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The Notebook begins its third year with an expanded mission and

a greatly expanded family of readers and colleagues in the develop-
mental work entailed in competency based programs. The editorial
describes some indications of this expansion and its effects.

| This iscue contains your "dun” notice for the new subscription
year. Please help ease the record keeping by submitting your sub-
scription payment immediately. See the blank on the last page.

The Editorial Board has been enlarged, and all readers are en-
couraged to contact the editors or the nearest member of the Editorial
Board with 1) reports of research and development work--especially if
you have developed instructional materials and have data concerning
its use, 2) notes of interest, or 3) annotated references that have
not appeared in the annual listing (Winter issues) of the Notebook.

This issue centains a brief editorial, a report by Gene Lamb on
the California competency based program for certifying public school
administrators, an article by Tom Valeski describing a competency
based project for traig}ng supervisors in special education at the

v Rocky Mountain Region Resource Center, and the Notes of Interest

section.
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A CONT INUUM MODEL FOR COMPETENCY BASED TRAINING
Tom Valeskl - Rocky Mountain Reglonal Resource Center

Editors Note: The RMRRC Is one of six centers funded by BEH (Bureau of Education
for the Handlcapped) *o faciilitate programs for handicapped children. Using some
of the concepts developed by membsrs of the NCPEA Interest Group and espoused by
the Notebook, the RMRRC is pursulng competency training as described in this
article by Iom Valeski.

In an overview of a very comprehensive and current trend in personnel train-
ing, that of a '"competency based" format, It Is apparent that there exist certaln
and speciflc aspects of what perhaps constitutes a "total" program in competency
based methodology. A descriptive summery may ident!lfy the foregoing components
as those essential aspects:

I. Competency ldentificatlion
}1. Competency Organization
1. Competency Analysis

IV. Competency Unlts

V. Competency Evaluation
VI. Competency Feedback

The Rocky Mountaln Reglonal Resource Center (RMRRC) In cooperation with the
University of Utah Department of Spec!al Educatlon, is field testing a competency
based tralning program, designed to maximize the eifectiveness of classroom
teacher skills In providing remedlal services to handlicapped children. The train-
Ing program provided by RMRRC Is deslgned to prepare the "genera!ist" as the agent
to best deveiop and expand these functlons.

e e v -

Although the folliowing discussion articulates the special educator as Its
subject, hopefully the model shall show reievance to expansion of ovher personnel
types. '

I. COMPETENCY IDENTIFICATION

Thils is a subfactor descriptive of the exIstence and credibility of the
assumad competencies within a glven professional area.

Retrieval of these may follow |) the deductive hypotheses that |lterature
descriptions, certiflcation and licensing requirements, and graduate-level
course contents reflect-the "Ideal" skills and proficlencles, or that 2) a‘fleld-
based evaluatlon, or needs-assessment method shall provide the potential com-
petencles for consideration In the developmental mocel.

In the preparation phases of competency-ldentiflication, for example, ex-
tenslve questlionnaires for key staff or Immedlate environmental personnel who
are aware of expected, or known, competencles of assoclated personnel may be
used. Dr. Lloyd McCleary, Unlversity of Utah, Department of Educational Admin-
Istration, presents a structured approach to the competency Identification
phase In preparation for competency hased training, (McCleary, 1973). Hls approach
to competency identification centers about a "QAM" or a Quadrant Assessment Model.

"The project presented hereln was performed pursuant to a grant from the U.S.

- Offlce of Education, Departiment of Health, Education, and Wel fare. The positions
expressed hereln, however, do not necessarlly reflect the posltion or pollcy of
the U. S. Offlce of Education, #nd no officlal endorsement by the U.S. Office of

O  Education should be inferred."




Innately, the quadrant assessment allows for descriptions based upon dis-
crepancies seen in ideal and/or real evaluations of a given competency. Con-
sider a hypothetical competency for example; "Principals shall be able to write
teaching-lesson plans." If this particular competency, according to the index
of consensus, were ideally rated high, as an essential, and a necessariiy high-
proficiency level competency, it would exist at the top of the scale under the
ideal rating column. |If we cross-referred this "ideal" rating of the com-
petency to the reai column, and, in fact, found its agreement to exist, in that
the "high-ideal™ rating of this particular competency were at a level of "high-
real" practice, we may have developed an important critical training component
for a pre-service content area. At this point, we can be relatively confident,
that in terms of importance, (ideaily) "writing lesson plans" is an essential
competency for principals; and, in practice, his level of proficiency and fre-

quency of practice is, as well, high.

Other cross-references may be perfonied, for example, with similar "high
ideal" competencies. These, again, ought to exist at a high level of practice
and proficiency. A cross-referral to the competency statement, ("Principals
shall be able to understand a student's learning needs.") may indicate a low
"real" rating. This type of discrepancy, although not ideal for training at
a pre-service level, may have implications for an inservice training component
assuming that the competency, again, ought to be practiced at a high level; but
in fact, s practiced at a low-real level, currently,

1. COMPETENCY ORGANIZATION

We can assume that competencies have been identified, and that the survey
has produced a repertoire of expected or characteristic skiils of a given pro-
fession. It Is, at this point, essential that these competencies be structured
Into teachable, trainable and measurable structures. Assumedly, in every given
competency statement, there exist two measures, or factors, which require separa-
t{on for the purpose of development of organization and structure, by which that
competency shall be trained. :

The first of these measures is termed a process factor. By this, we may
clarify the particular capability or talent subsumed in the competency state-
ment, regardless of the context in which that statement occurs. In the case
of a teacher, for example, In competency statement (i) is the process factor
underiying the statement that of observation, interpretation, adaptation,
organlzation, etc.?

Also characteristic of each competency statement Is the "area of respon-
siblllty," or a content factor. A designation of the specific content inherent
tn statement (l) Is the second necessary determination. |Is It described as
medla, Instruction, publlic retations, diagnosis, support system, etc? Certain
problems Involved in research Iin identifylng described competencies, charac-
teristic c¢ special education resource personnel, were that the range of
terminology regarding process as well as that of content, in many cases, were
overlapplnr,, non-descriptive and lacked specificity for purposes of training.
There is difficulty, at best, in attempting to describe what competency would
need to be trained for these special education personnel.



FIGURE |

COMPETENCY STATEMENT (I):

" "The teacher shall be able TOGE;;;;;?;\a suitable(learning environment :

for her students." B ’///ff"— \
v | NV

PROCESS FACTOR: CONTENT FACTOR:
" Observation? Interpretation? Media? Instruction?
Adaptation? Organization? Public Relaticnus?
Diagnnsis?

Support System?

A basic attempt to define and alleviate this type of discrepancy is ap-
proached by Dr. Rubin Altmar in his cooperative effort with Edward Meyen,
University of Missouri, Columbia, (Meyen and Altman, 1973). It is their con-
tention that each competency statement would exist, in what termed, a function-
context paradigm. In other words, in consideration of the aforementioned two
aspects of each competency statement, (process and content), a two-way grid or
graph is necessarily constructed, so that categorization or classification of
each competency statement in terms of (|) its function or inherent skill and
(2) Its context, or content area of responsibility.

it Is first necessary that those evaluating'the competency statements
refer to the vertical side of the grid and attempt to define its actuai func-
fion. Given the competency statement in the previous discussion, for example,
(MPrircir.ls shall be able to write teaching-lesson plans."), the function des-
cribed . this particular competency statement may be that of organization. Re-
ferrin: to the horizontal scale, the context or cortent described in this particu-
lar competency statement may be that of materials. In Figure 2, the competency
statement, (1) is placed under function cell, "organization" and (2) under the
context area of *murerials." OQur itemization of the competency statement in the
original form, at this poli't, is more clearly teachable in that we have separated

the function from the context.

FIGURE 2

A function-context graph representing sub-areas of function and context, and an
appropriate placement of Competency Statement, "Principals shall be able to write,
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It Is also apparent by reference to Figure 2, however, that the listing
for function areas does not exist in a sequence or developmental continuum,
the Tatter contingent upon prior success with the former. (i.e., the ability
to "observe" is debatable as to its developmental relationship to the ability
to organize.") Similarly, the horizontal context scale does not exist as
development or hierarchy by which prior knowledge in the foregoing content
area may proactively transfer abilities and skills in the preceding area.
(i.e., familiarity with"materials" ls not essentially prerequisite to
famillarity with "pubiic relations.")

With due consideration to the described inconsistency, the “continuum"
model attempts to restructure each of the aspects of the function-context
paradigm. In the vertical column, in this case, process areas were emp loyed
from the cognitive domain of Bloom's Taxonomy of Educational Objectives,
(Bloom, 1964) and were plotted on the grid, insofar as they do represert
a hlerarchy, or general process sequence of skills. The reader will observe
that in this function-context paradigm, there does exist the described develop-
mental sequence, or continuum of function skills, (Process factors), as well as
the continuum for the context area, (content area), in a general sequence.

FIGURE 3

'CONTENT
IDENTIFY | DIAGNOSE | PRESCRIBE | PROGRAM | EVALUATE

‘| KNOWLEDGE
(recall

COMPREHENS [ON
2 | (understanding)

APPLICATION
(use)

ANALYS IS
4 { (clarity)

SYNTHES IS
5 (regestalt)

EVALUATION
6 (judgment)

Functlon skills abstracted from Bloom's Taxonomy range In the foregolng
sequence: (1) Knowledge - a process of cognitlon, or general awareness, in
attalnment of the next function level or (2) comprehension describes a
process by which knowledge Is cognlized, recelved and put Into storage for further
recal!. The function continuum contlnues through application, (4) analysls,

(5) synthesls, and (6) evaluation. At sach furction level, (1-6), faclllty In
the preceeding process Is essentlal for development In the higher levels. Deslg-
nated content areas were basic categorizations adopted from. Publlc Law 96, Bureau
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" of Education for the Handicapped, as service mandate for Rocky Mountain Reglional

PROCESS

Resource Center. These content areas, again, exlst on a continuum, by which de-
velopment In preceding content areas are clearly generallzed to development In
further content areas. These range through (1) identiflcation, (2) dlagnosis,
(3) prescription, (4) programming, and (5) evaluatlon, and describe the content
referral-sequence useful for resource personnel.

S o FIGURE 4
CONTENT

IDENTIFY | DIAGNOSE | PRESCRIBE| PROGRAM | EVALUATE

KNOWLEDGE
(recall)

COMPREHENS | ON
{understanding)

APPL|CATION 2
(use) : i

ANALYSIS
(clarify)

SYNTHESIS A . m et mira fe i
(regestalt)

EVALUAT ION
(Judgment)

CONTENT

(1) The generallst shall formulate a dlagnostic statement from a single test.

(2) The general [st shall demonstrate the use of Instructional methods.

(3) The generallst shall utillze a conventlonal task analysis for basic subject
areas.— - - .

(4) The generalist shall demonstrate an understanding of formal test batterles.

Let us now examine competency statement (1}, In terms of its analysls and
placement on the grld (Figure 3). The first competency statement Is “the
generalist shall formulate a diagnostic statement from a single test." If we
examine thls particular competency statement In terms of Its process area, we
are left with the term "formulate™ or "formulation." A description of this
term Implies the abllity to put fogether, to coordinate parts of the total sum
into a single statement, a term most related to that of synthesis, or the fifth
tevel, vertically, on the process scale. In terms of functlon or process area,
then competency stated (i) Is graphed in the "synthesis" process cell.

Examinations of competency statement (1) In terms of content, ylelds a con-
tent description involving "diagnostic" or "dlagnostic statement." This content
descriptlion relates most closely to that of dlagnosis in the horizonta! content .
scale. Plotting of the statement In terms of content, therefore, would place,
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In the content column, competency statement (1) Into the "diagnosis" content
area. We haJ%, at this point, placed a total competency statement into a
function-context paradi¢n, the scales of which occur In a given sequence or
continuum of cevelopmenrt.

Competency statement (2) Is read as, "the generalist shall demonstrate
the use of instructional methods." Examinaticn of this statement In terms of
process or function glves information in terms of "demonstration," "use" or
"application." This terminology relates most closely with that area on our
function or process grid as "appilcation." We may therefore plot statement
(2) in the application level of process. Examination for content In competency
statement (2) glives us information regarding "Instructional methods," alluw-
Ing for description of materiais or medla, suitable as an appropriate parallel
with "programming," under the content scale. Agalin we may plot our competency
statament In terms of content under the"programming" content column area ap-
propriately. We, agaln, classify the total competency statement in terms of
function and context, process and content.

The third competency statement is "the generallst shall utlilize a con-
vent lonal task analysis for basic subject areas." Examination of this com-
petency statement in terms of process or tunction ylields information regarding
"utllization." We may designate "utilization" as again, "use" or "execution."
We may therefore plot this competency statement (3) in the function process
area under "application." Task analysls of subject area implies identifica-
tion of baslc sub-skills underlying more general skills in academic areas,
and may be graphed in the "identification" content area.

111, COMPETENCY ANALYSiS

Glven the broad ccntent area of "diagnosis" or the process area cf "ap-
plication," it Is further necessary to reduce these areas into specific
"training components," or to analyze the function-context description into
more specific elements, by which behavioral objectives regarding those ele-
ments, may be written, trained, practiced, and evaluated.

Let us consider the following additional competency statement (4). Figure
4; "the generallst shall demonstrate an understanding of formal test batteries.”
The Initlal task is tc organize the competency statement according to its pro-
cess~content locus. Examination of thls statement ailows for a "comprehension"-

Wdlagnosis™ match.

In the 6ompefency analysis phase, “"formal test batteries" hay require
further breakdown into speciflic content areas. The following brief outlilne
may structure formal test batteries Into more speclfic areas:

A. The Nature of Intelllgence:

Before one, unexposed or unfamllliar to actual standard formal test Instru~ -
ments and collections of Instruments, termed "batterles" may be trained in the
use of them, perhaps expcsure to the Nature of Intelllgence, the baslis, or
theory, by which formal test Instruments mey be constructed, Is essential.
Theoretical constructs, for example, as described in the "total" or "G-concept"
of Thurstone, aliows a theoretical base for a test which yleids a general total
score.
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I. a split factor test, may segregate the total Idea of intelligence into
a (1) verbal area and (2) a performance area by which submeasures of each of
these are classified into a two-score comparison.

"'2. amulti-factor test, explores more than two areas, or several aspects
of intellligence.

B. Measurement

_The Nature of Intel | fgence may give more speciflc background to that of
actual "measurement," or types of measurement.

l. Infelllgence measurement. Standard or speciflic measures of intelli-
gence, including the Callfornia Test of Mental Maturity (CTMM) or the Slosson
Inte]llgence Test (SlT) are formal test measurements describing intelligence, or

1Q.

2. Achievement measurement. The Metropolitan Achievement Test (MAT) and
the Standard Dlagnostic Reading Test (SDRT), the Callfornia Achlevement Test
(CAT) and the Standard Diagnostic Test of Arithmetic (SDAT) allows for standard
test measurement of achlevement In academlc subject areas.

3. Process measurement. When we consider specific learning processes,
theories, or constructs, process measures of ability may follow; lilinois Test
of Psycholinquistic Ability (ITPA) or Detroit Test of Learning Aptitude (DTLA).

"The preceding competency statement, to thls polnt, bears sufficient des-
criptors (ldentliflcation, process-content {ocus, content analysis)-to. Insure
a "performance-based" approach to its development, for the learner. The ex-
pected learner "performance" shall, In thls case, be tha* of "application" of
the described components In the "Competency-Analysis" phase.

IV. COMPETENCY UNITS -

Speciflic Items of Information within the content of the given competency
statement are generally structured as self-contained learning packages. Litera-
ture reviews describe these packages as "learning modules," "units," "training
packages," etc. Each label, however, commonly represents a trainable, Integrated
procedure, able to be evalusted. In accordance with the "continuum" model pro-
posed, a single "unit" cf competency Instruction would necessarily allow for
adherence to a selected format:

I. A statement of the competency to be trained.

2. Pre-designated process and content factors.

3., Component analyslis of the content within the competency sfaremenf.
4, Instructional media and method to represent those components
' AND

5. Expected performance "outcomes" or "products" of the learner.

As determined by the "contlnuum" process level of learner development,
(i.e. Comprehenslon, Appllcation, Synthesis, efc.) the Instructional procedures
within the "unit" shall vary:

I) “Comprehensive" abilitles may demonstrate themselves as "outcomes" or
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"products,” In general recail or familiarity with finformation. Suf-
ficlent procedure for this may Include a lab setting, readings, learn-
Ing-group discussions.

2) "Appllication" skilis are manlfest as "outcomes" or "products" In
demonstrable use of Information. MInimal procedure within the "unit"
will require fleld-base setting, practice, participation with class-
room teacher or child, "practicum" experlience.

This framework establishes a basellne for procedures necessary to evalua-
tlon, [n tha* the predicted "mutcomes" or learner "products" are written as
operational "performance' objectives, or measurable terminal behaviors of the
competency "unlts."

V. EVALUATION _ ) ;.

Procedures in evaluation appear ‘o be zm often overlooked and/or mis-
directed aspect in competency based training :procedures. In the former, It
Is commoniy assumed That mere participation ‘in the "psrformance-objective"
of the competency "unit" Insures ~—he .competsncy itself. Without given success
criteria, (1.e., ratings, perceniages of accuracy, attitudinal changes, etc.)
and the empliical measurement or observation of these criteria, It Is unllkely
that one can be sure that change has been made.

The latter oversight typlcaliy misguides evaluation, in.that highly un-
correlated evaluatiion criterla are intended to appraise the stated competency.
A multiple~cholice examlnation In the characteristics of fest instruments Is
debatable as to its evaluative ablil Ity In discrimlnating among the talents
of trainees who ™shall administer a formal test Instrument.”

In the “contlnuum" modei the "level of Proflciency" (i.e. Synthesis, Ap-
plication, etc.) Is evaluated as an immediate Yearner function, In a restate-
ment of its own deflinition. Thus, "performance objectlves," within the "com-
petency unlts," for the "appllcation" process, are discrete measures of the
learners abillty, after tralnilng, to "apply" whatever the content '"component"
within the competency is.

Vi. FEEDBACK

Later procedures In revlsion or restructuring of the developed competency
based program, may Involve That of Phase 6, Feedback, by which known effects,
transferabilities, or the actual efflcacy of the competency statement itself,
Is appraised in a lab, or fleld-base setting by the trainer. Comparative
Information essential to the trainer to evaluate the effects of training and
the efficacy of the programmed competencies, Is reprocessed later for needed

restructuring.

The foregoing overvlew of our developmental efforts, in produclng the
general Ist~trainling program, hopefuily,shall be useful to the reader as
reference for procedural conslderations In competency based mefhodoiogy.
Further developments in the success and/or Ineffectiveness of the described
procedures shall be reported at a later date.



