tﬁe selection‘of the project director‘is cfucial tc the
develoyment and continuation of a CBTE progfam. o

10, The deveibyment of an on~going inservice tféiﬁing progran
is necessary in providing'maximum effectiﬁeness of ¢ampus personnel .and
field associafes in the public school.

11. Teacher traiﬁees’involved in a field fype clinical program
are much more enfhusiastic about teaching than afe’;he students in a =~
traditional teacher education program.

12. A field-oriented CBTE program can best be operatéd when
the local schcol‘population is large enough to provide:the setting for
the institution's téachef trainees. |

13. Field-centers need to be established in other locations
when the local school is not large eﬁough to support the teaéher
trainee ciinical program of the college. |

3

14, The development of a CBIE program that is able to function

within state guidélines, available physical facilities, funds, and with

v

.existiﬁg or procurable field-university personnel increases the

»

possibility of program success.

5, .
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15. Teacher trainees in field se;fings develop a professional
attitude and approach éo teaching more readily than in the traditional
program. |

16. Too great a éisfance té the field center may'impair the
eoopergtiqn of the campus féculty-with.the field péréonnei in:providing
leadership and help.

17. An institution.that develops a success%ul f{eld“ciinical
program must provide additional or re-allocate funds for the program.

18. A great: deal of time, energy, commitment, fraukness, and
faith is required of the administration and faculty that adopts a CBTE
field type program.

19, Successful CBTE programs can only be developed where active
support from the college administration.is present. |

20. CBTE progfaﬁs have ‘developed with less trauma where the
change has begen a developmental process rather than the”tradifional
research model or a total conversion model.

21. CBTE programs will be successful only where.a majority of
the faculty are willing to assume changing and different ;qlgs from the
existiﬁg one. |

22. TFor success, the faculty must have the ability and ‘willing-
ness to establish satisfactory working relationships with other
agencies in the field to provide adequate re§6urces for the clinical

i Kl

" aspect of the progfam.
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23. For success, the campus.facuity’must‘wnrk more openly,
cooperatively, and in coordinationlwith the public school.
‘24. Profe;sors connected Wi;h'the field progrém have felt a
real insecﬁrity becausé-of the lack of a system that coupensates them

for tenure, promotion, merit pay, etc.- in their new role in the program.

25, The Jlack of proper‘interrelation of field center activities

in determinihg faculty load has created misunderstandings with the
university administration. -

| 26, The lack of releasé time for the féculty to develop
materials for the new program has beer a hindrance to success in many
Programs.

27. ‘Wﬁere adequate planhiﬁg and developmental time has been
provided for university and field personﬁélrthe new programs have
prégreSsed more smbothly and rapidly.

28. Where a detailed evaluation system which determined the
degree to which £he program was meeting its objectives was present
aﬁd used, a rggénerativé viable programvrésulted..

29. Procedures for program modification suggested by the

evaluation, are most effective when presented through the consortium

committee.




182

RECOMMENDATIONS

 Based upon this étudy, the following are recommended:

1. The Department of Secondary Education at Montana State
University should proceéd immediately with the developmeﬁt of a field-
oriented and a field-centered prograﬁ generally followimg.the guide-
lines presented in this paper.

2., The Defartment of Secondary Education,in consultaﬁion_with
the dean and director of student teaching, should explore sevaral
potential field oriented and fieldfcentered sites that could be utilized
in a competency-based teacher education program.

3. ‘ThevDepartment of Secondary Educatiom should form a consor-
tium committee to &evelop the sssumptions and goale necessary for
-initiating a .CBTE program. This committee should include personnel
.from the school of education, cther academic departments, State Depart-
‘ment of Education, field administrators, field teachers, future and
present teacher trainees, and members from the community. If one large
committee is formed, it shculd include representatives ffom‘the field-
center site and the field-oriented site.

4, A program director and a field-center director ghould be
selected.r A single person might £ill both positions, initially.

5. The professional staff, in consultation.with the éénsortium
c§mmittee should devgiop the pe?formancevobjegt%yegland perfo;mance

tasks for the competency-based program.
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6. A continu@us program oﬁﬂﬁnserviCe‘t?a;ning for the. campus
and for the.field associates should be developed and initiated by the
campus staff.

7. The campus staff and the consortium coumittee should

develop an ongoing evaluation of the competency-based program to deter-.

mine the degree to which program goals are being realized.
8. fhe consortium shoqld develop pxocedures-fér the se;ection
of teacher,traineeé who will enter the field program. :

"9, The campus staff should develop a moduiag progféhfforfbampus
and for field use., Students should also ha&e the contract as an
alternate learning method.

10. The development éf the field-center and field-oriented
programs should not be considered experimental but as an alternate to

the traditional classroom appreach.

11. A budget should be déveloped which includes additional

1

funds to initiate the program.
12. The administration needs to develop a viable férmula for

determining faculty loads so that courses, credit Hours, etc., are mnot
13. The administration needs to develop a system of compensation

for tenure, promoction, pay, etc., which is broad and flexible: enough to

include the new roles and expectations for professors in. the field

n
i

" program.
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14, The adaministration néeds to p%ovide releaSe.time‘for the
faculty to plan and develop materials for the new program.
15.‘ The départment shoﬁld develop a continuoits two-way
communication syétem with dff~campusvfield perscnpel.
i6. The faculty must become involved in-‘research dealing with

competency—-based teacher education.

q -
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Appendix A
‘A BRIFF PROGRAM DESCRIPTION OF CONSORTIUM MODELS

o ' P
Although the compztency-bosed movement is relatively young,

several existing programs can provide new insights into the services

providad by several comsortiums.

Unjversitv of Georgia, Arhens, Georgia.. .

The University of Geocrgia, working with the Staﬁe Department
of Education:and a iocal schoollsystem, is designing an innovative
and self—regenefative competency~based inssrvice Teacher Center. Tids.
centgr——utiliéing various resources within the community aﬁd.producing
neeﬂedmmaterialsw—will conduct: continuous feedback studies for the
developnent of an exemplary center that is feasible éndypréctical for

implementation at local levels throughout the state.

Teachers College, Columhia University, New York

The Columbia University Teacher Center is developing a netwoxk
of school and teacher—education programs that will work ‘together to
offer both preservice and inservice training. This network will

utilize com@etemcy-oriented instructional .systems. In additiom, a

learning-resource center and a resource-management team will help user

schcol districts to assess -and to meet local needs.

1
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University of Wisconsin, Madison, Wisconsin-

Thé,Uaiversiﬁy of Wisconsin Teacher Ceiter is building upon
the work of the Wisconsin Elementary Teacher Education Project, which
produced specifications and feasibility studies for éompétgncf;baééd,
individualized, inservice teacﬁer education. In addition to ﬁroviding
facilities for this training, the center ﬁill establish a learning- |
resource center, provide technical assistance to 1oc31 schooi distyicts
throughout the state, and provide a center that will serve the State
Depar£meht of fublic Instruction as a pilot for other centers that are

to be developed throughout the state.

Southern Consortium

A group of ten colleges have combined forces in order to share
ideas and resources in the development of cémpetency—based F;aining.
programs at each of the member institutions and to develop sufficient
experience and stréngth for giving developmental assistance to other
small cclleges  that desire to insﬁall simila; programs. Inhgrent'in
this efforf‘is the view that each participating college is both a
resource and a Qentér for -reform., Effectiveness continually is
increased by a renewing process of program improveﬁent agq a strength-
-ening of linkages with other agencies. By working together, the col-
leges in- this consortium strenthen themselves and.er another. . Thié

consortium forms a plausible model of a competency-based partnership
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that other smell institutions should cousider if they deisre to pool

resources in order to produce more effecitve teacher-education programs. .

Consortium models Oakland Unified School District

The'Berkeiy, San Framcisce, and Oakland Unified 5¢hool Districts
will work together to establish a Bay Area Teacher Center, which will
be désigmed (1) to-identify thé educational'needs of childreﬂ and those
neads that cén be addressed through the training of edvgétiﬁnal per-
sonnel; -(2) to identify the resources that now éxist gnd ééﬁ’ée'used to
meet thoée training needs; and (3) to conduct training activities that
most effectively %iil.puﬁ resources together with needs.

The Bay.Area Teacher Center will be a facilitating égency that
will (1) provide coordination for zil teacher—training activities now
‘being conducted--from whatever source and by whatgver pefsoéﬂar égencyn—
in order to achieve greater impact, cost effectiveness, ‘and iﬁprovemenf;
(2) achieve more effective deployment of existing trainihé efforts; and
3) develoﬁ new training programs or products or processes to meet
current needs. All pertinent groups are being involved'in‘planning.

. Stress is being‘given to an assessment of tﬂe educational'programs of
the thfee diétricﬁs, the direétions they wish to take, and the ways
that trainingvcan fit into systematically planned efforts to achieve

new goals. The center also plans to encourage mearby institutions of
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_higher learning in the development of more responsive training programs

for the three districts.

The Teacher Centers Corsoitia

The “teacher cénter" may well be the most imporﬁant "consortium
model” to be involved in the widespread testing and instéllaticn_of
competency-hased teacher—education systems. Although teacher centers
hgve a gréat many forms énd functions, most leaders in the téécher—
performance movement contend that the center, if particulérly diracted
at dissemination of proven producté and practices, provi&es'ohe of the
best possible mechanisms for rapid and effective introduction of

competency-based programs Anto those ‘local and state educational

systems that desive them.
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FIELD-CENTERED EXAMPLES

The following outlines are examples of field-centered teacher

education programs that are in use af various collegss and universities.

The outiines contain:

Westeirn

a.

b,

C.

f.

g
h.

The year the student normally enters the program;

The professional'educaﬁidn prerequisites; -

How much time is spent off-campus at the fie}d-center;
When the s;udent may enter the program;

How the coepefating teacher is selected;

The number of credits-earnea in the fi=ld;

The schedule of formal classwork or assignmenté;'and

Benefits ‘and/or requirements of the cooperating teacher.

Washington State College .

The student is normally a senior.

'No professional education prerequisites.

‘Two quarters in the field-center for both elementary

and secondary.

May enter the ﬁrogram in any quarter,
Assigned to . cooperating fteacher after student has spent
approximately two weeks visiting classrooms and makea a

teacher selection request.

Student -earns 32-36 hours of credit during the two
quarters. Coo
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g. Students work on. competencies through packages and seminar
assignments throughout the total experience.

h., Cooperating teacher is offered $48 plus 3, three-hour
credit seminars (free). At least six hours of seminar
are required to. remain a cooperating teacher. Last
quarter in classrcom the student-tedcher is certified
by the state and may take over the classroom completely
leaving the teacher free 'to do other professional growth
activities in consultation with the administrator.

University of Washington

a. The student is a degree graduate.

b. No professional education prerequisites.

c. One public school year at the field center.

d. Must enter in the beginning of the school year.

e. Assigned to a teaching team by the district superintendent.

f. Student earns 36 quarter hours of credit and is paid as
teacher aid.

g. Students attend a weekly seminar.
h. 'The benefits to the cooperating teacher aré not knowm.
Note: This fifth-year intern program was discontinued because of lack of
- government funds, however, the school district involved was so

enthusiastic that they have proposed a mill levey in an attempt
to reinstate the program at school district expense.

Central Washington State Cocllege
a. Student should be in sophomore year or above.
b. No professional education prerequisites.

¢. Two quarters in field, ona quarter:.on campus aftew at least
one quarter in field. y
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d. May enter program in any quarter.
N Assignéd to éooperating teacher by field supervisor.
£. Stu&ent earns 32 credits dufing two field éuafte;s.

g. Students attend weekly seminars and "eytension" courses offe
offered by local and college personnel.

h. Cooperating teacher is paid $48.

Fastern Washington State College

a. Student is usually senior.

b. Xequired to have education psychology and evaluation
courses, ’ ’

i Two guarters in field center.
d. May enter in any quarter.

e. Must interview pubiic school teacher team to obtain -
placement. '

f. Student earns 30-32 credits during two quarters.

g. Methods courses are taught in field-center concurrently
during first quarter by college staff.

-h. Cooperating teacher paid regular state stipend of $48.
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The student is normally a junior or senicr.
No professionual education prerequisites.

The time necessary tc fulfill the performance
requirements is spent in the field center*.
Normally two-three quarters.

May start any quarter.

Cooperating teachers assigned through the field
center coordinating office. - C e

Lo N .
Secondary students receive 32-33 quarter oredits.

A series of compebgncy—bésed‘?ackagéﬁ (WILKZITS)
are used., No formal class meetings.

Cooperating teachers receive a cash stipead.

*The Weber State program is classified as field-centered
even though it is campus located since a separate field

center

has been established separate from the regular

Department of Education.

»

Brigham Young University

C.

d..

*A three day camp trip--required attendance for all teacher
trainees and staff members to be associated iu the I-5TEP

The student is usually in the last semester of the

junior year or first semester of the senior year.

Campout® and several field experiences such as
visit to special education center.

_One semester normally spent in field center.

Mav start either semester. -

program for--that semester. Designed as a-concentrated
stress and sénsitivity éxperience. :

’
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e. Assigned %o cooperacing teacher by the field
center director.

£f. Receive ‘15-18 semester. hours credit.

g« Go through T-STEP sylabus and atteénd. seminars
in addition to classroom experience.

«

h. Cooperating teachers receive cash stipend.

State Universitv"Collegé'at Brockport (New York).

¥ e

C

A novel field-centered program iavolving three
different levels of preparation is under development at,S;U.C.E. The
program involves one year cf professional field experiénce,

Under the professional year program, fourtzen college juniors
and seniors, four liberal arts graduates (teaching interus), and an
administrative intern were added to the staff. As with the other
three schools in the program, a clinical professvr was assigned to the
‘schcol by the college to work full time with the principals in coordin- -
ating; the program. In addition, a full-time helping teacher was

assigned by the city school district to work with the teaching interns.

Content professors provided related instruction to the trainees in the
school tuildings. ,
In the school, the participating juniors were viewed as assist-
ant teachers by the reguiar staff. Assigned to-téaching ‘teams in the
nongraded program, they worked with individuals, smail groups, or an
entire class of students, depending on the demands of the progrem,
and were given added respomsibilities as their skills incredsed. The
clinical professor was present for continuous supervision, and content
professors supplied related instructionm om &z scheduled basis.. In this
" way, the previously discrete offerings of on-c&mpus aducation courses
and in-the-field practicum were blended into .a continhuous 1ﬁtegrdted
series of experiences in the program. The juniors. were in the school
for the full year, thereby assuring total immersion int¢ the. life of the
school rather tabn the eight-week toe dipping of the traditional teacher
education programs. Continuous supervision was provided by the college
instead of the sporadic visits of supervisors, who may spend more time
in travel than in the classroom. Most juniors lived in the city and
were able to take advantage of the opportunities afforded by,the pro-
gram to acquaint them with the total life of the community..
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In addition to the fourteen college juniors #nd seniors assigned
to the school, four teaching interns were also assigned tc full-time
positions in regular classrooms in the school where vacancies existed.
The teaching intern, a liberal arts graduate accepted for the program
by both the college and the schuol district, is interviewed, streened,
and placed in the school system in the same way as are heginning
teachers. To supervise .and support the -four interns, the city school
district supplied a full-time helping teacher, whose only responsibility
was to work with them and their pupils. In effect, a team of five
members workad with four groups of children. The helping teacher was
an’ outstanding classroom teacher, who was paid his regulisr salary,
plus .a differential for increased responsibility. The interns, in
addition to being graduate students at the college, were paid SS 000
a year and received all benrefits acrcorded the teaclhing staff.

During the summer preceding the school year, the iuteins
completed twelve hours of professional work. During the school year,
they received six hours' credit for their internship and six hours for
related course work. They completed their requirements with a twelve-
_hour program the following summer, upon the successful completion of
which they received permanent carulfzcatlon and a master's degree,
Those remaining in Rochester were placed on the second step oi the
slaary schedule. During the second year, the interns continued to have
contaét with both the cellege and the helping teacher, im addition to
the normal supervision given a probationary teacher. '

Under the Brockport-Rochester program, the salaries of the four
interns and the helping teacher approximate the salaries of four
beginning teachers. Since the team of five is respomsible for the
education of approximately one hundred children, extra cost %to the
school district is nearly eliminated. The only important costs are
those borne by the college as part of its normal 1nstruct10nal budget
in providing graduate education. .

In all schools involved in the program, an administrative
intern was sssigned full time to assist the building pr:nalpal thereby
making it possible for him to devote more time to the teac¢her education
and instructional program of the school. This experience was ‘comple-
mented by weekly seminars with the administration professor.

Source: 'Major Breakthrough in Teacher Education Achieved," .
Journal of Teacher Education, Fall 1971, pp. 294-76.
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EXAMPLﬁS OF FIELD-ORIENTED PROGRAMS

The fbllowing outlines are examples of fieldubfiented teacher
education programs in éevefal celleges and universities.. fﬁe:outlines
contain:

a. The vear the studenit normally enters the program;

b. The professional education prerequisiteé;' PP

¢. The aﬁopnt of time 'spent in the program;

d. VWhen the student may enter the program;

e. The maﬁner in which the student is placed in éﬁe‘
cooperating school;

‘f. The number of credits earned in the fiéld;

g. The arrangement of the time scheduleé and;

h. Benefits and/or requirements of the cooperating teacher.

University of'Wéshington ‘ N O

‘a. The student is normally a senior.
- b. Educatiotnal Psychology and Evaluation courseswaregreqdired.

c. Elementary students spend three qﬁarters in the field
program. <

(1).One quarter mornings in public school-afternoons -on
© campus. . : . Al
(2) One quarter mornings on campus--afternoons im public
school. _ _ A
(3) Cne quarter full time in public 'school.

Secondary students spend two quarters in the field program.

H 1
i
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(1) One quarter mornings in public school~-afternoons on
campus.
-(2) One quarter full time in public school.

The student may enter'the program in any quarter.

The student must be interviewed by a consortium committee
which includes cooperating teachers, admlnistrators, college
supervisior, and second quarter "intermns The applicant
may or may not be accepted into the districtm: 1f noty he
must find a district which will accept him.

Normdally 16 credits are earned per quarter.
Formal classes are taken in the afternoon or morning on

campus, Assignments may be made which require work in the
cooperating classroom. Courses are cnly partly competency-

" based.

)
Ge

Cooperating teacher (called "field associate") receive no
stipend. Must take seminar to be field associate but
receives up to 9 (free) graduate credit. Last quarter in
classroom a2 student-teacher is certified by state. This
leaves teacher free to do professional aciivities in
consultation with administrator.

Washington State College

a.

b.

The ctudent must be.sophomore or above.

No educational prerequisite but must have "September
experience.”" This full time experience begins with
teacher orientation week in August in the public school
and continues until college starts the latter part of
September.

No time is spent totally off-campus since student teaching
is also done in the local school under this program.
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~d. Student must enter with September experience and
continue through fall quarter. The second and rhnrd
- quarter may be any other quarter, even several yez
later. (The student may go to a field center for
his student teaching quarter.)

e. Assigned to cooperating teacher and sc¢hool’ througb
student teaching office.

f. Normally 16 hours per quarter pluq q quaftnr ‘hours
for September experience.

g. Following the September experience the student is
‘assigned a- 2-3 hour block each morming in the public
~school (one quarter for secondary; two quarters for
elementary). Regular classes are atterded, in the
afternoon. Will have assignments that reqdire
activities in the cooperating classrocom.

Northwestern University

The students begin the work in the fall quarter'of.the
freshman year with individual and group meetings with a tutorial
professor. Tutorial professors are full-time faculty members in the
School of Education, some holding joint appointments jn academic
departments and each working with a group of ten to twelve students
organized as a tutorial. These professors, in consultation with the
clinical professors and the classroom teachers in cooperating school
systems, help students plan their academic programs as well as the '
professional work. . The major task of the tutorial professor is to
link the academic course work in liberal arts to the rea;Ltles of the
student's classroom teaching experiences. Implicit in this work are
questions of curriculum, evlauation, teaching methods, research skills,
and a thorough understanding of the means and end of educationm.

. Instead of assuming that all students have the same strengths, interests,
and abilities to deal with such questions, the tutorial professor

guides each student into individually tailored programs of preparation.
Orientation and academic advisement constitute the major.,functions of
the tutorial professor during that quarter. During the winter quarter,
the professor meets with his students on a regular basis in tutorials
scheduled for a two-hour block of time one day' each week. This time

may be used for discussions of readings, fieldptfips, lectures, panel
discussicns, reports, or guest speakers. Although each tutorial covers
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about the -same materials, each group may vary in its approach and format;

the responsibility for the day-to-day operation of the program rests
primarily on the tutorial professors. As the students move into their
rield assignments during the winter and spring quarters, the tutorial
professors work closely with the clinical professors. Ciinical pro-
fessors are master teachers from school systems who hold appointments

to the faculites of both an eiementary or high school and - the university.

They divide their time between classroom teaching and supervising the
clinical work of the students enrolled in .the program. The contractual
relation is between the university and the local district. Since the
university reimburses the employing district for pairt of the teacher's
time, this arrangement does not disturb the teacher-school board con-
tractural relation as fto salary, tenure, and retirement benefits.

The facultv appointment is contingent upon the teachar's con-~
tinued classroom teaching role in the district. The clinical pro-
fessors are voting members of the faculty, serve on appropriate faculty
committies, and have all the rights, privileges, and obligations of

"regular faculty appointments. Well grounded in their teaching fields,
they have broad experience in preparing, presenting, and -evaluating
teaching materials and techniques. The clinical professors link the

" practice and theory of teaching to the academic preparation of the

student. Continual classroom teaching maintains and validates their
skills as practitioners.

During the sophomore year, students work with cooperating
teachers in elementary or jumior -high school classrooms under  the dir-
ection .of a clinical professor who is teaching at the same level or in
the same subject area. Beginning in the junior and continuing through
the senior year, students preparing for junior high or secondary school
teaching are assigned to a clinical professor in the appropriate
teaching field; those preparing for teaching in grades K-6 continue
work with a clinical professor’ in elementary teaching. Students in
this program, then, have either a two- or three-year continuing rela-
tionship with an individual clinical professor.

, At the beginning of both the junior and senior year, the stu-
dent works full time with a classroom teacher in the grade level or
subJect field elected for subsequent teacher certification. In this
period of two or three weeks, he becomes familiar with the planning
and implementation of teaching units and is totally involved in the
teacher's role. A student is assigned -to the“same school both years.
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The classrooms.of the home base schools are laboratouries for
the students' research, observation, and practice in the art and science
of teaching. The extent and scope of the practice-teaching assignment
will vary among the students; in effect, however, practics teaching is
done over a two-year period. The tutorial profescor, clinical pro-
fessor, and supervising classroom teacher jointly evaluate. each student’s
growth and development as a teacher and tailor the’ tutorial and clinical
work accordingly. The students work on independent studies in the
senior tutorials and employ their maturing research skills in field
assignments. The tutorial professors, in comsultationwith the clinical
professors and the classroom teachers, evaluate the work of their senior
studénts and recommend their certification as qualified teachers.

Source: '""The Tutorial and Ciinical Program for Teacher
Education," Journal of Teacher Educaticu, Fall, 1967, pp. 263~276).

University of Wisconsin - Madison

An unusual modular course approach has been under develop-
ment at the University of Wisconsin - Madison. This program takes
place during one profeésional semester during the lats junior'year or
senior year. The fifteen week semester is divided into S five—week
sections. In this modular approach, the typical one¥semestar‘educational
" course is compressed into three weeks of 3 hour morning imstruction. A4n
additional hour is spent in general seminar daily.: Immedigféiy follow-
ing is a two-week full morning laboratory experience in- the'publlc
.school with 1-2 hours of weekly seminars on the subject tépic held in

the cooperating school building. Credits .earned vary with the course

content. } .
| i
¥

Source: ''Relevance and Accountability in Teachéer Education
Program,'” Journal of Teacher Educatlon, Winter 1972, pv 446—452
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University of Southern California

The program éttemptS”tO’chahge the student f;om an
observing tc a partiéipator in educationral courses such as education
psychoiogy and sociallfoundations covexiﬁg such areas as: téachar
behavior,.classroom sociakization, child ﬁevelopmeht; eféj fhé‘
méchanics aré as follows: The students are requirgd to seﬁ aside the
h&urs of 9~12 on Monday through Thursday morning for an entiﬁe semester
The first three weeks of the termlgré speat on the éambﬁs~at;;nding
class. After this three week perio& the students 1éave‘tﬁe.campus and -
sPénd the next three weeks teaching and tuto;ing iﬁ one of tﬂé two
public school distficts chosen for the program. Thg s;udents then
return to the campus for another three week block of campus classroom
work, then it is back to the public schools again for thréé more weeks.
The final two weeks -are spent on;campusf For as long as,is;hecaSsary
the field experiences of the students are reviewed in class after the
students return frqm their stay in the public schools{. Thﬁé‘the week
following both three week teaching and tutoriné blocks is devoted
.'primérily to open-ended discussion of the student's:actﬁal-experiences.
Roughly, the students sﬁeﬁd seventy-two hours in-the schools and rinety-
six on campus. The students receive nine units of ¢redit for their
work and complete én important segment of their'creggntiai pfbgram._

. Source: . "An Integqated‘Apggoach to FQuﬁdatioé Coursés in

Teacher Education," Education, September/October, 1971, pp. 96~
100.) - Coe

2

!7\
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DEVELOPING AN INDIVIDUALIZED INSTRUCTIONAL SYSTEM ' -]
|

Selecting
Course
Segment

Snacifying Entering |
Behoviors ond Terminal  jt— = — — — = — — - —— — .
Behavioral Objectives

Developing
Learning - ———— —— — = -
Sequences

Y

_J

I

Selecting Preparing
lqs:rwlmnul D Instructional e — - — —
hiedia Media

i |

Developing Diagnostic
) oo/ e e s Sy and Monitoring
Evaluation Instruments

Implementing
e atian, W en 10 Individualized
Instructional System

Y

Evaluating
IR S Implementation
Results

Revising

1 9 SRR ,__<n Evidence from
Evaluation R Sl P AT Y PR RS T e
\Remu/s’/

Source: Audioc Vicual Instruction, February 1972, p. 21.
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IMPLEMENTATION OF AN INDIViDUALIZED INSTRUCTIONAL SYSTEM

F*_-ing
Learner

USRS NS
d

N
Toke
Diagnostic ! )& ms coims e iite S st e e
Excmination
f

'
1
i !
| ]
L 4
Select
Instructional P < ' o o et i Instructional b v PR .
Objective | Problem
— ]
o, RT3
|
Fegn. S e IR, o It I
Learning
2 Saquence Aoilabie
I__ Learning tedin
. Texthook |
Subnhle.(uve s Filmsirip
Selaction Slide-Tapes [
Videotapes
O T, £ Tools

Y
Subobjective A ‘ Subobjective B Subobjective ( 1< Moterials
IR T B R A 4____,[-1 Eavipment
e ! i ST

Terminol
Insiructional
hiective
i_._..,.:f—'_—
Complete
Learning
Sequence
s TRES Lloai e S
R
1a'»
| .
Aclievement
Examination
i
Y

v

/ Successful Unsuccesstul
\ Completion /) COTBTEHON: e LTI i hels & e i % Al

L

Select
Instructional
Objective I

Audiovisual Instruction, February 1972, p. 22.
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B 1. Who sets the goals and objectives of
o - .

&  instruction?

) R

;::.

2. Who decides on the means and
precedures of instruction?

3. What is-learned?

4. Who decidés on the evaluatxon pro-
cedures?

‘9T *4 ‘7/6T xoquency ‘ASoTouyoday TEUO

5. When does evaluation take placs?

6. Whan does the stucent move on to
the -next set of learning goals and
obj:ctives?

A Comparison of Competency-Based and

Conventionc! Systems of instriuction
COMPETENCY-BASEL

Both the teacher and student are
usually involved. When the teacher rets
the goals and objectives the student is
told what ‘thay are and often is al-
lowed some choice of objective or
goal.

Students fien have a choice of alter-
native routes, experiences and mate-
rials to use in pursuing a given goal or
objective, The student controls the
amount of time spent on the goal or
objective. .
Students usualiy learn how to do
something.

The teacher ensures that the evalua-
tion procedures ai'c consistent with the
objectives. Often the student has a
choice of ways to demonstrate that he
can perforin 2s expected.

When the student indicates he is ready.

When the student has mastered the last
set of objectives and goals. The stu-
dent continues working on a set of
goals or objectives until mastery is
achieved.

_ Students may learn about something,

CONVL\JTlONAi

The teac‘ur u,ually sets the gnals and
objectives. Ofien tney are not clearly
defined. 3tudents ae usually not tola
what they are. Students usually do not
have 1 "holce

The teachar usually controls th.: situa- -
tion and presénts il students with the
same materials and expenena,a for the
same amount’ of time.

8T¢

The teacher usually gives a test of his
or her own design. Studsits often
don't know what is expected nf them.
Testing procedures tend to be paper-
and-pencil tests.

When the teacher is througn teachmg a
unit of instruciion.

- When-the last unit has been taught and

the evaluation of students is cor-ry
pleted Students may have “faited” or'ﬁ;
“passed” the last unit at various lavels §,
of proficiency. hevertheless, all stu- -“

dents move on to new content -
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HES EDUGATION

By William H. Drummond, Ed.D., Asscclate for Teacher Education
Washington State Dupartmen of Public Instruction

Someatimes it becomes gasierr 1o describe change using a sociologicel device called
“Ideal typing.” in this technicus, change is viewed as dynamic, the current scene bsing

difficult to describe accurately #t any pariicular instant in time.

It is useiul, therefore,

fo describe two sets of circumstances, as though thsy hypothetically existed (the els-

ments of. each set “idsally”
scens is somewhsre betwe

¥

these iwo sets are labeled “Fiom” and “To.”

fitting together), with the understanding that the current
ei; these two seis of *

‘ideal types.” In the following outline

From:

To:

Preparation conceived as a coilege
responsibility

Preparation accepted as & mutual responsi-
bility of colleges, school crgenizations,
and professional associations

Program decisionz made by a college
faculty

Program decisions made by all who are
affected .

The locus of preparation viewed as being
on the college campus

The tocua of preparation viewed as béing
in the schools and- their communities

Preparation programs seen as a set of
common experiences for all students

Programs seen.as aset of common objoc-
tives with various and unigue experiences

Preparation viewed as a functicn of the
early part of one’s career

Preparation seen as continuihg throughout
one's career

Prcfessional caresi development seen as
sing'e-puiposed and orderly

Career development seen as mulii-
purposed and emerging

Compeence seen as a set of credentials

Competence seen as the ability tu perform

Ccmmunicatjon about preparation in a
Iangl' xge of courses and crediis

Communication in a language of objectives
and subsequent performance

Prev ration viewed as impersonal and a
responaxb lity of |nrt|tuuows

Preparation viewed as porsonal and as a
responsibitity of individuals and colleaguss

Preparatlon expeiiznces seen as orderly,
objective, and logical

Preparation experiences seen as nanable
of being ordered, subjective as well as
objective, ps,:chologlcu! as well as rational

Fepdhack on preparation experiences
given at the end of the sémaster in the
form of grades

Feedback given after each expariencein a
language of objectives and performance

Preparation designed for working in line -
and staff organizational arrangements

Preparation designed for working in
collegial or grid organizational
arrangements

The teacher seen as accountable to
his principal

The teacher seerras accountable to and
for his students (clients)

The role of the teacher viewed as passive
and subordinate

The role of the.teacher viewed as actlvs
and coordinate

Voluntary professional associations viewed
as being interesied only in welfare and
fringe benefits

Professional associations viewed as bsing
interested in welfare and in the quality of
professional praclice

.

Preparation viewed as screening—
ways to exclude people from becoming

Preparalion viewed as he(ping—ways to
include people, to help them becoms
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DeVeloping Contract Activity Packages: How to Bagin

The following procedures detail the entire sequential procéss
involved in contract development. The first time z teacher develops
& curriculum or independent comtract, the process may seem leng ot
tedious. For this reason, a small group of teachers who work with
students on a similar learning level should cooperate in constructing
their initial contracts. Subsequent contracts require fewer hours of
effort, and soon the teacher will find that contract development is
no more difficult than lesson plan writing. Contracts are far more
effective, however, and will reward beth teacher and student with
increased productivity of the teaching-learning process. Moreover,
teachers and entire schools will find a massive tszaching resource file
of contracts available for individualizing instruction at all levels
soon after the process begins. '

Basic Steps in Contract Development

1. Analyze the contract topic to be developed.

2, Divide the topic into major subcategoriés.énd identify
the important concepts and facts that should be learned.

3. Using the subcategories as a base, construct instructional
objectives for the concepts and facts that should be learned.

L. Rewrite the instructional objectivies. in behavioral terms
so that the student will know how he will be tested on each imstrucx
tional objective.

5. Construct test items for each of the instruciional
‘objectives developed. ’

6. Identify which instructional objectives must.be mastered
by all students, should be mastered if pcssible, would be an asset
to the students and would be considered ancillary or enrichment
learnings. Combine all of the behavioral objectives into .one .list,
placing the "most" important objectives first, those which "should"
be mastered second and so on, placing the enrichment concepts last.

7. Determine where the cutting-off place will be: for the
~ slower students, the "average" and the more advanccd youngster.

8. Locate resource materials through which the behavioral
objectives of the contract may be learned. Itemize the accumulated
resources into a list of "contract learning alternatives."

9. Develop a list of "contract activity alternatives" from
which pupils may select a series of projects or assignments to use
and apply the information they have learned.

10. Develop a related list of ‘"comiract reporting alternatives'
through which pupils may share and reinforce their acquired leaynings.

1
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11. Design a pretest using the test items pr viously preparad.,

12, GEstablish and explain "standards of performance' to the
students. o _

13. Give the pretest to students. Record objectives needed
by each student. . »

14,  Have each student keep his own recoxd of objactives.

15. Assign students to small-gioup or individual instruction
based on pretest results.

16. A self-test may be used to further refine groupings. The
self~-test may be used for regrouping. It may provide evaluation for
a student's perscnal progress; it may be used as .2 measure ©f pupil
perforamce. )

17." Instruect individuals and small groups of pupils. in their
areas of weakness.

~18. Teacher's planning begins again with Step 1 for the new

unit of work to follow.

19, Give the pretest for the next unit of instruction,

20. Conduct a posttest on the unit being taught. {(The posttest
can be exactly the same as the pretest.)

21. Record objectives not yet mastefed by individual students.

22. Make provisions for re-exposure to media resource alterna-
tives or reteaching these objectives immediately. _

23. Evaluate the number of objectives mastered. Determine:
- {a) whether the student is capable of learning through contractsj
(b) whether he shouid be assigned the next one and (c) the appropriate
length of the next contract to be assigned to this student.

‘Source: Dunn zrd Dunn, 1572:129-130.
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Educational Psychology 000 Grade Contract

Score at least 85% on the midterm and final GXAmS .
Complete an "A" level case study report.
Do a before and. after sociometric anaTys1s of your case

study child's class and report the results.

‘-o
teacher.
5.

Do the student problem survey with your case study chlla s

Attend classes and quiz sections a minimum of tWénty—three

times (roll taken).

6'
70

Participate in classes and quiz sections.
Conduct a home visit and an outside observation experience

with vour child.

8.

9..

1.
Z.
3.

Turn in daily observation notes at the end of the quarter.
Observe your child at least seven times during the quarter.

Score at least 75% on the midterm and final exams.
Complete a "B" level case study report.
Do a before and after sociometric analy51s of your case

study chlld s ‘class and report the results.

4.
teacher.
5.

‘Do the student problem survey with your case scudy chle s

Attend class and quiz sections a minimum of twenty—three

times (roll taken).

6.
7.

Participate in classes and quiz sections.
Conduct a home visit and an outside observabion experience

with your child.

8.
9.

' Grade C

1.
2,
3.

Turn in daily observation notes at the end of the quarter.
Observe your child at least seven times during the quarter.

Score at least 65% on the midterm and final exams.

Complete a "C" level case study report.
Do a before and after sociometric-analysis of your case

study child's class and report the results.

“ b,
teacher.
' 5 L]

times (roll

6.
7.

Do the student problem survey with your case study child's

Attend classes and quiz sections a m1n1mum of twenty-three
taken). !

Participate in classes and quiz sectlons. .
Conduct either a home visit or an outside observation

iexperience with your child.




223 ' . Appendix I

8. Turn in daily observation notes at the snd of. the quarter.
9.. Observe case study child at least six times during quarter,

Grade D :
’ 1. Score at least 55% on the midterm and final exams.
2. Observe case stidy child at least six times during the
quarter. ,
3. Turn in.daily observation notes at end of the quarter.

4, Attend classes and quiz sections a minimum cf twenty-three
times (roll taken). o . .

5.  Conduct either a home visit or an outside observation
experience with your child.

‘Grade T

i. Nothing for nothing.

*An Independent Project of your design may be substituted with
instructor approval for any or all of the above requirerients.

" Grade Contract

I have read the attached description of the requirements for
the grades A, B, C, D, and ¥ and on the basis of these requirements I,
wish to contract for grade of _ . If I fail to
fulfill the requirements for my chosen grade, I will accept the grade
for which T have qualified. I understand that I 'have the option to
renegotiate this contract during the week following midterm examinations.
Date Student
Renegotiation : Instructor

"Individualized Contract Terms

MW N

INDEPENDENT STUDY

Course number _Term Student
Independent study can be done in lieu of any class requirement, such as
a term paper, assigned project, or examination. The scope and depth of
the study depends upon the requirements it is replacing. The process
of proposing independent study can be accomplished. by filling out the
following cutline. ' :

1. What do you want to find out?

2. How are you going to do it (resources and procedﬂres)?J
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3. How do you plan te evaluate and .repert your learning?
4, What grade requirement(s) does this study replace?

"USE THE BACK OF THIS SHEET IF ADDITIONAL
SPACE IS NEEDED

I certify that this study is a new learning experience for me. _

Deadline for submission of proposal

Deadline for resubmission

Instructor's approval

Source: Poppen and Thompson (1971:423).

&~
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Name ' , ) Date

Section ) o o Quartef_"

=

‘Education 371 Ccurse Contract

T hereby submit my intention to achieve excellence* at the foliowing
level in this course. Level I-{ Activities required
for acceptable completion of this level are: (i) regular attendance
and active class participation {four or more unexcused absances
constitutes failing of this section), (2) premaration of zn ocutside
reading, and the leadership of the class in a five- to ten-minute
discussion of the article, (3) an observation and written report of
an adolescent which achieves C Jevel or better gqualicy,” (4) the plan-
ning, participation and evaluation of a group demonstration at C
level or better quality, (5) one written reaction paper on a topic of’
interest at C level or better, (6) the two mid-term exams at C averaga
level or better and (77 no work in any category below a grade of D.

%  General conditions for excellent work in this course are as follows:

1. Written work must be neat, well~organized, coherent,

. error free, and presented on time. Hopefully, too, it will be
interesting.

%, Participation, while taking many forms, must show thought
and preparation. Quality commentary as judged ty students and instrue-
tor is more important than quantity. _

3. Specific guidelines for each: a831gnmes are given in your

syllabus.,

I understand that the decision as to the quality of my written
and oral work rests with my instructor except as indicated in the
group demonstration where my class will also participate in the
~evaluation. -Further, that merely completing all of the requirements
of this level does not guarantee that I will achieve the grade indicated
in my choice unless I achieve excellence in these fasks. I also under—
stand that I may alter my contract upward untll after the first mid- "~

term.

Signed

Source: Dash, 1970:232.




Appendix K
MODULE EVALUATION QUESTIONNAIRE* ’

This questionnaire is designed to evaluate the weaknesses
and- strengths of modules. 7You are being asked to respond as
honestly as possible to the statements. Your responses will be
used to develop a better module. |

Please do not make ény marks on the provided questionnaire.

Make all marks on the two provided answer sheets. Pleasc use a

pencil when responding on the answer sheets.

On Answer Sheet I, fill in the provided spaces. inciuda

?

any comments you may want to make concerning the module. '"'Blacken—in".

under the proper letter on the Optical Scanning Score Sheet the
' response that best reflects your feelings. Use spaces 1 to 30 for

this purpose.

o

Source: *Developed by Andrew s. Jackson, Teacher Center, University
" of Houston, Houston, Texas.

il




227
AppeniixAK

. ANSWER SHEET I

Title of,Mcdulé “_ ‘ » ' - E |

Person ia charge of Module - Date

ADDITIONAL ‘REMARKS
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GENERAL INFORMATION:

1. What is your sex?

A, Female
B. Male

2. What is the level you are preparing to teach at this time?

A. Elementary

B. Secondary

C. All Level - -

D. I am not sure. at this time

E. Other, please name in providad space labeled
"Additional Remarks." :

‘3. Without considering the hours to complete the module, over

what period of time did you take to complete the module?
Consider from the time you initially started to the time
when you completed the postassessment.

A. One day or less

B. More than one day, but less than two days

C. More than two days, but less than three days
DP. More than three days, but less than four days
E. Four days or more

4, In all, approximately how many hours did 1t take you to-
successfully complete the module?

A. Less than one hour

B. More than one hour, but less .than three hours
C. More than three hours, but less than five hours
D. More than five hours, but less than seven houre
E. More than seven hours o

‘PROSPECTUS :

The prospectus is designed to give the learner a genéral
overview of the module. The prospectus consists of three basic

parts: 1) rationale, 2) terminal objectives, and 3) prerequisites.
' Vi
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5. After reading the rationale, I had a general idea of why
this mcdule is importaat and how it could help me become
a teacher.

Strongly _A B C D . 'E A Strongly

Agree ‘ " Mot Sure ' Disagree

6. By reading the stated rationale of the module, I was motivated
to start the module.

Streongly A B C D - E Strongly
Agree Not Sure ' Disagree

7. The termlnal objective clearly described the competency I
had to demonstrate to successfully complete the. ﬁOdULe.

Strongly A B C D E Strongly
Agreea Not Sure Disagree

8. 1 felt that the terminal objectives were designed to meet
the needs stated in the rationale. '

Strongly A B C D E " Stroagly

Agree Not Sure . Disagree

9. Prior to starting the module, estimate the extent to which
you satisfied the prerequisite behaviors.

All A B C __D E Nene
About 50%

10. After completing the module, estimate the extent to which
you feel that the prerequisite behaviors were necessary.

All A B C D E None
About 507

11. After completing the module, I felt that addltlonal
' prerequisite behaviors were needed.

Strongly A B C D E Strongly
Agree Mot Sure . - . Disagree
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12. Dased on the module's general objectives, I had a clear
understanding of the steps necessary to complete the
module, ' :

Strongly A - B C D E Strougliy
Agree .. . Not Sure Disagree

%

'13. I had 4 clear understanding of what was expected“of me.

Strongly A B C D E ‘ Strongly
Agree .. Not Sure . Disagree

‘14, When I needed additional help, I had difficulty finding

the people on the instructional staff who could.help. me.

Strongly A B C D _E Strongly
Agree - Not Sure Disagree

15, 1The specific instructions concerning the location of
instructional media (film strips, books, articles, etc.)
were vague or inaccurate. '

Strongly A B C D E_ .Strongly

>

Agree Not Sure Disagree ’

16. Based on the preassessment activity, I decided to¢ attempt
the postassessment activity.

s,

A. Yes
B. No
PREASSESSMENT :

The preassessment is designed to determine your aréas of weakness
and strength in relation to the terminal objectives.

i7. The préassessment activity aided me understanding where I
needed to focus my efforts, ’

Strongly =~ A - B C D - E Strorgly
Agree Not Sure ~ Disagree
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18. The preassessment activity and terminal objective were
censistent.

Strongly A B C D E S;;qngly.
Agree Not Sure ' ’ Disagree

- LEARNING (ENABLING) ACTIVITIES:

The learning activities are designed. to produce the chaiges in
behav1or so that the terminal ob1ect1ves will be achieved.

19. Due to the preassessment, I felt that I would be able to
successfully test-out of the module without completlng any
of the enabling activities. y

Strongly A B C D E Strongiy
Agree Not Sure ’ Disagres

20. Which learning activity did you select?

A. A stated instructional alternative

B. A student option

C. MNne, I elected to .take the post-assessment

D. There was only one learning activity specified

21. The number and variety of instructional alternatives was
sufficient.

Strongly A B C D’ E Strorgly
Agree o Not Sure . Disagres

22, The learning activities presented in the module were
responsible for my acquiring the ccmpetencies stated in
the terminal objectives. .

- Strongly A B C D E Strongly

Agree "~ Not Sure Disagree

23. The learning activity I selected was an‘enjoyaﬁle:'
learning experience.

" Strongly A B C D E . : Strougly

Agree Not Sure " Disagree
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24, Were any of the enabling activities unrelated to the

terminal otjectives? If so, please state the specific
activities in the remarks section.

A. Yes
E. No.
POSTASSESSMENT :

The post assessment is designed to evaluate successful dchievement

of the terminal objectives.

25.. The nostassessment activity measured the competericy stated in
the objectives. :

Strongly A B 2 D E Strongly
Agree Not Sure Disagrée

26. The postassessmeht activity actually tested the
learning activities presented in the module.

Strongly A B C D E Strongly
Agree Not Sure : Disagree

27. The level of competency required to successfully pass the
terminal objectives was too high.

. Strongly . __A B C - D E Strongly

Agree Not Sure Disagree

28. The postassessment result was a true index of my level of
-achieveneut. :

Strongly - A B C D E Strongly'y
Agree - Not Sure’ ‘ Disagree

Lo

GENERAL THOUGHTS:

29, In terms of helping me become a good teacher, I would rate

this module as:

Strongly A B . C D E. Strongly
Agree. Not Sure Disagree
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In terms of other courses or module, I would rate this
module as: o

A. One of the best

B. Better than average
C. Average '

D. Below average

E. One of the worst
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