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ABSTRACT : : -

's

Prompted by the expansion of interest towards
Competency Based Teacher Education (CBTE) and competency
based teacher certification practices, this study was
,undertaken to guestion the validity of a csatral assumption
on wnich C2TE is founded. 1In partiéular, it utt%mpted to
answef the .question of whether effective teacing skills
can be identified at this time for the early'childhnod'iQVQl
of education.

The study was carried out by prnbing information

from se?eral areas. Th2 concept of(;BTE and related
{ .
developments wés ou%lined from the éBTE literature.
Prominent criticisms of the CBTE moveméﬁt were disclosed. /’
' Developments within early ‘hildhood’ CBTE and CBTE }
‘certification praétices were illpstrated: General
consideratidns fog the area of early childhood educaticn
were offered. Thé -question of whether effective e;rly
childhood teaching skills can be identified at this time was
examined in light of evidence from early childhood teacher
effectiveness researéh.

The findings were accumulated under 23 .major
headings. Within the following eight categofies, findings

appear to support one another: time; class groupings;

accommodation of different needs and levels of students;
f

: . v . . x ’ .
systematic structuring pattern in lesson presentation;

responsas to undesirable behavior; monitoring learning;

iv
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~
student engagement: and decision making on the bars o the

child.
point in time, it is

\

‘not possible to' © 1ly identify af

It was. concluded that, at this

Ceacihinceskills, neither conclusively nor as very Stron%

I

ect that,

tendencies. Implications were derived to the ef

on the bkasis:of the present state or knowledgg on teaching

in tha preschcol and early grades, CBTE and C3TE

certification practices are both unfounded and premature.
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CHAPTER I

. THE TOPIC

Introduction to the Topic

In recent yecars, mora and more concern over the
notion o teacher competence has been expressed. This has:
become apparent in relation to at least two aspa2cts, namely,
the need fof quality services offered by teachers‘as well as
ihquiry into what actually constitutes teacher compétence.

Currently, expression of this concern is evident
both in the field of teacher education and within educatibnal
research. In the teacher education area, Cémpetency Based
Teacher Educatiqn (CBTE) has developed under the assumption
of being capable of producing competent and effec?ive
teachers. wiﬁhin educational research, considerable efforts

have been directed towards finding out what characterizes
- T
effective teaching. -» : b

Underlying CBTE is the basic assumption that =~
effective teaching skills can be identified. One of the
most fundamental criticisms of CBTE, however, questions

“this basic aésumption by asking: Is it possible to idéntifym
eff- ‘tive teaching skills at this time? From one perspect-
ive, answers to the critics' question can be obtained by .

lodking into the cqrrent'stqte of knowledge gained from

3

teacher effectiveness research.



Purpose and Design oI th2 Study

This study was undertaken to gauge tho validity ot

)

4

the C3TE assumption that cffective teachiny skills can be

¢

idontiiled for one varticular level of teach:zr education,
N :

ciac of teacher preparation for eariy childhood education.
The writer Eherefqre sought to guestion whei 1r effactive
cariyv childhood teaching skills can be icdentified at this
cimg.

Tp‘provide aﬁ answer from the research perspective,

v

an examination of current early childhood teacher 2ffective-

3

ness research was subseqguently carried out. To frame a

4]

uitable background to thg guestion exam%ned, a number of

related areas were also discussed. éuch areas inFluded:

introduction to the concept of C3BTE along with CBTE

criticisms which'have been expressed; CBTE notions in

.relation to early childhoodbedpcation and illustrations of
0

2arl childhood CBTE development%.

This thesis deals with the following seguence of
topids: First, the concept of CBTE and related practices as
it appears in the CBTE literaturé is introduced and
explored. Following, érominent criticisms of CBTE are
outlined. 'Particular emphasls 1s focused oh the funda-
mental area of identification of effective teaching skills

\\

to be usad as competencies within the CBTE system. Consid-

erations for the adoption of CBTE notions within early

childhood together with early childhood CBTE developments

to



arce then discussed. 'The central question of whether
offective early childhood teaching skills can be identitfiled

at this time is then raisad. Results from a subsequent

("

¢
swamination of teacher effectiveness rescarch are then
rcéorted. .Finally,'on,the basis of the rascarch evidence,
conclusions are maYie and implications for teacher education,
teachor certificatipn practices and futurc research arc

derived.

13

s
Significance of the St&ﬁy

This sﬁudy gains significance’in its possible
usefulness to Sevefal areas. FPirst, there are possible
implications for policy making in the areas of teachsr
educatioh and teacher certification practices. Secondly,
an 1ndication of the current stétus of.,early childhood
research into teacher behaviors and/or classroom processes
(affected by the teacher) and related child outcomes is
feasible. Lastly, poésible directions for future research

are evident.
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CoHP2TEACY 3A2E2D TEACHIZR ZDUCATION: AN OVIRVIEY

cr

Juring thae pais A very sizeable voludme of

r

o
O
C
0.
w

dortin wacrican educational literature has been devoted to

competency based educltign. At th2 higher ~incation lovel,
o

Conpetency 3ased Teachor Education (CRTE) ., otherwlse known

as.rPorformance 2asad Teachar Education (PBTE), hias been

CBTE

[t 1)

stroncly promoted. On th2 one hand, progonents o
Q

. .

f2rvidly advocate :the "movement' as the panacea of teacher
~ducation 1lls. On the 2th2r hand, C3TE is not without its

critics. Critics have challenged many w2ak poinﬁ; wilthin
the CBTE system a3 well as basic assumptions on which the
novenant 1s grounded.

Tn2 present discussion aims to ingfoduce and to
explorz the concept CBTE. Topics to be covered include the
following: background history and fervor of CBTE; current
status of C3TE; CBTE as a movement away sLrom traditional

teacher education; definition and dimensions 2. CBTE; and

scowne orf C3TE.

>~

{listorical Develooment of C3TE

There s2ems to be no particular factor which can be
identifi2d as providiny the sole impetus for CBTE. Rather, -
it would appresar that a combinéQion of pressures vromoted

\ .

3 . - \ .
interest in sucha a movement. Prominent amongst the

'

4
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rYessures which can be identified are: the social milicu
P >

1 &

I the federal government; the ¢

O

0L tas sixties:; the role
accountanility novenent; rescarch and development 1n

reaciner cducation; and behavioral psﬁchology. The influcnce

of these togetner with other varied factors on tho

development of CiTE, is discussad.

Thae sSeoclial Milieu

The social milieu of .the United States of 7

during tone early sixties was one of unrest and Adizd

-

faction 1n many sectors. EDlam (1971) maintuins thAt the

probbacle roots of CBTE liec in these general societal
T g ,

©

conditions and the subseguent institucional responses made
to tnem. ' .

The realization that little or no progress was
being made in narrowing wide ifteguality gaps

led tc increasing governmental attention to
racial, ethnic, and socioeconomic minority needs,
particularly 2ducaticnal ones. The claim that
traditionzal tcacher education programs were not
producing people ecuipped to teach minority group
caildren and vouth effectively has pointed directly
to tne ne2ed for reform in teacher education.
“oreover, tas claim of minority group youth that
tagre should be alternate routes to pvrofessional
status has raised serious guestions about the
suitability of generally recognized teacaer
education programs. (p. 2) -

4

The Role of the Federal Government

°

In addition, following the shock of the Russian

éputnik, the role of tha federal government (U.S) in

.

education was strengthened. Education was looked upon as a

logical avenue through which America's future achievements
' pd

e

£
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z .
could be bolstered and assureu. The federal government
<

. . N s .
ap;pogrlatcd large suas Of money to lmprove pducation.

-~
.

Amcourntability Moveaent . ,

Taxpayers beygan to . demand educational accountability.

~ 2

The outcery alfocted every level of educatinn, including
teacner cducation. The CBTE movement, alt.adugh predating
the accountability drive, advocates concepts congruent with |

qccountability srinciples and gained strength from such

(Clam, 1971, ». 2).

wesearch 2nd Devolopnment in Teacher Lducation. .

T 1967, the Unitea states foicé of Elucaticn
sought progosa;s for the development of ten clementary
teacazr education"model programs which were to be Icderally

unded. Gage and idinne (1075) aesgribe comaonalities of the

i

oroposals caosen:

’

A common elemgs in all ten models was an attempt
to develop pYoaxgms that would more effectively
foster tac gkills needed in teaching. This focus
on new mecnods for training teachers in essential
teaciiing skills signaled a turning point in
fazcacr education. The models called for
r_dification of traditional curricula to
incorporate in some form an.analysis of ccmplex
teaching s*rategies’into specific teaching ckills,
explicit skill practice, and corrective feedback.
(p. 150)

In additign tc independent explorations fostered by
tne United States Yffice of Ecucation, federal money was:
. ..

availapble for faculty infolve. 2an+ in experimentation
;ithin state departments ci « it <. A closer lock at

competency oased certificatic - "bled.



sehavioral Psvcholosy
Anothzr probable source of C3TE -vas bahavioral
psycholoyy. in 1ts connection with training in industry,

elaaents of ovehavioral psychology had graduallv been

introduced to education in the wav 0f orogrammed instruction

®
O
T

ahd, lator, microteaching. More comprehensive us
mic:otéacning has geen introducad through minicourses, made
up of‘packaging materials needed for Seqﬁents of teacher
education. Moaifications of these types of instruétion

7

still abide with CBTE programs.

Other PFactors

In addition, Schmieder (1973 identifies several
. . .

more general factors as gossible roots of the C3TE movement.

Th2sa include continual and conscientious introspection by

<

portions of the education community; the management

organization mpvement forcing education to be examined more

9

and more by business ‘and industry measures; the .press for

.

N N

pérsonalization and individualizapion of education; the

desire of state education departments to develop more

effective_certifiéation processes and standards; readiheés

of =2ducational research and develoément; as well as an

increase in alternative educational systems with a N

resulting need for dependable comparative measures (pp. 3-4).
Conferences such as those sponsored by the American

Association of Colleges for Teacher Education and the

American Educational Research Association, together with

\“\l



puolications and the work of delegated 0011ittees and

commissions (e¢.g., an Qatlonal Commission on Performance

{r

Basad Zduca tlon), have been just some of ths attemnts *o

-

»1or2 and develop the concept of C3TE.

o

FPervor of Movement

Since C3TE's conception, a considerable fervor has
2en attacxed to the movement. Quirk (1974)
rarely, if ever, has any movement swept throuagh . .
a2

teacae ucation sc rapidly or captured the
atteantion of so many in so short a time as has

tha Competency-base movement. Already well under
way, the approach holds promise of renovating and
regenerating teacher education. Egually
significantly, it appvears probable that it will
do so0 in record setting time -..y DYy early
some states 2ither had announced certis lcatvon
changes to bz bas2d on competencies or had

L% declared their interests or intentions. (p. 316)

y )

Current Status of CBTH

It is difficult to give an accurate picture of
. - .
the curre nt status of CBTE. .Problems suchN\as differences

in ‘conception and diversity in interpretatién and

implementation are evident within the approacih. Jhile some

states have taken steps to mandate,fpllAimplehentation of
C3TE in both preservice and inservice sectors, others have
-only partiali& committted themselves.

Rosner and Kay (1974) emphasize that there is a
prqbablevoverestimate o? tﬁe spread of CBTE, further

maintaining that it is likely that many teacher education

proyrams have merely grown more "field centered" than

P



SQreviously.

“h2 lack of ajre2ement on ths criticial
dinensions of C3TE leads us to Ethe beliz2f that
r=2-0rts on the extent of imnlementation are
actually a function of wilichever aspects of tho
definition s2em to b2 in the mind of the
“2porcers and that thareliore, the problam of
initlon is confounding realistic assessments
ta2 sorzad ol the movement'(p. 201) .

o=

T S0ne states aave accaptad the concept as an alternate

asproaca to existing traditicnal teacher education 2ro4grams.

Many have expressad interest in ths idéa of specifying

compatancias; some have adopted comp2tency based
1 foud s - P

R
., e .7
certification only. Som2

N

have mandated researdh relatad to
tha ldentification of affective teaching compztencies and

Still oth2rs ra2Zus> to adont iny of the competency basad

principles, viawing suca with & considerablc degree of

Movemant away from Traditional Teacher Education Progarams

Proponents of C3TE ratain belie? in both the current
- -0 . . \
and tfuture prospects of their systems analysis approaca to
teacner education asz an avenue towards greater teacher

effectiveness. Traditional teacher education programs, they

maintain, nave pbeen inferior in their knowledg= and
experiance orientation. #With traditional type programs,
emphasig generally lies with entrance screening and caniﬁive
ccap2atency, dsnotad byvgrades achisved in course work, witho
student teacning comprising the experience base.

ilouston and dowsam (1972) mainé}in the traditional

orientation is inadequate to meet th: ~urrent demands of

/



Soclity. 3y . comparison,

competaincy based coducation promises the thrust .
Accessary for adaptation to meet tho challenge

i a4 changed and changingy socliety.  Suca change
must be planned in systematic terms, dealing
Simultaneously with all of the ‘elements that
comprise the total system—--teacher education
instltutions, Prospective and inservice teachzars,
the scihools, certification agencies, vrofessional
cducation organizations, community groups, and
the public. Tae emphasis in CBTE on objectives,
accountability and personalization implies spec-
ific criteria, careful evaluation, change based
on feedwvacii, and relevant programs for a modern
era (p. 1).

C3TL aims to move away from traditional type
programs ancouraging a more performance based orientation
which 1s both £i21d centered and student oriented. An open

sy<temns approach wigh correctivEZisedback and personalized

atteation is emphazized at all stages of the program. Both

knowledge .and pesrformancé are valued but the prime focus

’
[

lies on output.

Tas shift also involves a different focus from
teacaer education conceived as cqllege responsibility to
bmutual responsibility of all éontributing institutions;
froﬁ p%ogram‘décisions made solely by facﬁlty to share&
Program decisions made by all affecced;‘from préservice

srograms viewed as a set of common experiences for all

Students o programs viewed as a set of common objectives
with program means differing for different students; from
teacaer preparation and development related particularly to

the early stayes of the career to one of continuous
S

dévelopmént (Scamieder, 1973, pPp. 7-8).



Definition of C23TE

The definition of CBTE. involves at least twe levels:

bl

l1dantl ion of dimensions characteristic of the whdle

r

1C2

Fh

M oy
L

acproach and identification of specific characteristics
within these 2lements (2.9., the»pa:ticular types <i
conpatancias o be mastered witginlCBTE).c The following
sections sutline a number 5f definitions and dimensions of
23T, followed by a more detailed account of characteristics

e

of 2acn of thes2 dimensiQns.

What is C3TE?

Considering the "lack of consensus about what
constitutes competency based teacher education" (Rosner &
Kay, 1974, ». 291), it is difficult to disclose in'a concise

DN

definition, all propsrties considered critical by all

partlies. Descriptions attempted by Gage and Winne (1975)
and Elanm (1971), however, aid in promoting an overall
plicture of C3TE. Gage and Winne (p. 145) define CBTE as

teacher training in which the preservice or
inservice teaciher acgqguires, to a prespecified
degree, performance\tendencies and capabil-

! ities that promote student achievement of
educational objectives. .

A nore explicit outline is offered by Elam (pp. 1-2).

In performance-based programs, performa%&gf/
goals are specified, and agreed to, i} .
..rigorous detail in advance of-instruction.

Tne student must either be able to

demonstrate nhis ability to promote desirable
learning or exaibit behaviors known to promote

it. He is held accountable, not for passing
grades, but for attaining a given level of
competency in performing the essential tasks
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of teacaing; the training institution is itseclf
ncld accountable for producing able teachers.
Zmpaasis 15 on demonstrated product or output. L

\ | \

Dimensions oL C3TE

Ve stanley Elam's report on the state of the art of

|- o | . Ny .
PUTE (1971) provides  a comprehensive framework within which
elements of CLTE can be outlined and discussed. Elam's
conceptual model (see Figure 1), subdivides the dimensions
into threc areas: essential elements; implied characteristics;
and roelated, desirable characteristics. Each of these areas

N

dlscusseaa. c . )

i

.

|

Essential Zlements .

Teaching Competencies to be Demonstrated are 'Role-derived,

Specifilizd in bkehavioral Terms, and Made Public e

The starting point of a CSTE program is perception of

* a tezcher stated in role-derived terms. Such perception’

-

might h- drawn from a varisty of sources: observational

data'gathergd in classrooms; surveys; conventicnal wisdonm;

-

and exlsting models of teaciing. Furﬁher,'this.perception

-y

should takeginto accoudt the many roles of”teaching,‘thatn
is, in different situations,'in varyiﬁg ta;ks, és'wel- acg
in accoraance with varying expectations. * : -

perceptions of the rcles of the teacher are then
defined in tae form of behavioral objectives. 7Hohstoﬁ and’
Howsam (1972, p. l7)'maintain that

: !
the objectives are explicit statements of the

T
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1. Iﬁdividualization3
2. Feoedback %
3. Systemic program
4. Exit requirement
empnasis .
5. Modularization
6. Student and
program
accountability

cacning
comoetencies to
be demonstrated
are role-derived,
specified in
behavioral terms, and
made public

Assessment critaria are
competency-based, specify
mastery levels, and made public

4
Assessmant-réquires performance as’
orime evidence, takes student
knowledge into account

Student's progress rate depends on
demonstrated competency

Instructional program facilitates development
and evaluaticn of specific competencies

(Elam,

Figure 1

.

CONCEPTUAL MODEL OF PERFORMANCE-BASE

v

13

—

Field settidg

o
.

Broad bkase for
decision making

Protocol and
training materials

Student partici-
pation in
decision making

Research-oriented
“and regenerative

Career-continuous

-

. \
Role integration

1971, p. 8)

D TEACHER EDUCATION



aonliitios reaguired by an effective teacher.

Tiae objectives ars consaquently translated into definite
cohgonent compaetencias needed to fulfil an effectiv:a
rzacaar modal.

The mddel of competencias censidered vital is

ied for the teacher in training and all other

/
d parties. The idea behind mlaking the required

¥
-
Fn

1aant

[©)

ik
in

rest
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comdetencizs public 13 that tha student teacher will ko akle
to closely ideatiiy with the conception of an effective
teacaer. I- i3 che hope of CBTE that, in making him aware

1

of sucin, the student will become directad in his eiforts,

L
making learning more effsctive and efficicnt. CBTE
oroponants also think 1t advantageous that the teacher can
2vantually follow through on the implications of the
objectivas ouclinéd.

Diversity in the nature of criteria employed in

3 comp2tance is apparent. Cooper

=

icontifying the teache
and JVeber believe that‘three types of criteria can be used
in determining competency:A knowledge, teaching performance,
and teacning consequences’(l973, p. 2). Two intermediary
criterion lzvels are noted by Schmizder (1973, p. 63).

Thns~ are skills (the resulf of interacting with "training"
mat 3 as opposéd to "protocol" materials for knowledge

‘~0.. 3), and output (the result of interacting with

"integrative" materials). Still further levels of criteria

0]
5}

are offered rfor consideration by Houston and Howsan,

criteria which are affective and exploratory (1972, p. 6).



Rosner and Xay {1974, o. 106) hold that, althouch a

< ob CBTL. i:

}_1.
Ui
o3
Ui

cilaractarist nirt from a orimary focus upon

knowledsze and kills mastary to one of output, prcecrrams may

onsiderad

ul

diffzr in their focl. 2Programs may, in fact, be

(@]

coapatency busad vihaen Zocusing on any one Or combination of

o

the mentioned criterion levals.
Jhatever eriteria is deenmed important by individual

orogran Jovelopers, th2 ultimate objective of CATE is tha
5 \

maximal =2mployment of conseuuenca objoctives -(Houston &

jdwsam,:l972, o. 7). —

e

{1

Assessment Criteoria are Comvetency Zased, Speciiy Mastery

Levels, and Made Public

Criteria used for assessmenﬁ of students must be in
accordance witihy the initial com;etencies wihich wvere
4pfopo$3d to tne puplil and made public o all concerned. In
addition, tuae student must ba well informed in advance of
minimal standards or reguired mastery levels for cach of the

e
competencizs deemed essantial for tihe progran.

Assesament Reguires Performance as Prime Evidence, Takes

§tudent Knowledgs into Account

Ny

Assessme 1s one crucial area in whicn diversity
amongst programs 13 noticeable. Generally, assessment can
involve three main areés: knowiedge, performance, and
Consequences.' Chierflv, performance is taken as prine

evidence although =zvidence of knowledge gJained in training-

is also strongly regarded. ‘However, some advocates
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Aaiatain that oven thes» two toucther are not sufiicient

)

T
T
It
r
0
o5

indicators of cftficiont hing. Considerations such as

the eifects of toeaching or the conseguences to students

(2.3 how studoant pertformance 13 aifZected or, alternatively

nNow 3tudant learniag 13 enhanced), gailn imooartance.,

Th2 problem is far more complex than merely choosing

=i

whnicin arz2as of assessment will declde wvhether a teacher is

compotrant. Within these areas are various levels of
assessmant criteria: Richard Turner {(cited in Rosner, 1972,

ut what he considers as levels of assessment

O

op. 3-8) sets
criteria applicable to all tyoes of CBTE programs, whether
periormance and data baszad or consaeguence basad. These ix
lavals rangs in terms of desirability from highest at

Levael 1 to lowest at Level 6.

Levels of assessment criteria.

Lzvel 1: Long term aporaisal of teaching on a

. . time-sampling basis by:

a) observations of classroom teacher
behavior with instruments to classify
cognitive and affective aspects and
b) systematic analysis of cognitive ang
~affective oupil outcomes_affected by the
téacher; |

Level 2: Similar to Level 1 on a short term basis;

Level 3: Tszsacning behavior appraisai ih classroom;

Level 4:" Appraisal of teaching behaviors in a

16

restricted/gnvironment (e.g., microteaching) ;



Lavel 51 Teaching behaviors ssessod

Lno2 similated

setting, not necessarily with Live studonts

oraosaent; :

Lovel o Aporalsal of teachar's xknowledse and
understanding 9L princigzles o

I

garmane to teachinag.
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5 conpetence probabkly amounts to individual

assessnment criteria teo 1ndicace

program developers' philosophy of teacher education tog2ther

with practical prioritizs. Levels 1 and 2 are directly

r2lated to assessing the efiects of teachar 2ducation on

both the teacasr and tnosa. he teachas. Le2vaels 3 through
relate only to the imFact of th2 tecacaer's training on
aimself. Tae underlying debate thus becomes one of
deciding wnethar teacner education should address itself
nercly to effects on the teacaer in training or also to
efﬁe;ts on the pup}ls baing taught. Turner also points out
that

!

the emphasis on pupil change in Criterion Levels
1l and 2, therefore, equates accountability in
teacaer education with 3chool accountability.
Teacher education, however, does not address
i2521f% directly to the mo (ificdtion of pupil
_benavior. It is uncertain, therefore, wacthar
m2asures of schenl accountability are appropriate
measures of the effectiveness of teacher-
education programs. <Hcited in Rosner, 1972, p. 7)

Turner nolds that Level 3 (assessing teacher behaviors

in classroom settings), is the most desirable level for
accountability in.teacher education (p. 7). Not only is

this level valuable for graduating trainee’teachers,‘it is
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also sultable for purposes of cortification of toachers

already in tha f£icld.

Student's 2roaress Qs

i

cpoends on Doedlonstrated Jompetenc:s

r-

I
ce

i}

Acaraving a roguired leovel o commatenca, b2 it

, Pariormance, oOr consedJuences, 1s central to the

P
o
G
J
¢
[of)
"
(v

Zocus of all C3TE vrograms. Programs are individualized in
th2 sonse that students are not time bound by course
completion.  Zach may progress at his own rate until he

achlevaes tha objectives thought necessary for him.

Instructicjal Program Facilitates Devalonment and Twaluation

Speciiic competeoncies, once identified, shade the
implenentation of the whole program. Dne real gquestion for
C3TEZ i35 to determine just Now discrete and how specific thea

-

stated competencias will be. Tne develogmaent of instructional

.
<

ell as the develooment of assessment systems
are a rtunction of the types of competencies oromotsad.

N

L The instructional program aims to facilitate student
progress in tae direction of ti - stated competencies. Mést
generally employad is the unit of learning, a module. Other
means to guide and provide practice in the comvetencies,
sucil as mini-courses, micré—teachingL simulation activities,
and Various‘field centered learning experiences, are
sometines employed. A selection of such strategies is made

in relation to eacih of the initial competencies outlined.

The evaluation compcnent is deemed an essential



22Cc1 comsetancy.
. . . . > . $
This may be eitner bullt into the learning module etc. or

tn

ictor 1n relation to tae achiroveaent o

-

act as an additional comoonent. ©Bssontially 1t involves at

least tvo parts: pre-assessaent ‘noting the individual's

-3 ralation to the dasired cFmpetency), and
r

snment (noting the level of achievement after
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inszruction) . In the case cf the studeant falling to achiove
oy

[§

the rewulrzd level of competence, he may bz reguired b2 »
comslate tae sane or alternate lnstruction beiore anotnar

assessment 13 given. Ideally, as little d-lay as vossible

‘fer=2d to the student.

o)
o
[d}

clapssas bofowg fecdback is

Imoliad Characteristics

Individualizaticn

CBTE rgquires each student to achizve the stated
lavel of competance on cach criterion.  howaver, th2 m2ans
of displaying thié level of compecaiice may vary in any one
srogram.  Dlfifcerentiation islpermitted 3ince promoters
belicva tnat the benavioral objectives develdped‘are most
desirabple in allowing for the unigueness of the individual.
Advocates mailntain that these obj;ctives can b= sgecifieﬁ.
vwithout demanding uniform behavibr from all lezarners

(flouston & Howsam, 1972, p. 20). Strateqgies allowin

the uniwueness of the individual include: a wide
selection. of l@arning 2xperiences; self-pacing; and the
chancz to disrz2ygard instruction in areas in which a

satisfactory initial competence 13 already evident.

L4

19
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However, (. ™R

claims a more

M

encompassing character-

i1stic than individualization, namely, personalization.

Paying careful attention

and implementation, CBTE seeks

humanistic.

- Personalization of the

of four aspects the

knowledge, skills,

and products.

to asvects of curriculum planning

to be relevant and

program lnvolves, consideration

hree criteria levels:

rr

These considerations

involve ways of instituting versonal contact amongst

instructors, learners and peers during the learning process;

meeting individual learner's needs; encouraging pupil

participation in curriculum decisions; and involving the

student in the design and development of the overall CBTE

program into which his personal plan fits (Schalock &

Garrison, in Anderson, Cooper,
Weber, 1973, p. 33).
Feedback

Built into the program

DeVault, Dickson, Johnson &

-

is a fcedback component.

This component is a corrective mechanism, the purpose of

which is to assess the match between actual and intended

behaviors and/or outcomes. The feedback meghanism is

beneficial on two levels: the

individual student levzl.

At the total program level,

total program level and the

feedback allows input

into the system as to the effectiveness of graduates

li

employ{gé the program's specified competencies.

N

In addition,

4
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it providas an inla2t for current r232arca tindings Eudm
teachar cifectiveness rossarca.  An oSpportunity to modifv
Che program »rioritias in line withbfindings is apparent.

At a2 individual studant lovel, thera is oprortunity

for ianstructors and scudonts to Jdiscuss thno studant's

achievements. 1In tac cas2 of £a: 3tudent not attaining the

expactad laval of compataeice, discussion on alternate
learning 2xpericences can b2 neld. The appoftunity for
mytual decisions between student and instruetor on futur=
curriculum maans parhlleling the student's nceds, can ba

mnade.

Systealc Program

DeVault (aftar Banathy, 1n Coopar, Jeber & Johnson,
1973, p. 20) givss a working defini-ion of the systems
anproach employed by C3TI.
o3e Of ths systow 15 realized through
5 in walch interacting components of
2l 2ngag2 in order to produce a
rmined output. Purpose determines the
procass reqguired, and ths process will imply
the kinds of components that will make up the
system.
Tha purpose of C3TE is to produce = factive teachers.
Processes considered 2ssential are planning, d2velopment,
implementation, assessment and Czedback. 9ithin such
pFrocesses many components (e.g., students, instructors,
facilities, instructional materials), 1nteract. The

Processes are interconnccted in a manner which supports and

promotes movement towards the stated purpose.



ol Raguirement énghaSLs

In ;?TL Arograms, times 13 not coansidared as 2 factor
wialch 1s h2ld censtant. Individualization and p2rsonaliz-
atlon consideracions enabla each student te work at.his own
Tzate Lowards achievamant of the exit reguirements, that i3,
mastery of ta2 stated competancias.

Zntrance raguirenents assumz less importancs than in
ota2r teacher aducation programs. Howavar, each student is
ds53233524 on 2ntrance according to his existing compatencias.
From this point, nis individual droyran 13 planned 1n
collaboration wita his instructors. Tha emphasis from this
point onwards lies with what he will become in ordar to

enter taz teaching »rofession.

rn

Modularization

Modularization of learning eﬁé arizncas is an impli-
cation of forming discrete teaching competencies. Schmieder,
(1973, p. 59) definzas a module as ‘

"a package of integrated materials or an.’

7 identifiable and related set or sequenc of
learning activities which provides oyotcmatlc
guidance tarough a particular lea ning
axperience or 3spacific program.

Slements includad in =ach module ara: raticnale, objectives,

pre-assassment, learning activities\ post—aijsﬁgment,
. - ' ‘ r v ) /
togetaar with feedback after each assessm t stage. 1In

cases wnare the student is not successtE

1& module

>operates 3§ a closed 1loop system.

o
ro



Stadant and Program fccountability
The student is held responsible to complete his

vrograin and to demonstrate that hoe can be consideroed

FS

accountanle i1n terms of the objectives outlined for the

course. ile must demonstrate that he is emerging into the

. a

profession with a sct of behaviors or capabilities deemed

essontl

1 _for cffccrive tecaching by the program developers.

o

-

- . . . . N : .
Tne 1nstitution or institutions involved in the
‘rogram training are further held accountalle for
\

-

sroducing capable tcacaers.

Rzlated, Desirable Characteristics

a2 fcollewing characteristics are not entirely

nocaessary but are classifiad as related and desirable by
' &

Increased emphasis 1s placed on the desirability of

e¥periances in field szttings. This fcllows on from the

0 asszessment involving tha

o

importance Ca3TE programs attach
periormance of certain teacainc behaviors in addiﬁion to
demonstrating kﬁowledge gela%ed to teacaning. Preparatiocn in
similar setting to those usad for assessment purpSSSS'is

often thought relavant. ,

Broad base for Decision Making

Decision making for CBTE is often mult-ifstitutional

[
o3

! natura. N\ selection of university, student, school,



Protocol and Traianing laterials
10 enable students te nastor cencepts, skills, and

ts related to teaching, a variety of materdals

%]
Ul

snowlaedge pE

Q

and =0

[t

ri2ncas within the form Af unlic nodules can be
utilizad. esiranle materials for use can pe subdivided
into two catesories: protocol m;terials and training
materials. -clam (1971, o. lb)_tries to draw a fine

distinction‘Qetween thease. Protocol matevials are those
-

used "o nelp’ the student racognize and understand a
teacaing concopt". Training materials, on the other hand,
arc "teac.aing materials enabling fne student to reproduce
Oor »ut into action a s2guence of *activities or procedurés

required by a teaching conceont",
Training materials includs new technology and
echnigques, such as microteaching, computer-
assisted instruction, simulation, gaming, and
role playing; but the full arsenal of
instructional techniques is availlable,
including lecture, discussion, laboratory .
axercis=s, problem solving, independent study
2tc.  (Elam, 1971, p». 10) ’ :

-

Student Participation in Decision Making ﬂf}

Some programs upholg the student as an important
contributor to the planninly of the instructional means to
meet a1s own ends. After dizcussion of progress matters g

with instructors, the student may sometimes choosz from a-
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rangy2 of alternative instructional a12ans. e is given the
olportunity to 2a2xercise discretior i, leciding, in
consultation with the instructors, - “ain personal 3

(distinct from program goals), and deciding what best suits
nis own needs in working t&wards thesz goals.

Ideally, C3TE with its characteristic of broad
‘aecision making base, could involve students at all lovals

of decislon making, lncluding program goals. dovever, this

app2ars to be one area of dissension. Many Teel that the

[6F]

studa2nts do not possess sufficiaznt understanding of the
total picture of tae tedching profession to be included at
th2 program goals decision making lavel. For this reason,

some programs prerer to limit decision making of this vein

to univarsity and school personnel.

Rosearch-oriented and Regenerative

A5 was previously pointed out in the discussion on
Feedback (see Impliad C“haracterlstics), the systems approach
‘nhatura of C3TE provides a framework witiain which researc.

can taka place and be applied. This enables research on thea

graduates to be carrisd out, reflecting the

h

Success o

Sutcome of the program goals. The opportunity to modify and
regen2rate the system in line with findings from this and

)

otiher related research, is available.

13
Care=er~-continuous

C3TE does not envisage preparation for a teaching

career terminating at the end of preservice training.



Ratazr, it Lromotos “he idea of preparation.continuing

tdroughout taz2 careor, This could he reéalized through

inservica workshops,'assessment for certification at Doints

QUIiny a carzer and Jeneral acutaintanco with current C3TE
ideals tharoughout &wezg§r3¢r.
‘\
\\
. o ~
Role Inteyration )
S e g dl

’

Zlaa points out the treﬁd that

N

; 2r the studant has an adegquata concaptinn of

2. goals of teaching, instruction moves Irom
mastery of sv cific techniues tovyard diagnosis

caind selective utilization of sdch techniques in
compliation. That is, role integration takes
vlic2 as the Prospective teacher Jains an
increasingly comprehsznsive perception of
teaching problems. (1971, p. 171)

i

"

” .

This discussion has attenpted to bresant an overview
9L C3TE >y noting its development and outlining its
characteristics. It cannoﬁ b2 emphaszizeq tob heavilvy,
how:ver, that great diversity anongst programs exists.
Moreover, the discussion dwells heavily on the Preservice
aspect of C3TE. 7The éBTE concept is considerEd'equally
applicable *o inservice and cértificétion measures Ior
teacnzrs already in the field. c3are is intended :o be
sufficiently wide in SCope to serve the whole Jamut .of

continuous education of those entering or remaining

updated in the teaching arena.
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Sigpter Two, an attor v.ovas madz to give an
ovarvisa o0 CBTE from a vroper 0 s .werspactive. C3TE, it

Fiy

can be aosoreclataed, anas many La.ots and muca diversity
RS . v .

sicain saca lacots. dowaver, criciclisms of CETC ta2nd to

sacra: 1o raotaar distiact scrands.

{

Chastar Thr2e cutlines promineant criticisms of CBTE.
It concludas with a particular focus on a major area of
quastion. wita C3TE, nam2ly, th2 assumption underlying tae

idsatifizcation cf specific compitencies. A ralated guesticn

Criticisms of C3TE -

I+ 3eens tnat criticisms of C3TE are m%?y‘and varied
in nature. Particularly notabla i3 a deep concarn not only
for tne sw2eping adoption of th2 C3TE notion but also for

present inadequacizs within the sysven. Flaws at arious

t this tims have been noted. Most

9]

Ehe system

(BN

o]

(C
Ui

ac

v

'z
or

notqble are those involving thg "éssential‘elements" (Elam,
1971), namely, working towards behavioral o?lsgzgves in the
forﬁ of prespeéified’competencies as well as measurement
and'as§essment considerations. '

Some critics put forward the Qiewpoint that CBTE

runs counter to their philosophic stance on teachiﬁg.

27



Sode r2act Lo political pressare co bocol.  Lavolved in ths

approach.  Qtaz2rc takz a fundaniantal position. Whiloe

vida2stion ©a2 assumptiosns on winich it is graﬁndcd. Looming
2 alzo 1s the economic consideration of be2coming totally
coemmittad without any r2al procf that £his one sfst:m is
sdgp2rior to existing teach2ar educa-: o DroYrams.

The criticisms notod are probakly; not exhaustive.

Neithar are soms of tham mucuall-s exclusiva, carticularls
A o~ -

e}
{o <
Q
jof]
[
w
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£ th2 intertwined nature of C2TL. Proponeants of
C3T= have made strong retorts to some of the following
criticisms in defencae of C3TE. Jdowevar, th2 criticisms
s2rve a worthwnile purvos2 in guestioning and cautioning
fundamsntal aspects of =he arproaca. It is probably safe to
i , »

say taat tlaey nave provided an impetus for more thorough
-taougat in CBTE program davealopmaent and research needs.

An attempt to aighlight a Spactrum of concorns is
m}tia undar two broad areas: reconsiderations of the

N }

adoption of thz C3TE concept and more sp=cific
raconsidarations of facets of CBTE. General reconsiderations

COver suc. areas as:  humanistic criticisms; teachers' rights

to pedagoyical freedom; lack of dafinition and diversity
[ A :

concerns; frfictioning teaching concarns; criticisms of CBTE

d

n

I

th2ory; th2 hiddzn curriculum of CBTL; and pressure towa
'accouAtability. g@ecific reconsidarations invblye concerns
Wrellteg to th2 areas o%‘measuremcht/dssessment and
competencies. i



General Reconsiderations of th: Adooticn of th2 C3TE concept

)

Hungq!gci: Criticisms

and Wiane (1975, p. 152) disclose the
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ducator's orotest agains Jrounds

=

thac "1its pailosopalcal and practical und:zrpinnings nmay be
delst2rious to bota teach=2rs an tudents™. Humanistic
educa%iﬁs would probably diffsr with th2 notions that a

system of seliefs can be imposad upon a teacher; that a

Q2rson can be taught how to teaca; that a student can

"becoma" an 2ffective tzacher witiout initial security and

acceptance; that teaching behaviors should be stressed abdve
G . L . . . . .-

meaning in teaching situations; and that objective 1iniorm-

aticn apbout teaching processes and 2Iifacts should gain

precadeance over more subjective data. Moreover, Mcbonald
(1974, ». 296) points out taat many observers have
concluded that

C/PBTE is indifferent to the knowledge that a
tzacner presumably needs to teachh, to tne
teacaer's attitudes, and other personal
characteristics, and tn=2 larger sct of humane-
perczptions ‘and relations that many assum2 are
required for effective teacning.

Ry

Teacnaers' Rignts to Pedaéé@ical Freedom
Severél argue against the imposition of any one
pedagogical approach (e.g., Sandoz, 1974 ; Nash & Adne, f£74)-

This was particularly eyident from criticisms raised in
Texas after the news that every teacher education program in .

Texas had to be competency based by Sept 1, 1977 or they
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ould w2 torminaced. Stewart, Danson and stonoe (1376, o. 1900

resort that

tion aros2 wilich led to a lezaal
the nandate ”h: dacision rendared
3n;Lal in 1974 stated that the
cation doaes not hava the right
to 1moose any cne model for teacha2r training. It
an only sugg2st CBTE as an ilamportant alternative
miachod of traiaing.

nowaver, the wmove in the diraction of CBTI programs is

not 1isolated to Taxas. Many American states have i1mplemented

or snown lintarest in lmplementing the approach and critics

nave scrongly raised their viewpolints. They deplore attemots

by a narrowly prescriptive aporoacir to take away acadamic
freedom in wihat and hqw they teach. C3TE nust bebonl; one
metnodological aporoaca to the preparation of teachers
(Jash & Agne, 1974, p. 329).

-t

In a similar vein, Maxwell argues that wo zhould not

accept tne imposition of any particular pedagogical approach

wilthout thorough scrutiny. He c1allange :

Conscious oi the limitations orf our knowledge
and the need to preserve for the tecacaer the
right to choose the approacn he judges best
sulited to subject matter, to his students, and
to himself, we should deinand of the proponents
of the movement a rationale and eviderce
sufficient to support what appear to be
presumptious claims and to justiiy the
abprogation of teacher's rigats. (1974, p. 306)

Maxwell further 1ssues the warning that with the scope of
C3TE uncgear, serious thought as to its adoption sihould be
given or its =2ffe Cta may be far raachlng

>

A distinct possibility éxists that we -may awake
one day to find that professors of all subjects



ACh2rs must utilize thoe
ch a con-
974, o, 207)

enc 52 é
ditlon for statao certifilication., (1

Lact of Duliniczion and Diversity amons 2rograms

PLraags one of the major problens for CTBTE in its

Fo

infancy is 1t5 lack of fracisa daiinition. Rosner and Kaw

(1974) claim this to be on2 c¢f the crucial i5sues impeding

1)

DYoo ress. In Zact, the "lack o conzensus" about what

constitukss comzetency basaed programs makes ir difficult to
dauge how widespread the movement 1as become (Rosner & Kay,
1974, 5. 291). some Prograiis are operating under the

.

ratensz of C3TE, often just b2aring minor s2mblance to the

G

cencept. In addition, th2 C3TE labz2l runs the risk of
being.harsnly judgad on the basis of such non-resresentative.
Drograms. ‘ ' ' .

It 1s probably a result of this lack of definition
that so much diversity amcngst programs exists. Although
C3TE proponents consider such diversity a healthy State—
contrisbuting towards better understanding of altzrnatives,
this diversi;y 1s so noticeable that it is considered that the
design process of CBTE only 1is generalizable to othner
situations. ‘

Dodl.and Schalock (in Anderson et al., 1973, o. 48)
are critical of the apparent confused state. They comment
that for CHTE to beéome a reality, far more precision is
reqﬁired, particularly in the statemants of competenci;s.

—~

Similarly, Rosner and Kay maintain that it is up to all



vartices concernaed with the movement to assist in this  task

imd)

or,

effort b, 11 particisating
cinclas to come to some

hose critical dimensicns are,
CBTL 15 unlikely to be

wlthoubt a concarte
-

a
\\\ iasticutions and a4
- ajyreenent on what t
f

\\\ ta2 real promis2 O
realized. 1t will be washed zvay, ironically,
by currant  of ambijuity. (1974, p. 291)

Concarns pbhout Fragmenting Teacalnd

F

fra menting teacaiag. 3roudy (1972) is onec showing both
\

\
coacairn angd disbelief of the C3TE assumption that the

teachiny act 1s the sum of the performances into which it 1

\i
analyzad. WRile it is an ailm of CBTE to encompass the

tctality otf t'acher education, an essential elem2nt of thea

apprcacn 1s a ssact teaching into a number of praspeci-

[
U

Ul

fiad uen:v1ors.\ pehaviors can take on variad forms,

N

from simple to complex, in knowledge and skills areas.

At the heart of many criticisms lies the concarn ovar

U

(@8]
]

CBTE advocates are guick to add that some critics have

.

v - . - 14 .
only limited understanding of the approach when . dwelling 2n

inadequaciezs of very simple behaviors wh2n in fact these
competancies can taks the form of complex and high lavel
operations. However, Broudy (1972, p. 4) makes the point

that tnere is strong liklihood that competencies will be

simplifiad if we consider that eventually assessment has to
.

dccur to compl2te the systematic CBTE routine. Palmer (in

dorton, 1974, p. 355) reinforces this idea by saying that the

possibility exists that nonsignificént behaviors will gain

emphasis, if only for the reason of relative e=ase in
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rthicr, the modularizod instruction of the seqmentad

behaviors is attackad on the Jgrounds that learning can ko

limitad to @ single format (Ishler, 1974, 2. 56). &flandwurs

[N

adds 2 reninder ts tha C3TE P2ecvle, too, that there i3 a
POssicility that the way in which their teachars are
rtrained may, in fact, have more impact than learning about

ta> specific competaoncies they are to accommodate (1974,

In addition, because only particular competencies are

J

to b2 acquired and assess:d, learning not to be assessed mavy

{

by underplayed (Jash & Agne, 1974, p. 3553). Then, 1in
emphasizing only those competencies which are d=zemed all
that tie teacher really needs to know, C3TE may be lahelled

a very narrow form of education. .

Criticisms of C3TE Theory

Thz C3TE theory itself is carefully axamined by
HcDonéld (1974,‘p. 307). He is particularly cynical of the
"tendency to reason as though the actual and the hyéothetical
were one',

e iay‘cons;der the basic CBTE model consisting of
three seguential steps (namely, identification of
competencies of successful teachers; estanlishing
measurement techniqu;s to gauge th2 level 6f competency
acduired and program.design to facilitate mastery of

competencies). McDonald argues that the first two steps, in



\\\‘\\

fact,

CO not 2van aeyist.

g2 analysas Zlan's Ofiicial definition of CBTE‘&Eae

caapter Two), issuad b th2 AACTE Committze on Parformance

sasz2l! Toacazr Zducation:

N

be able to demonstrate
e desirable learning or
wn to promote it. He is

t

Th2 student rys:t =i
his abilizy &5 £rom
3

(O
O
6]
,_‘

az21d accountabl=, ..., for attaining a given
lavel of Comoetency in varforming the essentials
tasks of teachino. '

“leDonald maintains that

Almost from the outset, a variant orf the bhasic
model appears in oshich the "competenciesg”
s2ecifiiad are not explicitly claimed to ba
demonstrably linked to Success in teaching,

Jurta2r, ns argues taat

from statements clearly tied to effectiveness as

a teac.er ("the objectives are explicit statements
Of tn2 aoilitias required to be an effective
teacanar"), one passes quickly to statements that
nmay rarfer only ‘to the bProspective teacher's
p2riormance in thes courss in which he is enrolled.

following tha CBTE notion, he argues that anything

not contributing towards actual teacher effectivenass rzally

-

has no right for inclusion in a CBTE 2rogram.. If, in fact,

there i3 no established‘list Of behaviors linked to actual

!
teacaer eflectiveness, there ‘can pe no second step in the

rnodel, being dependent unon the existence of step one.

Th= fiiddsn Curriculum of C3TE o

Horton wmaintains that there may be a strong hidden

curriculum at play with C3TE, equal to the CBTE curriculum

itsa2lf. Some of his. concerns include the idea of the.

teacher being relegateqd to the role of a skilled-téchnician;

4 3
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that Ehre teacalag a&@ L5 yainlay more importance than tae
principles beailnd teachiag: preyaring for "manpowar" rathor
Eaan aaaaced; trivializing teacher sducition to teacher

Zraraing and that the ands of ~ducation are being s2parated

U
I h

1

Iron th2 means. Hafton alsy guasticns tha gossib%li

providing 2asiar tasks with Juarantsad outcoomes in

prefarence to more dilficult »rocassas. (l974, 2. 339-363)
—i2thar concern noted by many observers and axain

] 4= N

higalighted by dorton (1974, o. 364) i3 that through C3TT we
. i
nay mova to a "lavel 2f mediocrity" in teaching. 2o

outstanding teachers wmay, in fact, become so restrained by
outlined demands that thair potential may never be realized.

\ Pzessur= towards Accountability -

"

]

¢ i3 thought that in many instancas the compatency
!

[0}]

ased tradition is being adopted as : "pre criptive and

"
rn
(i

ceffzctive solution" to tle accountability problem (Andrews,

1974, p. 31I0). Campbell (1974, 5. 326) is cynical of this
idea, stating that an unspoken assumption of CBTE is that
_ kS
the fault, the blame, for what is wrong with

our 3chools lies with the teachers

and that improvement in education will result by making the

t

~éachers accountable. In promoting "tha doctrine of

[}

t

accouatabllity", Foster claias C3TE erfforts as "subtarfuge

(1974, o. 305).

Jthar Coacarns

A few rnore concarns not treated in detail should be
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apadle of acalesving what is intended, are available.

b

R2considerations of, Particular Facets of C3TE

’

Jdeasurenant/issessnent area

Flaws at the nieasurement/assessment stage of the CBTE

£

Gl
{u

@ have been pointed out. It is srimarily ralated to

Sy
tiae nunber of unanswered guestions in this area that XKirst
(i1, Rosnexr, 1972) is critical of wide faderal eqonomic

'

Generally, there is lack of agreement as to what is to
be measur=d (Sandoz, 1974). Further, guestions such as who
will d;termine assessment; in what and how many settings will
ass2s3smant be carried;out} and what variation in measur2ment

no clear answers given (Drumaond,

e

13 acceptable have ha
1974 ; Anderson et al., 1973 ).

. Furtner, assessment for CBTE sometimes takes place in
simulated classroom conditions,kfor example, microteaching

situations. Quirk (1974, p. 317) summarizes the concarns

associated with such.



There 15 a2 aost 27 critically important reszar !
wuestions 2bout microtzacaiang taests or other
siaulated tasts wvhich need to b2 answerod boiove
sucihh dzvices bDecose a standardizzd part of a
regorting system for teacher competenca. How
conilstent 15 the texcher's behavior over tima?
Jhat 1s th: effzct of familiar versus anfamiliar
2u2ils on the beaavior of the teacher? What is
tie 2Iifact of pupil practice on taachar behavior?
tiow 15 teacher ehavior relatad o 2u»il learning?
Yaot are tae corraelations betweoen simulared
teaching tests and pader-and-sencil kest? SO Far
Za2 ilwportant guastions far oubrvmber the adeJuate
answers.,

Even given taat some of the abova vroblems were given

satlsfackory answers, thars renains a great need Zor the
devalopmant of nmeasurement technisues and instruments to
gauge a teacher's perioraance. Quirk (1974), Cox (1L974),
and Rosner (1972) are just a'few who have testified to‘this
real nesed.

Yo satisfy C37E needs, a variaty o7 measures are

—

nexded to evaluate all crucizal aroas (=. Jy., cogni:tive,
affz2ctive, mechanical). We need to know also that the '

Criticisms in the ass2ssment and measurement realm
do not come exclusively from outsiders of the C3TE movement.
2ropoitents have rehag. izad the mplexity Of th2 t2sX ana
readily admit tne present weakness of this area. Accordingly,
attempts by C3TE p2opla are being madz to improve this araa.
. - A N ) - . . .
Tae rormation of the National Commission on Performarnce

Basad Te2acner Zducation resultad from the recognition of thsa

nead to maks co-ordinated ressarch eifforts, the measurcement
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dllzima belng ono 2L 1ts chiliaf concerns.

SOmMa racenc responses to aeasurazment needs ars also

-~

aow availaonla.  In association wikh reosearca with tha
Conbatancy Jsasaed Tzaciz:r Cax ification Zroject in Carrol
County, G2orjla, enistin: obhsarvational inétruments,have
been used la an attenpt to draw togekier a list of sdecific
taouihe to belrelated to the eifoctiveness
oL a2 teacn2r.  Ixawples pﬁ tha observition syscems usad ﬁn
cals basis include: The Céping Aﬁalysis Schedule for
IZducatzisnal 3attings (ClSLS)q Th2 3paulding Teacher_ActiVLtv
Raﬁing Schz2dulz (STAR”); ®hz DJbsarvation Schadule and Record
(J3ciiR) ; The florida Classroom Climate and Control Svstent
(fLACZ3) ; and The Teacher Prattice Observation Rzcord (TPOR).

Jdne current compatency rating list derived from

L2nents of thase observaticonal schedules and introduced by

(v

[V

Larentz~(l977); 1s the ZXey to CBTC Camfctencie$‘(3e

14

. ',;l" P
Apeodadix Ay . Another ,ligt resulting from teacaers'
BT T N

perceptions of 2ffective’tzaching, which has a measurement

coumzonant of noting the proesenge or absence of certain
v o

-

t2achzr behaviors, is presenﬁea by Medley (1977):
Compatency Areas Identified by Teachar Task Force with
3enavioral Indizators (cee Appandix B). Medl:>y states that
this co < will

not measures 2ffectivaness d*rectlj, Yather, it

will measure the degree to which @ candidate

pos3sesses a set of competencies known to
characterize effective teachzrs. (1977, P. 1



Competency Concerns

)]

T2 mailn thrust of the C27E criticisms, however, i
directad towards the area of compgztenciss. The Zact Ehat
sucn an outbust i3 directed towards this most vital ar=a,
oﬁto whichk the vhola system is hinged, éresents a 32rious
threat. It praesents a threat not only to the compatency
S2umat wWithin the syscem but also tie the CBTE movement as
a wiinl=a,

Criticisms ara pointed directly to systematic -
considafatioms over competencies and to concerns over the
basic foundation from wiaich the Ffirst step in the system is
dzrived and onto whiéh the rest of the system is somewhat
dependent. Fér this reason, criticisms will be ﬁighlighted
undar the areas of cohpetency concerns within the system

i

and, sacondly, basic competency issues.

Cencerns witnin the svsten. The hazards of
-~

dividing teacning into fractions in the way oi specific

co.apetencias have been aoted by Broudy (1972). However, tha’

kay to tihe C3TE system lies witnia this idea. If concerns

I
. . D . i
such as thase are temporarily overlooked, another s2f of

céﬁ;ions directed towards the systematic operation remains.
Thé most forceful gﬁidelines connected with the
competency area are pointed out by Houston and Howsam (1972,
p. 17)..
In a CBTE prograﬁ, the bbjectives are explicit

statemants of the abilities reguirad by an
effective '

39



5 13 inperative to tha validity of the: svstom.

Ur
U

Zuplicitine
Yat, tasza Jrom tis C3TE literature, explic
laciing ‘10 progran dascriptions.  Lawrence (1974) notzs this
ne2d in ordar that ass=2sisxent procedures‘één atteapt to
Lled3ure pracise comp:tancias.  LE vaguoness préyails in the
Ei:st.sfep of the system than instruments da2signed o
beaaviors will aot adeuwuataly z2flect -
(
vlshler cautions additional considerations dealing witﬁ
tae siuniflicance of the competéncies, howaver. e notes
that tiz aature of the competencies chosen shqpld reflect
scopz, depta and 3source considerations (1974, p. 47). )
(Source considerations are lookad at later in this chapter).
The scop2 of the competencia2s, he maintains, should‘reflect
subject matter, pedagouy and personal char;cteristic
consideratioas. Further, Cooper and Weber (1973, p. 8) have
peinted out that competencies deemed necéssafy tovteacher

effectiveness include understandings, attitudes, skills and

behaviors facilitating intellectual, social, emotional and
Physical growth in their students. The prespecified list of
compatencies thus grows into numegous possibilities. It is
to this end that objections e been raised. On the -one |
Hand, it can be considered acceptable that the list should
be wide and comprehensive but on the bther, it ié wondefaﬁ

whether a list could be compiled to cover all these

considerations; for all children, in all settings, at all

times. Such a prescriptive list , if it were possible,
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could recach the level of absurditil Furthermore, it could .
prove an impossibility to operationalize.

Ishlcer (1974) also points out thc need for depth in
the competencices noted. Rosner and Kay acknowledge the
importance of this aspect, too, in étating that

tae real question for CBTE is to determine

at what level of specificity the parts (of

teaching) . must -be defin®. (1974, p. 294)

Even 1f only due t? practical constraints in the
iniancy of CBTE, programs surely could only be able to deal
with a portion of all the skills needed by teachers under
all circumstances. 'Thus Thomas and Kz, (in Houston &
Hoksam( 1972, p. 156) see the importange of "the
establishment of methecds of ordering competencies to reflect
fs?ecified educational priorities". Whether this is an

emphasis for -C2TE develbpers or how it might be operation-'

oy

'élized ié unclear from the CRBRTE literature.

Flanders -(1974) introduces a’perhaps more vi£al
question;relatég to priority establishment on the part of
the CBTE teacher in training. Within the task of building
é repertoire of teaching skills, he -questions whether
attention is paid to allowing the beginning teécher to

rearrange these skills on the basis of priorities. ;

Concerns over cor tency base. Underlying CBTE 1is
by

-the basic asgumption?that teaching skills which promote

—_—— L

student learning, can be identified. The CBTE system,

. E hY
taken in isolation may be a viable one but a decision on



the overall merit of CBTE rests, to a strong degrece, on the
streggths Oof this assumption as its base.

Bearing in mind the thoughts‘of Broudy (fractioning
teach'Eb) together with those of McDenald (the'mod@l may
only be a variant of teacher effectiveness), 1t b2comes
vital to test out tihe soundness of the totality of the
concept L re—ogamining the soundness of the assumvtion :
contributing towards the iﬁitial input to the system.
Andrews (1974, p. 310) cautions this necessary step, . i
maintaining that the basic assumptions are being accgptea,
ratih2r tnan chéllenged.

If we continue to limit our efforts to . «

changing the process to, for instance,

competency -based programs, without

examining the input question first, then we

will content ourselves with. cnanging the .

process for the wroﬁ? product.

Perhaps the most pressing concarns related to the
base for xdontlfjlng competen01as revolve around these types
of guestions: ‘What is the substantive basis for singling
out competancies? Is it in fact possible to isolate such a
list? How valid are the prespeCLLled competenCLas° Which
-"rLtlcal llat of COﬂpateﬁClps has been identified with the’ %
knowledge that they will emrsure effective teaching?

La&rénce is critical of the lack of defensible basis
for the chosen competeﬁcies by relying on a consensus or
opinion bése:

PETE programs generally have been launched
with competency-objectives not clearly rooted
in theory and research. The consensus process
has not drawn the profession closer to a set

42
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of universal teaching competancies because
agreement usually has been reached on
generalizations disconnected from any
theoratical context. (L974, p. 299)

Unless developers of CBTE are content to base their

whole mouggent on the validity of a consensus or a

L.pproach, then a researcih basis to add faith to
to their reforming concept has to bz examined. Advocates
of CBTE, however, fully realize the need for the research
fgnction but are impatient to wait for definitive answers.
Their preference is to use what they can gather together

' that 1is thought to be related to teaching effectiveness.
They maintain that operationalizing the CBTE system on this
basis will, in fact, assist the research function. Research
may be carried out in ongoing programs to test the validity
of the prespecified competencies. In addition, research
into the effectiveness of the total CBTE program can be
carried out. In this respect, CBTE can be classed a
‘"transitional model" as noted by Rosner and Kay (1974,

p. 295).

CBTE is not an end in itself. It is a process
of moving, from the present ambiguous state of
teacher e?uCation to a more clearly articulated

: program of professional education. CBTE is a

transitional model for establishing teacher
education on a firm theoretical and empirical

base ultimately directed to the improved

delivery of educational services.

‘However, CBTE programs are not really being promoted

////,ua&er—tne~aﬂspices of a "transitional model". It would be

: ’ - i

more reasonabl *o suggest that they are being implemented

under thé.ﬁUinudS of producing effective teachers in the

-
N



immediate future.  How valid then is their assumption that
teacning skills which‘gromote learning or effective
teacihing, can be identifi=d at this time? Unless some sort
of definitive answer from an objective research base is
available, belief in tha overall merit of CBTE at thié

tine 13 some2wnat speculativa.
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CHAPTLER IV
CARLY CHILDHOOD CBTE

Interest in CBTE with its notion of specified
competenclies 1s becoming more avparcent in the early child-
hood Sector.s Particularly notable 1is the attention being
aqevoted to competencies to be used as assessment and
certification wmeasures, both for those entering the field
and those already practising. This atﬁeption closcly
paralfels the outcry for guality services in early childhood
programs.

Jo matter what approach i1s adopted in the education

of early childhood personnel or vigilance over the quality .

of programs in operation, it becomes important to understand

ths real nature of the field. Only with acknowledgément

of ;“”icularities within the early childhocd field can
teac >ducation hope to truly represent the needs of this
area.

This chapter highlights the nature of early childhood
education thrbugh exploring diversities among prégrams and'
characteristics of the field. It 1s thought that these
factors should be considerations in determining agplicégle
teacher education programs. For CBTE witﬁ its idea of
role-~derived competencies for all situations, it should
prove é suitable background for identifying competencies

'equired by early childhood personnel. i
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The chapter continﬁes by focusing on competency based early
.childhood teacher education as it is envisaged in tha )
literature of CBTE advocates. An attempt to give some
illustratory examples of the types of C3TEH programs now
operéting 1s made. Following, thz move to form certifi-
cation procedures along CBTE guidelines is discussed and
illustratéd. Finally, a summary of elements considered

essential to competency based early childhood teacher

education 1s offered.

Considerations for FRarly Childhood CBTE

Depending upon where a student reqeives teacher
education, the term "early childhood education" may refer to
different age groups)and bear different connotations. If it
is thought thaé early childhood education addresses itself
to children aged from birth to eight years (és is the case
in Alberta), then it Qecomes obvious thét teachers %rained

. .

in this area can be destined to work in a variety of

programs with varying characteristics.

&

Diversities among Programs

. Different types of programs. For children in the age

rangs ZIrenm birth to eight years, a wide variety of organized
programs is now available. Séag.have arisen with explicit
intentions of benefitting the child and reflect an awareness
of the importance of the early years. Others have been

developed as a service in answer to family needs.



Promincnt amongst organizod early childhood p%ograms
arce nurscries, day care, plavschools, preschools,
kindcergartens Qhrough to carly grades in the elementary
schools. Somewhat leés prominent are infant programs,
television for young children and home based early
childhood programs. Within these broad categories, programs

may be further differentiated according to the particular

philosophical models with which they associate.

Different age groups served. Programs may differ in

the age groups which they serve. Some cater exclhsively for
one age group (e.g., kindergarten and grade school). Others

are open to mixed age groups (e.g., day care).

Varying lenogths of programs. In addition, the length

of time certain programs are offered can differ widely.

Thus pfograms are often classified on the dimensions of

half day and full day. Some half day groupings are available

for .as little as two hours. Others offer a longer_period.
Those classified'as full day programs can range from the
length of a séhool day to a much longer time, as is the case
in Some day care situations. There, children are often left

for the entire time the parents ‘are away at work.

‘Varying degrees of parent/community involvement. A

'

current trend is one towards more activé involvement on the

part of parents and the community.. Programs differ in the

extent to which this participation is initiated. Thus, the

47
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range 1n this regard can vary from casual acquaintance with
the program through active involvement in the classroom to

decislon making powers on priorities or total control over

the curriculum.

Other difforcences.  Some other prominent diversities

concern the following: funding (public/privaﬁe/mixture);
housing (apyropriately designed or makeshift centers e.g.,
church halls, basement;); availability of resources,
faciliti=s, and materials; size of pfogram; ratio of staff
to children; distribution of authority; division of labor

etc.

Characteristics of Lirly Childhood Lducation Programs

Peculiarities to the field. Spodek identifies "a

- movement towards a differentiated staffing path&qlbguahﬁf._\-"/

people with different roles and relationships to work

together" (1972, p. 341). Noticeable now are team

teaching and the use of additional adult persgnnel within
programs. Tne latter can take the form of'ééacher aids
(either in a casual or %ull tims capac;ty), volunteers,

and part time extra teachers. Volunteers and aids may be
#nvolved in custodial and clerical work ér actual teaching.
in some_pfogfams there'may be little which differentiates
the teacher from additional staff, P;omoting Metzner and

Newman's ideas, Spodek says that "differences in roles of

teachers and aides seem to be shrinking rapidly. The major



difterences scem to lic in the actual performance of tasks
.

in the classroom and morc in the area of responsibility and
decision=-malking”" (1972, p. 351).
Several developmants have arisen “reom the trend of

naving additional help in programs. Thore is the chance to

w

sharc roles and use staff with speclial capabilitijies for
particular program needs. A scnse of teamwork 1s required a
and this scems to reguire a whole new range of possible
skills, such as skills reguired in communication,
co-ordination and relationship areas.

Early cnildhood education accommodates a whole range
of professionals and paraprofessionals. Staffs vary in
gqualifications énd backgrounds. Ths Zield can be considered
as multidisciplinary in nature( drawing its staff from

.

such areas as education, social work, family studies and

psychology.

Roles and styles of early childhood personnel., Katz

(1970, p.43) makes a distinction. betwsen the roles and
styles of teachers. She uses the term "role" to refér to
"that aspect of the teacher's behavior that concerns the
duties, reséonéibilities, and éctions expecfed of the
teacher by her client and herself". "Style", however, is
used to refer to that behavior involving the "individual
rendering with which the teacher's role is . rformed".

The goals of early childhood programs may differ

widely. Accordingly, the roles of early childhood‘personnel

49



can be linked to the goals of the programs and thus
difigrcnéus 1in tno roles adopted are noticeable. Hatz
(1972) identirics four dilLerent role modols of porsonnel
working with voung children: maternal, therapoutic,
instructional, and facilitative.  The various role models
can be degcribed in order to aid clarity.

o Ce

‘The maternal model emphasizes the safety, comfort and
happiness of the child; It reprosents the teacher "as a
Kind of mother substitute who is expected to fulfill the
mother's responsibilities, duties, and functions while the

child is away from home (Katz, 1970b, p. 43).

-loustakas describes the therapeutic rcle as one .

to help children grow both as unique individuals
! and as important members of the group, to help
" them fezl comfortable in expressing themselves,
and to help them develop a positive attitude

towards school ... to help children resolve
their tensions and cofiflicts. (cited in Xatz, 1970b,
p. 44) ' :

Th2 instructional model though, emphasizes "deliberate

transmission of information and knowleage and thes conscious

training of children to develop skills--that is, on direct
|

instruction or structured progfams" (Katz, 1970b, p. 44).

The facilitztive role model is one whereby the teacher

creates the Scene for learning experiences and devélopmeﬁt
to happen.

Katz maintains that the pure form of each model'does
not exist (1972, p; 44). It is more probable to expect a
blendiﬁg of roles. This idea gains importance Qhen noting

the results of research studies comparing the effectiveness



of full day, day care procrams (where the pPrimary purposce 1s
scemingly custodial), and half day nrograms with planned
cducational outcomes. landler (1972b) Zound that children
1 full day, day care programs consistently »erformed
better than Head Start children on a number of school
achlevement tests. In a scecond study, she found that
day care centers, which provide all day scrvice
offer more training in social, motivational and
1rteractional skills than nursery schools, which
provide part-day service. Training ih cognitive
skills is about the same at both types of
institutions. (Handler, 1972a, 2. 560)

It thus seems that there can be an instructional or

facilitative component in all types of programs, regardless

Fh

of the proclaimed goals. Moreover, it would seem too, that

personnal may be performing a mixture of roles.

Day care workers may be operating under all four
role médels.' Teachers in programs with planned educational
outcomes may be functioning under the maternal and

therapeutic roles as well as the instructional and/or

facilitative models just by reason of the nature of young
children reguiring such services. As Almy (1975) has
added:

Different programs place major emphasis on
different functions, but the nature of the
young child is such that within every program
a measure of caretaking, of guidance.,, and of
lastruction and facilitating will bhe apparent.
(p. 130)

Inevitably, child care has educational consequences

(Almy, 1975, p. 40). Learning seems to be interwoven with

exihangeg with the young child's caretaker. The idea that
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cersonnel 1nvolved in programs not overtly educational are

somewhat lesscr professionals is often upheld. Yet all
[+]

workors in direct contact with ungg children in organized
programs, recardless of thoir backgrounds, are in o sunse

teachers.

Katz (197%) suagests that there sceoems to have becn a
shift in fashion regarding role models with the result that
the Instructional model seems to bo more favored at wresent.

We are moving away from building a protective
and psychologically safe environment around the
s vulnerable voung child and toward helping him
develop the strategies angs gth ror cooing
with his natural enviy

L

s > . N - . ’ o . .
The relative degree g bo _ Arious rqles are

adoptad mav differ froﬁlﬁﬁv

orfvious difference. betwegn prégra

Lo 2

stvles with which‘tﬁc roles are rendered. Katz (1970)

suggzsts style may be a more ro 2rful determinant of effects

porj

[l

than the teachz2r role adopted.

A spread 1n the nature of-early childhood education

1s “ndicated. Teachers involved are placed in the position .
of wideninc demands. Early childhood teacher education has

a responsibility to ensure that candidates have a wide
enough background to prepare_theh for the tasks réquired.
Once ih the field: means of establishing and maintaining
standards of such disparate staffing seems to have become a
nmuch disqussed problem.

What teacher education scheme and certification/

~
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assossment systom will best serve these purposes is a

matter of debate. The CBTE system and C3TE certification/

assossment svstems repreoscnt some possibilities available.

Larly Childhood CBTE

Stewart, Denson and Stone (1976) outline eariy
childhood CBTE. They emphasize that features of such are
compatible with those outlined by Elam (1971) for CBTE in
gencral (see Chapter Two). )

Trénds noticeable with CBTL in genqral are also
noticeable at the early childhood level. .For instance, 1t
sea2ms cbvious from the limited literature availlable on
programs operating on this basis, that diversity amongst Rz
programs prevails. Some devote themselves to the training
of personnel for particular types of programs. Some are
:onneétéd with early childhood érogram models. Others
reflect varying philosophical o:ientations. Examples of
ghese include the Flexible Learning System (Tanaka, 1976)
affiliated with the Responsive Model, which trains preschool
teacher assistants by way of 15 éompatencyibased units; and. 
the person-centered CBTE approaéh (Lickona, 1976) , developed
as an early childhood masters progfam. The latter approach
allows for differences in téacher behaviors in the
demonstration of a total competence pattern.  The developers
.believe that
the mandate to provide the learning conditions

under which teachers develop competence has
universal validity as a goal of CBTE; diverse
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means to that goal should, in an experimental

and humanistic spirit, be encouraged.

(Lickona, 1976, p. 10)

Accordingly, this system operates on the assumption that
assessment ol teachers should be relative and not absolute.

As with CBTE overall, it is difficult to find out

Swhat specific program competencies are being promoted.
Program descriptlions are fairly scant, usually vaying
attention oi.ly to general areas of study so that, in effcct,
the picture portrayed closely resembles traditiconal teacher
educatlion programs.

It may be that the expectations of raguired
competencies differ for different types of personnel in the
field.  Almy (1275) notes a comparison between competency
statements suggested in the area of assessment f?f two
different types of personnel: the teacher and the day care
worker. The expected behavior of the student teacher is
noted guite specifically:

‘The student teacher will be able to diagnose an
individual learner's deficiencies in a particular

" content area. The standard-of verformance in ¥ e
diagnosis demands that -the student (a) prepare a '
task analysis of an instructional obijective by

which entry or prereguisite skills are identified;

(b) select and develop measures Ior assessing the

pupil's status with respect to these prerequisites;

and (c) use these measures in assessing the pupil's .

status and from the data collected formulate

objectives that promise to "close ths gaps"
identified. (after McNeil, p. 201) :
~ .
On the other hand, competencies intended for day care workers

9 . . N .
and necessary evidence for the demonstration of such in

Parker and Ditman's views are-related by Almy 21975, pp. 201-



202). The
perfo sanc

carr; out

, Y
. S
, : /o
Yy maintain’ that, at the "milddle level® of.

¢, day care v ars should be able to "plan and

at least onc learning activity with children" and

."should show an understanding of these differcnces be tween

‘individual

‘cinildren”.  Evidence ¢f the mastery of thecse
\ ,

compctencices 1s taken from observations of th~ situation,

foy example, that the children "usually respond and stay

with an activity” and that the worker "reacts positively

but differe

1tly to different children in the same situation".

raws some conclusions from this comparison:

'\ \.

he

differences in explicitness of these competenc
P P 0%

ctatements reflect the differences 'batween
exrectations for two different age levels, and
also tne differ nce in expertise to bs expected
from personnel whose pPrimary function is
education as compared with tnose whosge primary

function is care. The differences may also

.reflect different orientations with regard to
teach 3 behavior. (1975, p. 202)

N

. w
Examﬁ!és of Early Childhoo¢ CBTE Programsg.

University

of Houston, Texas ° ’

one

winich also

Iiterature,

= e
pa

ot

Pniversi

of the most clearly described programs, b.. one
does not articulate specific competencies in the%

31% the éarly childhood CBTE program devéloped at’

, Texas (see Stewart et al., 1976).

~ildhood teachers undertake two

,:S.. &

rses, firstly to make a deci.sion on

(]

R L
ing and secondly to "acquire .

atPa1l teachers need tegardless of'graae level

égi‘such'as_writing behavioral objectives, "

R, S
M i
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jaking lesson plans, handling discipline, assing higher

\ . . .
order juestions, etc." (p. 191). I'rom thilis point the

student procecds with the early childhood spe .1zation

compstencies extracted from these categories:

knowledge about the field, child development,
obscrvational skills, the teacher as a person,
the nature of teachecr interactions with children

and adulits, curriculum development and implement-

ation recording and evaluating tgehnigues,
management shkills, innovative programe and
practices, and internship experiences. (p. 191)

The authors state that the competenciss were
established by

looking at the way teachers of woung children

behave, then listing what good teachcrs de that \‘

ofosters growth in their pupils and waat they
Know that .enables them to behave in these ways.
(p. 191) o

[

Competencies to be mastered are ordered according to

complexity and then organized in modules so as to facilitate

mastery of compstencies thought necessary for effective

early childhood teaching.

J

. 'ﬁ
As noted in Chapter Two, some programs do no® adopt

an holistic approach to CBTE. -gvidence of prog: ms bearing

som2 semblar_. %2 CBTE is probably more widespread. On the

b

Alberta front K two programs bearing some CBTE semblance have .

been developed. These are locatéé atfRedFDeer.(Bed Deer

'College) and Grande Prairie. (Grande Prairie Regilonal

College). Both centers have.organized their courses around

>

- competencies to be gained by working through certain modules.fé

) Bty Tt
A B
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Roed Deer Collaue Proaram

The early childhood development program at Red Deor
I . , ’ R
College in Red De®r, Alboerta, has adopted .and adapted
sovercl of the University of lawaili's training modules

(Duckering, 1978). These nodules, in turn, center around

competencies advocated by the Child Development ‘ssociate
(CDA) assessment system in the United States.’ The one year

procram addresses itself to the preparation of staff for -~

.

‘ aay car< centers, child care centers, nursery schools as w.:l1

"as assastants to teachers in kindergartens and elementary
e ’
- "/ * N

'"qugs (Rea becr College Calendar 1977-78, p. 42).

e ; 4 . . RO
R ' e ' . '.Q
. R izt " - - -!
A ’”awdo Prairie Regiconal College Program ’
& e ) . R

. & . ¢ x4 . ~
o=k . The, Grande Prajgge,;two yeat® program aims to serve

these already in the field of 'education and care of young

children as well as,ﬁhoée'plannina entry to same. It has

.been ‘developed ih modules basea on "regquiréd competencies

&

oﬁ'garly childhood workﬂrs" (Grande Prair;e_RegionaL College
7

Prograr. Proposal, 1975, P. 4). The compctencies put’
forward reflect opinions gained from experience in working

with voung children. Examples of some 0of*the 2C rnodules

comprising the program are 1k1 . . rated (see Appendix C).

&

CBTE Certification for Early Childhood Personnel

As ndted»earlier in this chapter, lnuerest in the \\\\\

identification of competencies as gulaellnes fgr

3

certification of-early chifahodd personnél”haS*becdme very



o

evident. This parallels a strongly felt need for auidance
and control over the gquality of services rendered in

or young children.

Fn

programs
Cfforts to censurc quality staf{ing based on training
qualiflcationg have met with scveral problem areas. In

nmany ways, background gualifications of early childhood

personnel can be so disparate. Personnel ¢ ncerned are
derived from an assortment of disci- . ~s. ?tandafdé and
tvypes of training can vary widely. o o 11, there is the
problem of Luose personnel who have updated quqlifi—

cations to current demands but who operate very successfully
in the field. The prevailing feeling seems to be that
applying the same criteria to all workers as a certification

measurs 1s one way of equalizing such disparates.

The CDA Assessmant System
é
In the USA, this very notion has prompted the creation
k] ' %
of a nation-wide assessmen%@system: the Child Development

.

"Associate (CDA) assessment system, otharwise known as the

Credential Award System (CAS). Dimensions of this new

development, established in 1972 but operationalized after .

-

reééarc@ and experimentation in 1975, are outlinedﬁ?y Ward -
. : Dy :
and the CDA st: £ (1976, pp. 244-254). .

The CDA -system is intended to be a flexible one,
K : N LN

capable of transcending program disparates, ethnic and

cultural diversities; and differing personnel backgrounds.

»

Awards are i1ssued in a professional,status sense, not as a



licensc to practise hor as 2 state certification substitute.

v (Mowoveor, 1t 1s noted that sceveral states have adopted this

nmeasdre as an alternative licensing procedure for personnel

in day car<). ‘fhe primary purpose oi the system 1s to
"assurc children, their parents, and child advocates that
an cdudult wiio holds a CDA credential has successfully

demonstrated competence in werking with young chiidren®

ES I

The CDA consortium controlling the awards 1z a
pfivato, non profiit c?rporation funded by the Of;ice of
Child Deveclopment, It is multidisciyglinary in nature,
being composed of 39 national associations connegted with
early childnood education or child development. This

»

> . .9 consortium advocates that an award holder Shouliﬁpossess
2 , , awes

)
0ot early childhood education/child development to be
essential for a person responsible for young children in
a group setting" (p. 246). The fequired,competency
standards are depicted in Figure 2.

Applicants demonstrating success in the competency
arcas become Child Development Associates or CD2s, being
distihguished as being

able to meet the specific needs of a group of

children in a child development setting by

nurturing the children's phySical, social,
emotional, and intellectual growth; by
establishing and maintaining a proper child

care environment; and <y rromoting good -

. relations between parents and the child
development center. (p. 245)

six kinds. of competence "considered by experts in the field

7t
N
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The Cba huas also articulated some broad "personal

.

qualities” thought ncecessary for early childhood personncl.
Thyyf21"e as follows:
(&) being scnsitive to children's feelinus;
x RN

(b) listening to children and understanding mcanings,;

0 ,-/

(c) adanting language and communication stvlae to
ircrease communication;

(di" protecting orderliness without sacrificing

spontaneilty .and exuberance:
(2) exercising control wit%out threatening;

(f) being emotionallv rczpensive;
"(g) being committed to maximizing the strengths of
' . 2
the child; .

(n) being perceptive to individuality.h (Alberta

N

EarlyJChi;dhood Services Task Force'Report, after CDA, 1976,

Features of the anessment‘system include: team
assessment; performance based assessment; judgement-

assessment.

referenced‘assessment; and consortium verifie
s . &

28 L - e
Jgsment Team

=

3
o
0]
fu

ssessment team is known as the Local hss
(LAT) , comprised of four persons: the CDA candidate; a

trainer (a person acquainted with the candidate's inservice/

~-
i

preservice apllitiesy; a consortium representative; and a

parent -community repreéen%a@ive.
) ’ . b N e S SCE RN
Assessment’ 1s gauged acco¥ding to the competency
. v
structure cutlined by the consortium via observations,

intérviews, and perusal of a port-folio presented’by'thé

61
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\

candidate. Group judgument aids in presenting a composite
assessment of the candidates strengths, weaknessos, and
suggested improvements together with an overall verdict of

whether thoe Cbha award is to b2 granted at that time.

D2y Care and the CDA

Parties concernéd with day carec in the USA, however,
have maintained that the CDA credentials are not adequately
represzntative of the competencieé needed by day care
perscnnel. A 12 membe£ Day'éare Task Force (1974) thus
advocated that the standards dig not‘gully consider such
additional factors particular to day care: the long day;
the purposc ol day care differing‘from part day services;
the_gaturé.of tﬁe‘day care system (low pay; poor working

conditions, sdnadequate physical and financial ré&sources) ,

regquiring "special" persons; the broad range of services

15

offered (Day Care Task Force position paper, 1974, p. 3). .
.y . UE > o L

h

Accordingly, they suggested that 67" day caré‘éqggoses,

criteria should be expanded to include the areas lacking:
. . o o . ; |

human relations: individual differences; principles of

learning; s€1f knowledge; objective observation and listen-

ing skills; and feeling tone (p. 4). -

s

The Albertan Case

In a somewhat similar way, although less developed,

a move has been made in Alberta to identify competencies

T

characteristic of effective early childhood personnel. In "

1976, the Early Childhood Services ,Task Force was given the



responsibility of
deiining the knowledge reguirements, specific
skills and personal characteristics necessary
for persons who could provide programs for
young children that c¢fifectively vromote their
learning and development. (Final Report, BE.C.S.

P

l'ask Frorce, 1976, p. 1)

A zct of definitivo competency statemsnts was arrived
.aﬁ by means of combining evidence from variou; sources:
1ntér§iew5 with tecachers, parenté, arid assorted profeésionals
togothor with observations of teachesr behaviors in procram
settings. The Task Force maintains that their work also

involved the "%%nsolidation of research studies into early

Report, E.C;L. Task Force, 1876, p. 2).

-

childacod" (Fina

Y

It may wezi’be nore realistic to sav thét advocate literature
heavily contributed towards the cfeation of a framework for
the statements anﬁ that isolated research studies,cpntributga
towards the substantive basis of some competencies.

However, the research basis certainly was not representative

=

nature of teacher effectiveness in early

Hh

of the tcta
childhood programs.
The competencies suggested by the Task Force are

'aligned with the Zacilitative role of "early childhood

:

i

personnel. They maintain that

S

competence is a synthesis of knowledge,.aﬂﬁgtudes,
and skills, rather than a collection of these.

Tazy are formed, and interact with each o:ther, to
produce facilitative bthavio?s. (Final Report, 1976,
p. 54) . '

Theixr reéultant outline of competencies thought to be

characteristic of effective early childhood personnel can

)



be noted under thrbe headings: design and implementation of
the program; personal competence; and interpersonal
comgpetence, © The main ideas which follow have been drawn from

the final report, both through direct quote and paraphrase
' (pp. 54-73).

Desicon and Implementation of the Progran

Generallj, successfiul accomplishment in this area
requires the ability to relate the use of time, space and
activities to the developmental leyels, leafning abilities,
and Individual characteristics of the children. More
specific abilities relating to‘this end 1nclude:

(a) ability,to.involve parents, professipnéls and .
others in the planning and implementation of thé
program;

(b) ability to facilitate language development;

(c) ability to promote problem-solving behaviors
among the children: |

(d) ability to facilitate sensorv ﬁotgr development;

(2) ability to increase the child's self-knowledge,

. ' self-esteem and self-confidence;
. gi(f) awareness of the individpal characteristics and
special tempo}ary and long term needs of children;

(g) ability to fogter social development among the

T chiidren; 5

(h) ability to facilitate physical»health.%nd

development; -
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(1) ability to observe individual behavior, record

and plan.

Personal Competencies

The general ability required in this aréa s thét of
serving as an effective model of behavior for ghildren and
otRer adults. Individual components are:

(a) knowledge of self;

(b) ability to express to the children cﬁriosity and

éxploratory behavior;

(c) senéé of humor agd perspective;

(d) ability to accept people without prejudice;

(e) commitment to human growth:

(£) ability to be flexible, tO'adaptﬂactivities to. the

situation;" |

(g) ability to be emotionally responsive.

Interpersonal Competence

This is defined as the ability tO'facilitatelthé
child's mastefy.and satiéfaction in interactioné with the
pl.ysical environment, peers and adults: to stimulaﬁe the

”child's exploration and explanatory of reality rather than
imposing one's own which may have ngwmeaning for the child;
to view success and failure as information rather than as

)
reward and punishment.

Particular abilities in this area are set out as:
(a) ability to support the child's goals in a

Fal



particular activity rather than currigular or

teacher standards; ,' 5

(b) ability to recognize an&;use the £
characteristics of each chl@d}”
(c) ability to provide for the children a socially and
psychologically safe environment;
(d) ability to provide the structure and encouragement
.necéSsary for the children to explore, learn about
and master their environment ; |
(e) ability to respond to the context, motivation and
significaﬁce of behavior;
(f£) ability to communicate effectively
The Task Force acknowledged iimitations'and cautions
in using the guigelipesxgs a means for assessment at the
current time. H;;ever; they have ﬁade 12 recommendations
for ﬁhe general impravement of local Early Childh&:d
-Se{vipes staff. Some of*ﬁpe recommendations do, in fact,
necessitate gﬁe use of the guidelines as tools.‘ A
sampling of the range of recommendations is presented:

AY

(a) that the ECS branch of Alberta Education
prepare and distribute a self evaluation
guide to staffs of local ECS operators; .

~ (b) that provincial authorities, including
training institutions and certifying
authorities, work together to develop means
to assess competence of local early child-
hood. staff;

(c) that competence criteria be the basis for
granting permapent certification to early
childhood teachers;
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(d) that competence crit- be developed to
grant temporary certi..ication to early
childhood teachers who do not have interim
certificates;

(e) that institutions responsible for training
early childhood personnel work together to
develop appropriate training programs;

(£) that applicants for training'programs be
screened as to potential for success a

(g) that persons demonstrating competence in
working with young children be granted
advance credit towards certification
reguirements. (Alberta Education News Release,
$# 11, 1977, p. 2) ‘

The target population of the_inves%igation was

primarily teachers in programs for four to six year olds.

The Task Force considers the competencies egually applicable

a

to day care personnel. As well, they can be adapted for
teachers in programs for older children and smaller chi®.ren

after considerable revision (ECS Task Force Report, 19°

p.3).

Suggestec Essential Elements for
Early Childhood CBTE and CBTE
Certification Practices

CBTE claims to be realistically suited to the needs

W of the teaching situation and to encompass the totality of
teacher educatiOh. For any particular teacher education
system to aéhieve this, however, it must take careful steps
to ensure that its components are truly reflective of all
the real needs and realities involved.

The 'ss%Ptial elements for CBTE in'geﬁeral have been

B
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'skllls tha@?n be applied to early chlldhood educatlon at

68

outlined in Chapter Two. In the early childhood sector,

for CETE and CBTE certification Practices to be VLable

"
oY

the general parameters should be adhered to. Moreover, it

1s important that other considerations, noted as essential
to the realm‘of early childhood education, are reflected
in the individual components. More partlcularly, it is
crltlcal that the nature of the suggested competenc1es is

rerlectlve in this manner.

Validity of Suggested Competencies

One of the most crucial questions to be asked of CBTE -
regarding the identification of effective teaching skilds

to be used as competencles wds posed in Chapter Three In

1
N

order to test the’ soundness of the early chlldhood CBTE base
the same question should be queried. The question thus

becomes : Is, it p0551ble to identify effectlve teachlng

this time?

For CBTE and CBTE certification practices to be
reflective of early childhood needs and to be representatlve

of acqulred research knowledge, may in fact prove an

awesome task.,



CHAPTER V
~ . THE RESEARCH BASE FOR EARLY CHILDHOOD CBTE

An underlylng CBTE assumptlon is that efFectlv
teachlng SklllS call be identified. 1In Chapter Three, the
need to test the Vﬂlldlty of this assumptlon and hence the

.erit. of CBTE, was established. The base paralleling this
assumptloh is that“of teacher effectiveness research.
Results from teacher effectivenesss research should prov1de
‘ the .data on which to found such conclu5lons

From ‘'syntheses of research on teacher effectixeness,

« ¥

. it _
evidence prdclaims that the research base for CBTE i:s pon-
. . - nl

conc;usiVe (Rosenshine & Furst 1971 ; Heath & Nlelsoh 1974;
‘Dunkin & Biddle, 1974). These syntheses testify to the

TN . . . .
complexities and lncon51stenc1es of teaching as it relates

Y .
M 3 g I

to student outcomes.

The ‘abovementioned studies examined common teacher
‘variables as they pertain to student growth across many
different age levels.c An unspoken‘assumption,,then, was

that }esults of effecti&e teacher variables may besgeneraie,

s

izable to all levels of schooling. Indications-are,’
however, that this'may not be so. On the basis of data

from the Texas Teacher Effectlveness Study, Brophy and
»

'Evertson maintain that o -
l

‘teachlng fundamental tool skills to early -
elementary school children is qualitatively’
dlfferent in many ways from the kinds of

T . "

st
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; PP - N g f;‘ -
- P PN \
Jﬂl_'i”w' teaching that goes on At hlqher levels and
STTTUY that it will require study ln 1ts own right.
| . (1974(a), p. 21) | )
l",’ tﬁ‘t ) » -
In llght of this evidence from a falrly sound, replicated
. |
.study,:ﬁ% scems reasonable to query the teacher effective-
1néss research base for early childhood education in its
own right.. Hence the valldlty of - the noted assumptlon
as lt relates to Early Chlldhood CBTE, may be tested. i i
. “ f
. At this point in time there is no known set of e .

teaching criteria that can be linked empirically to desired

' learnlng gains at'the early“childhood level. It is p0551ble

‘though, to gain some 1n51ght into the status of teacher A
» Q2 4
‘effectiveness research for this level. "By looking at

collegted research studies in this field wit“in early

childhood education, it is possible’ to gauge progress and
. }]] PR S A
trends. ’

Generally, there is a pauc1ty of quallty teact
effectiveness studies. Such studies 5% the early chi._

level,are no exception. Slnce early chlldhoéd educatlon

Ka%ﬂregalned attentlon 1n about the past flfteen years, the‘
W

1
v

area has excited much research A malpr part of thls
Q- @

research effort’ has been dlrecte bgoward comparatlve o LU

. effectiveness of dlfferent program mod%ig -Inferences as to .

b 9

teacher effectlveness could be atﬂ@mpted from suchr studles
S *
~“Mak1ng 1nferences of’ thlS klnd however, becomes uncerttln

ground First, 'the results .do not hang together well partly
because programs with very different goals Were often

—

compared and the concluSLOns therefore do not make too much

- . - . . ‘
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\.‘.‘/; g,
\ﬁ
sense Secondly, linking Lesultsieg dtsarlptlons of pProgram R
~J\ -
owmodel behav1ors may be too Smellstlc. Program model
LU o &

bthaVLOrs can/be COﬂSldOLOd ultra high inference crlttrla

P ny

w

(Kq“ l97a, pD“ 7—8). Actual teacher behaviors executed to

3
brinyg apout . Chlld outcomes Wlthln specified program models

i il

may not be trulv reprosentatlve ©Of the program model S

. - . ‘@M
teﬁcncr;beha%iors; - s -

. ﬂ “ .
One~potentiallgipfapucti\e form of teacher effective— \
' P v &

B

. ness research current g conducted probes teachcr
behaVLOrs“énd classroom g&ocesses (affected by the teacher)
ad they relate to student measures in naturallstlc classroom
settings. Agaﬁnj e is a relatively sparse number of . thlS

form in early chlldhood educatlon However, a number of*’

recent large and rich studiis of thls nature aré agpllcable '
& g v Yol BB A S

) to early cdildhood: ﬂtalllngs (1976) Berllner angﬁ .~JW?~-3W
' . 0 G .}‘
hy . 53 B
Tikunoff (1976); Soar and’ Soar (1972) Bropnx_and Eveg%son
. )’
o (l974a l974o l975) Each attempted i some manner, to v,v
.n - EEYP ¢ 4)\ J 2 .

bubld oﬁto acqulred awareness 1n the fleld ’ ft is thus ‘
Al
o felt th, these'studles, reasonably compﬁehen51ve and ’

current as-theyﬁare should present a falrlyg

i P i o N
3 Y g:,é[ Y . .
plcture of the status of teacher.effectlvgniéﬁ; esearch
7. @ 1 , e L o
" for early chﬁldhood educatlon % N '

»? .

4 *

. ‘ . 172
Thegﬁqrpose of thls chapker s, to look at the status
) : - -

LY

of early childhood teacher effective ss research as it is

Tepresented by these larger studles and seven%l others, . The
others are much smaller rn nature problqg the effectiveness

- ' - . : )
o of.a,few, very»partlcular processes 1in somewhat contfived .
. - : i q
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circumggtances

&Sﬁ studies chosen are similar on several broad
dimensions,?although the; differ extensively on more
intimate details of motﬁodology and analysis. 4&n the main,

o

the studies fulfill the f@llOWlng broad “criteria:

. - Enf . : . . 7 : 3
Each (a) took place 1n naturgilstlc classroom Zettings,

or some semblance thereof
/(é

'(b) contalned an. observatlon of classroom processes

component,

(c) noted teacher behaviorb or classroom processes,

i 2
(d)- measured student-putcomes * f@;A ’
‘(e) appearec reasoraoly'sound methodg}oglcally and -
e ) R * »
' statjstically Y- L ~\§,\ ’
(f) involved teachinggkithin the-early*cﬁm%ahood age
3 . “ ) . b, ‘i"‘ s ’ 5 \_*w
range. o onT . ‘ T2k o y
. S W, ' -
Fjvstv'tne‘gtudies are snmmarlzed‘ﬂ Secondly, o N N
N ,‘._ - o, \ \‘,\b b ‘ -
Llndlngs are grduped under broad categorles wh¥ah tended to &
. . 1 v . M
emerge . from the studles #ﬁnally, a- general dlscussbdh on
o 'g T o
trends, 1nherent problems aﬁé co&clqslons is outllned .
o . . . o , ‘ ' o,
E}' B , -- ,’/' . ) .$_ ~ ) . . 3y
' . * Summary’ of Individual Studie§‘_§. .

,Stalll_%s (1976) ga T

As partsof an«observatlonal study of Follow Through
7 > L
Planned Variation Progects, Stalllngs examined relatlonsH!ps

You

S between actual classroom rnstructlonal processes and’ Chlld

-

.

_ outcomes The,gnlt»of analysis was the classrodm. A

. N
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~ ‘
! N

.W"

final number of 105 first grade and 58 third grade classrooms

contributed to the study. These were selected on the basis
i

et h§v1ng both baseline and final test scores. These

o : 7

fclaésrooms represented o range of models within the Planned

. 'v’ - )

Variation project (modcls based on ,positive reinforcement -

Lol v

thcqg; model based o cognitive deﬁelopment theory of Jean

Plagct gn open clarc room model; three mogdaws
Piaget, Dewey anc -lish Infant Schools5$~=%bﬁher with

non-Follow Throuc classrooms This part of” the study

COnSldLLLd classroom processes regardless of- model

derlvatlonu' The sample was considered representatlve of all
. !

geographic regions:; uyrban and rural locations as well as

SR :

several racial and ethnic beckgrOunds. However, it should-:
A : . Y ‘ %
‘be noted that subjects within the Follow Through classrooms
. . R " D - t ey .

were drawn from a particular sector of the cbmm%ﬁity: the

fo ol

e

. . ' - Al e . o
ecomomically dlsadvantaged.. ke " ¢ N S ,
M "\ . ) -
~
; Classroom processes and child outcomes“ﬂtest scores,
) Lo . . o

S absent observed chila behaV1ors) Were assessed by a

LAY
.

number of instruments. &nformation on classroom ‘environment

and 1nstruct¢bnal practlces;was ascertqlned by the classroom
\_‘y

Observatlon Ins*rument Chlld measures were gauged by the

r

usg of a number ofg%nstruments. These cdn be outlined:

¢
entrance abiiltyg, Wide ‘Range Achieve-
(at erhher klnder- . ment Test (WRAT )&
gartén ‘or first - * ¢ . ‘ o Z
‘ grade) . : ' : “
'4‘ - 4
' readyqs ahd Mskh ’ sMetropdlltan e’ ‘
scores (fl st gpd . . rAchlevement Test (MAT) N

thlrd,grades) " . . . T,

. - . : y ] - a



perceptual problem Raven's Colored

solving skills Progressive Matrices
(third grade) . (Raven's)

extent to whlchl‘%\‘:1 . Intellectual Achieve-
chlldlcn accept: ment Responsibility
responsibility for Scale (IAR)

Oown success or
failure (third grade)

-

- child behaviors 2.g., Stanford Research
independence, task Institute Observation !
versistence, co-oper- Instrument (SRI)
ation, guestion *
~asking
,absences school records

Analysis of the data gathered was Carried out by
b 7
partlal horrelatmdhs w1th baseline WRAT scores héld constant.

As well, stepWLsegfegre551ons were used with certaln proceSS‘
- ‘
) varlab&es and all child measures. ' s
"'The chief findings. are summarized by Stallings (1976) :
A study Of insttuctional procedures used in
clagsrooms and the achievement of chiidren
gadk%ptes time spent in reading #¥d math w5 -
*ties, and & high rate of drill, practice,
.ﬁﬁalse contribute to hﬁghef’readlng .and

math scores. Children tﬁpght , hgse methods -
tend ™o, acc&pt gespon51blllty fOY their. failurest
_but not for their successes. Lower apsenc% rates

and higher Scores jon a non- verbal proglemﬂsolv1ng
test of reasoning can be attributed in part ta -
moze. open and flexible instructional approaches .
in which children are provided a wide varletyﬁof
activities and materials and where children
engage independently in activities and select
their own groups part of the timeCﬁ) '
Classroom lnstructlonal ptocesses predicted as
much#¥* more of the outcome scoré variances than

P ,d}d entering school test scores of ghlldren.‘:ﬁg. 47)

< . : . '. {ﬁ ,
~ Berliner and Tikunoff (1976) s ’ ' " .
i * \ * RN ‘
Berliner and Tikunoff (1976{‘undert09kian ethno-~

S
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grapnlc study known as The Callfornia Beginning Teacher
Evaluationﬁ?tudy. Their chief goal was to "generate
rariables of promise in the study of teaching eiiect.vcness"
(p. 30). JForty classrooms, twenty grade two and twenty
grade five;y%ere analyzed. For the purrose of this review
though, onl§~thc grade two level will be studied.

Beginnigg teachers of these twenty grade tivo
classrooms were divided equally #pto two categorles of more

effcctlve "and less effective teachers. This lelSlOn was

”based on residual gain scores of students over a two week

period on special curriculum units in both readiﬁg and mat&ﬁﬁ
Experimental Teaching'Uﬁits (ETUs) . A : J §A T~

Twelve ethnographers were recruited to "analyze the

classroom happenlngs of t&ﬁ more and less%effectlve teacher”

Each was - respon51ble fer prov1d1ng the LOllOWlng protocols
. - f

over a*number o} classrooms -

'»a ?e&ding proto&ol,\eaCr@"y,_lf readlng was taUght
o . S o

=10 mathematlcs protocol
)

each day, if Q.was taught
three to- flve lnformal protocols basea:on obser"atlon
during recess, falks with prlpclpals, conversations
'in the teachers' loungé etc.

a summary protocol emphaSLZLng important anthropol—
ogical concepts e.g., competltlveness, work ethic.
¢ ' - v ' (p. 25)

°

All: ethnographers were bllnd to the determlned classification

of each teacher. P o A . .

Six raters were then engaged in studying pairs of -

LY

protocols ta 1dent1fy,d1men51ons on whlch the protocols

o dx;ﬁgred.‘ One protocol was from the less effec
“ » . ’ »



g

WO leve' .36 variables Were showh tonexassociated'withfv

76

category and thc‘other from the more effective category,
although raters were blind to which was which. A final set -
of 6l'variables was identified to further analyze the
protocols. |

A multidisciplinary team of 20 raters used these

dimensions to rate all protocols. - Ti. .¢ . tings providing
‘the fihal data, ihdicated the "prei " "e 0. -~bsence of
greattr or IESser degrees of the var . aL. " \p. 26). In

3

*order to. examlne the ratlngs a simple binomial test‘was

i

used.

. . [ -
- g *"' y .
) , L R is
Of the 61 varliables under examipation, most were 5
. ¥ ! . T
e i

reflective of the teacher s behav1ors However there were

-.941 e \ o

scattered cases oﬁ tre glassroom or qtudents belng the unltﬁd ¢

S Y X ) N
B e

of survelllance. Wlth this partlcular study at the grade e

,_J

Lg% L
_tééthlng 1n both reading and math Twenty -

» . B
s could bewﬁ nked w1th less eﬁfectrve te%J
: N\‘
in both these areas and only one varlable had a mlxed effect,'

that is, it could be llnked with more effectlve math .

teachlng and less effective readlng teachlng in this study.

In the main, most relatlonshlps galned srgnlflcance at t@e
;~~w
.05 level and many were srgnlflcant even at the .0% level.

4

' HowéVer, there were cases where relatlonshlps -did not

¢
record 51gn1f1cance 1n elther the morq effectlve or less
‘
effectlve areas.- Further, some associations were , ’

’

significantly linked with reading but not with math .or vioe

‘versa. .- i

‘s : i . N

R S
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‘9» Soar and Soar (1972)

;;Tlm - These researchers attempred to add further understand-

Asf-,ingeto thu study of effectlve teaching forx . dlsadvanta;ed

P . . W %

?i chlfdien ﬁy Lostlng the hypOthCSlS thalJCOlfaln ldontlfled
gehavxoral variables relate t% pupil growth. A Sample of”
.eight kindergarten classes an®y.five, first grade cLassesxin
each of seven experimental programs in Project'Follow.

\\ Through together with two non project classes from the same
a{easAor same schools was used. o ’%

Data was”collected for both student growth and
classroom processes, using low inference{mcasures. Data
collected by the Stanford Research IBstituﬁeuprovided
inforﬂﬁrion on student growth. Tﬁ}s was derived from
results on the Metropolitan Readiness Test, the Early
Chlldhood Inventory (Deutsch) and the Drescho’lilnventorv

(ETS). Another outside agency, ES& Institute for Develop-

'ment of Human Resources Collegﬂf
FloridaJ provided observational dt

classrooms.» Classroom process measures were derlved from

y -
the use of £0ur instruments: Florlda_Affectlve Categories

(FLAC)- Teacher, Practlces Observatlon Recor%q(TPOR) Florida

i
Taxoﬁomy of Cognitive Behav1or (COGTAX SIGN); and the

Rec1procal Category System (RCS).

5

‘» el

Data analy51s 1nvolved factor analYSlS of 1tems on

thé~pbservatlon 1nstruments to'produce scores for each
} classroom on all fact@%&?'vFactor analysis was also carried

out on regressed gaih scores of all subtests for all pupils
. . - N M . ! .



to produce two final scores for each child: ~simple—concrete
subject matter growth and complex—abstract subject matter
growth. Classroom mean scores on both these dimensions
wore uftimately rclated to each classroom Process factor.
Soar and Soar'(l972) suggest from their findings
that'”the complex-abstract pupil growth measure relates more
strongly to classroom process meidsmres than does the SlﬂplO‘
concrete measure" (p. 242). Throughout anaégsis, the
concrete factor remained more stable thahjéfherffactors,

N
suggesting that "the concrete measures are soméhow less

uo ect o influence than are the more abstjact measures”
(p. 243).

Perhaps their most valuable contribution though lies

in their proposal of optimum levels of classroom processes

A

;relating to child "outcomes in comple§ growth, that is,

that the results may be reversed.

furves may better explain the relatlonshlps rather*than

straiqht ‘lines. This detracts from more: traditional 'f
thggking that more and more of certain classroom procegkes

leads td higher and hlgher student gains and converselv

There may ‘be’ a p01nt up to whlch this remains true but after

w

Brbphy and Evertson (1974a,\1974b, 1975}

In another attempt to distinguish characteristics of

effective ‘teachers "fram less effectiveé teachers, Brophy and

.

Eﬁertson conducted a two year, replicated PbservatiOnal

<

{
study of teachlng in second-and third grade classrooms-

' : - i ’ . .

78
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The Texas Teacher Effectiveness Project. The sample ot
teachers ghosen for the study was regarded as both
experienced and relatively stab;e. Each had worked at their»
particular grade level for at least five vyears be%g;e the

)t.

study and jﬁfh had "shown’ uhuau“ly high otablllfﬁxﬁCIqu
A

\t-

three,cdﬁgﬁééﬁlve years and flve subtests of thegﬁgtlo~
v
€~,‘$& 3

politan Achievement Tests in thcir degree of success in

prodﬁcing student learning gains on this test" (pp. 1-2).

LNV

Thirty-one teachers (13 in low SES schools and 18 in hignﬂ
M

SuS schools) participated in the first year and 28 teachers

(13 in low SES schools and 15 in high SES schools) were

4

\/
involved in the second year. Nine of the second year

teachers were replacement,teechers.

As pErt of the study, classroom processes were

studied by.way of low inference coding and high inference

rating by observers. Linear correlational=anal"sis and
L

non ltpear curve fitting analy51s wasﬁ'sed to r -e each

ﬁ%. ""Tﬁﬁmvrlterla

L&)

classroom measure to student learnln
‘\\. .

of tewcher effectiveness were five meangreSLdual galn scores

.obtained by averading the reSLdual gains of the chlldren in

‘each teacher's class on each of the five subtests for which

a

data were available (word knowledge, word discrimination,
reading, arithmetic coﬁputation, and arithmetic reasoning)

. . - . ) v < & f:f
across the four yeg;s of study. for which data were

- . - -
available"§(1975, pp. 4-5). K
.- s ) - : - -
2 Brophy and Evertson”claim several important features ”
to the study (1975, p. 5).

"

. ':.n : E ?j . )



The possibility that different teaching
techiriques would be appropriate at the same
grade level in different SES schools was Egken
lnto account by separating these groups for
analy51s.v ﬁavcral different contextual ¥ actors
wcre\takg?‘wﬁto account in the coding systém:
morﬂ@#@“ﬂg&ﬁus afternoon instruction, reading
group instfuction versus whole class instruction;
~ teacher inltiated versus student initiated corn— -
N aF tacts; work related versus procedural versus

N ' behavioral contacts.

&

A large number of relationships between classroom
g

processes and student learning gains were reported.

¢

However, t{} researchers comment that the, findings
. consisted of "mutually supportive but relatively weak
correlations" (1974a, p.l1l5). A variety of non linear

fﬁelationships were disclosed. One important finding L.
irvolved relationships seen in differing SES circumstanogsf

Pl

Brophy and Evertson an that

the kind of teaching that leads to optimal
learning gains in high SES schools differs.- .
systematically”and tonsiderably rom: the kl_,
of tea%hlng that leade tc optim##: ledarning ¥
gains in the same grade in low. SES schools. .
(l974a, p. 16) ‘ W : P

I
More spec1f1cally,

*gyf it is the rule1mather than the exception that
v process-product correlations hold for one of ~ . hﬁﬁg
. the two SES groups but not for the other . “ ‘ﬁ§%=9-
o . rather thar Zfor both groups. (1974a, p. 17) o
Conners and Eisenberg (1966)- . =

] ) .
Conners and E:EEHLerg reported a study of Eﬁ&ummer

‘ .
. -Head Start ‘teachers. The study almed to.note the' effect of !

E‘q}; )
P ¢

$Lacher behavior ‘on the verbal intelligence'df,disadvantaged e
- preschood children. - . ’

. . K
o . . < . o
. N

ﬁ.‘\\

.
R



.maintain that

Teacher observations were made using the episoding

technique of Reichenberg-Hackett. Episodes were scored on
three variables: communication, management, and encourage—n
ment. Interconnected episodes we»e scored on nine variables

on the basis,of the goals of activities. After ranking
scores for the entire sample’; tecachers were classified
high, medium, or low on-each variable. Teachers were also
rated on the vasis of warmth versus coldness; permissiveness
versus restrictiveness; active wversus passive; and variety
versus non variety.

Teacher effects were égsessed by changes in pre and
post test scores on the Peabody Picture Vocabularijest, a

‘ .

test of verbaliintelligeﬁﬁe for young children. Further-

methods of’analysis were not reported.. The authorsggj

4
the pattern of relationships appears -to; i
. indicate that a high degree of communication °
. .and intellecthal activity, together with a ,
on moderate degree of maflagement and encourage- ‘ iﬁr
ment is optimal for Producing increases. in : -
verbal IQ scores. (p. 9). | ’

i
————— - e oo .

Smothergill, Olsqn‘and Moorev(l§69) : : i o -
’ ' ¥

These researchers attempted to”assess‘the influence

- of an elaborative versus non.-elaborative teaching style upon

o U’

- : - . , : , -
young children's behavior. The children were from a welfare,

'day care. setting and ranged in age from three and a half to

: . N - ?
" five years. : The elabbrativg teacher'they describe, l ‘

N ' . . . ~ . \. 'l .q .
compared with a non elaborative teacher, is onpe who9"may use

. : . . : .
"about the same number of restrictions and directions but use -

. ol
'Y a -,
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prOpOlflonatt]y more elaboratlon, elicit more comments from
the child, anad. offer more optlons(for problem solv1ng
(p. 2).

After.observing the teaching at the center, two
teachers felt to be initially ‘low on elaboratlve style were
identified to take part in a four weeﬁnexperimental teaching
program,‘ The teachers were trained to produce differehCes
in the two styles and both teachers taught all lessons,
adapting-their styles to dlfferent groups of children. The

o 24 children participating were assigned to groups of six,

.

designated as elaborative “%r non elaborative groups. 'This

,

. was done.af er ranklng and palrlng ch!’bren on a pre—post

-

batter?*of tasks,‘dev%ﬁ‘ped to note charces _n the chlldren s

PRI R - Sy
‘"tendency to reflect on alternatlve solutlons to problems !
b T I ' o S S
'and to\chd@%ﬁ among varlous optloms (ﬁp 3—4). o,

x%n . . » Y
Tlme sampllng observatlons of teaching style and chi#la

&

P

verbalizations were,taken dal ~1n the experlment. In
. . . i) . . . t v O

‘a&éitfon samp leg

R

every other day. Al alysis of variance and t tests were

sy e
e - b
N . * - - 2

procedures fqr analy51§3‘g

Ih'general the researchers malntaln that

o

.ffursery school. teachers who teach elaboratlvely
R ,‘_respondlp051t1vely'to their children's
goorative verballzatlons, have children who

e morevelaboratlvely in their classrooms,.
. » in some 1nstances at leasgt, approach problem .
o - "so?glng tasks more elaH%ratlvely than children . s
' ‘trained in non. elaborative: ways. (p..*8) - ‘



Larsen ("4
- 'Xamined tHhe effects of lncrcabcd teacher

Support on young children* s learning in two areas: a motor

-
5kill (skipping) ang a cognitive task (conservation of
Substance) . The study invelved 24 student teachers and six,
middle class, preschool Programs.

-

Teachers were obscrved over: a two week period and

2rated on an Obgerv.tion schedule according to six measures

related to supportive behavior (phy51c 1 proximity, facial
proximity, verbal andg physical contact) and f'ructional
behavior (deanS:;ating and Showing, and vefbal directing). -
Theynwcre also rated on Simultaneous Zurpertive behavidrtgn

a tim> interwval basis,

. By random assignment, four tzachers were placed into

[N

€ach preschool Program. Teachers from three ¢ the programs
were tnen trained to increase their supportive and simultan-

€ous supportive behaviors after which the effect of tralnlng
was che;ked.“ The remaining teachers (nonvarled support) and
children in other programs became the control group.

All children were Pretested in both skipping and

conservation of'substance.‘ They then received treatment by

‘Way of four 15 minute, specified lessons in each. area before:

post tests were carried out. The instruction element was
thought to be controlled; only the su“oortlve element

dlI ered with lncreased Support being dellvered to the

i

experlmental group and nonvarled Support glven to the control

group. A mixed model analysis of variance was used to

h ]



analyvze data for both teachers and children.
Findings suggested that increasced teacher support is
- ¥
not related to cognitive tasks. There was some evidence to

suggest that nonvaried support was Superior 10r cogniltive

~

tasks. Increascd teacher support proved significantly
superior for teacning the motor skill., iiowever, this was
only evident in the casg\of girls. Tt should be noted that

\
their results are reflecﬁéve of a particular type of

teaching: a tightly structured, durected style.

Laéperﬁ Gfeene and Nisbett (1973)

These people examined the'effects of using extrinsic
rewards with young children. Their research centered on
the overjustification hypothesis: "the proposition that a
person’'s. intrinsic interest.in an activity may be undermined_
by inducing Him to engage 1in that activity as an explicit
means to some extrinsic goal" (p. 130).

| A sample of 51 preschool children aged from-40 months

to 64 months (white, middle class, average/apove average
intelligence) participated iglthe study. These children
were  identified by two observers (hidden beh}nd a one way
mirror)as shé@ing relatively high, intrinsic interest in a
classroom option, a drawing activity: :

The sample was %loéked on.degree of intere§t shqwn
and randomly égﬁigned to ohe éf three conditions:. expected

award, unexpe..ed award, or no award. Simple but carefﬁlly

designed treatments pursued the target ac¢tivity (drawing) in

-«
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an adjacent room on an individual basis. A later dependent
measure was obtained by ébscrving the childreq's interest
twoards tne target éctivity in the classroom sottiﬁq.
Analysis was carried out by using one way unweighted
means analysis. of variance, 7 tests and an additiconal
rgting‘to‘gauqe the guality of performance of.chch child's
drawing. Rc;ults indicated that interest in the target
activity of those in the cxpectod condition decreased
significantly. There was a tondency for those in the othor
condicions to spend more cime with tho actlvity. As wzll.
the guallt, of poriormance by thoge in the expected awa
condition durilng the'expcrimcntél 5¢S310.1 wac significi: 1
léwer. The researchers thus concluded that the use of
extrinsic rewards for young children displaying intrinsic

interes§ may nave detrimental effects by undermining their

intrinsic intorast.,

Process-product Findings

Following, findings fror the cheosen studies aré group

under the broad categories of clas:zroom management; teacher
control; classroom organitzaticn; lesson presentation;

communica®ion; reinforcement meazures; SIS diiferences; and
phenomena in curvilinear analysis. The categories outlined

can by no means be considered entirely exclusive of one
i _
another. However, this may n part be reflective of the

N

nature of =aching.

ed
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- Findings of the individual studies have been taken at
. . ¢( WY
face validity. They are not exhaustive of the complete

findings of the studies sampled. Notwithstanding this, they
]
do represent the greater part of the results which were
claimed as either beidg significant or showing very strong
1

tendencies.
v
ot

Taroughout, some of the vrocesses stated scemed

“anbilagnous. Therciore, where necessary, they have been

defined according to the reporter's definition.
Further, for ' wvity, reicrences are included in the
text or notcd very ..uply. A1l refer only te the studies

outlined.

Classroom Managema2nt

This category refcrs to processes related to the
preparation and implementaﬁién of classroom activities
I
with emphasis on the engagement of children and good use of
tima2. Brophy and Evertson have identified teacher skills
within this broad category as being consisteritly and

strongly related to student learning gains. in grades two

and three. \
In their study, the’more successful teach:zrs had

carefully rrepared classrooms and curricular actiVities;

ran smooth, well ‘paced lessons with minimum interruptions

and had students actively engaged on aséignments. In

addition, some had developed systems, knowh by the children,

of peer help or certailn activities to be carried out when

8¢
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assignments were completed. Other successful characteristics
were those of ensuring that children understood assignments
before entering group work and monitoring work in progress.
Bropiy and Lwertson maintain that the:sr data

Strongly support the conclusiors o:r Keunin (1970)
concerning the use of classroom niinagement mothods
that ke » the children continually activelv
cngaygaed in productive work, minimize wasted time
and dead spots, and gencrally avoid letting
problems get starced in the first lace.

(1974a, p. 71)

Monitoring Learning

Monitering students' work in the sense of ch2acking
and adjusting instruction, scems &. 2 an importgnt variable
within classroom management across studics. Berliner and
Tikunoff ZIZound it to be significancly related to higher
math and reading gain sccres. Soar and Soar's work
emphasises its relevanc2 also. They found the alternate of

. == .
monitoring and teacher support in task settings--teacher
neutral control, correlated nagatively with concrete-simple
learning and significantly negatively with abstract-complex

learnin

.

Student Engacuement

Studént engagement, . too, gained importance across
other studies. Berliner and Tikunoff provide support for
student engagement being significantly linked with more
student learning. Insights into correlates of student
engagehenf then come from Stalling's study. ShewnoteS\one

.form of student engagement--task persistance occurring with
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L Al L,

N

Lraguent use of toxtbooks and workbociks and alse class-
rooms where teachers instructaod one child at a time.

Time
—_ v
Variabios ralated to tima in a broad scnse--on the
Darc oI the teachar's pacing or capitalizing on the moment

I

Lerae

1}
1

or time allotted for various curricu iar arezs, show in

ing trands. In addition to Brovhy and Evertson's Cinding
that well paced leszons with few Intéerruptions wero

ed to learning 7ains, 3Berliner and

(D
[
T
[
@]
+
}.4
Lo
N
b
129
~
[#]
}-_A
oY)
s

Tikunoff found that dimensions of rushing, waiting Nacing,
B M -7 oy

ling time nd flexibility also

(3]

spontaneity, abruptness, fi

ain importance. Pacin (adjustmeéent of * - 3china pace to
g J SH

child's learning ¥ate), flexibility (adjustmen® to accommo-

hedules) , watrting

0

date changes in plans, absenteeism, time s
(either befors a student respohds Jr before reacting ko
student's response) and spontaneity (capitaliz:ing instruct-
ionally on unexpected events) wer2 all significantl. related
to higher achievement in math and reading. Alternatively,

rashing, filling time with busy wor!', time fixedness, and

abruptness (unanticipated switching e.g., instruction to

‘behavior management to classroom management etc.) were

significantly linked with less elfective teaching in the
math and reading areas.
It also appears thét the greater amount of time a

child spends on an area, say math, can be related toy

88
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higher gains in that same area (Brophy & Evertson; Sggllings).
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However, from results in these studies it is cvident that
more time spent in one areca cannot be associated with gainé/n
in any other arca. More time spent in math 1s not
associated with highcf gains 1in reading, for exaﬁplc. .

The linear correlation between t%me spent and gains.
Gouvs ot appear to hold completely true in some activities
past & certain polnt. Brophy and Bvértson found that
continuing activitios for too ldng can be associated with
P0OY louarning gains. This was r<rticular.y so in the case
of high 505 scriocls whope the activity reached the point of
beredom £ Lhe students.

Thz length of the school day, too, is a sigqificantly

stronyg fa.tor in connection with gr%ater child outcomes
(Stalilings) . Absence rate, affecting the overall time a
child spends on certain activities also becomks an import=
ant factor. stailings analyzed'COrrglates of absence rate.
In her work, correlates of lower abs%nce rate were ocpen
classrooms (high rate of child indépéndence; child quesiion—
ing, adults responding; individualized in;trﬁction; open-
ended questioning by the teacher), and classrooms where the
teacher smiled and laughed often. Correlates of higher
absance rate were found to be classrooms with freguent,
large, group work with use of direct guestions in academic
vork and frequent corrective feedback; classrooms where

punishment of a higher rate of harsh, negative or demeaning

statements prevailed; and clasSrooms which had more highly



. . . v _ ‘

structured |environments, materials and interactions.

. e

L

y Tecacher Control .

Comsider=ticns within this soction involve firstley
o - f

"
&

[

/ N
teachers"responses to hnddsirable student behavior in order .

!

to control and sccondly, tchcher measdros gVidenced with a

view to maintaining controi.

o

Responscs to Undasirable Behavior .

The use of punishment and i o'hor instances, the
7 1

use 'of a hicher rate-of harsh, ncegative, or demeaning
statements were significaintly related-to higher absence
rate (sStallings). Significantly negative asscciations
were noted by Berliner and Tikunoff on a number of teacher

variables: sarcasm; noralizing: excluding- d;

belittling; shaming; harassing and ignor; SimilaYly,

Bropily and Evertson found that criticis;

for misbehaqior

correlated negativelwy with student learning™Ngcross both
g Y

years of their study. Alternatively, those teach rs' )

responses to misbehavior with simple warnings coul

— ‘
linked to higher ‘achievement gains. Isolating or remo

a student generally tended to have negativis{ge ratterns.

<

o
. % ‘ . § '
Measures to Maintaln Control '

Berliner and.TL$unoff noted significant relationships
: _ v ¢

between consistency of message (giving a direction or threat

and following through on it) and highe achievemeﬁt in ‘///

\

B 3 y
math and reading. omplimenting desiralble student behayior
. ——

/ Z/y RN



followed this pattern, too, hLut oenly gained significance in
the reading area. Policing (placing\disproportionate time
and undue emphasis. on quictness, orde?liness and good
behavior) was consistently. and significantly relat—d to
lower'achiuvomont in both arcas. Signﬁling (teacher use of
body lanouvacc ©r non verbal signs to change studoent
behavior), did not prove significant although it was
ldentificd with the jess effective teachers in both math
and reading areas.
J "
‘Somewhat rclated to th-'s arca also are results ‘rom

P
the Socar ard Socar measure of rupll interruption versus

- ~
teacher diraction. Pupil intérruption correlated positively
and'significantly with abstract-complex growthrénd very
weally positively with concrete-simple g??wth. This tends
to sudgest maintenance of control and direction by the
,‘teacher-is not alwayé:beneficially associated with child
. growth. However, +his suggestion,might be tempered by Soaxn

%

and Soar's precise definition of the term "direction",

0

. .which is not obvious in their report.

Classroom Organization

Considerations in this section include flexibility of

'

classroom rrocesses; type of class grouping (classwork/

//,[ group work/individualized work); and extent of decision ﬂ\\i
A . v N

making powers of students.

.

é‘
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FPlexibility of Classroonm Processes '
Mﬂ"—\\— .

Flexibility of teacher-pupil activitioe.. together with'

an accepting classroonm climate tendeg to be negatively

assoclated with concrete-simple

growth, However, in

rclation to ﬁﬂgtract—complex growth, this procoss appearcdv
: -

to be positively linked, élthoug
(Spar & Soar).

Stallings found that more
(designated by use of a variety
activities; sclf s2lection of ac
the time; one to one relationshi
and evidence of open endequuest
linked to higher studént Scores
solving. As well, children in t
accepted responsibility for thej
failures. Alternatively, the mo
children accepting responsibilit
not their Successes.

Type of Class Groupihg

several Qaried findings e
Stallings found -that d{éferent t
appfopriate for @ifferent age le
reading. The most'éffective'téa

‘one pupils occurred in smézl gro

3
!

purils, groups of nine or\mgre P

h not significantly so

fléxible classroom processes
of matep&ﬁig; variety of
tivity by child: for part.of
P between teacher and child;
i01s), were significantly

in perceptual ﬁroblem
hese types of classrooms
I success but np-= tHeir-
re rigid classrooms had

y for their own failure but

i

£

merged in this area.

yPes of groupings seem’
vels in the~teaching of
ching of reading for g¥ade
ups while for grade three

roved appropriate.

However, for both age groups\\ﬁf§her reading and math scores

92
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were also gained in classrooms where, children worked alone

and were task persistant.

.

Positive gains Seem to be associated across the

studics with individuali:ing and in classrooms where the

s

. 4 : , . i\:/
child is allowed te choosc groupings at least for rart of P

-

the time (Berliney & TiRunoff. st tallingesy Brophy %" Evolt%Oﬂ%ﬁ*ﬁ

Individualizing, geroonallhlng, and equlty (sharing timéﬁ" \§\§
. ’ w\ “
edrally anong Sthdcnts), were positively ascoclated Vlih,v_o

.

matn and reading qainséwhile one-ness (treatin g'{np class e
as ohe), was nNegatively linked. 211 relatlonshlpé wore
sionificant (Berliner g Tikuno off).

A% rreviously roted, indiVidualized instruction was
found to be connected with task bersistance vballlngon
Stallings further found that inctarces of one to one L/
relationship where the teacher Tesponds to the child's
questions and adds general,lconycrsational comments, can be'
linked to the ocutcome “of children asking more Guestions.
Clascrooms with 1nd1v1duallz°d attﬂntlon allowance for
s¢lecting own groups and a wide range of activities ang
materials were linked to the“growth‘of_independénce in
cnildren. Fumtner, class;ooms offerinc a wide variety of
daily activities, availability of exploratory materials,

and cholce in gvoups wWere associated with the child
~ /

outcoma of co- ooeratlon (Stalllngs)

xtent of carl
=HEERL of &

Jemocracy or p oviding OPP< "tunities to involve

tx

d's deci ion-making powers

v
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studeﬁts in decision making in relation to class standards,
instruction, and procodu:es, together with opportunities for
the child to exercise discretion within certain known
limits, tends to show a positive trend across studies.

N
~a

However, the general POsi ive trend has to be balanced

against the expense suficred in some other areas. Berliner

and Tikunoff indicate that democracy and mobilify of .
students (allowed to move purposefullyf, were significanﬁly»
related to learning gainél Likewise, Bfophy and Evertson

éhowcd that cihiildren alipwed more freedom and independeﬁce

2

2ter gain scores.

0"

with attivities and mowvemort Zisplaved or

19

However, this relationship was restricted to high SES
schocls. They meintain that classrooms where children

always had to ask permission before moving showed low gains.
4

On the other nand, classrooms wizh structure to the effect

that students knew they could move within certain limits,
showed nigher gains. .

Brophy and Evertson's results indicated that private

work contacts that were Student initiated and where the

child approached the teacher for help were significantly

correlated with learning gains in the positive way. As well,

.

significantly positive correlatio  w. 1 student gains

oOccurred in classrooms where stude: -5 were allowed choice

- in assighments.(though few of these reférred to low é%s

4

schools). ' o i
1

The work of Soar and Soar points out that the idea of

94

" free choice or pupil selected acéivity may bear quite complex
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lationships with growth scores accd}ding to the type of

growth anticipated (simple-concrete or complex-abstract).

Free choice vetsus,structured learning in groups corrol:ic®

Ppo

Wi

sitively with complex-abstract growth vet negatively with

th simple-concrete growth. In a gimilar vein, teacher

dirccted activity versus bupil sclected activity correlated

negatively with complex-abstract growth. This would secem to

5U

Jgest that greater pupil freéeedom relates positively to
Jg S| £ P

complex growth but at the expense of simple growth.

Al

ternatively, greater amounts of teacher direction and

N

controsl have a destructive <offect on complex growth but a

: ~
beneficial effect on simple growth, Seemingly.

S0

'

”» N

linear relationships from the data,
kS
ar and Soar introduced \the concept of optimal levels for

By charting cursi

student growth. The relatibnship betweem student complex

\

growth and pupil selected activity ‘versus teacher directed

activity appeared as an inverted U shape curve. Soar and
Y P

So

sS&

as
it

ac

ar thus suggested that moderately high ievels‘of freedom.

em Zunctional for complex-abstract growth (p. 254).

e

s Lesson Presentation

N N
This area relates to more specific lesson presentation

opposad to general classroom organization or management.
considers such aspects as methods of lesson presentation:

commodation of different needs and levels of st dents; the

focus of lessons; and feedback ‘to students on acadmsmic work.
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Mcethods of Lesson Prescentation

brilling. Overall, trends for drilling appear to be
quite negative, although the tendency is not clear-cut.

Rosults on the use of drillvwithin Brophy and Evertson's

work rarc mixed., 1n one year, significant correlations with

-

Yearning gains were obtained while in another vear, it was
. <" _ . . .- ' i -
not correlated. Drilling ir Berliner and Tikunoff's study

did not rate significantly althbugh 1t consistently seemed

f

varent with the less cffective t

o

nore ap acners. Drill

L

fl

versus pupll initiation as studicd by Soar ané Soar only

teﬁdcd'tqwafds sign}flcancé, belng ncgaﬁivcly cor » ated
with comgléx—absﬁ:act growth. By curvilinear "analysis,
foﬁhd théﬁ someé sort ©f balance bet;ecn ¢rill and pupil
e L ST

~iﬁitiation is a condition for maximum complex-abstract to

o~

occur.

Svstematic instructional pattern. On this account
the studies do not blend well mainly because of the slictly

Giiferent fogiiﬂado_ted by each. Stalling: looked into the

‘génq;al_sequénce'off he "teacher presentir-a _aformation,

guestioning .the children, responding to the children's

answers and providing some form of positive reinforcement.
o - - " . . ~ t

This»pattefn was fqund £0 be significantly correlated with

hignher achievement in math and reading. Structuring,
4 7 .
whereby the-teacner prepared the student by reviewing,

s

T L i : L
outlining, explaining objectives and summarizing, also

bore a’,sigiificantly positive relationship with higher N
. ,.‘;“3 »: "'l‘x “j v - ’ .
: e i M



learning gains (Berliner g Tikunoff).

Howcner, Brophy and 'Evertson discovered thatmthe use
of advance organizers, the seéquencing of lesson structures
and directing lessons Lhrough embedded questions dig not

correlate with student learning gains. What gid sacm

’

inmoortant in learning the tool sxills of reading, writing,
and arithmetic was a scyuence of instruction, practice, and

feedback, they maintain. Tcacher demonstration as oproscd

to lecturing without demonstration, and zilent reading by

students also seomed wOrthwhile praci.ices. The processes

0% viving complete angd detailed instruction or giving overly

3 licit dircctions scemed rzlatively unrolated\Fo Student

gains in their work, . )

S0ar and Soar delved intc the relationsh{gﬂbetween
S—y

pupil interruption Versus .teacher direction in lessons

[

with related student outcomes. A significantly positive

Ccorrelation with complex-abstract §rowth resulted.

Accommodation of Different Needs and Levels of Students

More effective teachers showed an awareness of"
developmental levels and flexibility in adjusting to

changing needs of students (Berliner,&'Tikunoff). The
appropriéteness of tasks assigned or questions asked seen
to be important. Brophy and Evertson found that assignments

rated as too short, too easy, o . long bore negative

il

associations with learning gairs: clzssrooms in which no

inappropriate assignments were - :re. had positive links.

97



Generally, work for high SES schools ncedbd to be more
challenging whilg an casler level was required for low SES
schools‘in order to be related to higher ggins. Modifying
the curriculum to mect students' nceds was related to
student learning in an inverted U fashion. In high SES
gcaonls; learning was optimal when approximately 70 per cent
of the teacher's gucstions could be answeraed correctly. Tor

low SLS schools, about 80 per cent success rate was reguired.

Focus of Lossons

Asgociations with learning gains from the focus of

lessons were lookoed at Ly Soar and Socar. Narrow versus e

€8}

brcad focus in teachirgs could bo ﬁcgatively correlated with
compléx—abstract growth, but not significantly so. Both
moderately and highly focus=d learning tasks Zb.g., phonics,
math skills), bore significantly positive,reéults: the
moderately focused tasks were related to complex-abstract

growth while highly focused tasks were related to Simple-

concrete growth. .

Fegdback to Students on Academic WOrk
Across these séudies, the trends éertaining to
%eedback must be coupled with other contextuab,conditiogs.
Stallings for ﬂnstance, féund fhat frequent coﬁrecciVe
y s
feedback in association with ffequ%nt, large, group work
ar 7 the use of direct guestions in academic work could be

zi~7nificantly associated with higher absence rate. Brophy

and Zvertson reported that when students came to the teacher

BERIN



for help with privaté work_contacts‘initLated by themselves
and the teacher provided feedback on the spot, there were

significantly positivo'ccr"u]a#ions with learning galns. 1n
reading groups and cther coﬁtoxts, 1t scems that the length
or extent of feedback may be a relevant factor. Only brief
feedback seemed appropriate within reading group situations.

2 other contexts, brief feadback bore positive associations

[

while long fecdback bore mixed associations \l;h learning.

C mmunlcutlon

S
This scction encompass2s classroom communication in

its broadest scnse, whether it bhe teacher initiated, chilg
1nitiated, teacher- -child inte. action, or preer-ceor
int;raction.
‘Questioning by the Teacher
Berliner and Tixunoff found that égen cuestioning by
thes teacher was significaﬁtly linked with higher student
*
gains. Similarl%, Stalling's study revealed that the use of
open ended cuestions in flexible classroom settings could be
} - [

s;gnificantly linked to greater perceptual pr ‘oblem solving
abNity., The resﬁlts of Brophv and Evertson, though, do not
suppb:t these claims.  Their work showed no correlations
between divergent questioning or the use of higher order
questions and student learning gains.

The use of more dlrect questlons Sseems to be linke

w"th some worthwhile positive gains. Brophy and Evertson

99
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found that closed Jquestions theat required only short answers
and whiéh heavily concentrated on the fundamenﬁals of
reading, writing, and arithmetic could be asgociated with
student learning gains. Further, teacher directiveness in
POsing questions and giving instructions was associated

with greater galns for both high and low sies schodls.
Howover, lessons which woere dirccted through embeddca
guesiions showed no correlﬁtion with dainf.

It seems that wﬁat the tcacher does as a follow up to
Guestion asking may be an important factor in forming a link
between question askina and ‘tudent outcomes.  Soar and Soar
mainteain that in cases where the tecacher posed a guestion
but theon gave the answer, a negative correlation with

: > -
complex-abstract growth occurred.

S,
"

\
vdestioning by the Student
2P Py the otudent

Grade one students éskcd significantly more questions
in one to one situations where there was adult reép&nse and
where general conversational comments Were made by adults
(Stallings). Soar and Soar indicated‘that when students
asked guestions Or. gave directions coupled with adult
respbnse, there were associated positive gains in pboth simple
and complex growth areas. Thus, adult response and attention
seemsxto be an important factor. Berliner and Tikunoff
found the teacher practice of attending %to what the child
was ssying could be significantly linked with student
learning gains. Student initiated questions do not always

a/
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appear Lo be beneficially linked with child outcomes.

, .
Brophy and Dvertson found SES to be a differentiating
factor in this condition, with positive correlatiors for

low 828 children but neqative correlations for hiah SES

children.,

ﬁ\ﬁ
feccher-child Interaction ~
A number of significant processcs vt Loy e
positively ilnkcd woith varied child outcomes were idontified

2 this arca.  These include information giving and

w

rocoiving (Soar & Soar); teacher monitoring answers alven

.

oy children in response 0 reors, tocether with immediatce

fecdback (Brophv & chrtsoh}; and teachcr concorn with
substarntive content rathocr than form of response KBrophy &
mvertson) .

On thce cther hanca, iLlcgical statéments made by the
teacher (Berliner & Tikunoff) and teacher glven, narrow

4

broad answers (Soar & Soar) had significant negative

@]

varsu
relationships. In this connection, narrow answers by the
teacher gained significance in relation to complex-abstract
crowth although its association with concrete-zimvle growth
was in the same negative direction.

Teacher clarity did not show up as an important
variakble, contrary to some traditionally held beliefs. In
Brophy and Evertson's work, 6nly a few positive correlétibns

g :
“appeared and these were restricted to low SES schools.

Conners and Eisenberg ipdicate that teacher

4

\.



comm@nication to efther individuals or to groups can
producc‘differing outcomes. Results indicated that
teachers high on communication to individuals produced

:
significantly loss>vcrbal intelligence growth than tecachers
high on‘communigation to groups.

Revorts by smothergill et al. and Conners and
Lilsenberg tena to indicate that the tecacher can b an
1mportant model in language. Nursery school teachers who
taught with more claborative statements, more clicliting
statements and fewer directive statements had children
who communicated more claboratively (Smothergill et al.).
L; tewlse, c¢hildren ot teachcrs high on the variable

communicaticn were able to show significantly more verbal

102

intellicence cains than other children {(Conners & Eisenberg) .

Pupvil Talk
- 3

The date from pupil talk versus teacher talk 1n the
classroom suggests that teacher talk can be connec;ed with

1

1y ‘and negatively associated with abstract growhh and only
wéikly rolated to simple grouth (Soar & Coav). In a
similar vein, Brophy and Evertson found that ruril to pupil
interaction and making usé of student ideas was negatively
correlatad with growth scores.

Student initiated comments bear quite comvlex and

significant relationships with student learning. Bfoppy

and Evertson maintain that the pattern is one of positive

7

abstract-complex student growth. Pupil talk was significant-
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reiationships when occurring in the mornings but Qigativc
ror those¢ occurring in reading groups or in the afternoons.
The results Lor the morning occurrences held consistently
o'rf Lhedir ruplicaicd study. Results on their andlysis

of whole class interaction bear somewhat similar findinQS
but are difrerentiated on an Sii5 basis. Whole class
interaction in th; mernings and alternoons was aligned’'with
positive cains for low SLY schoolrs }ut”nogativc Jains for
high SES schools. Again, within reading groups the pattern
was necative for high SE5 schools: low SES c-~hools showed

mixed vatterns., . ¢

ol

How Students ot Resuvonsce Opportuniiies
E bl e s akutad
This interesting focus was studied by Broohy and
Lvertson. Results were based upon teccher pre-scelection

vaersus teacher calliﬁg\on non volunteers versus teacher

N~

calling on volunteer versus student calling out answer Ai#st.

g ’
Th Zound that when students called out answers there was
& subsegucnt wositive correlation for low SES schools and a
negative -orrelation for hich SES schdols with student gains.
In th_Ks: N D pre-sclection, there weore mixed

A ks
effe=cts. there were negative associations for

high SES schools "2t in the second year the pattern was

rositi

ive.  In the ¢-. ond :ar, there

vas a single negative
-\

[

correlation, that t_.c beinc for loy<as schools. This 1is

just one example of manv wi. -~ _=6ults were guite perplexing

since no definite pattern o= ce—ed over time.

—_—TT T
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Reinforcogd t Mecasures
e — T8RP IeS

Praise/Warmth/EHCQirageme t/Support
__,‘._~___¥_x____;;¥7__ Lo e ort
The exprissions Iisted fall.under a agcneral category
of cxpressions of favorable Judgement op well-being or
inspiration towards the students. Traditionnlly, bchaviors
- |
Such ou thos. represented have heen ldentifieq with the

"good" teacher.

N

Praise. Berliner and Tikunoff foung Praise to be

significantly linked with the more effective grade two

0 - . . é . .
tecachers and with nigher student dalnrs 1n math- and reading.
Stalling's fiL@}Ags are somewhat variable. " At cthe grade one
level in the arza’ of math, praise had a significant POsitive
relationshnip with achievemant scores but only for those

children with lower entering ability. vUsed as a reinforce-

o
Fay

ment mechanism within sysfematic instructional'patterns for
reading, grades one and three children displayed higher
reading'scores.

Contrary to any positive tendencies in these studies,
however, Brophy and Evertson maintzined that rraise never
correlated significantly POsitively overall on an& measure.
In fact, it was foﬁdd to correléte hegatively on several
measures, for éiample, on student initiated work
interactions. For low SES schools though, results tended
to be mixed. Praise wae either uncorrelated with student
gains or PoOsitively correlated in the instance of being

used as a Spontaneous reward to the low SES Student's

104
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opinions. ‘ :
L ‘ .
Interesting findings on the use of an opposite of

prakse--negativistic behavior (e.g.;, criticisms or insist-
ence) , appeared in Prophy and Bvertson's work. Positive

corrclations with learning occurred for high SES schools.

Warmtih

Dimensidns of conviviality (warmth, family-like
feelinag to classroom interaction), and warmth (teacher
secking contact with students, talking to them, showing
atfcction), proveld to be positively and significantly
related to gains by Berliner and Tikunoff. Conners and
Eiseﬁberg found that wnen Peabody Picture Vocabulary Test
change scores of hicgh and low intelgectually oriented
teachqrs ware consideréd, th? warmth rating‘of teachers
becane an im“5rtant variable. 1In cases of high intellectually
oriented teachers (Stri;t lesson orientation teachers),
1t was those who were also high on the warmth rating who
produced the most change. Teachers low;on varmth produced
only about the same am>unt of change as the teachers rated

-

as low intellectually oriented.

“\

Encouragement/Suvport

-

Results on encouragement and ‘support do not hahg

3

H

together well. Berliner and Tikunqgf found that the
encouraging and accepting dimensions were consistently

associated with the more effective grade two teachers and



with significantly higher achievement Scores 1in math and
reading., In the Conners and Eisenberg study, though,
A : :
teachers high on the ehcouragement factor Produced less
"

Inprovement in vcrbal'lntelllgcnce Scores compared with
teachars lower on fncouracomoent . Brophy and bvertson
indicate that the uyse of encouragement togothor with

patience as a means 0f motivation broved significant in
being related to higher gain scores, but énly in the casc.
of low SES schools.
- Larsen's Study resulted in ;ncfeascd teacher support
" not being fela:ed L0 gains in cognitive tasks. Moreover,
there was some évidencé to suggest.that nonvaried teaéher
support was stperior for cognitive tasks. Increase 2d
teacher suppcrt did prove Superior for Producing more
Success in the m.-or skill area, although only in the case
of girls.
Use of Extrinsic Rewards
— 215 1C Rewards
Lepper et al. studied the effects af varied extrinsic
rewards on children identified as_being intrinsically
interested in a particular activity. Results.indicéted that
fér thoss children expecting g reward, their subsequent
lnterest in the same type of act1v1ty declined 51gn1f1cantly
Moreover, thelr quality of performance declined in aiming

towards the reward. Increased interest on the part of

children receiving unexpected rewa . was noted.
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In Brophy and Evertson's study; the use oﬁ incentives
was.examinéd in relation tollearning gain scores rather than
to intorest. They found that for both.high and low SES
childron,‘the use. of ingentives could be significaqtly

correlated with higher gain scores. )

SES Differences

Throughout Brophy and Evertéon's research, very strong
‘distinctions on éeemingly desirable teacher behaviors
oocorred on the basis of socio—economic Status: Although
tha other.reseagc@ers nave not expiicitly made this
distinction, the results of Stallings,_Soar and Soaf,
Smothergill et alf, and Conners and Eisenberg should be._
tempered accordimgl? as all of these drew samples from
populations which could be broadly considered as low SES

schools.

High SES Schools

Practices with\Felated positive outcomes for high
SES schools included: more frcedom and independenco with
aotivities and movement; use of Peer pressure; critical
"demandingnéss of poor work; appropriate lengths of
assignments: and control over student initiated response
opportunities. Brophy and Evertson (1974a, p. 30) maintain
.that |

the teachers who got the highest gaiﬁs in the

high SES schools are teachers with extremely
high and somewhat inflexible exXpectations and
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great determination to teach tﬁe»studenté,

combined with short patience for-students

who fail to meet those expactations.

. It also seems that those teachers obtaining greatestﬁgainﬁu
particularly concerned thenselves with achievément géins,
sometimes to the exclusion of all other arecas.

In»addition, greater'cain écores were obtained by a
number of practices not mentiocned throughout: the text. '~ When
high SES students came to the teacher for help, it was more
beneficial to either delay the child co explain at a later,
more convenient time or to offer encouragement‘withqut'
actually prowuiding help, or to scold the child for failure
“to understand. In lesson presentation, review.of o0ld
materiai, practice of new material, eliciting student
evaluation and giving feedback rated as most worthwhile

e

processzs. High SES childran benefited from focused

discussion also.

Low SZS Schools

Generally, students within this category réquired
tighter control, more restrictions on independent movement
and more structure concérning assignments in order to
\obfgin nigher étudent learning. Significantly positive
outcomes were also obtainéd when good'thinking on“the part
0f the child was recognized, even if tne thinking did not
lead to the correct answer; when the teacher stressed -

factual realism and avoided childish idealism; when little

time was wasted between activities with smooth transitions;
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when the teacher had efficient routines which minimized
interruptions for housekeeping matters; when students
initiated questions; when teachers were encouraging and
elicited response and participation; and when praise .
fecllowing an opinion was issued.

v differences in the area of

Y

There were strikin

responses to children's questions for help from those o the
high SES schools. Low SES students benefitted from
immediate feedback and teacher help. Higuer learning gains

were also facilitated when the teacher gave actual help’ in

preference to mere encouragement without help. .

0

b

dJdegalive cutcomes occurred in classrooms using
n. This pattern ensued also when there
Q?

was failure to give feedback to student initiated comments -

focused discussi

O

‘and in cases of pée:jtutoring.
senerally, the mest effective teachers of low SES

schools succeeded by being
warm and encouraging and by "over-teaching",
presenting the material to the children in
small doses and with greater repetition of
beth explanations and opportunities to
practise compared to teachars in high SES
schools. (Brophy & Evertson, 1974a, p. 71)

Pnenomena in Curvilinear 2Znalysis

The notion, introduced by Soar and Soar, that
teaching processes may be related to studen: outcomes in
curvilinear fashion is most important. Brophy and

\ Evertson's analeis supports this notion. They found that

\.
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many fClqtionships which do not appeagﬁﬁn
correlational  analysis are revealed when non-
lincar analyses are performed . . nd more
importantly, that most teachce.” bohaviors are
related.non-lincarly to student outcome
neasures. (1974b, p. 167) :

In curve fitting regression analysis, they disclosed

many dlffchﬁk tyoos of curves which varied from the ideal

types of Inverted U shared curves, decelerating curves,

candy cane curves, ‘and U shaped curves. The inverted U

a0 . | R 4 |

shapea curves have been described within the Soar and Soar
m : ."“ ~ a3

Sunuary . 'he others may be ddscribed:

. 1 ’ . \ .
- Decelerating curves. Those rize or fall teo a point

chen traill oFF norizontallv., The sucyested interpretation

15 tiat wor. of a cortain Process variliable is good to a

voint at 150 NO excess gains are incurred (1974b, p. 22).

Cale Ccurves., These are a variation of the

ot

dececlerating curves. *Aftcer he horizontal trailinc thev
= r z

hook back, suggesting trzt more of a variable is better to

a point_aﬁter which outcdomes regress (1974b, p. 24).

1

U snaved curves. These are self explanatory in

N

format. However, the interpretation- is difficult to
conceptualize. They suggast that exireme high or low

amounts of a process variable are associated with higher

. , "
criterion measures whi%e intermediate amounts are

associated with lesser outcomes. Brophy and Evertson

expreSS'the”opinion that variables following this type of

curve probably interact with other types of variables

(1974b, p. 25).

v
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Discussion

Early childhood teacher effectiveness resecarch, as
‘erresented by these studies and their findings, prresents g
very complex picture. The comple exity can be interproeted in
several Qays. Though glimmers of trends may be appearing,
the complexities evident may well mean that the nature of
the Process-roduct relationsnips 1s such that no simple,
clear cut, dufinitivé ANGEWers can be Stated. Alternativoly,
it may indicate, that this type of tesearch is very much in
its infancy. A closer look at some of the more obvious
complexitics, 1ncons tencies ang problems may serve to

illustrate these points.

Inconsistencies and Complexities

Throughout the findings, Many processes were claimed
to be related to student learning gains. However, the
findings mus* be considered conditiornal with each study.

Soqg relatlonshlps proved to be strong and pesitive

fol certain aged children Or rarticular types of children
while not for others. Some occurred under very specific
classroom c1rcumstances Some occurred only when a *

Combination of teacher behavior/s and classroom conditions

. ]
prevalled. Others appeared for particular: achlevement areas

Yet not for others, Several processes were linked to gains
in o 2rea while g Simultaneous depression in other areas
1S i cted. Some PoOsitive relationships were indicateq,

g "l@ consiraints of time--either time of day or time on



task, for cxample.

olicen the trend noted for Simllar processces across
diffoerent studies was one of showing links with student
outcomes in the same general direction, that.is, elther
positively or neagatively. However, while very strong
rolationships may have been claimed"within one study, otten
much woeaser connections were shown in other studies. Even

in the casc of Brophy and Lvertson's replicated work, this
\

. 5
trend was noticeable. Strong results for one year often

wore simply not replicated in another year. On the other

hand, strong relationships which appeared in some studies

were scmetimes flatly contradicted ir others.

Innerent Problems
In several instances, indications were that certain

processes could generally be considered to be favorably

N
(/ ‘

linked with student outcomes. Even in the case of
relationships gailning support across various studies ﬁhough,
several problems are inherent.

To begin with, tﬁe process variables considered
égou;ed together only in Very ‘gross terms. A closer look
at the researcher's definitions of individual processes
revealed that even those processes which appear similar at
face value, differ substantially on finer details. Thus,
quite differer -ocess measures may be being unfairly

compared. Further, the studies varied in the measuring

instruments used. Different instruments place different

112
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cmphasis and‘woights to particular aspects.  Thus, eoven the
same general concept across studies may not be being
considered on an equal basis. Overall then, the question
becomes:  Are the Cindings truly Suppdrtpd across difterent
studies?

Ganerally, oven strong tendencies in the findings
replesent weak evidence. on which to place complete faith.
With the cxzception of Brophy and bBvertson's replicaged
study, the findings represent one instance havpenings. The:
studias havevnot been duplicated cver time or differing
‘circumstancéé. Results have not been replicated. In

addition, tnc cunosen stualics reflect weany coneral wrobilems

Fn

and deiiciencies applicable  to cuarrent resecrch in such an

v
intTicate area (sece Berliner, 1976; Dunkin, 197¢).

Streng and even significant rclationshivs noted can
in no way be taken as cause and effect relationshivs. 1In
the mainﬁ(the studies were only correlational and of an
hypothegisAgenerating nature, rather than an hypothesis
confirming one. At the ﬁost, all that can be said is that
certaln processes and éertaiﬁ products occur together or are
strongly related. As an intefacting situation is being
examin~d, it cannot be said definitely in which direction
the cause(effect relationship occurs. In short, we do not
know which is the dependent variable and which is the

independent variable. Certain teacher processes may well

bring about certain child outcomes. On the other hand, it



may be that the presence oL certain student variables
induces certain teacher behaviors.

Throughout the ‘collected findings, another trend
secemad to be that puth the yuality and auantity oI variables
wore Important.  In this respect, the notion of optimal

conditions for optimal uccess, introduced by Soar and Soar

mn

1 .
and supported and dcvoioped by Brovhy and Evertson, becomes
most relevant. Without further analyses of the types
indicated by theso people, specific conclusions are
hampered.

In these studies most cof the child outcomes
encomizassed the cognitive domain. Very few measures
referred to affective OY non-academic arcas (e.c., attitude
to lecarning, independonce, CO-operation). Wwhile cognitive
voals are important within early childhood educatioh, S too
are many other areas.

The main studies concentrated heavily.on the early
2lementary grades. Only minor attention was afforded the -
kindergarten and preschool age group bv way of the smaller
studies. Thus, the findings overa}l c;n in no way be
considered to reflect tendencies thEnghout all early

s

childhood programs.
Despite the above problems, SOée‘categories of ’

findings seem to be wdrthy of menﬁion. In' the following

areas, findingé Seem to be similar eﬁough that they may

suggest the shadows of Competency statements to come: time;
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class Jroupings; accommodation of different needs and levels

of students; systematic Structuring battern in lesson

Presentation; responses to undesirable behavior ; monitoring
o

dearning; student enyagement; and decision making on the

1 .
part of the chilqg.
Conclusion
. x-d=lon

[t was Previously stateg that there is no known set
of e¢stablished criteria that can be linked empirically to
desired 1earngng gains at the early childhood level. 7The
current State of teacher effectiveness rescarch as
rebraesented by the studies samploed does not provide a much

more progressive State. It does, hovever, serve to

highlicht areas needing development by further research,

Clearly then, the carly childhecod teacher \
effcctiveness'rcs:arch tase provides nO comprehensive
‘statement of .rocesses which can be noted as'eifective e

teaching behaviors. It does tend :o indicate that certain
teaching processes relate to certain student Ooutcomes in g

complex manner.

Thus, at this time, the ©arly- childhood teacher

to the underlying CBTE assumption that effective teaching
skills can beﬁidentified in any comprehensive way .-
Moreover, it does not lend éupport to the validity of early

childhood CBTE at this time.



CHAPTER VI

IMPLICATIONS ~

e

Throughout this study the conceot of CnvTEg has been

exolored, criticizod and illustrated at the early childhood
level., An assumption central co the whole foundation of
CBTE was raised, questioned, and ox&mined vla the teachcs\b
effectiveness research base at the early childhood level.
It was concluded that the assumption that effective early
childhood teaching skills can be fully identified at tﬁis
o
‘time, is not supported by the outcomes of current’research.

From this conclusion scveral generql lmplications
can be derived: I§ 1s »Dremature to allege prescriptions for
C3TE competencies. In the absence of an adequate research
base, CBTE cannot hope to present a iever for teacher
education rerorm. At the present time it would seem that
the system knowiedge base for CBTE is Stronger than the

. -3
rescarch knowledge of its bpase.

At thils point in time, then, further progress and
validation bf the CBTE movement hinges firmly on further
research deveiopment. Research to date has not been
unproductive. What has been‘gained is a rudimentary ~
pPicture of classroom life with some indication of the

complexities of the teaching and learning processes. It

has indicatéﬂ\¢hat competencies cannot be stated too
X :

1le
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specitically at 1ls point, nor can they be stated as

simple generalizations.  one of the strongcsk indicaﬁions

1s that effects for all chrildren, in all contexts, atvall

times vary tremendously.  To present an accurate description
of the séccific dimeq&fgg;_of ﬁhese variations depends
ultimately on much mdre rofined rescarcn eizort. Thus,
cverall, findings from research on tcaching must curr;ntly

be considerad only tentatively (Dunkin & Biddle,-1974, 0. 361).
further, it would scem that the current state of knowledge

fias been far more productive in pointing new directions for

rescarch, rather than for immediate transfoer into the

classroom situation.

Ideally, what research_can worx towards 1s a rich
and accurate portrayal of classroomn intricacies for different
types of chlldren, in different contexts and at diZferent
{imes. In Bropay and Evertson's views, this in‘ormation

Y
should be spocific tvo tha early childhood area rather than

n

-

to tne elementary scaool in general. They add that

we need research to build a data base that
tsachers can us2 to draw uoon for decision
making. ... such a data base will have to be
built by individuals who are committed to
research rather than to advocacy, and who

take into account all of the factors involved
1n conceptualization of teaching as it really
is. Also, to free new teachers from needless
confusion and guilt, and to provide them with
information they can use, we need greater
specificity and realism in teacher education
programs for those who will be teaching in the
early grades and concentrating on tool sxill
mastery. This will mean special courses at the
very least, and perhaps even separate, programs
of coursework and practical experiences. (1975, p. 26)




It we consider carly childhood brograms past these
within tle Carly rades of olomentary school, it should be

borne in ;%nd,that much divcrsity prevails. ag outlined
\. .

previously,

~—

,Ohe Tange of available Programs diffors widely

On purposes, aoals and the role CeXNpectatinnag oF L Llachers
rould resoaren reacn the point of noting cifective

Compotencics for carly grade teachers, it SCeMS unreasonable
to think that all competencies could be gencralizable o all
types of carly childhood Programs. The matter then becomes

one of ostablishing Priorities inp selecting those compe-an-

1)

cies which are known to elicct Certain outcones. Rofor
CBTE‘certification car become a viable Proposition then,

adeguate Measures for 3 whole Tange of options should be

.

availabla. 1n the ansence of such, teachers could be forcegd

inte teaching in wWayvs which do not Pronote desirogd child

Cr program goals. On the basi, of their findings, Soar and
Soar (1972) emphasize this po2int for cne type of caTE
Certification practice:

"If teachers are paid according to the
achievement of thneir pupils on simpler
-feasures, then th Y mey reasonably be
expected to teaéhfin righly focused ang
controliling ways. This pattern of

teaching can be €xpected to minimize
complex-abstract growth; but since it is not
Lo be measured, this result will not pe )
known. (p. 254)

be pointeg out.
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Future Research
L E teeldreh

Future rescarch to enable CBTE to progress involves
not only research into the effects on children but also
researcn inte the coffcets on adults participating in C3TE

< «

Systoems.

Rescarch into the Fffects on Children

:

Ultimatcly what is needed in this respect, is a
sclentific study of teaching and its effeciy in the carly
childhood vears. We need to know that the stated tcacher
compectency is the independent variable and.tﬁét studont
achievemant is thoe dependent variable. Wz need o be able
tQ say with some certainty that the child outcomes are iz
direct resultwof manipulation of the indeperdent variable
Or teacher comvetencry.

Research should nct only aim towards providing

]

information on immediate chiid effects but also information
on long te;m effects. This Suggests ultimately including
longitudinal studies into thsz research repertoire. Further,
resesarchers should attempt tc indicate whichitea:her
behaviors stand alone and which group together in clusters
to promote growth; in which areas growth will occur and any
simultaneous side effects that may aappen.

In the long run, optimal levels of teacher behaviors
producing optimal levels of growth should be probed. This
would not seem to be a bonus step in refining stated

competencies; rather, it would seem necessary before
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statements of competcencies become too general. It would tend

to deter the "more is better" syndrome in cases where it is

known that a certain level of teacher competence brings
about coptimal growth but with additional amounts, depression
in growth 1s evidenced.

- However, those are just some of the ultimate goals.
: ’

Before these can eventuate or oven begin to take place, a
much wider base with fuller conceptualication of early

childhood teaching is necded. 1In this regard, the call is
) \,

~

for more descriptive and Observational studies as well as
replication studies, using the same instrumentation,
methodology and analyses over time and over differing
circumstanceas.

Progress in this basic state for early childhood
teaching is not disc?ete frem genofal impediments to the
study of teacher effectiveness. Berliner (1976) outlines
some of thése impediments. He maintains that

[researchers] need to deal with the problems of
instrumentation, methodclogy and statis<tics.
Empiricists in this area must come to grips
with the inadequacy of standardized tests, the
unknown predictive validity of tests from
special teaching units, the problem of build-
ing multivariate outcome measures, the problems
of measurement of appropriateness of teacher
behavior, the lack of experience in choosing an
appropriate unit of analysis for describing
teaching behavior, and the lack of stability of
many teacher behaviors. (p. 12)

Research intec the Effects on Adults

At the present time, there are many'CBTE pPrograms in

existence. The opportunity is present to conduct research



\

into the effectiveness of teachers trainedAin this system
compared with teachers receiving mcre traditidnal teacher i
education. For so much timely and costly energy to go into

' making CaTE progress, there should ét least be some
Guarantee that CBTE fraining is as beneficial or more

beneficial than established, more general programs.

Teacher Education

Findings of this study do not support the movement
of teacher education programs towards a competency based
approach. At the very least, the rosults strongly suggest
that a moratorium or further spreading 6f-CBTE\should be
declared. - At the most, CBTE pould be considered as a .
coméonent of existing teacher education programs or as an
alternative svstem to the more traditional programs. CBTE
should in no way take the position of an over-riding system
until evidence of its potential success is established.

There ére already a large number of CBTE programs
and‘programs showing tendencies towards such. Costly
energy nas been devoted “o their establishment. If these
are to stay, care should be taken to ensure that their
emphases are broad father than too prescriptive. Further,
opportunity should be taken for research possibilities on
these existing alternative prograﬁs. Research could aim
towards both improvement of components of the system as well

as noting comparative effectiveness of CBTE trained



teachers with more traditionally 1lned ones.

Teacher Cortification Practices

In the absence of Substantiated evidence and
accurate measuring devices, certification practices along
C3TE guidelines are not well founded. Az was SUW9gested for

teacher education, further expansion of CBTE ceftification

122

practices should be halted. It will take many vears of well-

rlanned studies before such practices are a reality (cCoker,

1976, p. 56).

In conclﬁsion, it shéuld be said that teaching
really does appear to be the "orchestration" of a widé
range of varizbles. no simple answers are available. CBTE
proponents may well be thankeqd for promoting attention
towards the improvement Of teacher education and the study
of teacning. However, on the basis of our present state of
knowledge on teaching in the early years; CBTE and CBTE
certification practices for early childhood are both

unfounded and pPremature.
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KLY TO CBTC COMPETENCIES

Code Description ,

G-1 Gathers and uses information related teo individual
differenceg '

1B-8 Reduced deviant behavior !

1C-5 Better physical, mental health

G-2 Organizes pupil, resources, and materials for .

cffcctive instruction

2A-T Selects goals and objcctives appropriate to pupil
need

2C-T Gathers multi-level saterials

2D-T Involves student in organizing and planning

2A-8 Enjoys class, happy smiles

2B/C-8 Actively involved, working on-task

2B/C~S Evidence academic growth “

2Dh-8 Absence of withdrawn behavior

2E-5 Enthusiastically involved

2F-8 Evidence of involvement

G-3 Demonstrates ability to communicate effectively with
students

3A-T Gives clear explicit directions

3B-T Pauses, elicits and responds to student guestions

3C-T Uses a variety of methods, verbal and non-verbal

3A-5S Less confusion, less time wasting +

3C-s Self-directed to move toward task

G-4 Assists students in using a variety of relevant

commnunication technigues

4A-T ~ Demonstrates proper listening skills

4B-T Respects individual's right to speak

4C~T tilizes non-verbal communication skills

4B8-S Students able to speak freely

4C-3 Able to follow directions on-task

4D-S Able to communicate through writing

G-5 Assists students in dealing with their misconceptions
or confusions using relevant clues and techniques -

5A-T Utilizes student feedback, verbal and non-verbal, to



Description

“““—_““_‘“—*““"“‘““_‘—_“‘_‘—““f‘_*‘——*"_“‘__‘—‘—‘_”-“_

modify teaching Practices
Demonstrates floxibility in classroom management
Practices .

wnen student not on-task, teachcr makes contact
Provides focdback to pupil on his misbehavior

Students ask questions
Students feel free to interrupt pupil bresentations
Movement toward tasks

Responds avpropriately to coping behavior of Student
Maintains sclf-control in classroom situation and

with studentse
Recognizes andg treats individual student behavior

133

S

ACcepts Necessity of dealing with indivicdual students

Absence of Student manipulation of teacher angd peers
Mcdifies behavior positively N
Reduction of disruptive behavior -~ Lo

Uses a variety of methods ang materials' to stimulate
and promocte pupil learning .

Uses more cthan one teaching metho@ in 2 single
pPr&gentation ’ '

Uses m than one instructional activity simultan-
eously ' ) -

Attentive
Actively involved

Promotes Self-awareness and positive self—concepts
in students

Evicdence of 3 bpersonal one-to-one relationship with
Students

Evidence of rPraise and/or rewards in operation
Supportive classroom management

Moving towarg self~direction
Attending to tash .
Evidence of importance as class member , group
involvement

Evidence of enthusiasm

Reacts with sensitivity to the heeds and feelings of
Others

b
/
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Code Description

S9A-T Accepts and incorporates student ideas

9B-T Listens to students ang provides feedback

9C-T ividence of opportunity for one-to-one counseling

94~5 Lxpresses ideas and opir.ions Lilferent to those of
teacher

9B-5 High interest

9D-S Evidence of confidence in teacher

(Lorentz, 1977, pp. 9-10)
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ATFENDIZ C

CHAMPLES OF GRANDL FEAIRID

REGIONAL COLLEGE XODULES



GRANDE PRAIRIE REGIONAL COLLEGE
MODULE AVIII

COMPETENCIES

1

by

studenis will be able to outline goals for a
program for young children.

2

Students will be able to plan an environment to
meet program goals.

|

]

3

1 be able to define goals znd ian
r individual childrer.

[

Students wi
-

t
Lo rame £
i
l

g :

i Students will be able to develop a daily Schcdule;-

based on preqgram goals. i

t

!

5

t s will understand the importance of advance
1: ig 1n programs for young children. ’
|

~

6

{Students will be aware of the.elements involved in

iprogram evaluation.

—
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GRANDE PRAIRIE REGIONAL COLLEGE

MODULE XV

COMPLETENCIES

f

143

[

v 1. Aprreciote the way children think: Plagetian approaci
+
2. Be familiar with factors that influence learning i
!
!
| o - o ]
2. Devilop an awareness of the meaning and measurement of
intelligernce ;
. —
I I
. 4. Be able to identify the stages of language devélopment
; i
L |
;5. Gain skills in analyzing childrer's speech
1 ‘
€. Be able to relate cognitive developmert in ycung 1'

children to ar early childhocd classroom , , :

T

&) ] ]



GRANDE PRAIRIE REGIONAL COLLEGE
H

S MODULE TITI

COMPETENCIES

1

7 (

{;hc student should have a

SAN YL O 12 and

Vi ranve oLl

5

fingerplays

2

The student should Be able
to adapt a story and
prepare it for use on a
flannelboard '

8

! The student should be ’

j able to teach fingerplays

. and songs to young
children '

L 1

[——

.

The student should be able
to tell the story to young
children using a flannel-
board

L

.

9

‘'he student wzll know how
tOo construct musical
instruments

| S

L

N

The student shculd be able
to assess and use film-
stgips with young children

4
] T

| The student should be ablé

to select and assess books!

' and stories for young
' children
: ) |

l

>

|
The student should be
skilled in reading a book
!and telling a story to ‘
{
i

i voung children

E

6

1

The student should be able
to make a flannel-board

10

— -

The student will acguire
pictorial resources

L

Y
W

11

[

The student should bes able
to create bulletin board

displayvs

12

|

|

. to make a puppet and use

The student should be able

it with young children
A .
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