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In. thJ.s paper, a ‘review of, the staté—of-the-art of catpetem:ybased e
o

edx:at:l/.cn (cw)meﬁmtarymseumrysdmlsmpmsmmd While .
agzeatdealbfurterestlsbeu:gstwnmcmfystateandlocaiedwam,
implementation of CBE prégrams by public school systege is-only beqinning:
. ' b;:li‘:akeﬁlace. Apaperofthlsnaturenaybeusefulmhelpmqmmtted
decwlamakersfomnatemnumaldemsimsabqutselecumarﬂadop-,
tion of CEE. Mmmrmammdmmpﬂealrwythar"
meyattatpptomplmtammafﬁectlwa,rﬂeffrmer{cCBEpmgram. _
This paper. reflects, in part, J.deasandmfomatx.mpzesenwdmoti'xer
OCBEProgramdocL;nTxﬁcmtlympreparatjm Fore:mple,?aperl, ' .
J'meMinmmStarﬂaxdsforCmpethasedmwaummmegm MOverViqv

’.descnbes the state and local cantext of OCBE Pru;!':am activities. Paper

. 2, Alte.n'xat:.ve Models Lf Ompetax.y Based Fducation, preeents/a woﬁ:mg

'defmumofcarpetemybaéededu:;tlmarﬂdes;mmpotenual
variations in its mufatat:.ms Paper 4, Sttateg:.es jpr Inglsrentat:l.m

A ) )
of CBE Models, discusses procedlm for facil:.tat;mg CEE program ingtalla™

tifm ‘and for maintaining e ive program cpera.t:.m, and suggests sate
tentative mpl:.catlms for CCBE Progran technical ass:.stance actlhgﬁ

] \
B

’ L
- .
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- . . mdcmfezmoespmspredbytmmrﬂwestbg:malmumallabomtmys !
C s . ~. . Oregon Competency Based Bducatién (OCBE) Program. cmgérencepam.czpants»
included Walter Hathaway, ‘Jack Rnapp,. Ban:aralasser,anil-\llan  from -,
?xcgmstaff.mmmZe:Lgler Research Institute; J S
ith Acheson,” University of ; Panl Lundy and Johmn McCollum
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" % - Olson from' the Narthwest Educational Laboratory; Paul and .
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. ) ) Revmofearlydrafmofmspaperby Walter Hathaway and Allan
’ ‘ Olson led to substantial modifications'and improvements to the paper.
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‘\ It also explores some of the strengths and weiknesses of\each\approach.f

. - , PURPOSE .AND CONTENT : ~ ,

3 . .

This paper: drsousses alternative methods for the development of

v s D]
copetency based educatlon prograns in publ&dmool systens. The p@er \

presents these nethods in relatlon to four specific. act1v1t1.es that are.
] =

conmonly pursued in the process of acbptmg and mplenentmg conpetEncy
based educational systens in elenentar’y and secondary sch?ols-

1.. 1dent1f1catxon .pf oonpetemles to be achieved by students .
n |

2. developnent of instruction related to the oonpetexxcles

3. - develophent of assessnent procedures to determIne conpetency
atta:.nnent _ - ‘x - .

- l .

4., development. of 1nstructlonal na?ngenent and recordkeeplng systens
to certify student achievement of oo etenc1es and to support -

+ . program evaluation and adaptatlon.é AL P

1

The paper de§cr1be! t.he approaches to these act1v1t1es that are

-

cOrrently being con51dered or adopted in Oregoﬁ and throughout the cmuntry.

3 ! . . "o - ~ ‘\ v 4 . [
’ Back ‘m‘nd CBE. in Oregon” POS

: . ckgr : .in Oreg S .

. . . . A} )

- S~
1

\ } / . . . ’ '
:\-a a.competency based program is well underway, in Oregon, that - -

- methods elgloyed to impiement CBE. The Oregon State Board of Education,,
‘ began the \. ess of mlﬁh&wg competency based ed:catlon mn-1972 th

the ‘adoption 0 the f1rst of two statewide policies that would require a
N :
systematrc, compdgency based response from local school dlstrlcts. The
Vo \ '

. new Oreggn Mlnmun\ g 1ﬁments for H‘?;h School’ Gi:aduatlon anpllfxed the

"‘

standarc{ course and a tendance requlrenents expected of grad:atlng seniors

e

e




¥y A second.pollcy, the gr_gggn Mlnihun Standards fgr Elemen@ and

Secogdary Educatlom, was ad:pted m 1974 and mcluded Sgtandards for’

’ achool cert:.ﬁcat:.on that would requlre the developnent of conpetency
based educatlon pmgrau's in elenentary and’ secondary schools throughoul
.me state. A review of these two ,erportant polley statenents appears
' /
Y . PR . N .
1 . . . . . f
Oregon Minimum Iéquirements for High School. Graduation'

. below.‘ . W

\

\

‘With the adoptlop of these requlrenents in 1972 the Oregon Board of
deoatlon requlred a comprehensive mpl&ntatlon respons from local
districts by 1978, allowing a slx-year perlod for the developnent of

!

conpetency based grachatl systems Because the new tequ:.reuentsn d'xan&d
" the cr1ter1a for determmmg whether or not a student nerﬂs a h1t§1 school
dlploma, they also changed the systems that schools nust mplenent to

(
measure and record student perfornances of these criteria. . An exanple
»
- of some of the CBE-re;ted requlrements for both students and school

t

districts are as foll e ' :
» o. Successful denonstfation by students of d1str1ct determme;l .
. conpetenmes . . -

" @ ‘identification of perforuence md:.cators acceptable to the
district as evidence that individual students have attained the

specrflc mim.num competencies . . /

[

° .developmnt of mecham.sns to assure careful mom.tormg of student
»  progres$ in attaiping compe nca.es and provisions for appropriate
—instructional help. » )

0 deVeloﬁrent of recordkeeping _Systems g ensﬁ'fe that student
' achievement of ooupetenyles is documsnted and transferred to
d - student transcnpts o .,

‘0, development of course statenents" relating fo the graduation
reduifements. for all secondaty-level courses (e.g., statements of-
. goals, minimum,competéncies to be taught in courses, instructional
options, ‘and evaluation methods) o

<A [ s A A
> .
o L

R LY

)

. -




* N ~ @ ‘- N
Oregon Mmmum ssta@;ds ﬁor El&mentary and Secondary Educatlon /

. \ ' N
. - , N v M ‘\ . K t ¢

e ‘ﬁkqne@;mn} ;t‘anda;ds weré adéb’t'ed by, the Ol:eéér'\ Board *of'Edica-"
; : e ) .

-

\A (X
3

tlon in 1974, w:.tI; a requlrenent that lo&l districts uxplenent t.hem ona-

¢« - staggeregd schedule begmnmg m 1975 and er'hﬁg in 19\81., These standards,~
. ' wtu.ch are used to evaluate schools‘and make ool d:,stncts e;1g1ble for

;.al support, dﬁn?d the focus of sd&ool accreditatlbn. Whlle’ o

-

, the prev1 ns’ standards focused on .system mputs" (the nunber oﬁbooks in

L4

\ the 11'brary, classroom space, recreatlon equxpnent, etc.), the new standards .y
. ' focused on system *t% s" and processes” (content and met.hod of <,

—t

,Q,g:petency based features of the 'new mmmum standards for Qregon sdaool

v S - '
mstructlon, student svlls, teacher preparat:.prr etc.). ‘ ’ ( i

- _—

( - B o
accredltatlon are llsted below: : - -;.x Pttt o e

- -
[ ' 4

. ) prov;smn to elementary students of opportumtles to acquuet
St s knowledge and skills applicable to the minimum competencies’ -
A B required for g;ad.xatlon as adopted. by the rece1v1ng high sdaeol

) e adoption of a dystem of mstructlonal planning which wills: ," . .
. - \r*, provide foz estabhshmg goals (K—12)',. allow for community --
part1c1pat10n in selecting instructional outcomes, include . -
"' . asS@ssment of 6tydent performance; and applf’ this.data to -
, -dec151ons ‘on inftructional priorities and program changes L

) '1n1t1at10n of a Ssrobm system of d1agnos¢s and prescrlp—
- tion"to assure that each child aoquu:es:basm vommunication e
and mathematics skJ‘lls and also acqulres a basis for achiev-—

< ' * . ing competeggies { - . - L e,

® adoption of policies and pregrams which assure that services

ot 'y such as transportation, building construction, - and, Jnedia =

4 ‘centers effectively’ support - -the operatlon of the conpetsncy .
. based 1nstruct10nal prodgram - - A

. N N . PR >—'.“ - . A

- . - [
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) Béckgrodhd CBE in Ot.her States (
. ‘- - . » K ’ » - o . P

/
. A number of other states, br local dlstrlcts =w1t.hm other \stabes, have

" - taken steps towards the establlshnent of prograus 1dent1f1.ed as conpetency -

. ' o . - ¥

—-*‘based, The following llst, wlich is not conprehenswe, hriefly,descrlbes

N . LI -, L




.5 . ' "passing the test earns the student the aphropriate credit.

N

. i ~ , ) ’
Pt g Gatifornia. ¢ ¢ Ll R - >

".; - A _w1ll be adequate to meet their survival needs ih qaﬂmorary society.

e 3 . . seeCific instructional Oblectlves is determihed by perfornance tests; , - .

%
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1976)-*’*- ST T ,
A" ’ 1\ . .. s | ) x . '~’ e’ .\\'}; ‘ \. ". ’ '~ a i '
. . N ¢
The Anchorage’ Borough Sélestrict-i@opted conpetency based i
_ graduation requireriénts io basic £nglig kills ip August 1975.° -

. e Sw.dents are fust evaluated durmg the

~

arter of tfie tenth grade -°
,' . for their ﬂnllty tQ meet the prof1c1§ncy levelsh:eguired for grachatmn.
" If studem:s fa11 tq dexmnstrate the reqtﬂ.red proficiency, they are

~

» _enrolled m special renedlel classes to he{p them meet theée requlreuents

by grad;at:.on.

'rhe Craig C1ty School Dlstnct in Alaéka has adopted a con;‘ency
' based‘appr‘oach to, earning it Eowards grad:ata.on. Student mastery of

.

[
A L P A . . B _— ¢\
R AR T PR, A :

R o . e LT s ’ 'q" - S T
- ',,t . The Los Angeles Boqrdwof decat:.orr passed a graduation requuement
R for readmg conpeteixcy in January 1976. All candldaus for high school ' N
’0 graduat:.on mist dennnstrate readmg skills ag,auproﬁlmenqr‘level that ' o

s

- . M - -
.o B . . h; . - ! S *
\,,.% . Colorado - ) Lo ) . .
a’. ' ,:::' -. ~- ' * * . ¥ . ? »
. Y . - [y . ’ - ¢
.

- LI ' .

£ .- ' For fxfteen yeans, the Denver School District has requzred their ’ o
".9 ., tugh school grad;ates o demonstcate prof1c1e9sy in* language, “reading, -t
‘ spellmg and arithnetlc. _ : o e f\
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,Becau.se the Statg Co:msga.oner of RBducation felt that a current

Flonda -high school dlplona ‘contained no information that would indicate
S vhether or,not the student conld read, he initiated a second "special"
.d1plolla that would mdlcate conpetency in bas:.c skllls While students
‘- ' ' ,' may earn a regular dlplona without passmg a eoupetency ‘test, they recefve -

| v . " spec1aI recogmtl.on if they,pass 1t. - ] l ' B

) Duvaf't;&mty has developed a new chtlonal Literacy Test (1nclud1ng

: ccmputatlon) ﬁ‘br use as a gr’adaatlon requlrenen.t

*~

-_:]...f_‘-:; N Bl "' ,
/v

~. 4 In Septenber 1974 the Board of Ed:catlon in Gary adopted a resolution

T , s
. tQ de lop crlterzon-referenced tests to asgess stut\%temies in,
' r re

ifig, . wrltmg, qullmg and mathematus. The fig ading test, given

; nt for the class of 1977 Tests .m three other areas are currently bemg
developed - - o coe ¥

, '
N Louisiana . Tl
. ,/—_-. - qv ‘. ‘ ) ) N ’ B 3
The State School Board of Education: is currently conszdering the adop- h
- tlon of statew1de coupetency requirements in reading and math, to be deter-
lliined at*the tenth grade level m ant1c1pét10n of hlgh school graduation. '
The State Depasmnt of Ed:catlon w1ll study the proposal and make recommen-

datigpstotneBoard. '_ v N S v ’
¥ ' ; 0T

’ . - \
Maryland ' . : . .
.
- - A

-

o The Maryland State Board of Education expects to'reach a decision this !
l‘q . ’ ‘ .
. ®

Q e - ) .




) year on the implementation of, competency based education., {

o, — N -

.Y+ The Board of .Westside Community Sdhoo!s i Omaha adopted competency

! followmg se%n areas: .reading, ‘writing,

" .
e N T, PN T, S

- / ‘ . ,
< Minnesota . . - T ,

4 . ¢ . *

2 - s

. .
. 4

Phillips Academy in Andover requires graduating seniors to demonstrate

.  competencies in reading and writing.

€

L]

The St:. Paul Open Schools have ceased to base their course cred:.ts on
Carneg1e umts, mbstltutmg ver:.fuztlon of conpetenc:.es and expenepces ]

as graduat:.on requwenents Students rtust demonstrate their ablhtles in

-

six general areas to receme dlplouas.
'Nebraska - o L ]
\ - - ‘ *

based"braduation requirenents in 1974. Stidents’ must meet cert:am requxre—

ments for course credlt, but they uust als deunnstrate competency in the

ral comruru.cation, mathematics,

consuner:.sm, the, demcratlc [}tocess, and problem solvmg.

M - . . )
New York o e S
. "

. The New York State Basic Compétency Tests [measure the minimum student

N
e

mastery of basic competencies llkely to be required in the achl; world. The
‘tests are recomnended for the nmth grade level and measure skills in reading,
mat.heuatics, rcivics and ciuzenshrp, practwal sc:.ence and health, and wtitipg.
In 1979, reading and math ’cests willﬁ:e required for a hi@ school s{iplona ’

4 . ‘
Other tests will be adrumstered on an experimental basjigs begmnmg this year,

- with prov1s10ns for b1annua1 testirewslons . N
.. The State of.dew York has al%q adopted the External ngh School Diploma -

A _- : . . v 6 -

- ’ ’ 5 '5 . ! PR




o abih&y

R L
P:ogram, Sllowmg adults to qu ify for the1r high school di.plona throuqm._
4

. A ‘series of eaupetency based essnents that measure sudu items as pur-
chasmq skxlls, ocq:patxonal awareness, monetary aﬂareness, and, family
mednal awareness. ) -t . y

- . ‘e - i

. R ¢ N . *
-7 , .
Texas * / ;
‘*' . .. R

- » “
>

The Texas Achlt Performance Le:@l Pl:ogram prov1des adults w1th a way
of gammg a hxgh school d1ploua by denonst;atmg their mastery of selected
conpetenhes. Take-hone tests and ttamed mterv:.ewers assess adult sk1lls

:relahed to consulmer« awareness, soaetal adareness and fumtmnal literacy.

.
[ . - . . -

—— . '

.

Salt Lake City School Board of Education [Has mandated as a ‘goal for

:t.his ' the estabhshnent of coupetency based mstrucuon. The'Board

,gra‘ﬁatmn. . ‘_ - . 1) -

]

'@P I Spam.sh Fork Utah, the Neboo School ‘District has instrunents for
the. ver1f1cat1on of - oonpetemy attainpent in career eﬁl t1on, mﬁc, typmg,

.

o

physmél sc1ence. geography, nathenaucs, ba!e"ﬁhconomcs, and art, -

= R 51 ‘g . - a ‘. .
(-/ . ‘ ',.'. v ) ‘_ ' 4 4 )
Virginja -~ = 7 ’ faoo. Y N v

- The Vug:.rua Standaids of- Quallty\ct, effect1ve (\July 197§ requued
the develfpnent of, mmmum edxcauonal objectwes and a unifd?n testmg .

>
f s

fﬁmtionz: literacy, conbutanon skxlls, u. S history and cultu‘ , and the o

-advance in schoolmg or obtain enploymnt.
“ . o - é S - T -t : ’ J\ : . s 7
S o . ' R . el

" /-




Greengville County in Virginia has adopted competency based minimgm
standards that apply to elementary students through high school. .

A

¢ ‘.AMofNatiomide'RexﬁsinCBEPrggrams . - s
. e =

- Some natJ.orpude trends are begmnmg to emerge in the developuéxt of -
e.’l&nenta.ry and secondary coupeterw based ed;catxon. °rhe follbwmg nine .
non-mdependent program types can be 1dent1§;ed they vary both in the - o
naturs of the conpetenc:.es mvolved and in scopq_and methods \ '
< 12 Carpreherfs:.ve K-12 Cgrpetency Based Education

" These ptograms apply the performance based education . C
paradigm to the entjre K-12 curriculum. They often - R |
identify the competencies to be.achieved by the end .

. of each unit of .instruction and allow time and instruc-
tional setting to vary based upon individual students’ ! °
needs, abilities and demonstrated performare, They fay -
or may not be focused upon a set of terminal graduation '
conpetenc:.es, possibly identified as necessary td function .
in life roles. 1 . e -

e > v . — % I

2. K-12 Competency Based Basic Education

These programs also apply to the performance based-education oo
paradigm but only to the basic 'skill areas of the cu:nwlum. . T AN
They are often an early stage toward the evolntlon of - Lo
-comprehensive K+12 competency programs. R @ i fé
kS
-

»* . k

3. Competency Based G:ad.xatlon Requirements . . . P

ch programs focus upon a set of mnmm competencies .. A
ich all students must attain in order to receive a high = -~
school diploma. Such sets of minimum competencies are .

often limited to basic skill aregs, but sometimes
include a wider range of 1lifé role relevant sklllsw!
Such requirements may complimeat or supplement traditioMal
’ attendance and credit requiréffents. Since such require-’,
. [ents are often imposed by state legislatures or Other higher
leve governmq bodies it is often left to the local systems
to rmine -the instructional, asgessment and management - .
ac tlons which need to be made in order to help . N
. st ts attain ‘the competancies. i - R

4. Adult Conpetency Based High School Certlflcatlon — .. RN

\-\_,} These prograns provide conpetency based gssgmto CoL L e
determine the possession by adults of minimum skills - S
' * .

. . SN




T ere

) ' ‘ Arequued to meet equlvalency standards for adult hlyx sdaool
- , diplomas. ‘They may or may nbt provide formal instructional
. . assistance to. tbose not able to demonstrate coupetenée .

. S¢ Cmpetency%ased':wrse Cred:.t ' : e

"L *  These prograps are edbysdxoolswhld)mlmgeruse'
. L " Carnegie units (course hours) as a basis for‘granting course -
v . ctedit. Instead, these schools are developing assessment

. . tools to medsure competencies and are also often 'using

St ) 7 verifieation of exmneme as the>basis for granting course
' . credit. Schools may be minimally inwolved, offering only ¢ne
» T CBEcmrse-,mdotber *may ‘have implemented an engire spectrum
) . o » * of cdur t are drganizéd according to CBE principles’ ]
PN L’ approac,h_' douprehem;w K-12 coupemnqr‘program. . ‘

Lo ;/ : 6. mﬁt}é Dlagxoeus and Remediation ) -
< [ . . .
Tl . Saetu ols afmin rabatteryofconpetemybased N

o 1 . ptofanency tests in selected basic gkills early in their
SRS i " program. , guy,mep\wposeofthesetes;si'stoldenttfy

. students ‘who heed special instruction in basic skills before * - 9
S - theyréach thez.rE.\nalyear of sdhooling. e .

. _’.\ ‘e o Ccnpetemy Based‘Adsessgent’ E 3 . .

. ‘
. . . . Thid type of ‘program adopts only the measurement ;
oy D © of the cmpeténcy based approach applying perf based -
L B S S . ‘(criterion-referenced) testg to determine student mastery of
) . g BN ' theu: regular echcational papgrans. T, ,

; " ¢ . g 8- Cmte‘? Qa&d Iﬁtructlm “. ) N ( . )
o : ‘ "Some programs are primarily éoncerned with the explorat of T
R CBE, teaching techni es in the classroom, adite not ufing
" . t .7 . an entire CBE planning process. These teaching techmqu&s
L . e méy be derived from teaching/learning models, workshops, other

Lo . e - CBE programs, texts, ‘or audio visual materials. W
. R D T )
- . . 9, Fqstermg of Generic Ccr!peter\cles ) M B
’.' ,’? R Tfu.s approach‘ assumes that fundamental cogniu{e sk:.lls underhe N
. \ . educational performance.::"in fact, extension of "the research C
v > " indicates that these cognitive skills underlie -all prodactive :
o . intellectual functioning" (Knott, 1976, p. 9). Knott has '
. identified five cogm.tive skills as possible generig conpetencies. .

ability to teview and dlscrimnate .agong stimuli
abilityto sustain attention to selected stimuli.

N

. : ability to analy 11y order stimuli according ‘to the prdblem
SR at hand :
. N ability to reorgam.ze rel;‘rant timili and apply them to the
. - ‘problem at. hand R .
. . | o ability te continually censor proposed ordering of stmuh
4 . *® - : \in¢light of new mfomatton (Knott, p. 10) .
] e s . . ot
* \)4 "‘ \ ) / © LS . / ' 9




= With so many dlfferent types of prograns that are being oalled ooupe—,\'

/7 téncy based, 1t 1s easy to understand why there is so nuqh confuslon and |

‘« disagrfenent about wl!the térm s:.gnlflés and what the beneﬁts and effects
N | *e;% of such an approach potentially age/ Nevertheless, ‘the rapid growth in”’ :

X bothmnbbrsaxﬂtypesofpmgrmscauedowpetencybasedcailsformmglt-
ful dlschssml( and rese@m the Smte&)f-the-l\rt of the CBB, mvenent. '

© In any such. d’:.sc.xssxon, hédever, soue/defmltion sucp as thab which follods.

.:' R nust"be at.teupted 'in order to fac:.lrtat:eo understandmg of the raﬁge ofi-

=~

Iy ':. . 4'- - " Ve . ?

“ _ rihenomena under gonsxdekatlon. ) ',”’ ST e,

'\}. ' :"v: , -"’. o - - 5 ~ - \. . . ' c’ . /- ;... .\ , . . ) <
P [ ' . \"r. .
: e uorklgg@fmtmn of C@emncy Based Bducatlon ..

o . . ' - .
- = ‘ - "~ LN [ 3
o . .

S~ R Ed.\cztﬁrs a;e not. ?& ,iJ.kJiy to agree"on a termnal defmltz.on of ooupe-\

. tencybasede&catlonbecaﬁsebothme ractxoéandtheconceptareman
- "@." " - 3 1 ‘ 3
AR /evolutlohary 1stage. Mulé.CBE nay mean uauy‘ dJ.fferent things- to nany people,

2 ..'\ .o soue defmlt:.on nust, howeve? be ahtenpted herq m order to defme the

L . ‘e scopq of dlscussmn }nd-hls pq?i: A workmg defml-alon can be soqght by a
et br1ef cnns:.déf'atmn o% thes gr-zgms aﬁd oomﬁ:n elemnts of CBE ptograms

:_ . ? B . "’.-a'\\. ‘- o » ’
. Ay - . . . ‘y . . o - N .

- PR S ' ¢ \
- . 3 - ¢
jore d . 'mg Or;gms of CBE’ L VR ST

ac =

~ & . R ‘ v
- t'

L o .' . ,..\ Alnbst' half t-he ﬂ(\;n the nation as’weﬁ'as'{muerws local districts,

- ' ! .schools and’ everd mhvzcﬁa]: teachers have fade’ say atteupts toward the | .
A - Lyplereh;:at:bn of whaﬁ: t'hey cali coupetency based ed:cat:.on pr rams. Hany
N "t of the state ang dlstrwtefforts have been nnunted in’ response % a perception

LI -

. (\ of uge loss of public oonfxdenqe m the sdzools. Publu: doubts about how
N T schools are spendmg their, tax, doliars have been fed by a sa‘éy:decline .

- ' m natuonal at‘:h:.evenent tes’tmg data, hational dtatistics abom: funct:.onal/

ilhteracy, +and reports fro¢ busmessman, euployers. amd recelvmg mstlt‘:utions

.- ) ‘ ﬁhat grad.rétmg hlgh school studepts often lack baslc sk:.lls essentla} to - 1y,




., . ' * . L

S _
e b : Ptheu survival and well—bemg m todaz s some”fy A wunon cry from the
’ . puﬂh.c sector’ has becone they have h1<;1 school dlploqs and t.hey can 't T

N N - by -
’ N .
3

. evenred" - . L

- -~ In response to thlS criticism; p.:bﬁ&sdaeols—beganmdesmbe_ l_;' o

N - outcomes of eductlonal programs in order to delmeat.e what the publlc oan
K ) dr cannot expec} froma qlven mstructlonal program. In relauon to - ~. , s
7 {

diplomas, these outconies descntge essent:.al or basic skills that have beerr .

determmed .as necessary for- survival or well-being in our. curxent soczety, o N
often the Skllls are related to life role functions,’ Ed.zoators have algo
con31dered the dr1t1c1sm of the high school diploma as a meanmgless *r A' St
’ - plece of paper" 3 and begar) to state ed.lcatlonal b.u:comes in perfm
. terms, 1.e., that students would dempstrate the ability, perform SkllIS
‘ ,.and tasks, not merely show class cred:.t:s and courses taken. The perfornance N
outcomes that were developed to descrlbe grad:atmg sem.ors were generally .
referrea/bo as conmpetencies. . rom these procedures, there ?rew a frequent
C T use of. the tern competency based éducation to describe. high school gradlauo.
Q.‘_ p progran's based on the ablllty to functwn effectzvely in* l;fe roles.
. " . / Schoo](. and classroom based efforts in CBE dlrectlons are often ool .
' . -/_'/ motlvated not 8o rmda by'sudh external pressur,es as those to which state N
- g ) agd dlstrl,ct prograns are rbspondmg as by’ g professmnal search for nore

- U

e
; ‘ _ratlonal, -gtlsfymg, and effective approaches to teachmg and learm.ng. \

~, I S S : .
' ' Common daarac':teristics of CBE S ' : ! .
' X N . N i 3
.7 _ . ‘ 'l'he task of settmg up a conpetenq& based edactional program at any _
' ‘ " level generally mvolves the follwmg act1v1t1es wh:.ch togethe‘r cohstitute . o
" a workmg defmltlon of CBE: e ’
Lo e identifying instructionai outcomss, often including ‘those < "
¢ that relate to the abillty to function effectively in life roles
‘ ¢ " ‘ - Lo 3 - n
“ ~ . o | ‘ ‘ U . e §




\ L ° developmg systenatlc instructibnal programs that dre .

‘ . designed to attain the outcomes . .
(! o ° deVelopmg evaluation and assessment procedures that L
will measure the attainmept, of the outdomes . -

e developmg instructJ‘onal management and recordl.(eeping systems
oy " that will certify the-attainment of the ocutcomes and support
*  program evaluation anda&pth. T

‘e . - . . e T

LI ‘... : Te o .
. . .

\ An effort has been rade to 1dent1fy these common elenents

b

o " of CBE in Order to a1d the reader in mterpretatlon of thls paper.
e These defmmg characterlstls a:Knot to be taken as the sole '

faindatlon upon whlch CBE programs can be bullt, for general .

/ .Leasons: F‘u:st, they ha.ve been secured from the ‘Few cperatlve prograns

\/ . throughaut jhe natlon.- Second, the characterlstlcs ve- been gathered

. /’ through a review of 'the extant. l:.terature and prograné to identify
/ oniy elenent‘ that are. cormon. Lastly, whlle' these characterlstlcs : o\
Vo are*shared by the prograns, the grograns*are not unlversal in scope, <

. . 'y :
< purpose or procedure.‘ They are all, hcwever, operatmg urder the '

.

L 4

current ausplces of CEE. v

;,,' _ 'IheContentofthePapgé

.« 2y . ' ’
. . L4
vfe - . n . 3 .
I {

* 4 Obvmusly, this pager cannot present a detailed dlsmssmn and

+

: : ‘ evaluatlon’ of every conpetency baged program 1n the natlon. It can _
prdv1de a general Outlme of some currenta approaches to the task of . ..ré',

' ‘ - . mplenentmg a CBE pr3¥®am. In-many cases, the paper will focus ‘sp_ecifi-"

. cally on CBE in Oreqoh, in order to provide one sli¢tly more detailed .

S © .+ account cf the developnent of a partlcular progt»am.

§ s ' The paper also begms another lihe of mquiry agking "what are the .
g ' 4 mfmencgg of recognized developmental and learnmg theories on the /

.- . implementation of conpeténcy‘based ed;cétion?". Competency based instruc-
"+ tion re&uu’esthe articulation of autcomes in re_lation to the learning

. - : 12 Ve

S PR




: ) : . - : .
.+ proceks, For exauple, basxc readmg skills are selected“as impor tant .t
- ooupetenczes for a‘hig: school diploma requul.ng;an instructional plan
 that will gu1de a student through the process of learning reading to
. ( ‘ achieve the competencies at the §pec1f1ed time. The- learnmg theoné of
Gagne, Piaget, muner, Taba, and others are. péssible tools for the
dev'.:lopment of: a fu;ly ar_tlculateq mstructlonal, program. "I"nese trxeori"\ss
can inf'iuence the selection of outcomes, mstructlonal methods; and
assessment technii;ues. The paper begins thh an inquiry'into the possible
oy . ’ | influences of these theones on the structul%and oontent obeoﬂpetency ‘
a & based systems. It then describes soine altematlve mthodh of mpleuentmg
competency based educat:.on acoordmg to the followmg seq.p-nce-
" . e alternative methods for outcome.and competency ‘1dent1§1.cati
N ) altecnative methods” for outcome and Noyetency instr\étion % B
o alternatlve methods for ocutcome and oonpetenc,y as!ej‘sment .,
Laltematzve methods for CBE mstru;ﬂ:xonal managenent systems

paper ends with a conclusion which includes a discussion of some

of the gaps in the State-of-the-Art of CBE and its methods.

R . W



" ALTERNATIVE METHODS FOR

' OUTCOME AND COMPETENCY IDENTIFICATION ' o
o . ) . * - ( ‘. _ . .

>

Reasons for Identifying Educational Outcomes

- AR examination of the methods.for idlntification of the expected - ',
outcome of instruction’is a first step in"a systematic/approach to a’ \
. N M - 9 -
discussion eﬁ the state /og- the art of cgn_gtency based educ':ation, since
competenties are treated irn various programs either‘as synonomous with or
at least as a subclass of the educational outcomes desired by the system, ™

P

Orace outcomes are identified, they %mumnml in program planning 'l -
and evaluatlon, qhey also become a focal pomt for commMicRejon with |
students a? staff about educational aims.

-

Specnflc outcomes are also useful in commnicating with the public
about what they can and cannot exyct from sc;xools. Tow: current public : e
. concern over the tax dollar and their subsequent deuand for educatlonaln
‘ accountapthty has prec1p1tated an mcreasmg interest in cortpetency
"based educational systems. At least 19 stites and nimerous local education - +
agencies have recent&vnandated the deve_lopment of outcome based planning
and evaluation systems. - . '
In the analysis of any edxcatlonal system, three basm questions must .
alwaysbeasked-'< 3 R ./ . J
1. What is to 'be learned? (Planning) e
2. Whét techniques can faq:lhtate learning? (Imtruct;on) '\
3. Has the learm.ng taken \place? (Evalaut;:.on)

Outcome ;dentlflcation provides ?n economical basis for finding

these questlons.- . ) | . -



The Qutcome Identification Task

be learned?" As the f;.rst and essential step in establlsh' competency
" based egucatlon, the 1c’ent1f1<zt10n of ocutcomes will greatly luence the
o methods of mstruct10n, *assessment and recondkeepmg that relate tb it.
- The problem of( 1dent1fymg learning outcome§ is a difficult one,
espec1ally m relation to defmmg ‘minimum life role oonpetenaes. Exactly |
- ' what are the mmmal skllls required for surv'lval and Well-bemg in our
- soc1ety, and how does an ed.lcatwnal system go about fmding out? Are there
IR stud:.es to consult? Caxi certam people be asked?. Do studentséknow what ]
N theg need? .Hax';e people done this before, and what did they decide? Wﬁo
should have the responsibility of selecting the outcomes? °*
' : ' P ' RE B - -
. Approaches to the Outcome Identification Task o o '

< <

’ ‘ / -5 . i
L S D1ffermg roaches t the d1ff1q;lt task of 1dentifying outoomes
aPP o

\ and conpetenc:.es are being- explored by theoretic:.ans and followed by

practioners. While the specific approaches that govern the. identification’

process are toommerms to describe these general approaches can be singled

1

out: o ) _
T ° analysis of the éonpet:ei}xcies‘ i.n;;licit in the existing pregram,or
o ‘ currlculum IR B GA)\ o
e analysis of the tasks to be performed bu cértlfied stuénts
e consensus between and among both the actors in the sysgern’and its

cllents
- ’ 4’

(' Some Z/ograns follow only one of"’ these approaches, but more conmonly two

or even all three are. .employed w1thm a single program.
S
~» , ‘ ’ .

¢
' 4
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N Whatever approach * to the ‘task of 1dent1f1catlon of outcome.:.s adopted'

R

Va:-aables—that*ﬁrﬁtuenceﬁdentlflcatmn of Outcomes

[§

by a system there are variables which strongly mfluence the process and
shape 1ts results. These variables may be categorized as follows' ' .
1. the nature and mfluence of the governmg authority

2. the beliefs and/or rationalé enployed by individuals and groups
that identify the outoones _ ) N .

3. the characteristics of the instructional program to whiq; the
' outcorr?s apply (including life roles)

4. the characteristics of the studehts and commmty to whom the ’
outcomes apply

»
S~

The Nature and Influence of the Governing Authority

L]

Insfructional outcomes iay be identified by many different
bodies and for many éiffer"ent purposes using any-of the three approaches -
described earlier. For exan;':le, a teacher may ldengzify an outcome in an art
program based upon an analysis of the existing curriculur}l. 'I'he State 'Bo;ard
may identify—‘o'utcmrés as grad:lation competencies, baSed upon an analysis of ‘
the’ task of driving and of driving laws in the state. And ‘the | '
federal governnent nay establish outcomes whose pursult and attainment
are the- cond1tlons for eligibility for ‘federal fundlng ‘based ugon the consensus

of concerned legislators. : L

L]
-

Because each administrative level in the educational proeess may
3 -
have differeht goals, the identification of cutcomes at the. various '

, levels  will show related variations. There are at least six administra~ .

tive levels which involve d;fifferent‘types of people, with different |,
i:refessional goals and resgpnsilbilities, in the process of outcome - -~
identification: . ' . 'L '

® course (teachers and students) : { . .o

o prog;’a’m\(d’ep?rmant faculty, program planners)

L3

\v.’ i ~. . 2;) ’ ! ) .." 16
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L school' (faculty representata.ves, prmc1pal, PTA) ) R

o .district (school representatlves, d1stnct adnmlstrators, local  -.
board, commnlty) , .

° state (distnct representatlves, 1eglslators, state adm.nlstratorsy\“
the state board, represgntatlves of business and 1ndustry)

e federal (state representat:.ves, legls%rs, federal admnlstrators)
s While any spec1f1c Qdninistrative body may consult with members of another .- -
group in 1dent1fy1ng outcomes (e. g., the federal gox;errunent may' consult

with students or parents), the final respon51b111ty of selectmg ‘the

outcomes w111 very llkely*e mfluenced by the nature of the govegpmg
‘authority. |

Another ob\;ious difference among identified outcones'mightvbe the ‘

increas'ing degre{of specificity as the deoision making authority moves o
closer to the indi\}idual students., For example, a state ievelrreadin/ '
competency might be ~"demonstrates oral reading skills sufficient for
‘ well-being.in contemporary society." A related classroom performance *
objective might be‘:demnstrates ability to read orally, at a rate of 50

a [ g
words per minute with no more than three errors from a randomly selected
.
. .
nontechmcal magazme or newspaper.” .. . 2
¢ . . . .
. > . ? .

-~

‘ I(ijeliefs and/or Rationale Employed »

- While Beliefs play a more dominant 5&;1e in the consensus apptoach to
oupcome identification, they also have- some influence in the task'or
curriculim analysis approaches. Each.individual involved in an outcome
identifioationtprot:ess probably has beliefs and pefsuasions, based on

_ their o'ersonal experience in school as teachers or .learners, or, upon
professlonal values about what education is supposed to do. Many of
these bellefs may be based on some deficiency that the person d1scovered o

as they entered post high school experience. For exaﬂple, "I




e

) , 1 -
N B ©oe went» to college and didn't evenfiknow how to write a ter_m paper. We need

'» a conpetency about'writing -term papers.”. Of oourse, not-every hi‘g‘h school

. student goeé to .college or needs to write term papers. On a more useful

. ' .leve.f an exper:.enced Engllsh teacher might' say‘, "None of my students . ¢

. can s:.t down and wrlte a buginess letter, yet they make plans for

‘,conegeorenpl R .« - ‘ i,~ .

b

T " A-room full of rndiv:.duals w1th separate and strong bellefs about . e
what- every l'u.gh school gr’duate needs can be a harrowmg experlence.

A great dlfflculty in ach1ev1ng consensus about the select:.on of

¢ompetencies is the problem of sortmg Bt per,sonal bellefs and ’ .

biases to arrive at Some general agreement about what evety sktudent .

needs for a prodhctive life. Decisions about educational outgomes
based on beiiefs are very often intuitivz _responses, creating a ' s
highly speculat:.ve approach to conpetencf based oducat:.on.

Also mfluentlal in the selection of learnmg ,outoones will ] '_ A
T W be tbe beliefs (or critical ass{mptions) that the individudls have )’

S about the purpose of oortpetency based'echcatlon. _These assunpt:.ons o ,

-

canrbe vetyy different, simply because of the lack of consensus on a

' def;pltlon and descr:.pt:.on of CBE. Some of these influential L '

1

aéxmptlons might include: _ * °

3 - . T - ’ >
' e the purpose of CBE is to insure a bas:.o skills education
haal prov1d1ng each student with t.he,.essentlal skills necessary
for adult llfe. , '
- * % o CBEisa process to provide public schools acooui;tabiiity T
’ * ] to the taxpayers and should ificlude all achool programs. : .
4 ’
. \ y- *
\ . @ CBE can be used to require unprod'uctlv%smdents to at .
. least meet mmma{ gxll conpetencies .

LY

. . .
P, . A s . ’ . -
3 YR
. ' . . [ . .
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& 5,
[ aBE will provide an educational program to answer
all of society's current needs. o
~

e CBE can prova.de a more practical, satisfying and \
. effective process of instructional planning. \

Any group that is charged with the-identification of learning
outpomes and subgcnbes one of the abowe bellefs~w111 tend to
construct a ErameworR of .lea'rning outcomes that reflects that belief.
It is highly poseiole that such a group will be comprised of i‘nﬁiv_i4
duals, each with a different belief about CBE. A great deal of time
met be spent r'eachinglan agreement to use as a basis for furtfer
work, i.e., ansaeringjthe question "Just what is.ﬂliS’CéE prz:m
supposed to accomplish?. Again, the lack of a clear definition of
me based education ufll delay the productive selection of

ledrning outcomes.

Beliefs and Atzalytigal Approaches

-~

" Beliefs play a relatively minor role in task or curriculum
analysis aporoaches to outcome ider&:ifi@ation. Let us consider

for exanple, the role’of beliefs in a curriculum analysis approach

"In this approach, a8 effort is made to reflect the basic mrr:.culum

and instructional program that has already been operating in the

school system, generally the course content ‘of the school (e.g.,

learnmg outcones in social smdies, English and geouetr;y rather than

JAn survival skills or -life roles).

'y
‘ This approach avm.ds the necess:.ty of negotiating w1th external

. individuals about their beliefs of what the oufbomes of CBE should be,

. .
- “ B > . - .
a . - r - - .
EY - - B
v
- ~ . * -
¢ ’ " A .
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. . \ ' .
and also ayoids the tremendous effort required to formulate an

‘entirély new @proa'c’h to instruction based on recently developed
learning .theories or new rationales. It still leaves room for -
professional bJ,as, ver, and excludes tﬁe'possibility-of

makmg the dynamc mprovenents in the mstr\xctlonal progra:&

sametimes claimed for CBE. Sb..\dents are still certified ' X -

on the basis of classes oriented around subject matter or
topics; they _are‘_usixally not certified on the basis-of their
demonstration of mrevdynamic\learning skills such as problem
solvmg, t:ransfer, and adaptation. The following section '

on rat:.onales begms a discussion of how learning out&ms can

be selected that will reflect new concepts of imstructional q
programs design. p : .
Rationale e o

. ~ p
nGenerally accepted theories about developmental and learning
processes nay orOv:.de a more reliable fanework for oubcoma 1dent1£1-
cation than one based on beliefs alone Sud1 theories tend to
mf].uence the analytlcal appr dmes to outcone 1dent1f1catlon.
'I‘he conceptual and defm1t10na1 conponents of learnmg theones
can be used both in the selection of outcones and the structuring of
outcomes to articulate a sequential instructional program leading
_-to the achievement of graduation competency.
Some examples of learning theories are summarized 'beiod,
—along with brief remarks about their possiole influence on,methods

~
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: f identifying outcomes. . .o . . é/

; : ' ‘ Ry ¢

nge'uning_ﬂierarchy. Gagne's theory about the learnin
~
.process spem.fles elght types of learnmg act1v1t1es, progressmg . . ’

from the most smp1¢ to the most cortplex. The heirarchy beg:.ns w:.th
signal learnmg (e.g., not touching a frayed wire that has sparks ‘
coming from it) and concludes with-problem solving (e.g., knowing what
.:tol do about the frafed wire), g to the followmg sequerfce. |
r(l) signal learning; (2) stumlus/:ﬁsponse learnmg, o(3). motor chammg.
(4) verbal assoc1at10n, (5) dlscrlmnatlon learnmg, (6) concept T
u'learrrmg; (7) rule learnmg; and (8) problem solvmg. (For-a
more defailed discussion of this hierarchy., see Appendix A) | 5
Putcomes that are mfluenced by t:tus hlerarchy will very possibly
.show a correspaﬂence between the level of mstrnct;lon amd a level
of Gigne's hierarchy. Let us consuﬁr for example, a team identifying _
learning ougcomes fo a readmg program 1n\the prmary gradés. The first’
outcomes might spec1fy perfoménce objectives that ar¥ lgw in 'y ‘ " («\
the hierarchy (e g., step 1, recqg'u.zmg letters and- words,
step 2,‘ saying letters and words; and step 3, readmg sentences).:
Later outcomes might specify hi;jwer 1évels of activity in 't:he. . (
hilerarchy 1@.g., si;.ep'S,e readihg two different stories and
"descdbinc; “the difference; and 8, "readingvinstyruotions for .
btuldmg an alrplane and then bu:.ldmg it). This particular

3
theory w%greatly mflumce ou tcome ‘\dentlflcatlon that is

related to the sequential developnent of echcatlohal- programs. ca e
Ll . . ‘ “ = - 0
- : B 21 '
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".For example, a school district might select a series of ' ’ ‘
Y :eiding outcomes, ,g?fcbs K-12, that correspond-to Gaghe_'s ' e S
- - & s. . . . -
hierarchy, The t;ggnxinaI“ooupeter\cies v\vould then be cgsistent
2 e N ‘. . . v ) L]
s with the highest level, e.g., using reading to solve. /
\ .problens. A classroom teacifer migmt use the hieratduy as an - B

E ¥ approach_ to str’ucturmg an mstructlonal umt, for mstance

\ a cazpextry class t.hat begms w:.t.h recognizing ba31c tools and ) <. .

.

’ " ends w1th bulldmg an object. b, 7
' - \ t N T
.. Piaget: Stages of Cognitive Development. Piaget's stages of « . o '

“ < « cognitive development describe theKind of learning that is

ochara'cteristic of four age/stage groups: (1) birth to 2 years,

development of sense and motor ‘activities; (2) 2, 7 years, .
"+ gradual acquiSitiom of ability to conserve and decenter‘, Jut-not

capable of ‘operations; (3) Z to 1% years, capable of operations )
‘*  restricted to ooncrets experienco; (4) 11 to 14 years, capable' S -

.
4 4 N v [N

~ [ o . - . : .

‘of transfer of operations, dealing with abst'.factlons; hypotheses ©o e
.~ and possibilities.~ Central to Piaget's stages is the idéa that o
‘, S the growing child c:n oonprehend an incréasi:ngly- :ﬂide s;i'xerte o
' of relat?'.ooships. (For further expla;}ion, ‘'see Appendix B. )
] ' Piaget's'.syste;n, like Gagne's; .describes the Otoerly and’’
sequential development of a child's /]/.earningo. Followers of
. . ' Piaget are li:kely.t':o consider his developmental stages in the, e .
stmotoring of 1ear'ning.6utoomé according to student age or —
. ® * grade levoi, and to seek_peffornance, crit/egia consistent pith - & ,
' .. “his 5na'1ysis ~of a child's abilities at that particular devglop; ' -

-

mental stage.




- 4

groath, wtn.ch he. define as the ablhty to m@grate and
informatiori. Discuseing l'u.s theory of how mtellectual

*®

growth occurs, he.quest:.ons other t:heorles thdt contend «fiat .

N A

some learm.rp expenences can be too d:.ffzcu],t or couplex for .
! \du].dren in thé ear}y grades (/1 .., Plaget) He: proposes thiit it
. may be posslble tozteach practically all subjects, even to small
: . ’chz.ldren._ The pomt thaﬁ&runer makes is that it is possible
. to, teach couplex sub]ects to even the very young if «4he naterul
fs}structured in a mn\ner which is ooapatlble with the cognitive
vl | capacrty of the learner. The key ls.stmccure of the to-be-learned '

}naterlal it must be conpatibly structured 3: it wlll prove '
dlmtmg to the learner.o (See Appeod:.x C for, a more conp]y‘/

4

\,' . dlscuss:.on). .o . .
. .oy . ‘ . . /
: L Tdba: Levels of 'Ihmkmg i Conoept Format:.on and Ellis:

* The Jransfer of Learnmg 'I.‘aba describes concept development

accordmg tn four stages as follows: (1) dlfferentlatlon
(descr:.bmd the d:.fferent charactertstlm of objects or events),
“(2) groupmg (dividing objectr/ ives or ;events mto groups a\coordmg' .
. to their sum,larltles and differences), and (3) categorlzmg .
~and labelmg (including forming mferences to explam new
phenomana)! Taba's qmalysis of concept development ?dd
l lre lef.rnmg outoomes that descrlbe a sequence of these ~
T N actlntlesf in order: describing, groupmg, and categorizing
and labeli,;'xg. (See Appendix § fon a geré complete discussion).

. -l\_ . .

-2 ; y W‘N“”’M/’ i
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‘e o Once qconcep(. is developed, it is further deslrable that the “

\,

, ! student bé able xtransfer these concepts and apply them in other
‘ >
dlsaplmes. For mstancd, a student who understands how to locate €

‘information in the lLbrary can use this understandmg td locate
>

S

P
Transfer (the ablllty to apply skills” in new sJ.tuat ) is: '

'y e
.

infarmation on many dl}e:ent topics. ' C o / Y

-, ) receiving special focus as a necessary coupetency for students ’
;_ to acquire for life role functlonmg‘ Sa.nce schools can t predict
future events‘and equip students to cope wlth rapldly growmg - o , "
ted'xnology, they can at least equ:.p students w1th learning skills ;
. to app’ly in uritnown Nre sJ.tuatJ.ons. In Oregon, a special category i
for‘ learner outcomes that relate to transfer 13 ldentlfled as the
<. “{ role of the learner. K When local districts &SlgﬂQﬂStﬂJC’ b
tional prograns to encourage the develq:ment of transfer
o skllls, they nay use Ellis! prmc1ples of transfer in selectmg
( transferrable outcome procedJres.. Ellis states that transfer ‘1s ’trost
. likely to be learned in a situation which provides, early practice on
similar tesks in similar environments with similar stin‘ulus:
N response requi:renents.‘ (For additional discusion of Ellis, Y
. . " see Appendix E ). ' e A
-~ Most of the learnmg theories discussed above wouid have - ‘ &
their greatest mflxknce on the sequential sel ion of outcomes
to describe a partlcular instructional program (e.q., geonetry class),
or the selection of outcomes to describe a sequential curriculum .
thst is geared towards the velq:nént of a.te‘rminal competency
(e.g., a prﬁg{am to develop funct10na1 literacy, grades K-12)..

"1//7/___/;’1\/;/&/'}/[‘ ./l\y// - '>Z /M /-1\
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More mfluentlal in the selectlon of outcomes relate& to
.- ‘ »
conpetenq baded éducatlon, would be the charactenstlcs

"that are agreéed upon for tbe instructional’ programs -— o \ =

v ‘specifically, the life roles to which the'cou\petencies'
4 must apply. . 4 ’

LY 3 -

Characteristics of the z : ' .,
Instructional Program ' /! :

. Any state or district administrative body is, likely to
select a method of determining life roles or survival skills for
CBE in a unique nan/n:?%t sufts their particular needs. -

The met:hod will ptobably vary in relatlon to their under-
standmg of what "life roles" s:.gm.fy ablllty to functlon -
in immediate ‘surroundmgsﬁablhty to grou‘r and change in
hew situ:f\tions, ability to use "basic skills to solve problens?
ability o athieve effective 'r:elationShip.sl'i,n jobs, family,
° neighborhoods, or urban life? ° - E ' Coee
p ’ Oregon has outlined six life roles that provide a ;raneworkl *
"for the' selection of statewide learning outcomes, in théir CEE
. program. Many other conpetency based education programs in t:hls .
‘ country adhere to similar ?oals. The six life role elements’ - - .

! identified by Oregon are: o

P

o Individual: to develop the skills necessary for: L \
achieving and maintaining physical and mental health '
X \ and to develop the capacity for coping with change
through an understanding of the arts, humanities,
scientific processes, and the principles inwvolved
in marking moral and ethical choices;

' . 25



. o I.earner- o develop the basic skills of eading,
. writing, computing, spelling, speaking Ejst:enmg,
and problem-solving; and to develop a tive J

_attitude toward learnmg as,a lifelong endeavor;

° Producer- to learn of the varlety of occupations;
+ . o learn tA appreciate the dignity and value of work . .
) and the mutual responsibilities of employees and .
. employers; and to learh to identify personal:
: - talents and interests, to make appropriate.’
career choices, and to develop career skills;

e (Citizen: to learn to-act in a responsible manner;
T © learn of the rights and responsibilities of citizens
. ) of ‘the comminity, state, nation, and world; and to
learn to understand, respect, and interact with
people of dlfferent c.:ltures, generatlons and races;

o Oonsumer: to acquire knowledge and to develop skills
. management of personal resources necessary for
meeting-obligations to self, fafily, and society;

e *Family Member: to learn of ,zhe rights and responsibilities
of family members, and to acguire the skills and knowledge ’

S to strengthen and enjoy famly hfe.

Oregon has also outlined nine program areas wm.ch direct the

- -

outcome.and competency 1dent1f1cz.tlon procedures. The nirie program

b LY
areas are: . ‘

° ,nguage arts/English
T v e Mathematics

e Social.studies/history

aa . ')o . Science ' . /‘ ' ‘
- ‘ M»
: e Health education

[ .
e Physical edueation i
e Consumer educat.:'ion/ecommics/p:arsmal finance ’ .

e Career education ¢ . Y
. /\

hd To provide coherence between the life roles and program areas,

Oregon has outlined ten competency domains that are strong;);

[ 4 -
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" ‘ N
interrelated to both categories. These competency domains

%

" are: — .

® Read, listen, speak, write _ .
’ ° At‘lyze 7 . ~
e Compute -
’é -
" e Use basic sc1ent1£1c and techndloglcal processes/
° Develop and maintain a healthy mnd and body

e Be an mforned citizen in the conuuruty, state, and
, hation ooy .

e Be an informed citizen in interaction with environment
\ e Be an informed citizen on streets and highways®
L) - .
e Be an informed consuner of goods and services .

e Function within an occupation or continue educatzon .
leadmg to a career. . . .

o The conceptual f ramework devéloped in Oregon for the ’

——/ statewide identification of learningOi¥eomes has these = |
interrelated specifi atibns: life fole -areas,

‘traditional subject itatu'-zr designations, a-nd ten wﬂpétency

domains. Local districts in Oregon‘\are therefore provided

7

with some very direct information to assist them in developing,\

( CBE programs. Other state$, working under less élosely defined

criteria, may come up with life role identifications and-
- instructional frameworks that have quite a different effect
on the ‘identification of learning outcomes. One element, *

that may influence the local responses to statewide .

descriptions of instructional proigrax;s is the nature of

the students and public that the instruction is intepded to serve.

S
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© .program will. influenice the identificaiton of learning, out

Characteristics of the Students and Emnunity
3 N

-

ﬁ'be nature’ of the student pdpula_tion in*any diven

. aceording to at least two ciasses of characterigtics; (1) the

future expectatlons of the student populatlon, and (2) the
current educational status of t.he students. For example, if
learnmg outcomes are being 1dent1fied for a school in' which
most students will expect a career in rural occupatlons; they
are llkely to dlffer from the outcones that are identified

/
for a large urban school in a metropolitan center. The life

, - )
role competencieg for survival in rural and urban settings

may” be quite dif’ferent’."'ﬂéarning outcomes will vary

according to the predominant pattern of student activity

" after graduation. If most students attending a particular .

school attend four year college programs, the lealrning outcomes

will probably describe more acaden;ic behaviofs\ than a school

with a predominantly vocational &riented student body " If a

school population shows diverse patterns of post hlgh school

activity, the Iearning outcomes should set up more ions

tha; those for schools with relatively homogeneous populations.
~The current educational status of the student population

will ;lso. determine the identifimtibn of learning outcomes. ,

The most obvidus example of’ this variable is the existence

of a-bilingual or ‘predd%nantly‘foreign language speaking

student éopulatibn. Learning outéomes in a functional
N - ' ‘ . .
. B 28
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literacy program w1ll probably reflect the current abilities’
'of the students m the Engllsh language }Lpartlcular _
student population might also show highly developeq skills

(e.g., in environmental awareness or in orientati
/
A selection of _learning mtcoues for that -

towards
work experience).

" particular student population could focus more strongly on

areas, o weakness; also, learning outcomes cgld possibly

reflect somewhat higher life role expectations in those
areas.

Interrelated with the d:aractenstlcs of the

student populatlon are the charactenstns of the counumty

that the schook serves. . o

» \Community’ charactenstlcs that w111 mfluence the selection

of learning outcomes cah be env1ronnental, occupat:.onal, or
v &
related to life-style and parental expectations of jthe schools.

4

Aschool located in a tornado belt might select learning outcomes

that describe.survival skills j.n a tornado. A school that serves

a tourist trade coﬁnur{ity could emphasize marketing and public

-

service programs in their identified leaf-ning outcomes., Ii{ the

comunity is made up of” stable family units, lif/e role competencies

might be different than a comrunlty w1th a large pq)tflatlon of -

-~

. @
broken fam:.l:.es, single persoris or a tran51ent populatxon. The

" parents. in a school's cormumty will also pave a“strong =%'ijl.‘@ence on

A S
the selectlon ’bﬁ/Ieatnmg outcomes, reflectmg their personéﬁ

bellefs and biases about what their 3chool is supposed to be ‘#

. & o
., . \ ) .
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Further Inquiry into the Influence of Variables ° ) ;

~q
~h

.

The previdus discussion of ways that four selected.classes.of

»

- variables can influence the three approaches to identification of

AN 5 ‘ learning outcones begins to defme a way in which methods of = - .
. selecting instructional outcomes might be described { Further mq_gizy
v might investigate existing CBE programs, determinmg how much and/ ' .
. what kmd of influence. these vatiables have had Ln already conpleted . v

p:ocesses of ‘outcome identificatmn Such an inquiry mght begm
. to.p:ovn.de a systenatic description of some alternative mdels :
L j »for the identification of outcomes; these models can be reviewed .. : .
7 and discussed by educators who are implementing new CBE progranms. k '
' The folloui‘.ng sections contain a description of some current
guidelines dnd models f;‘or the process‘og outcon.e identification that . ‘
have beeh used in-Oregon. - - S ’ o K
The section concludes with- a discussion of /té difficulties
e . that are curtently apparent in the attenpts of states ang school
S ‘districts to identify and ;ttimla*te conpetenc:.es foz life role
“ functions. These difficulties also suggest areas for further /

g A

inquiry related. to outcome identification.

, ' 4 /




’ Lo
Qutcome and Competency Identification in Oregon \ P
N »

‘Oregon has completed the statewide phase of outcome and compe-

tency j.dentificaticn for it's: CBE program, In order to gain a*better
understandmg of the identification sequepCe, a repreSentative sanple
of Oregoh sdmool dlstrlct conpetencles is presented’, by category,

-  Appendix F, There are many differences in the competencies selected \
by each district, possmly reflectmg the different approaches that

each district used as they progressed through the ‘1dent1f1catlon phas%'. * -
¢ N s T . ) T » NW W . .
Additional State Guidelines . o
7 - PR3 - : ’ ‘
. The state rtandated 2-:pec1f1c areas u'xat wece ‘to be addressed by the

competencies. The local school dlstrlcts carrled out the 1dent1f1cat1qn,,~ '

process to fulfill the state gtandateti. requ1rerrent§. After’ the competencies g y )
were identified, two.additional sets’ of g\qidelin‘e;s were enployed g '

the OCBE Pr&gram staff to categorize the congile'co@etencies.i These -

guldelmes were employed to categorlze conpetenmes accordmg to theif -

functlon, academic or applied and accordmg to the taxgnomlcal domain to
- -

which they pertamed‘, ‘cognitive affective, or psydxo’ﬁo’t . &

e ‘

. . » Academic or Applied. The ollowmg llst of competandy statenenf;s by

category is prese%ed to p;qwde ean‘i:les Of the distinction between academ%c

or applied learnmg outébnes Generally, academc outcomes refer to ; i
CY o (.

classtoom or in school behaviord while appl.ed olitcomes refer to out of

school behaviors.

v -3 . -




e The student will write a~repoi:t on a selected* tdpié.
S e The student w111 g:.ve an -oral presentation in class..,

° The student w1ll tnderstand the ueamng of a fraction.

Apphed. . . . )

.

+ . .. @ The student will understand the laws of the hlgmvay. s
|

The student will. know hoy to vote in commnlty, state, and
national elections.

° .The student will knoy how to deal witﬁ personal stress.

v o y
' 14 K& . .
Cogn1t1ve, Af,ﬁectlve and Psychomog, The second Juide presents a

way of categonzmg competencies accordmg to the learning
. donam of the regulred response. These doxtalns a&dress the ‘
mtellectual (cognltwe), emotlona‘l (affectlve) ahd phys1t:al -

(psychomotor) naturg of  the responSe act1v1ty . ¢
) ¢ -
Cognltlve. ‘,

, ‘® The studéent will solve problems using sc1ent1f1c and .
techhological processeﬁ.

- N

e The student w111 underssu'\’ basig physu;s pr1nc1.ples.~ .

‘ \\ .o, The: student will be able to anglyze candidates platforms ,
m order to vote inte ntly 1in an election.

Affectlvea ) , y o . o “
.,y . ,The student will mam positiv%'attitude in-a working
PR atmosphere. .., e .
“~ I .
’ e The student w1ll"arhcxlate feellngs about classroom

b .. o ‘ ) relathnshlps. : : X -
A N . , - ,
— . o, The student will un?rstand ways of coping with g'rief;over

e + % the Jeatljof a’ one. P '
10‘: . . 1y 4 R - -
oL T ] : o ooy 32
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Academic: : oLl +
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° The student will demonstrate the ablllty to. -
* perform the fundamental act1v1t1es related to two
leisure sports. o “ T Z

v . : o The student will demrstrate gslc physlcal fltness ‘ \ '
. ~ . v ’ exerc1ses. » . e .

Lo / ® The Student will know pnnc:.ples of phys&cal safety . - -
C in the performance of phys:.czl tasks in a work situation.
,a(See Kppendix G for a conplete lJ.st 'of the three donain hlerarchxes,
. ‘ ’ glvii exa.uples of the use of infinitives and direct objécts in the wr1t1ng
- ofbonpetencl-ew.‘_’/ : ‘;' s
\',-'b‘» The"threedoual!\ « ;

¢

desgijbed above were used for the purpose

i
' 4

A e of categorlzmg conpetencies' £ they had been identigied. 'Iiowever',

o0 it is also poss1ble that these domain hierarchies could mfluence the . - -

. . iﬁ aCtual seléstlon of conpetencles, if é‘t&\oup doing the l.dentlfma,t_ion ,
: " was cogm.zant of them. At the 1<g1t1f1dat10n level, thesd 'would RN
rO v .

. then operate as’an add:.ta.onal uﬁfluendmg Varlable in the dec191on ". .

. mak:.ng process, they would tend to str,ucture the 1dent1f1cat1on of ' * . -
! ‘ . ' \ ‘_/ i —», A
learnmg ou.tqomes in sequences or hler*hles, thus 9c111tat1ng thé /. .
’ . f '

sequeutz.al descrlptlon of behaviors” accord,mg to 'E’neu leVel of T

-

dlffzculty (i.e. r from smple to oo&lex act1v1t1es)‘ i :

The three donains also allow the teacher ) make plstlnctlons "o -

- . about the, nature of outgné des:.red mstructmn. F’or example, ' ° LT
' / 4 et « .
% @/ if a student w1shes to’ progress beyond xote performant:e to a ~ s

A

'thﬁuk@" mode, - he can find in the r més (m thls case

L, cogm.t:.ver what to aim for. PR
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les of Methods B;p‘igedmOregonto o B
t1 tencies : -

y

- »
< - 4 Y 14 -

Follwing are scua exanples of meth enployed m +the

\consensus gaining processes whlch may ufustrate the differences’

found in the cqupeterxcles list. These exagples are drawn from o e
recenfor c\fn’ent methods enplq;ed'ih Oregon, and appear in a '
pubhgatlon» from the Oregon Depa:tuent of Education (Fairbanks, /j’ |
'1976) The models were used in Oregon, hut nang were developed

—

in other locatlons and by federal agenc1es, research organizations,

and local sdxool d1str1cts

setting (oug ldentification) program
sts a number of' strategies for selecting mgnber_s of

district; writing perfornance object1ves, and . develcpmg
a management design and instructional programs to meet,
the performance objectives and the determined needs of the

district.

®
s

méo; Goal Definition Prg%é-smol Planm.ng, Evaluation <
. and catidn. System ‘(S ): Program to provide a

description of their goal setting strategy (outcome identificationm).

A group using this method of identifying outcomes agrees to the

following des?iptlon of their approach:

1.

focus on mstruetaona.l prograﬁ\ goals. '
‘focus on, "student outcomes" rather than "progra;n ér;)cess
no a priori limit on the n;mber of goals.

'n‘oﬂ comn:mty involvgment in assigning prioritiés to goals.-

production of sentence-length.geal statements, rather than .
smgle words, phrases, or lengthy paral'graphs

production of a sinfle set; or hierarcy, of goals consisting
of 104 dﬂtnct—level instructipnal goals in 13 broad goal

areas. \ .
¢ ’ - N \\ . -
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4 Project Interaction: This method can be used in a .
~ . variety of settings mcludmg a school district or a
. local school. It is useful in establishing or mprovmg
- ® poard-district office and school-district office
N reldtionshipe. This method,” though not specifically
designed for curricular and instructional uses, also
. includes institutional and managerial techniques for

2" identifying goals, cutcomes, roles, and relationships. <~
. - R lds-Delphi: This method involves the development
’ . o% a project %mgn and thé formation of a district ta¥k
’ force to set Community members, sehool staff and .
students rank by responding to a questionnaire. The

: method has, as its dbjective, the development of clearly
N stated educational goals, endorsed by constituerits, and
5 capable of being translated into instructional objectlves.
: This method gives citizens, teachers and students a sensd‘
. of part1c1p‘10a in goal setting, and in systematically
", 1dent1fymg and developing instructiortal objectives. .

o mral B.xtures Devel t Stra : When fully mplemented, )

this method 1S desi % to F'EIE %cators, students, citizens,
"and gchool board members i rural communities form an

_— . effective working relationship;. to help them.use a ‘
systematic problefh solving/ process to make educational ,

. " improvements in their district; and to help state and
. reglonm educational agencies iiprove the support services *
’ .-provided to rural dchools. The needs assessment provided throuq'x
this method extendy: considerably beYond curncular and
- m§tructlonal-needs I "

-
B

o % Charrg]e%V ggram describes a technique for planning
catl ac111b1es At has alse been used for other purposes;
such as writing, edxmtldnu.gpqclflcations, stimulating change,

" solving problems, and identifying communjty goals. It'provmes
. - for intensive planning by a fumber. of professional and lay .
) Its appllcatlons

. extend well beyond the edacathgna

: ) mta-B@ed ‘Goal Setu.ﬁ!} Model: This 28S for es lishing -

X »program apd course level goals researches a proce or setting
' .program level goals based on established course, grade, and

activity goals. It assesses attitudes among commnity

. hetmbers, ' students, and district, staff, and provides data for-

's;ttmg goals o -
. A | .
. ’ ’ ' z—_ 2 - » K - i . , 35
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e Warm Springs Qurriculum Project: This project emphasizes '
= involvement of the Indian commnity in setting ptoject
. goals and dewveloping curriculum materla'ls to implement
- those goals.

e Tri-County course Goals: This method mcludes development
of a teacher-orientEd goal based approach to identifying .
-and evaiuatmg program and course learning goals for'grades -

" K=12; for each of 12 subject areas. It also includes -
d&velopment .of a-classification scheme for knowledge,
process and value-attitude goals, and taxonomies for those
instructional fields for which gbals are to be written.

m’the Devel t of tencies:
0 Def1n1

It\ has alread) been stated that a predictable consequence OAB- ing
A<
different methods for 1dent1.fy1ng outooues and oonpe.tem:.es will be a’

wide dlvergence in 'selection wlthm and among dlstncts Sowe clear examples

."of this dlvergen\:e can .be found in the Oregon school dlstflct conpeteleles
in Appendix H. ;erhaps the fundanental dlfflculty of the task derives
from the lack of a cohesive operational defmition of Ml In
Oregon, many attenpts have been made to arrive at a definition. At the

¥

outset, conpétenc:.es were character:.zed as survival skills to be

T

,demnstrated before graduation. - The problem,’ of course, was dec1d1ng )
what surv1val meant — perhaps some minimal n.mber of skills needed

for exzstence in our soc;ety? Or did survival refer to Maslow's

‘notien of a need hierarchy of wmch the first requirement is physical
well bemg? Or did survival imply the" ability'to exist as a self- \
d1rected, self-fulf:.lled person? Did economc sumval fit .into the
sequence? Should ooupetencies be equated with knowledge and skllls

negessary to function as a producer and consumer , to function as ..

ﬁ-
<

a czt:.zen, famly member ' or learner?

N
M

’e *
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3 | S
Ma!'q early tforts by Otegon school districts to

1dent1fy coupetencles cﬁtamed statenents th.ch suggested -
a contmuum from highly: specific tasks to the attainment - .

‘of a conpimntary conplex of knowledge and-skills. This
) parucular type of coupetency*ls difficult to relate to

-

same defa.nltlons of life role coupetencles. Nevertheless,

*  these conplex conpetendles have also been included in some

LN Qregon CBE programs.
Pottinger describes sofe of the problems related .

* conpetency identification in his \descnptlon of the pract:.ce
(197S). He begins by identifying a pos:.tlve influence of
CBE:. ;nt it provides a waf _to award credentials for abilities
that are essent:.a.l to success, b.xt have been previously - .
1gnored by educatlonal cred'ent:.al systems abilities such )
as mamtamlpg pes1t1ve personal relat:.onshps, identifying

- values, accepting’ respansibility, persevering,. and abplying
problem sol(ring skills: At its best,*CBE can include these
pre\nously neglected skills in lists of 1dent1f1ed learnmg
outcomes and begin to address national educational pridrities
‘in. these areas. ,

. ./ *0On thewQther hand, c;u'rent examples of the identificat}.on '
?/of competencles often disclose an opposite tendency — to afticulate
endless reductions of conmpetencies for a specific Sklll, rather

‘than to desa% and assess broad skills or general conpetenc:.es.

For emnple, a set oé\/cxmpetenmeé for the ab111ty to form concepts | -

. includes three separate Tevels of a¢41v1ty dlfferentlatlon,

' vroupmg, and categorizing and labeling. A student/zs requlred
. {

-
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to defonstrate each of these skills separately. According to

Pottinge'r, "the 'overk'ill' of subcompetencies lacks the same °
meaning ané relevance to students lives as the tiradit;ional , >
learning agendas from which many have fled." {ottmger, p. 8). .

. The current practice of job analysis using the CBE approach
often reveals thls same_ tenaency, focusing on spec1¥§# motor actlvities
related to the job and 1gnormg otheoBRoader skills vgxich %ﬁ‘iﬁg
essential to the work. For instance, a CBE carpentry program .
might spec?fy competencies such as picking up a hammer, raismg
a hammer, bring the hammer down on the head of a-nail (t:;rovide
-an extreme example). The job analysis mightick such fundamentall

competencies as the ability to apalyze a project and select the
\ .

LN

correct todls to complete it.  "This approach to job analysis results

in taxonomies of hundreds, sometimes thousands, of motor skllls

" -which can be picked up on the job in a short period of time and

are not worthy of attt;:ntion in educational programs.” (Pottinger, .p. 9).

. ‘ , v
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. outcome based approach to curriculum and instruction

- coopetation among ]ieVEIS of the eduogtional-hierarchy ' .

) course;leveis; and (3) provi a more ?asily accessible

. SUMARY - ,

\ - . . . 'Y : ‘ .
The Oregon Départment of Education has mandated an

k : _
as an integrating-mechanism which (1) fosters increased ) -

(i.e., ‘state, di.sti:ict,"sdxool building, classroom ' ¢

" N ‘ .
teachet, student)/; (2) encourages the explicit statement - .

of goals anc} competencies at the district; program and ' ,

rationale for what is %eing taught. ‘_ .

In distrjoes across the n;;tioﬁ, various educational -
needs and pubhc pressures have prompted educators to identify
the outcomas a:@ conpetencmes that shoyld result from sdxoolmg-
Many methodologies-exist Jor are under c}evelopment at local and
natlonal; lev_els, ‘but are either maccess:.b.].e or madequate to
assist educators in meeting their needs v ' z.

! Imstructlonal strategies are integral garts of conpetency

based education. Given the n'ethod§ for identifying leqrner

. - outcomes in this section, and the various levels at which

desued learner outcomes may be specified the followmg
section examines ﬂn\a ilable methods for mp.lenentmg N\

these outcomes in instructional programs. ’ v

\ ) | . " 39




' N .
' T~ ALTERNATIVE METHODS FOR OUTCOME AND

. Instruction in (BE Programs .

Since instruction is Mief funetion of any educational
program, the methodologies for the instructional subsystem of a

o
t

CBE program are of paramount importance, The specific instructional -
- met.hodolog:.es are of course greatly influenced by the outcomes d N
found within any one CBE system. As was pointed out in the
previous secti;m, 7these outcomes m practice range all the way
;’ from specific subjec;t maf_:t:er course level perfornance'outcones
to broad life role related system outcomes. And even once a set
of conpeténcies is'arrived at; a; wide range of 'J:.nstructional methods'
are open to .the system and its teachers. Nivert:r;elgss, there are six
properties which are chy found in instructional programs which
are agreed to be exemplary of C_{ These six properties are:

N e The instructional program is denved from and linked to
’ specific corrpetenmes.

# Instruction is organized and implemented in such a way
~ : as to accommodate learner style, sequence preference,
. ‘ perceived needs, and pacing such’ that the time for ' RN
instruction is allowed to vary from student tp student
and £rom outcome to outcome.
e The settings for instruction are adapted to the qgmpetencies
. ) : and to student needs such that other settings than classrooms
: become more common.

" e Learner progress is de ermed by demonstrated competency \
A such that the student moves forward in the instructional .
sequence when he or she has demonstrated mastery.

&




e Learner progress is communicated to students throughout
the program as a means of motivation and student control
over their own instruction. ‘

[ ] Instrgctiénal methodologies are reviewed and revised
on the basis of learner performance feedback data.

Instructional development can involve- classroom teachers,

students, par'ents, school administrators, districj: ani/

. state specialists, and advisory committees of wtéic_ie" . /

professionals and community membets. However, because it is the

S—

teacher who is usually responsible ¥or the operational phase of

program implementation, -(i.e., putting the plans into effect), the

_role of the teacher in nakir{g the properties of CBE a reality will
- [ 4 . -

be the fdcgl point of this discussion. The delineation of teacher

competencies in Oregon in relatiofi to CBE has been selected as a

: béginning framework for this discussion. ket

~ Identification of Teacher Competencies -
s . “~ws In Oregon . . ’

-

The Oregon Department of Education has conducted a study
"...to identify the critical competencies needed by ‘Oregon

[edabators] .to implement the three major in}f.wctioy-related

sections of the new revised Minimum Schoel Standards: Instructional

Planning; Diagnosis and Prescription; and Educaticnal Programs”

(Hall, 1976, p 1). 1In all, 93 competencies have been identifted,

.

[4



- *
, that relate to seven major functions: outcome spegification, .
assegsment, needs 1dent1£1cat10n, needs prlorltizat'!on, program
' ‘developuent, program evaluation and review,, and information

wnt. ’ , ' S

7

The Role of the Teacher % CBE

¥ ]

« _
Seven basic activities for teachers can be identified through
a consideration of the definition of competency ?ased education,
the Oregon-Minimum Standards for Publlc Schools, and the writings

.of varw\yauthors (Fraser, 1974 Glaser and Roener, 19757 Flanagan °

- et al.,/l975; Schalock et al., 1976; Talmadge, 1975).
L]

' i
DEFINITION OF MEASURABLE OUTCOMES '

3

First the teacher must be able to define, adapt or select
desirable learping goals, and be able to translate the goals into

measurable outcome statements,
s

A
\The definition of instructional objectives
instructsi#he [planner] and the teacher
~ on how to proceed. But vague specification
of the desired competence level does not giye
Yy the teacher enough concrete information about
what to prov1de the (students] to enable
{them] to attain or surpass this perfornance
(Glaser and Rosner, 1975, p. 89).

,"”“¢< A worKIhg knowledge of the cognitive, affective'and psychomotor
domains, as well as familiarity with lear}xin§ taxonomies, will be véry
helpful o teachers in the selection and writing of i:erfornance
. ‘ rmanc

. criteria. If teacber.i examine empirical data from other projects

that have established performance criteria, the accmracy and effectiveness.

- " ~ -




of the measures they select may also be improved. . v

DIAGNGSIS pF INDIVIUJAL NEEDS

Second, the teacher nust be able to dlagnose- md1v1chal

or group learning needs in order to adjust the'outcomes andr

°

procedures to meet specific md1v1d1al dlfferences. Effectavg‘ ‘.

dlamoms will prevent students from wastmg time on mstructlon . . ’

that is either too dlfflcult or too easy. . ;
From this point-of view, testing and teaching ) e
are inseparablé aspects and are not two different T

A enterprises...Frequent information about student
, performance is the basis on which the teacher
’ decides the next -instructional step. It also serves .

as feedback to the student. The information is also

invaluable for the design and redesign of [instructional]
materials (Glaser and Rosner, 1975, p. 99).

© Various learning theories may be useful to teachers as they -
attempt to diagnose individual needs. For example, a student
is workirlg on spelling, but continually writes certain letters

of the alphabet incorrectly1 if the teacher is diagnosin according .

to Gagne’s learning hierarchy, the student is likely. to recei\‘ae
more instructio;/ir_x the second‘step (i.e., stimilus-response »
learnmg, copymg the lettets mrrectly). ff tests are

structured to determine where a student s abl.htles break down,

_ items can be selected that correspond with the ‘sequences of
established learning theories, probably providing a more pre~>
determination of the level at which the mistekes“ begir\* to occur.

Hall (1976) identified teacher eonpetenci;yin diagnosis and *
prescription that will fulfill the professional requirements of, the'
Oregon Minimum Standards. She has determined that teachers should

*
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'havetheablhtyto' I :

. ° Appl_y to each student the district's measures, .
data collection policies and procédures to assess L
in basic skill areas; - 4 . .
) . a. learm.ng strengths . .
- ‘ . b. ,learning problems - v /\ ,
Ce mterests and potentlal. _ . .

T

' e Use assessment data in judging when specialized -
. . diagnostic techniques are needed to determine : ‘ ,

- - possible causes of unsatifactory or exceptional
mstructlonal achievenerit: l:y‘lndw:.d.lal students. -

° Selec;: and apply specialized diagnostic techniques
approﬁnate for detecting environmental, physical, .
.- mental or emotional factors whieh may be contribGting
~ to ah individual-student's ursatlsfactory or exceptional
achievement of lea:ner outcones (p. 17 . !

i

. ® Develop statements of mstructlbnal need for each
) student based on: . . P :
‘ a. assessment data on the student 's perfornance J.n .
' basic skill areas
- b. information resulting¥rom tﬂf\n roprlate use -
: of specialized diagnostic t ?gge;{ (p. 19).

. R _\ -
. SELECTION OF msmcﬁwm STRATEGIES

Third, once it has been determined that a student (or. group)
_ has the necessary prerequisites to learn a skill, 't'he' teacher must*
be able to select appropriate mstmctlonal strategles. Fraser offers.

the followmg definition: | ' ,

‘ " A strategy 1sanyplannedmeans selected to ~ )
+ produce specified learner outcomes. [Three v
general sub-components of a strategy are: ' ‘

i v - * social settings, instructional methaods,
L SN [and] perceptual stimguli (1974, p. 1).

A number of instructional staff cometencies well identified by'Hall

[ . ! . v

(1976) "related to stYtategy selection such ds the ability to:




~ Develop and implement learning plans ‘for act1v1t1es for
.o each sttdent ‘that dre: tii

* a. .Ln keepmg with that student's needs, . st}engths,
— - ) interests, potentlal, learriing histories and styles.

' g - b. in keeping with district-approved program and course o .
.. - goals, basic skill and mmmum grachatlon requ:.rements. .
Learning theories can also be useful lmthe selectlon of mstructlonal Lo

o

Xtrategles. For exanple, 1f a teacher has diagnosed a ftudent as being
unable to transfe:;Ellls principles of transfer may be called upon

.(1 e., task similarity, stmulus-response similarty,- warm-up; pract1ve at

frequent mtervals, etc.). ‘&

LY

. . - ‘
Once strategies are }dentified, it is.important to also determine
hcu. trxey will be used.

. * y 7 . ‘s L
/ Adaptmg instructional strategies to individual - -
differences is a functien of both the-behavior
. of the student and the nature of the subject matter -
. ’ being taught. It is important to emphasize at ° . B
; L. this point that [CBE] is accomplished by designing S
‘o . a particular curriculum for the needs of a student o
. C (the word needs is used operationally in termsfof ° .. oo
' student characterisitcs that we can reliably assess , - ‘
and that are relevant to instructional Secisions) T , ’
... (Glaser:- and ner, 1975 p. 92). -t
‘-. .

ARRANGEMENT OF THE LEARNING ENVIRONMENT-

» ) t
7 L 4

— ‘ Fourth, the teacher fust be able to organize the learnmg - s
environment so that the learner can eff1c1ently achieve his or
her objectlves. The environment spould‘ be arranged and mnaged ’ ‘

»

to facilitate activities prescribed for the instrugtiqgnal e
staff and students ‘(i.e:, the implementation of the )

- sprategies). ' . L - ’ ce R
' ) The enwronnent can take on d1fferent degrees of K ..

‘, _ R ,structure (e.g., open or closed phys1cal arrangenents), . L#"




B ' g ¢ vt
8. S e
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'i' ' ) . _ . K .. R » PR Y : b . K
- { . ' Spage, ma rials end personnel); and different types of . . .
S o atmsmere (e.g., in hght or- dark, quiet or x‘blsy, actlve C
¥ ' r so. % . . .
. ¢ Tor shll). - Coupetency based mstructlon mphes tbat the . Y

’ ~

'3 . . env:.ronnent is arranged to enhance the interaction of the . T
- < e ’ ,f '/‘
’ 5 J.earn_er with j trictional resources. To the* degree that an =

rogram provides fqr multiple entry, branchmg

& . options,‘or f-d:.rected learning, %m& an environment: .
y AR ¢ . .
! that permlts ready access £o n'aterlals, media, movement, N

" alteéknative grouping dpt:.ons. ’

: w 2 7 i
Teachers who are izant of . the research in classroom
N - apphcatlon of operant psychology may find strategy sele&en

"a more nanageable task., Stidies m¢lassroom managenent ' . ?/ —
- 3 o & .
by- Tostx»,,»ﬁonme and Evans, as an example have mvestlgated Sk

. e« * _operant technology in animal” lab experments and found that ¢~ - o
. N it has appl;.cahlhty in the cla'é.sroo;n. They have developed - :
» . mstructlonal procedures hke contmgency mnagerrent pr.#ograns ) Co 7/
- "L+ with remfprcerrent menus”, which prov:.de a dam based S , . e
/stratﬁgy gtnde £or use by téachers. T ’ e

' . ) r~ ‘ « .

<0 - sm.acrxou OF 7Assx-:ssmvr PROCEQUR!Sz, . .o o -
Yy A : . B T

E‘Afth, ‘the .teacher must be able to evaluate changes in

behav:.or relatlng to stated outcomes or competencies. Two . e N
. . cop:onents of evaluation, both related to instguctional ' E Q
. o® ' ‘ oo, ; '_ ‘o -l ' -
. . ‘ ) - ’ e T, - o
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- o The Firdt is ‘concerned with a measurement w o
) performance, that is, with providing.a yardstick, ’ a
. © - for Getermining the ‘achievement of the spe¢ific o S T
Lo " learning Wbjectives. :..Criterion references - o . '
predict achleveuent on a prédetermined- mastery” -
N level. For emnple, the criterion for attai e L
I ’ of a specific objective...my be set at 99jPercent § -
" : accuracy. SucceSsful performance can only’ be achieved - T
- ” by the learner who reaches this lewel. Because this ° »
form of measurement places learners in only two -
. @.tegones’ (mastery achieved or mastery not achieved) . ’ .
> . .it thnds to6. reduce conpet:.t:.veness. Arother form of . : Y
B criterion reférenced measuremerit is the gain score ¥ '
) R (measurmg achfevement uﬁ of the individual's .
° B . pre~- and pdstsco progr ) /

. The second conpenent of evaluatlon deals with the ‘r\__ t -

.+ .+ g role.of evaluation and the purpose of evaluation - .

o . Pnformation as feedback to the program. . ..Where . '
the general program objectives in self-directed » . -
learning include active pgrticipation by learners, - :
they shuld momitor their own progress and discover . ]
how to use the evaluation information to make
decisions about their own<efrning. Such a ) s - -
+System should provide ‘built-in materials for self- " o 0

’ - evaluatgon and help the learner determine his’
} 7 . . oWn strengths and weaknesses (p. '39).

N The determmatlon of neasurenent c teria 111:1/ mportant m o

1va3>n If the ) A

\ standards are set too high, the student w féls mcapable of,

. R its potent:.al effect on an individual s dehts'

_ attaining them will most likely become discouraged; low standafd-s RN
N —Tnay cal.{Se the student to becorre‘ bor:eé and disir;térest_:ed. The ,Q .
; ‘,-‘,' establishment of 'ﬁeasurenent crite‘r’ia can be done ~accordirx‘; to ’ / .
\,(’ . per:'fornance data on proficient studeats in the class, an ideal | . L

modé e.g., the oral readmg rate of a nemr), or data

‘ estabhshed byfdocunented programs in the same mstructlonal

Lo area. . , . r. ’




‘of students through a

ORGANIZATION OF- INSTRUCTIONAL SEQUENCE

4 -
. °

.,:Sixth,"the teacher should be able' fo prescribe the next
ir;structioﬁai step. for each stygderit wha has- completed an
objective or cannot achieve an objective. Decisions about
instruction)alr sequences can often be transfered from one
student to an;)ther, and after a.time, may become very routi.;xe.

-~ i‘
Smdents can often becone l-ved in th® decision naking.

Glaseraand his colle 61975) dlso.ﬁs the progress™~

ence of one ind1v1c’nahzed legrning’

reading program‘(sée 1 for an illustration of their

dessrlptlon) : ‘ .
The student begins the sequences w1th a
cassette-led lesson designated A, follows
with the correfated A-form workbook exercises, .
and then interacts with the teacher on a progress
check. If his perfornance is satisfactory, the
student leaves the prescriptive situation and
selects his next ivity from two posglblhtles N
at his lev®l....Both activities require the* child
to answer questions about what he chdse to read, .
%, and both incorporate the new content introduded
in the prescriptive materials just encountered, -
while cumulatfVely maintaining earlier content.

If the  student's performance is nothtisfactory,
the teacher will prescribe the cassette~led
lesson designated B. The-B-form cassette and,
correlated workbook pages are essentially the same
tructional techniques as the A~form, but
provide - teaching instance using different
examples. ‘Afker dent completes the B-form
exercises, the teacher i
Check B. Once again, if perfo
factory on the (Check, the student the
. his next activi t, if performance i3 .
unsatisfactory, t.be acher must choose one of
two_ prescriptions. One possible choice is
~ _ to recycle the student thrqugh the A-form
.ngterial again....The other possible prescription

48 %'
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. rCasscudcd nstruction '
“A
‘ CasscW‘ (] ~ . }
. Workbook exercises
\ , ! N A [ g \
Workbook exercises| * r"; .
B . * Progress ? . Participate in any, f \
1. Check , : all, or'yone of . L
Progres A , N T " :
- .
NO _("satisfactory?) - - = Others —
v ¢ Gam‘cs and 210':1 Taped (comnmercial trade books,
N . manlpu]auv_cs ookiets stories story wriliqg, C\!C-)
. Storybook VI; T - .
Story 2 or 3
Alternative NO YES or both
teaching [=—{ Satisfactory?) | ’
¢ strategies . : , - : B
- Does child want Cc&casscu% A for '
. | togoontonext "Inext appropnate . 4
Progress \ new instruction® / YES w New instruction '
Check * R N .
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. . Figure 1. Y
" 8 Flow chart of the NRS instructional sequence
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: ‘ (Glaser and Rosncr, 1975, p. 103}
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4

> thattheteacheruaymkelstoenter .
the' child into alternative .teaching.': <\ . 1
strategies. When the.student perfdwrs .
satisfactorily on Progress Check B, . *. ~ :
he will return to the selection of elther ’ o
Story 2 or St:ory 5 as his next act1v1ty -

‘When the student. completes actlvity
he.selected, he enters the thi ation,
his own choice. As'shown on the. | S
- the student decides if he wants to perform
" same of the horizontdl activities or move on
» to the next instruction (Glaser and Rosner,
' 1975, p. 182) .« S

o
3

‘Se\enth, teachers must- be able to monﬁ:gr studaﬁt progress

tward the stated outcomes, and determine the general effectlve-

JR—

ness of the strateg:.es ugd,k Rq:ortmg_ systens that prov1de

~mformatuon about outcome and competency attalpn'ent, and the\’/

-4

methods that were used for dlaghom.s, prescnptlon and assess-
I3

\

 ment will be most useful. Parents, studenr:) and the msttuctlonal

.

staff (e.g., beachers, counselors, and principals) can benefit
from frequent, timely and complete progress reports.

-

Outcome Based Instruction .

L]

-~

ConpetencyA Based E@ucationf' as defined by Schalock et al..‘
(1976, pp. 18-23), calls foe Instructional models capable of
assessing whether a student S beha or, has actually chariged
in aEcordance thh stated outcong:. The purpose of
conpetency based mstruc;lonal models -is to effect;ve}y\

-



" increase the attainment of stated outcomes. However, as

[ 4 , - _ .
’ o ' T ’ RA Y !
Popham states below, they are too of‘ten conéidered 'n end
in themeelves .(i.e. ,,r"tbe use of a model wlll\,,be consxdered
valuable, whether or not it has actually improved the

&

-attainment of objectives).
il

' QBE may differ. The life-relevan

In contrast to goal-referenced instructional
.models, we fmd,an mcreas;.ng number of instruc—
‘tionfd schemes which are essentially means-
referenced. For example, considerable attention

given in recent years toO thé intefaction analysis
- model (Flanders, 1965) is illus ve of this

/

paradign., The concern of such with the
. means of instruction and whether or not a particular
set of instructional processes is used....There
may or may not be an implication of which means .
, " - are desirable in these models, but the instructional
_, means, not ends, remain the important conmodlty
= )gequently, these means are never justified in«:
. rms of whether they produce mcreasmgly
_effective attainment of ends; it is considered
I ) " sufficient that the' means are acceptable (p. 38).
. N ,

'I'hls dJ.scussmn focuses on outoome based — in contrast to

means based r mstruct10nal approadmes. Although means based

’ 1nstruct10n should not ne_cessan& be excluded from competency -

based programs, CBE requires that the results of ihstructiori

4 o
be measured; this measurement will be .facilitated if instructional -
L] .
attivities are systematic. ° .
- ¢ T

Selecting Effective é‘»tzate'g'ies
’ B

The seven basic teacher roles described in an earlier .
section relate to both’ outcomes and any life-ralated cmpetencms
subsumed wn-.r}m those 0u€oomes. thads of instruction related to'

dearécter;istics' of .eonpetency

* »

‘ , 51
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i.n31y the need fow ‘inétr.uctior;al strate 'e;s‘ y _
that xpcorpo ate experjence based instruction th‘rough ? .

sumlated real«-llfe mtuat;ons or out-of-scheol act1v1t1es. - t
! They may also suggest the néed for a diagnostic and counselmg
- °  program to help students 1dent1fy strengths and weaknesses ~
o . related to the conpetenQes, ‘and des:.gn a sequence of learning ‘ ’ .
/ expenences that will address thEII needs. ' . .

" . /"

' A varlety of mstructlonal strategles mn be mplenented

i that relate to life relevant conpetenc:.es. Gleser and Rosner

(1975) descnbe one: , . .

, To enable chlldren to engage in readmg -
. situations that resemble real-world reading :
. . Situations, NRS' designers have developed , r ‘o »
Y T three. catbgories of materials. The f1rst~, .
prescriptiye category, is eSsentJ.ally
s L controlled by teacher [sée Figure 1}. '
. The second, the student selection category,
o ‘ ' affords the students th®opportunity to select . \
o activity A or activity B. And the third, the
. ’ choice «category, arranged by level rather than \/
. sequence, allows the ¢i#ild to choose*from a variety
of materials and actiMties (p. 100).

-

+ * . ,
Effective Strategy UEilization: An Example

-

~ »
~ . . .
One high school in Seattle implemented a competency based
" instructional program in business education. Their approach -
to the basic job-related conpétencies demonstrates the effective
.. . K mcorporatlon of :eal llfe s:.tuatlons into mstructlonal strategies.
.Semors who are conpletmg the secre%nal program meet in
a seminar for two hours once every two weeks., Each session focuses

e . on one or rgore Job-related goals. Simulation and role playing

N\,

. .
. Strategies are used by the resource people in an effort to inject .

o , ,' A [y 52
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.

r . «eal-life experiences™nto classroom activities. Each

'seminalgroup‘includes a teacher, a business person,
students who have had real work ex;érlence, and Students

who are still lookmt} forward to work experience..

l

In conjunction with the seminar, each student spends two
S .

weeks working full time on a job in the bysiness commr{ity.
Each work experience is structured so that the student must apply

‘ MERR) ] < . ’ .
the kr‘xowledge and skills mastered within'the-conventional :

/instructi'onal program. This process eqhances learning transfer
. | ] .
¢ =~ .,  from classoom to the job. Students’af® supervised{by“i:he
« enployer, "who agrees to help the student develop or enhance

. whatever competencies are the focus of the work experlence. g ’ .

(‘/ . Th% enﬁiayer provides instrugtion and evaluates stildent‘:f

perfc;rnance. After two weeks, the student returns to the

semnar and relates the experlence to the group. As,a ' :

- *

result of the seminar and work experience, students increase
their job skills," practice the otr%fer of lear’r:ing experiences
to the "real world®, aBd increase ttiir cortfidence about,
working in the business 'commn'ity. ‘ ’

.

Alternative Qutcomes Based Instructzpnal Models °

o he
4 ‘ .
.

A wide variety of ddtcome based ct1onal models exlst.
The models which have been selected for dlsmssmn are hat a
donsistent with CBE characteristics and would depart only il .

33 ‘
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¢ ' , )
' ~ {
they proposed outcomessthat did not reflect all the proposed,
3 attrimtesa“of.'CBE nns}t. likely in the areas of life-role
"\'\ " relevancy and Gertification. The £ollowing models have been
‘chosen for disms.s_ion: ) ' .
" e 0D Prine Model. 7_~ ,
o _ o Ribler, Barker and Mills Model L '
Lo e IPI (Individually Prescribed Instruction)
e PLAN (Prggram for Leérning in Accordance with Needs). ¢
. e IS (Individualized Science) h
o IGE (Individually.Guided Education) .. .
] ‘ " ‘ :
. 0 D PRIME | A

»

In 136§, Don Tosti and [goyd Homme developed a classification
model of the activities that they considered to be both necessary

and suffic.ient_tb a formal leafriingeriviromrent. This nndel e

—~~

is called Pm: Prxcrlpthn, Irstructlon, Motlvatlon, and
¢ Evaluation. Frieder (

978) added the activities of obje,ctlves

forrmlatlon aﬁ.’hgnosm to the model and developéd a_ system that
. ' ' .
) hecal].sODPnne . e

’ -

“eo O = Formulation of objectlves and learning act1v1t1es
e D= D:.agnos:.s of learner's mstructi‘onal needs

® PR = Prescription,of instructional act’1v1t1es for the T,
e . learner . '

< o I -'jnstructlon £ the learner,
Q @ M = Motivation of§the learner -

- e E = Evaluat;on of’ they.learner 's degree of achxevenent
of objectives. - -




‘.

. task. Write in spec1f1c behavioral terms to include the i )
use of an action verb.‘ For example, dpon completion of - '

Chbjectives Formulati

. Tuckman (1972) déscribes the foux
~ : N . h ) “~~ v
components of a behavioral or performance Bbjective as follows:'

e Operationalization: Operationally® define the aim of the

the program the student will§ berable to (1) identify, ot

.point to something thaf has the following propemies; '
. (2) describe, or tell about those properties; (3) construct,

or make souethmg having the following properties, and (4) .

demonstrate, or use a procedure of a partw.xlar nature (p. 329).

e Content:. Descnbe the specific content ‘in whlch,nastery
. .or competence is to be shown. What 1s(1.t that the student
shall be able to 1dent1fy7 *Wwhat is it that a student shall be
- s~ able to describe? What is.it that the student shall be able to
construct? (p. 338). .

e Exact Conditions: Specify the exact conditions urder w_hich
the behavior is to take place. "For example: Given a list
of twenty items, ‘the student shall identify, using the - -
following pieces of equlpmnt, the stpdent shall construct
.or ‘demonstrate (p. 33%) .

] Cnte_non: Spec1£y crlterion such as the amount of time

the student will have and how many correct responses he is . ~
likely to be able to make in that amount of time!:.(p. 331).

’ - . [} -
- , .o “‘\\‘ 0

v S [ -

an_osls. The dlagnostlc process mcludes rrakmg an assessment of:

the stueent s performance lewels, learm.ng sty-les an rates, attentlog.r-'-\

span, physical health, and any other variable that might effect his
. L C ~

learming. It may also include a consideration of the learfler's

current characteristics. Diagnosis includes the testing of abilities .

o ' : 55 ° e
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W . . 1 ’ ' .
which mdy or may mot be specified in the learning activity. ~
' Gertain prerequisite behaviors must be mastered by" learners ‘ |
. before tt;ey cai\ succeed in new learning experiences. For
example, if reading ability is necessary in a learning | ' p
. o modu].e or activity, the student's reading ability @w need‘ \
. to be assessed prior to the activity if his ot her reading
. - ability has not ‘been estabhshed previously. The effective?\es:s
of the teacher is enhanced when he kngws where hls students

- are in relation to where he wants them to be (Hankins, ‘1973, p. 365).

Presc%ig ion. The prescription procgss\qonsists of selecting a set

learning activities which are congruent.with tig strengths and weaknesses
5

mdlcated by chagnoms and which are implemented to he!l.p the
student reach the learnmg objectives. One child may profit B

-most from llstenmg to a recorded lesson, while another makes
r
. * ‘gains by reading a book or rev1ewm9 a f.lIm strlp. Same students

.will need dlrect help from a teadmer, or alde, or an edu'tlonal
spec1_al:,st. Frieder (1970) puts it this way: ’

e Brescription, of course, depends on objectives g -
‘ - and a.diagnosis: the prescriber must know what - .
o »  constitutes good educational he?tth for the e
: . learner - fg?.nple. what level of reading
. ability is able for him; and he must perceive .
’ . P the’current state of the learner's educational _
Shealth - for example: what level of reading : \1
' ‘“ - ability he has already attained. He must then -
. ' select the Instructional unit that will take the
learner from the dlagnosed level to Phe desired
tlevel (p. 29)

'\' . - ) \
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_instructigh will also include “teacher prelentations (Eormal

- Instruction. .The instructional process is determirfed to a great.

extent by the objectlves, ‘the diagnosis and the prescrlptlon. The
prescnptlon should indicate what 1nst“ructlona1 act1v1t1es

are most ropriate for a given learner. The actual

Qr infornﬁ‘l, lecture or dismssim)*; media and technological . ‘
aids (fi]ms, tapes, records, computers); progtamedihstrucﬁion, (

and field trlps and other out31de act1v1t1es that mgl\t help

the student acquire the objectlves of learnmg. ( “ -
. ~

P ~ ’ 7’
Motlvatlon. Frieder (1979) belleves /tht nnt}.vatlon is the most
neglected frﬁment of the OD PRIME ’ because "attempts: to

implement research findings have lmked motlvatldn to a gartlcular
conponent rather than allowmg it to function as a full sub-
system. In other words, research findings have linked

motwatlon to reinforcement alone, rather than con51detmg I

fther posslble 1nfluences on motlvatlon. In mtroducmg

" alternative \approaches.~to the problexy of motivation, he
* \
states: : K ‘ . '
» . J

Behavior theory assumes that all behaviors are
learned responses. The environment in which-a .
child is raised develops his behavioral repertoire
by giving him "payoffs" or rewards for certain
behaviors. Peers, for éxample,« pay off an .
individual by giving him status; peer-status °
may reinforce getting good grades, or it may
’remforce school avmdance. Generally peers

L4
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reinforce what has been promoted as appropriate )
Jbehavior by adults. Parents may ¢rally reinforce
‘ ‘consistent job-attendance’ behaviprs -at the

time that their actions reinforce get-by-on-the

) job beRaviors. Other adults may condem a-child's

: - escapism while exhibiting it themselves on a dailf,

* basis in front of the television set. Oral reiggforce-."

o ment quickly weays thin in the face of contraty achlt .

© - behavior (p 31) . .~

p3

*n

The solutlon‘ that Frieder suggests to the problem of °

E

Ainconsistent reinforcement is contingency management - a system- - \
. R - O . <, . 4

* of managing the learniry ehvirpnneﬁt sq that rewards are™
contingent upon the exfcution of certain behaviofs. . .
. \/ . ’ e
. ) - ' 4 ’ "\ a' / ’ ’
Evaluation. The final process in the OD PRIME learning environment
will reveal whether or not d1agnos1s, prescnptlon and mstructm\ are

resulting in- student achievement of the objectives. The trend toward statf%g

objectlves in behavmral terms has greatly mcreased the mportance

- of evaluation. The evaluatlon carf aétermme whe ther the learner

needs to re—enter the learhing Irodule, perhaps w1th some modlflcatlon

in mstructlonal activities, or whether the objectlves or perfornance

criterion ‘need to be tevxsed

KIBLER, BARKER AND MILES MODEL ~ - ) /
K:Lbles Barker and Miles (1979) have suggested a model of mstructlon"
o
for use An helpmg student.s achieve stated behavﬁral objectlves.

'The1r model includes ten ‘components: - . I -

\ e Preleaﬂﬁ':ng preparatmL Teachers should prepare s students for new -
- Tearning experiences by telling thém what previous' behaviors will

\ be helgful or harmful, pr0v1d1ng them with.an appropnate "set"

\ - ., for what is to follow..

\ - Co -

CFL
i



) . " e Motivation: Students~ learn more efficiently' if they .

® .

want to learn. This desire can be fostered through
y systematic application and scheduling of reinforcement s
r:elated to learning act1v1t1es. .

- . ’Derm% Per formance Model. Conplex skill learning can -

. be ve 1fficult; shaping procedures, that depend only ’ R .

. on reinforcement my be inadequate. .The noreioortplex . T,
.Skills can. ‘be learned much more quitkly through a )

o . ~demnstratgon of thgr correct requirgi perfornance
~ previous student actlvx.ty .

. . e Active Re : Wl'u.le watdung sgmeone else may L,

o helpto ﬁp the learning process, proficiency R v
3 is only attgined after one performs the act either # .

-~ overtly. ¢ covertly. - ‘ \ .

o Guidance: When teachers demonstrate new behaviors
o bé learned, they should .guidé ard prompt the . .
students so that many efforts and\undesirable ’

— ,assoeia(tions can be prevented. .

s

e ‘Practice: ' Mearners shaild be given oppoytunities
. to practice’ their -learned behaviors. éPractice o,
b will facilitate adaptation to the extent that the
: practiced behaviors are s:um.lar to ®ehaviors
‘required in the future. ’

e EKnowledge of Results: Practice is not sufficiert
of and for itself 1t should be accompanied by
knowl®dge of results. Feedback will influence .
. : behavior to the extent that it tends to encouggge B 3N
3 i or discourage the desired béhavior. - .

"+ e Graduated Sequence: Subject matter should be -

’ - ©rganized in-a heirarchial fornffrom the simplest- | ’
to the most complex. Tasks should be arranged - »n
whereby the learner progresses’ from the familiar

X to the unfamiliar in''steps thgt are not so large o .

LT as to prove debilitating nor so small as to N .

provide no challenge. . ' .

-

¢ Individual Differences in Rates and Modes of learning:

Because students learh at different rates, their .
learnmg experiences shauld be structured to provide o
each individual with a suitable rate., Modes of . ' -
mst;uctlon may also inflwence student rates of - .
progress. It is, therefore, important e select ' .
the teaching mode which will best encou{:age an e

- mdl.wdual to learn. .

- . )
’ - . > '
- ?9
3 ) N
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é Classroom Teaching Performances:, Tlg 1si%e s)ulls | . o

" of effective teaching (stmulatlng 1nterest, nanagmg/the
"“classroom, wnd Identifying. and adninistering r orcers) .
are difficult for teachers to learn. Research constant}y
being conducted to exp&hd the-data base on which ‘teaching S
skills are built.” . - 0 R SPEREY -

’ . - .
-- L]

. . . R 2, Lo ¢
" IPT (INDIVIDUALLY PRESCRIBED msmﬁgc’rmn') B

. -
v %
¥

"In\L Cooley and Glaser hypothes:.zed ﬁ'nat tbe most mpostant \ T

-

aspect of the appli catlon of conputer technology tn the school ’
settnng would be tc%lnd:ahze mstructmn. They based tl'u.s » £
pred:.ctlonqbn then' belief that any su1tablg effort to improve S N ’ .1

* instrict#on must be based on"a model of, learning and 1nstruct,lon.\.
The model that they deesignéd has- the tp]:}oaﬂ)g'attributes: :l B

e A statement of the learnj obje,f;:tlves as, :
- otzservable stpdent behavidr ) . \ J /
. . . . \/

~" e.An instrugtional gquence' that begiﬁs after the a
' student's capa%ﬂities “relevant to the instructional . 6 .
objectives and program) have .been-assessed. >

‘o Prov:.mons fot student d101ce’of alternative . .

et

of mstructlon. . .

. S o _

‘e Plans to continually ‘mpnitor and aAs each student's - N
performance.’ & . 6 v . Lt

> % .Insttuction that proceeds accordmg to sequence, R
commenstirate with the student's performance to date,,,. -
. and is flexible enough to allow for available . .
a&ternatlves. SIS . . AN '
e. Performance data, used in coeniju nction' with other
. data, to monitor and improve 7 entire system.

¢ -
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~ IS (INDIVIDUALIZED SCIENCE) -

- * ' . '
RAM FOR LEARNING IN ACCORDANCE WITH fNEEDS) Y

.- <
program for Léarnmg in- Accordance w1th Needs 1s -a \t%dla B
to individualized instructien in readmg and language arts,
"u;thenatics, science, and social studie M% PLAN* instructional
um.t prowdes 'learnmg objectlves, reco dh'learning activities

. ancf cr1ter10n tésts. A gm.dance system relates the perfornance data

T T of an md:.v:.&:al student to the appropriate humber .and type of activities

1

ava:.lable in the instructional package
A.computer records mfornat:.gn on the perfomance ‘'of PLAN* ,students,
which can be processed to prov1de feedback to students, progress ’
mfomatzon to teachers, dhd management mfornatlon to program planners.-
Pran« oférs a training program for admnlstrators and teachers so
existing person.el can prov1de the counsel.mg ‘and ciassroom nanagexrent

required by the system. (Flanagan et al. 1975, o 136-137).
o

"i’: . ‘,“

- . k] B []

-

¢ . LI -

lIndi'.vidualized Science- (IS) provides K-12 persorialized -instruction
./vA

that will glve students the necessary knowledge and 'skills to cope

\uﬁ rapid advanées in science and technology"l‘he mstruc“al

' program provifes students’ w1th cpportunltles‘o “ i
- d ' ' o
) ‘Practlce self-:.m.tlatlon and self—dlrectlon. ., . <
. y - . A
’ e Coevaluate the quality; extent, and rapldlty of thelr . &
. léarning. - »

° 'Dz.splay pos:.tlve attituded toward the scientific glterprlse.

L3

° '.Obtam skills in scientific mqu:.ry
\h

an '

° Aa;ulre sc:.stlflc literacy._ . o ' "
‘. . . o ‘ . 6l
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. IGE (INDIVD‘DUALLY GUIDED EDUCATION) ) °,

[
. i ! .
3 R . 4
v . Al
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. . . . .

The IS program is structured to provide the follewing j "

c\/

information at” the spécified grade levels:

Elenentary introduction to, and‘f)t'actlce in, the processess
of scientific inquiry, exploration of the areas ,

o - of science.

’ Intergtediate' appllcatlon of scientific processes in problem
S solving;’ accumlatlon Qf mfornatlon.

Segondary:  scientific 1rqu1r1es w1th unknown answers to help
; students acquire new concepts, prmc:.ples, and

_ insights. _ - . /’Q

" The IS (ptogrhm provides vasious types of learning resources, listed in /
. 2 - : s s . . .

Figure ecommends that students.participate in their selection.
- N

] . ¢
. - -

Ind1v1chally Guided Ed.tcatlon (IGE) provides another alternatlve to
age-graded progress wstens. The seven major “components (Figqure 3 ) are C
s« , ' -
coordinated tp provide-the imjivid.\al student with a programming model

(Figure 4 ). This model can respond to individual perfornahce_ lewels,

" ‘rates of rogress, learning styles, motivation and other student

P
s . .y \ \ . L4
B charaqteristi,.cs. Iiprovides orogrammjng in the cognitive, psythomotor
) - .
) amraftectiw Wris and canwused with bo
) educatiohal objectwes (Klausmeier, 1975, p. 55).° ‘ ' N
- L ' - . -
) & - ) . , y
>~ - . ) ) ) ‘ P4 v
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- - f R
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- 7 .Figure 2 . - . | i
v . ing resources that contribute to the goals of IS ’
i ¥
' ' = T . .
) A == Goals , NN
- . . . . . - ¢ A
. " Learning resources ! S“‘d“” Stident " _ ..

, . self- g0 . - Scentific ? ' T

- ‘

:dzreclw‘n‘ ccalugtion iffectwe  Inguiry: diteracy .
Individual lesson  * ) X’ . . N S ) X T ’ .
i . ot Ig vidual taped : - ) : &* ' .

- . . sson : - C st . X ' . . \'
' ‘-‘-? * . Meneard 1degs fﬂm’smp s -t . X o X % * R
o \hmc\plorauon X X, X X X . * ’ M
N L Reéadingsnn’ «clence X X" o X a )
’ 4 S Birected group . ’ . v ) l
LA . ) achivity * - . * X ¢ X v : . ’
émdcm serninar R X . X ' X. X * S
: . tudeni activity X X | X\. ¢ X X '
Invitation’to e plore X X - X X voe X . , )

\ . S'élf inttiated
- independent activity X . X ) X = -

o KR

X
Science Tearning game - X T X
X

- ) Science natebook X X s .o
. ' } Planning boohlet g X D ¢ ’ 7 ' o
. Keys book - X X / -
b > - ¢ S N
. “Howto .." . . ) ) - . . ) .
) B huoklet ] X X . N '.""

. A *
. . . : (Glaser and Posne_r., 1575, pis../ - .
. - . ’ , . 104-107). ’
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. o - Figure 3 :

? ' R :

N .

.- Seven Major Catponemts of Ind.undual&y ‘ d
I , + Guided Mucation

> . 3 -
- N ’
L. X
M .q” ‘ . ‘ .- . R v:
\ e Muluunit school i .
- i instructional admimstrative
, . - arrangements | - .
i - .

(MUS)

Commumg

. rcsearch and
B dc»c!o,,n;nem to
improve IGE

Instrustional
programming for

the individual .
. .. 'student

(PM)

Enwvird "
- _Lhal fa 111 .~
o IGt pracuc -

v
, — -3 .
" Imual, formative, and

¢ - summative evaluation
- ol studenrt 1‘z:rmng
* 4 ., +
R Active o ‘
. , program of ., .
. Jlow home-school- Cutnculum
. i community « . materials '
. ' . 8 relationsd compatible .
' with 2 and 3 \
. .~ v
. . A .
" ‘o .
- . ., 1]
' "~ ) * - ' -
L 1 " " v", % A v
. i B ¢
-, (Klausmeier, 1975, p. 50) -
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. ' * Figure 4

' . - L4

Instructional Program Model for Individually Guided

N - Education ..

.

.
5 -

State the educational objectives to be attained by the stu-

ment and in terms of values and action patterns.

’

( ! N

Coge

Estimate the range of objectives that may be attainable for
subgroups of the student population.

. ] - L
. .

L

|student or place the studentin a preplanned program. Vary .

] student in*one-to-one interactions with the teacher or

Asscss the level of achievement, learning style, and motiva-
tion level of each studengby use of criterion-referenced
fests, obsenation s&hedules, or work samples with*
appropnate-siced subgroups. ’

w B

.

-

»

Set instructional ob;:cbes for éach child to attain overa,
short period of time.  *

LN

- 0y

. ‘ A
Plan and implement an inst‘tlona} progfam.suttable for each

(a) the amount of attention and guidance by thg teacher, (b)
the amount of time spent iy interactipn amnong stullents, (c)
the use of printed matcrials, audiovisual materials, and

rect expericncing of phenomena, (d) the use of space and *
equipment {media), and (¢} the amount of time spent by cach

inedra, inddbendent study, 2dult- or studentled small group |
activities, and adult-led large group activities.

dent population of thc'buxlding in terms of level of achieve- - L ———n

L - . A
X
Ty g - N » -
| [Assess students for attainment of initial objectives. |-
L} N . .
of P Objectives attained
v
— ject “'é -~ -~ — —|[to mastery or
not attgine . ) . |some other criterion
] , . o, . -
. - * ™ 4
Rezssess the student’s . Implement nextse- .
’ 1
ch;ract:nsuc_s, or | . .lquence in program, ony
tahe other acudns. ’ 1 . take gther actions. g
- jaheginer acons: |
. ] - ;

L e e —— — = — -——
o . Feedback Joop .
' ‘ . CoLNS
Sy e
(Klausmeier, 1975, p» :56.) .- ,
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St sumary

N - o - o -

N . This -section explores the alternative nethods for outcome and
' ' mnpetgncy instruction. At the outset, §ix propertles conmonly
A K

_found in a CBE mstructlgnal program are presented. These !

-

propertles help to set lines of denarkatlpn which narrow the

P

' field of t;each«ing technologies amenable to CBE. Then this section

presents "the sewen basic activities. for ichers as defined through

;} ' " the Orggon Mmmum Standards for Public Sdiools as well as writings
- o “of various authors. These seven‘activities are':. - '
. r * i ° Defliriing measurable ‘outcomes -
" . { ‘ e Diagnosing i'ndivi‘d.lal needs ® \
,‘s‘*: . e Sélecting_in§tructional‘strat':egies' - &
s e Arranging th?learniné'environnent
3 _ ° Select:.ing' dssessment procedures .-
f S e Organizing instfutional s;aquences N ;o
o‘ Revie'qing/ and evaluating the instructional program. -
7 ) ;A presentation of six-CBE oonpatlble instruction rmdel; )
~fol.,lws. " These models are to a great extent built upog
L research and data )iel’atéd to learning and developmental
S 'tneolries.' . ; _"‘ .. S8
s ' ¢ *®
D . " This paper has thus fdr addressed the state of the » ™. .
N 4 N » . . -
) ', drt of Competency: Based Edﬁ_ation in .the areas c?f outconte‘ and
R competency :identifilcaéizn and insEJ/:uctiona} methods. '
' . ) The next _s,ectinn wil\}'emlore alternative methods for outcome
. 'ahd competency assessment. . -.' ' .
. . ' - / . » s ' e . . “!
. S l)\’r o ' . :’6'6 )
. ' ' '
. S ) ; X .
: T © o~ A Q
N sﬂ N , ‘ | 7\) )
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.. ‘ AL IVE METHORS. FOR OUTCOME AND' -
. : K %_Assw__, C

N K

L ' The Characteristics and Functions of Assessment

.. v Al

. — N
’,l o ) _ An integral component of competency based education is continuou®

< " adaptation and‘ixgdrovenent"rwgh the ufe of data relating to student

performance, . program operation and staff performance. L
. . ) ~

In the previous section, in the course of the discussion of assess-
’ - ) ~N ’

ment related aspects of CBE teacher wctivities and instructi:onal models,’

. a number of "alternative methods for assesment were discussed. These

\: St alternatlves u‘lutbd varying the time, place, part1c1pants, and nature of
) oo

L f:he*assessuent effort. In this sectlon, greater attention will be paid to
\.' N ’ :/,-

) gome of -the more technical alternatfves for CBE assessment.
). .. levels of Assessment * .
L . ry g . . \
> k

. - Assesgment of st;udent and program performance may occur at different

. . a lewls The first level mvolves assessment procedures that deternnne
. . ? md1v1dual pup11 progress t:hrﬁigh a series of mstruq.lonal units. At this

e

level of assessment,  the data mf]\uence*ﬂw d1agnost1c and prescriptive

-

. ) ;lecmlk that are used td aSSJ.gn or negot:.ate leakner agtivities and to
L. r
SR : ,-Select the approprlate level of oonplexlty Individual Student assess-

-

~ “ment in CBE allows ffexlblllty in learner progress rates, and pro'ndes

means of oorrparmg an individual level of attamnent with some standard
. ‘ .~
)

of achlevement. ', ' . <.
- ? - 14 - ‘ . L
At the Locond level, the assessment procéss,c:haﬁges in focus. ' The
second level‘c’:oncerns group performance,- The unit of analysj:s,'rraifbe a -
B o 4 .

. classroom,.all students at a particular grade Jevel, or students within




.

.

a ’part'icular school, and district or,state educational sygtem. The primary :

concern at this level is to obtain evaiuatljae data which is either formative

or summative in nature. Formative data is enployéd in an identification

process to ascertain where the instguctiopal‘process my bg weak ‘or

.

- ineffective.

{

Y

Sumative data indicates whéther or. not the learner has
t

achieved the ultimate oPjectives that havé been set in advance: These'

‘types of data allow comparisons ‘aimng, }or éxavni:lwe,l scfiool districts or

individual schools. These data are used as the basis for descriptions of

and comparison among groups, rather than as a.basis for individaal

»

diagnosis or prescription.

i
i

A Y

- = \ -
Test specialists in education commonly use four approaches

"Kinds of Assessmg‘

to student assessment: ' . .

o Norm referenced testing (NRT) ’ \, .

e Critefion referenced testing (CRT) -

e Objectives referenced testing (ORT)

¢ Damain referenced testing (DRT)

* These .four kinds of testing are described and compared by

*

Sanders and
. ) .

Murray (1976) as follows:

Norm ' referenced testing- (NRT). Performance on a -

. task 1s interpreted by referencing the formance
of others. Example: 1 norms, in form of -
a distribBution of test res, have been developed “

for a districtlover the past two years. Johnny's .

test score was at the '98th percentile of that :
distribution, so we conclude he is doing better . ' A ‘
than akout 90 percent of ﬂ;e children in the

dlstnct.

percent of the test items. correct on t.he criterion refereniced

test.

Johnny got 85 percent of the items:correct so we

conclude he is performmg aa:eptably. : -

v
ii

A A N

¢

v



Domain referenced 'testing (DRT). Perfotmance on a .

task 1s interpreted by referencing a well-defined

set or class of tasks (a domain). Example: We

.have selegted a random sample of 10 tést iters from -

a pool of 100 items for basic fifth grade spelling. = ° '

J<jmny spelled nine out of 10 wo correctly so we - ]
estimate that if tested oyer and/owr again he

would be able to spell 90 percent™of the 8peliing : &
words correctly. : :

———

In summary,” norm refetenced testing inwilves giving J
meaning to a test score for an individual or group -
by comparing it against the ‘scores of others taking
 same test. Interpretations are based on ré&fatiwve :
erformance. Criterion referenced test scores gai : v
r meaning by comparing the scoreg against absolute
standards for imdividual or group performance set up .
by u@mterpreter. Objectives referenced tests
_ yield"scores on each objective covered by the :
tests that are used to draw conclusions about group ’
or individual performance domain referenced tests provide
scores that are estimates of a group's or individial's
likely performance on a similar set of items. ,

Sanders and Murray (1976) ads® discuss the following concerns
regarding selectian and use of tests: key emphasis, development ‘. .

procedures, item’selection, necessary input for the test

.

d_evel&ment process, the types of scores reported, e)énples‘
- of test interpretation, recommended uses, and-inapp/ropriate

uses and limitations. This discussion is summarized in the -
'S

table below, which was originally presented in their article.

-* v =
N 3
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Charactenme ‘

Dehmdon/!nuvmu Test performance is com-

fion sared againsl othery on the
same Lest
Kev Emphass Maximeze indwidual differ-

ences. Survey of generally ac-
cepted skifts and

liems lopally ampled, them -~ _specific curmiculum. All iterms

wrted, from generally de-
R fined contew wea Evaluia
tion resufts.

. .

1 ,Su:u content area,
2 Test items developed 0
diecriminate,
Norms developed.
. Appropriate valudily and
reiabuity esumates doc-
P Jamented,

LY
-

1 temn Setecton ) Sample. on 2 lopcal bases
.t © from  theoreuclily Gefined
4 content, Select riems that du»

. ‘, crimenate,

Krowiedge of 1 eurriculum
content aea Of 3 consruct
on which studegts can be
expected w0 differ, —

Necenary Aoyt for (hc
Test Develcgment Proc’
5] » .

Tvoes of Scores Re f
ported 2
. 3

A percentie rank.

A Randard sore.

A stanine wors (3 e
aal cae of standard
wore).

4 A grade
wore

equivaient

R

Examo® of Test Inter “You can orm better on
e

oretanon thrs test than approximatetly
¢ 79 percent of the chiidien n
. ' the group winch vou .
* are beng onpbared.” N
Recommended |Jws 1 Selecuon,
. ) 2 Cuasyficaton,

.

.

{rapproprate Uses and 1 Not for program or cur-

Limidnons niculum evaluation.
', . 2 " Not for frequem use n
. . . 1ALrUCLION
s : . -
- .
4 —
RN

11

a

Table 1 . -

CAC or'nparative Analysis of Basic
Achievenent Test Development Approuches .

Classes of Test Referents

{ Criterion Obrectrves
Test performance as com-
pared . ganst abswoiute stan-
dards, c

rorafly siated obygﬂm

Expficit styndards used for

interpreung test performance.
leqn taken directly from deswed behaviors Test rtems
prepared for priomf;rusp(
for uat used—no sampling
Evalvatve resuits. * - sagnpiedt from atl powsdilities,
Descripuive resalts.

I}

Objectves  stated ind
selectad. - .
2 Test wems wrllen (o
match objectives in form
and contert.

3

i Cwrculum or content™ 1
Lanalyus

2 Tesl items wruten to
match analyss n form

e indionient

3 Standards estabhished.

N

-
Use stermy  that Frepicate Use Fems that are indicators
behaviors Lalled for in spe- of revement of objectives
afic nstruchon, of ufterest,

Performance obrevtives wtuch A [starement of obrectrves n
nchude an xaeptable levet tefms of student behavior,
(stangard) of performance.

4
A sutement of whether 1) Numoer of orrect items
or not a student has ) for 2 student
achieved 3 predelars | 2 Percent correct for 3 stu-
mined percentage or dent.

Aumber correct. 3, The percentage of sty
2 A satement of whether dents in a2 program who
or not 3 goup of «  pass each item.
fudents has (on the « .
averagt) achieved 3 pre-
determined levet of per:
formance. . ‘e
3 The ume taken 1o per- .0
form a given tash and an “
* indicatien of whether or
not the Wsk was com-
pitted 1 the alpte ‘L
umg. . .
- . TS -
“You hive answered 80 pere . “You hawe gotten 3 out of
cem of the tems for thit'umt.  the 4 items -nmn for this
mnod!v 0 you mayenove  obreciwe corucL
dnvo the nkx¢ umit.”’ e -
1 Progress n specific cur® 41 Gathehing some infor.
ricuium, mation  Iboul “prority
’ areas
1 Not for crosscurmicuium 1 Not for comprehensive
tesung, © coverage o(, nstryction.
2 Not for duwarumaation o 2 ot for dicriminaton
(selection, clamficr {selection, clawdica
von), von). .

-

N
Test performance on behaw

Use of behaviorally stated ob- i
leclives 1o describe types of

concern. ltems judgmentally

Domain

Test performance as an exy
mate of performance on 2
unrverse of sumilar tems,

*Expicitly deflimng contant
area of test Creatron of nem
pools ©or item forms. Devel
oe.'q estimates “of perform
ance over 3 large number of
wmilar sterws, {lems randomby
ampled from doman De-
scriptive rgsdu

] Canteng himnts provided.

2 item lorms establisshed.

1 Sample stems writien,

4. Saripole of items drawn
\ from doman,

Devetop item forms for spec:
Wfied domaim. Draw 2 repre.

< sentative sample of it ems
that could be gererated unng
an uem form.

A—gontent domamn  erther
explcit 1In 3 cuericulum of
expheitly stated. n the rorm
of objectves.

1 The percentage of cor-
rect iterms for 3 studemt .
and an esimate of thwe
percentage of iems that
2 studemt could pet cor- o
rect in 3 uynverse of

L«
‘

Y ou have ‘answered 90 per-
cent of the ems correctly 0
we esumate that you will
answer about any 9 odt 010~
similar items correctiy.”

T instruction ,or educa-

ton,
g
o .

! * Cin be expensve 10 set,

. up. )

2 '‘“Not for dncrimwnation ., ”
(setectlon, clasufics .
von).




Achievement tests can also be classified as mastety . -
tests, standardized tests and traditional tests. Each implies _

somewhat different concerns. Standardized iswused as a . "
- « e
term standardized may imply that the test (1) has been . NS L

descriptor of teste,with norms, - To some, however, the

published, (2) has

'nogmed, "(3) has explicit in§truc€ione— ) .

and aduinistraﬁion, /or (4) was oconstructed.to meet .
. : :

téchnical standards. er et al. (1975) describe same of ° . .- -

the sources of conf on in distinguishing between norm | \;
adird - :

and criterion referenced tests, . ) R
Norms . , R

Creation of norms for a criterion referenced test is "
entirely possible. - Just-betause the test is built to . - .

be directly interpreted relative to some performance D .
stahdards does not preclude its also haVing norms and

being used for program evaluationy, Thisgnay be a -

reasonable procedure. However, since test.has ‘ . —
probably been designed to be used for instructional

.planning ang guidance, it is likely to be useful for ~ .
other purposes. In any case, the existence of norms S
does nat make the test a norm referenced, test. Fortun—
ately, -this source of confusion is rare.’

,
- .

Crwenon .
\ . . , -

Analog\ously, one nay defme some scogz :&a test constructedy . . -
" to be norm referenced as the criter re indicating

mastery. Since the breadth of the scale usually makes this

Gecision arbitrary and not\something others would auto- -
\ matlcally upderstand, it metely creates confusiqn to say that

" thi's makes & test criterion referenced. This sort of confusion

is widespread and is complicated by the difficulty egfiled

in gspecifying the breéadth of an objective or its domain. - .

W:ents of those who take- this position indicate that ' -

mis

really maihtain that all tésts wre alike and ultimately
norm referenced. -This position is contradicted . .

by the cormon sense interpretation used by teachers - -
with their owmr classroom tests (Hocker and'ms,‘ (1975y.

L
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&ecause mdlva.g.lal student assessqent is central to conpetency

e

based educatlon, spec1al attention is glven to the characterlstic ’

. similarities and dlfferences bet:ween norm referenced and crlterlon .
e .- L X
' referenced achlevenent t:ests. Hocker et al. . (1975) dlstmgulsh

&

thesé two t:estmg approaches on-the basis of oont:ent spem.fl.catlon,
1tem wrltmg spec:.frcatlon, des;.rable -item characterzstlcs,adnmlstrat;m,

soores, score dlstrlbutlon, re11ab111ty, conteg\t valldlty, oonstruct/

- t
1

i valldxty, crlterlon related vahdlty, and uses. They sumnanze the .

’ smu.larlta.es and dz.ﬁferences between norm and crlterlon referenceﬁ

[
.

N tes'tmg. (SeeAppendle). - "-.,_’ LT '

-~ . .

»

. e
" of“testing. Norm referenced tests prov1de"‘data for group -decisions.

Critetion referenced tests, \however, are most amenable.to indi¥idual

e . 3 v ’ ! ¢ ‘- - ) ) « s *
diagnostic/prescriptive decisions. e ey -
- . . ~ ' \ c. v
’ BRI o ’ - * - v y ' ,
) J . * . . , i . 5 ]
Individual Student Assessment . e L : !

° - . ’.uu\f L~

- -

v O -

wmle conpete:;cy based- edlca.tJ.OI'L enphaslzes an- outooneeeapenent

what the astucbnt r‘s to learn, it élso mvolves strong enpha51s on

t g

the me to achleve the desued;w.toones. -In order to assure \:"\
- i ‘#J‘f
a dynan‘li 9 gomg program, there aus'c also be errphasrs on both s
- - - i “.
. : e, brogram dragnos,ls and g crlpt'lon. ~ This- inpottant \7, ~
RN : 7 CBE approach mist spec:.fy how test,mg,data wlll be:
o0 ) _ . & ..:' . .
‘ . 4~ ® Evaluate progress within an instructional unrt . R -
d o Evaluate terminal perforrrance at the conpletlon of
that mstraactlonal unit ) L
. e C tinuously update the’ mstrucblonal unit, mmdmg the\
' Co tructronal techmques and products, in use. .
it
) . L
g . ‘ . T2

‘ Effectlve' student assessrrent requlres oorrect use of both typ&s <




» . e
which enables teachers and students to assess both the .

. progress and results of instructional efforts.

" CRITERIGN REFERENCED TESTS FOR

- upon 1ts ‘consSistency with the goals and objectlves of the.

—1973).

il ) . : .
outcones and competencies. /’/‘ . v { £ SR

™ ~ . .’ . .

N T o

.~ ' .
Individual studerm,a%mnt‘is a critical part of

the diagnostic/prescriptivé procesé. The data obtaied

ring .th:g phase of ):.he mstructlonal process assi

o) feed:ack as well as 1dent1f1cat10n of -needs.

Ultimately these data can be euployed to evaluate the ‘

programs, techmques, products, and oonpetency categories.

.Criterion referenced testing provides a 'rish tesoyrce . - _ -

7

t
¢

ASSESSING INDIVIDUAL STUDENT QUTCOMES LT~ -~
AND QOMPETENCY ~ , X

' Utﬂ&yigig the problens of neasuren'ent, evaluation and R ?
assessnent is the a]gence of @ ptqperly developed system of o~
goal and objective formilation wlthm the nation's school

systems. The approprlat:eness or valxd:.ty of any particular Ty

‘measurement and evaluat:.on mstrument 1s dlrect.ly dependent.

1

b

.
" educational system in which it is-to be used (Doherty and Hathaway,

\\\ -

Ina coxﬁ}etencx_based education program, the development .
W TR — . )

or choice of criterion refe:enced test? to evaluate . . ’

student out&me and competency attammegb is mfluenced

/

by the same varlables that mfltzlen the /identlflcauon of . +

vy ~ o~

‘j Alternative- measuremanbméthodologles would be expeCted o Lo

h)




o
y
\1

b

“autonomy that the authorities grant £o the lower levels of the.

~ have granted dec1s:.on-makmg aytonomy td the md1v1dual schools and

7ou'toonp and conpet‘ency guldelmes (see. preceding sectmn) th.ch

h1er«arcgy. Just as ’the aut.hority level had’influence on the .. B
i@ntlflcatlon process, so t00. does it on the measyrement . . “
process since the very- tenets that 9ow\lerneo ,1_.dent1f1catlon

may in part plso govern neasurenent.' .In Oregon, while ’ Y e
the state nandated the CBE program, the” local school dlstrlcts o

‘. are requn51ble for the identification, neasurenent, mpleIIEn-

~ 7 & . -

t*n.on and rec'ordkeepmg phases of CBE;. 'Many of ‘the local ,dlstncts

N -

.k H

\thus to thé teachers. - . . Nt

N Smée the same teach'ers who mstrunental in the identifim
catlon of outcones may develoP or choose an assessn'ent tool, then
the! mfluence wmch governed thelr ou'tooma~ selectlon. nay influence
assessnent selectigh' as well, In Oregdn,, ther,e,are establlshed .

dlrect the assessment process. There n?y hwever, be varlatlon \(

»

'wn-hm these guldelﬁle§m keepmg w1th the particular governmg
'persuasmn 'of 1nd1v1du'al teachers : Here \mrlabllltyaor alternat:.ve
methodologles would bé expegted to. the degree that the. tea.cherﬂ'
were L‘fluenced by reéearch data, mtu1t10n or exls\tmg content. .

As 4n exanple, a teacker who may be’ mfluenced by the rtearch of

. &
- Jerome Bruner, Hllda Taya. and Ben]amm Bloom would perhaps,

’select ot des;gn an assessﬁent tool that was reflective of

)

'the ad't.hor 'S research findings. Eerhaps the objectmes pof such aru

approach would be governed in par€ by: ° - )
0 *\ 0
. aner sh.earnmg Prmc:.pres' T
‘o Bruner\s Dlsoovery LearnMg Tenets . L~ ) R
) ¢ * ( ’ .
] * . N ¥ - 74 ‘r
" < 54 - . ]
- . .




° Taba s Hlerarchy in Concept Developnent
° Bloom s Hierarchy of the Cognitive Domain’ = ,' ' K
- 'i’he subsequent assessnent product m:.ght require. '

. o Asséssnent in the cogn1t1ve domain and perhaps also in the )
' . affective and psychomotor de;rams . . .

" S - @ MAssegsment at concrete and abstract levels

N - e "Free and frank res;é)ndmg by the students rather than
’ . ~ ‘requiring a predeterim.ned "right” answer

R ’, e Fostering student spontaniety whigh may reflect ttxe;level |
. ¢ of student's cognitive ability or cognitive style. A - -~

' - If on the other hand, if an individual teacher were influenced o C
by the 'researchef Robert Gagne' then the selection ‘or design of an o
-»
N ~ . ‘
assegsment tool might reflect that bias.  Perhaps the ob]ectlves

. + ® " of such an approach would beioverned bys ’ . D P
' " 11tids that are :

T e The five\ Jor categories of human capabi
viewed as-outcomes of learning

. L ad
- ' ) "~ ] ° .

+ 1. verbal information e . ,

™4

! C 2. intel]_.ectual skills

L[] ‘
. 3. cognitive strategies n
- ’ . » L - . ’ M v
4. attitudes ¥ RIS '
~ B . , ’
¥ - 5. mtor skll’ls -
e A, knowledge of the eight conditions of learning to, &
-, msure that the assessment does not requiré student ° "
_ i ' capab111t1es that have 1nsuff1c1ent prerequ1s1te e,
‘ foundatlens. . 3 . . J‘
AU e An understandmg of the eight phases of a}act of & .
' learning e phases five through elght irect the
. asssess ce: N TN .
- - ' . , AN ) N
4 S ? ’ l.. mtlv‘atlon » ‘k " . N - . » ¢ ;: N
A . " 2. apprehemding ’ S .
h " . o 3. acquisition . R oo )
. - . LY
r . * & > o . " y . ' -




1

-
. .
\ .
‘ -
7/ . . . a
- “
. .
.

2 -«
. . . - .
4. retention . ’ R
’ 5. recall
o " 6.~ generalization - \ v
Py 7. performange )
‘ L 3
0 8. feedback ‘
’ P ~ L

’ "llkemse reflect that mfluence. The objectives Ofv sucrf an approach -

- would be governed m/part by . . B

The subsequenﬁ assesment might require:
o Demonstrated perforrrance 4in any or all capabllrty ,

areas ,
. g ? 2 - . . L
° ﬁ "Right" answer to ‘assessment probes which would

o)

1d at all condition lewels - | . . R
e Emphasis on the ‘terminal response with lesser or NOg
) emphasis on the processes ejployed through the task.. /
~ Little credance-placed on process verbalization or &
* mtrospection ]

. Demnstratlon of performance- somefhat rennved from .
S .. .target learnmg to assess generalization. and = -
.. transfer. ’ !4 . , .
1f a teacher were to be influenced by the develqm%al theory
i
of Jean Piaget, the selectlon or deSLgrr of an assessmant tool might *

.0 A knowledge of Plaget s, stages of dewelopment to insure,
that the assessment does not require the student to - -
perform cognitive operations at a l.evei fwhlch has not -
been reached. . . . ) 0 :

Iy

Since Plagetz's theq,ry is sonetmes~ mterpreted as strengly supportlve

ob dlsoomry learnmg, the assessment prod/ot may be smular to the

-

one Wluq\cw by. Bruner- and Taba. . .o S
By ahd large, the same-rules that u‘lou.la govern conpetency i Ll
1dent1f1cat16n would also govern the neasurenent and the ‘ )l
recordkeepmg technlques. o 9 S ' . N
\ - T - 76
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'-,'ﬁ _?sﬁsed via penca.l and p@er tests. However, the predlctabmty N ' R

o)

. in wh1ch students would ultimately be expected to pe:form.

have suggested that applled perfotnance ﬁstmg be used

; N / ’ oo, ; b 7 R N e * ..
Life Roles and CBE - . . , . , : - %
L J . R ‘ ’ . «

oL S
- _Oz@on and‘some other i tes have a very st'i:ong"life-rolev»{ oo

*

. conponent in then: ‘CBE Progr “and as such requue measurement

?:ed'mlqueﬁ ttﬁt reéflect ‘life-role domains. Nomally, students

index of penc1l and paper tests to 11fe fole success is tenuous

at’ kst # Mote germain to the pred:.tablilty index would be - S
‘essments that more closely reflecte,d the real life settings '

)

Clearinghouse for App}ied Performance Jesting (CAPT)

N \ '. .
CAPT, x pzogram adninistered thtoqgh the Nb;tl‘mest Regional
n.ducatlg'n—%abortory, defines applled perfornance testmg (AP'I‘)

as the measurement of perforrrance in an act?al or smu,lated settmg.
<

In conpetency based educatlon, «suc'h tests fc)custon tasks slgmfxcant

P

-y
“to a student s life roles (e.g., qbnsumer:, p:oduoe:, fami ly merrber)
Applled perforrrance tests have two d1st1nct requlrenents. (l) that - . .
the task actually be performed; and: (2) that the task be reallstlc

and huthentic. . ©®

. S s
" %

APTs be categorized accordmd' to authent1c1ty in elthev
: : &

-

thé-r st‘us or response mde. Such tests are appropm*ely

apphed in instructlonal settmgs where - the desired outcope is LA "_ ’
thie ab111ty 't Erfo a task .or set of tasks. ' - ‘. 0 TN

\ »
Applied performm'lce testmg 1s beefr used in settingswhere *. |

movement toward a CBE %ystem 'is'desired. Saclise et al. (19':‘




L3 ' A - ’ ~
. .. . ’ ‘ ‘ | S J
“'to redirect ‘cugflculaatoward ‘an dutcome oriented 1nstruct10nal T
o process. In th:.s congext, apphed perfornan‘z@sts havg been .
B ' euployed in ass!ss:.ng stuént ou toomes. in .th.ch appl:.& L g
perfomance r.ests have been used mclude. - . Ct . " )
(a)'\ Minima]l l:.fe skills acqu:.red from. hlassroom learm.ng o .
Two common exanples are listed belgw ; " 0
- ¢ . T,
Consumer ) ) i‘unct:.onal theracy/ .
'~ Math L Oommmcatlon Sk:.‘l]:s ‘ .
‘ . + . @& Balancing a- . .Reading and covehendx.ﬁ!‘ a newspaper lease, \, ’
* . checkbook . want-ads . \
. . » Filinga tax = ° Interpretmg advert‘zserrents, edltonals,. Co
. v retum © . pol:.tlczl speeches. A . : <
- e Computing (from gas Requ&stmg written or verbal job, mfornatlon ' 2
. T mileage to product . or communicating with a congressman. -
- selection in a grqc- , o .
- ery ;s.tore ) e ‘ . o : o
(b) . Occupation&l skills for certlflcatlon or selection purpoees. . .
(c) Psychpomotor skills, including speakmg a fore:.gn .language, \ }
. - - ' conducting laboratory experiments, driving a car apd ‘
, participating if arts or sports activities. ' /
R By ’qlefinition, app rforna,nce testing reun.res that elther s . ~
_ the stimulus or re "mode of the' test be actual or simflated. . .
R . . \ : i . N . . . - i
*In many cases, close adherence to this reguirement necessitates the
4 *% [ 4 .
use’ of spec1al mam.p'.llat:.ves or w:mgs The best way to measure
Lo s \ ® . .
i a. student s aD111§¥ to nake change, *for emnple, is to place thg; ' .
) student in an actual sltpa_tlor‘u where. that behavior is to qccur. ' -

The potential problems of such an approach become imraediately .

]

AN
apparent only a few students can be tested at one time, the

expense of tes‘tmgta mcreased, and specrél

o 2 requued, These problems suggest'several

o T T T
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+

[

. ,Must all students\ s.:ed in an applled perfomance

.In a CBE wstem, mdlvichal certlflcatlon of conpetence

Is it feasi
usmg applit

o . Can one-tp-ene or small group testmg methods be
,streamlmed to mm:.mme time and expense; -. S

. Are there ways to reduce costs by smplatmg tasks
through paper and pencil tests? .

e When mu.st “true: applied perfomance tests be used, Ir B

'Z:d when can there be less adhererce to 63 apph
rf oriarice nnde" >

>mode, or c&x such- ng be llmted to a smaller group”

¥

s requlzed_. Incjlvxd.xal appl:.e‘d perf&n;n_ce testmg would .therefore

' be required to 'establish such competence; mass testing in a less

authentlc s1tuat10n would be acoeptable only if ﬁmd-up.mal conpetence

d1d not need to be establlshed Ttt expense of conductmg apph:ed-

L,

performance t’estmg rrust be welghed against the valldlty of the &ta

that such testmg réquues.

+

Apph‘performnce tef'mg can be readlly -mtegrated mto a

-

ompetency based educatlén system. As a conpanson of concept q(efmltmns

1llustrates, the mherent quahtles of CBE testmg and’ applled performance

testmg are renarkably shulan ‘

Ccmpetency based edu;atloﬁ has been formally defmed as:ic = ¥

& -2 process that facilitatés w:,tgya Known degree of -

‘effectiveness, the attaimment Oy learners of a spec¥ied
level: of performance on desifred outcomes, mcludlng the °*
ability to perform tasks related to success in life . v
roles - {aiegon Conpetenc1es Program, 1976) v,

chplled perfor)na.nce testmg has been defmed as -,

... the rIEasuremant of berfornance of sorﬁe task s1gn1f1cant
to a student s life outside the. schogl and/or Lo adult e
life. 'Such a task is valued as output for public’ - ~°

* .schools. *The testing device must allow fbr measurement .
of the task. in actual or smul?ted performance ’

~ setring (CAPT Newsletter, 1974). S

\\

D®)

.2



-The cr1t1caI oonponent in each defmltlon 1s the requlrenent
that leamérs/exammees perform regu:.red tasks m noﬁacademlc
.. , ,contexts. But' desplte this, SlmllaI]QI there are dlfferences. Y

. The fornal defmltlon of CBE is Broadér, allowmg for both - - T

~ L]

\ mstructlonal and student evaluat:.prtactzntres "The definition.

. of API' ls necessarlly limited to the neasurerrent of student

.o, R '
outoones specify. APT 'is b9st suxted for assessing stud@ts' competence 1
/ o o
in a learnmg environment "where the end p‘!oduct of ’nstructlon _
isa perfornan,ce. ‘ a LI - Co g

<

A CBE system provu%éan ﬁnnronment‘ s‘tructured to foster
aoquls1tlon of life skills and other mportant eduCatlonal .

. outcomes; APl".a.llows for &valuation of stuéents' progress

e

- /toward or' realzzaf.lon of these conpetenc1es. Used in

) =
concert, these educational s\rat:egles oould enhance the ]

utlllty and meaﬁmgfulness of public edmatlon..

‘¥

s CIltE’.OD 7R3ferenced Tests' - : .
i S : o - .
The E:RIC' C‘learmghouse on tests, rreasur’emant and - .

A

evaluatlon is developlng a collection of, crlterlon

~

ferenced tests (CRI $)e The CR’I’ [ descrd.bed in - .

i Appgr;qix I typify the yat%ety of 'tests ;vallable , . . -
’ fromERIC under the rubric criterion ‘rEferéﬂéed. For S .
E ~brev1ty, mforrratlon on these CRT's is hmted to descrlw -
. z. stions and excludes mforuatlon on adm.nlstratlons, format, C :
resgonse rode;, and scoring. . s o R T C 3 "k
P - 3 T
. . ] Y
E ‘ x s 4 “ ) J

*
‘
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Instructiondl Objettivess Exch‘ange‘ LIOQ)/ . ) E , . . '
- ‘ . P . . ¢ “' ' ," - T m—
IOX, a nonprofit educational corporatibn,‘ provides‘educators‘ : :
: . wlt.h resoyrce nat'enals for nakmq, mstructlon more effectwe. ) o
] .
, IOX was initially established in 1968 under the auspl.ces of the v
* . - UCLX Center for the Study of EvaJ.uatJ.on.’ As & source of instru-
-y~ ~.7~ ——mentation, IXX {pas ”deveioged a series of criter.jiOn referenced
A S tests useful i diagniosing individual learners’ de'fic;i'encies, . "o
N - N ®
targeting instfuctional. improvement, and evaluating programgatic ‘
’mﬁtrdctional efforts. < oL e N
: ‘ TN AR .
Among tkie materials o..x:rently available from ICK are, tests
"' in the ollowmg areas: ‘ ' . . '
. : ' N
. ‘\‘_/( mqu . . . [ . .- -(. v
o s ° Wor.rd a'ttack- skills (k-6) )
= - - - - - - - -—— e - — e — —— . _...~_,,l . N
s ) ‘Conprehensmn skills (K-6) . , .
& . .
N lf,b)' Language Arts - h ;o -
. ‘o Mechan%cs ard Usage (k-6 . | = .. ~ ,
' ¢ LT St ro
e ‘Word Forms and Synta;g (K-6) . | . " . s
- o Cdr;;oéii:ion, Literature, and Literary .S‘ki\ils (K=6) 7 -0 %
SN (ﬁ:al Studies’ ' o, . - e % e
X : . rican ‘Government (lﬂ-lZ) + * - N /
) /(%) Mathematics ¢ * - . ,\ ‘ V_; — i
. [ . R . . M . ) : - » . -
oo , ' o Sets arﬁ Nunbers (K-6) L . e,
. . ° .Operatlons and Propertws (K-*B') ’
¥ T e Nuneratlon and Relations ®-6) \ Co
. - 0 P ) L . '
f 4 ‘@ Measurement (K-6) . ) ' ) . ' '
- “ » / - ‘ ) 1 ’ . . . ‘ ,‘# , "
T . - o Geometry (K-6) o, RE
-'e Elemehts, Synbollsm and Measurengnt (7:-9) ¢ _ '
. o ‘ | B .

Geonetry, Operatlons and Relftlons (7~9) .

>
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( . .
» Criterion referenced test collections are being developed

for language arts, social studies,” and sciefice.’ Many, of the : I

-

self-concept tests identified by CSE-RBS are also available S
'from I0X. K o ‘ " T .
s ' N L8
The fo].lowmg are ;.hree doc.nnents concer'nmg crlterlon : -

~

referenced testing a.lso available from the ERIC Clearmghouse

on Tests, Measuremant, and Evaluatron, Ed.lcatlonal Testing - L
Service, Prmcet:on, New Jersey These docunénts are descrlbed

in TM News, No. 11, May 1973 put ‘outh by the ERIC Clearmghouse ‘

Curtis, H.A., Editor. The Developnent ‘and Managemnt of ' :
Banks of Perforﬁnce Based Test Items. > - .

Symposium papers presented at the 1972 Annual Meetmg of

the National Council.on Measurement in Education are

included. Each paper is_concerned with banks of test
. items for use in constmctmg criterion referenced o

_ . tests, _ Anpng_tbe topics covered are locally produced .

item banks, commercially produ banks, and methads - -

of computer storage and retrietal of test items, (ED

872 099; W HC, 36 p). g ?‘ .

Hsu, ‘Tse—Cm and Boston, M. Elizabeth. .Criterion -
Referenced Measurement: An Annotated Bibliography :

This bibliography is an atterrpt td agtemble and annctate
pubilshed and unpublished papers, studies, and related
articles that have some bearing on criterion referenced
measurement. The 52 iteirs include data from 1913 to | )
1971 although the majority of them are very recent. o o
(ED 868..531; MF and HC; 25 p.) - - .

! : -~ 1
Keller, Claudia j. Critergon Referenced Measuremept:
A Bibliography. : :

.. o, -
This bibliography, prepared by the ERIC/TM.lists 116 ' ’
selected articles, research reports, monogr;phs . - ) ' ': ;

. +« books, and referemce works pé€lated to criterion refer=

enced measurement publis between 1965 and 1971. It : ‘
is limited prinarlly to aterial that deals dlrectly : ¢
with criterion-referenced tests and testing procedures,

and includes reports corfputer-assisted test construction

- ,,‘ and the apphcatlon of CRT's to.y_xdlwduahzed learnmg ‘

and 1nstructlon. (E) 060 041; and HC? 14 p )

S . 82




;- outcomes and oonpeten;ces. The net.hods rev1e\ﬂed are ‘norm

tests and’ domam referenced tesfss Included are emmmatlons

lJ’.‘ms sectlon addresses the alternhative nethods for assessing- —+

referenced kests, criterion referenced tests, objee,tives referenced‘

-—
-

&

of the Sahent CBE mpllcatlons of each nethod and possible relatlom to

L e

assessrrent tools ofeﬂgleasnmg and develognent t‘heorles presented earlier
The dlSO.lSSlon of the content, part1c1pants, timifg, locus, ad

or?m.zata.on of CBE assessment begun in the previous sectlon is ¢continued,

The section concludes with ormaton on three sources of CBE oonpatlble tests,

the Clearmghouse for ApphrPerforname Testmg {CAPT), The | -

ERIC Cle:rmgh%use on Tests, Masurement and Evaluatlon, "and .

Instructional Obrjectives Exchange ,(IOX)

L

This paper has thus lfar addressed the state of })}e art of

conpetency based ﬂcatlon methods” in, the areas of outoone-and . .
3 .

conpetency identification, instructional methods and a#ss _ ) o

% . ¥ ‘ ' '

mant.procedures. For a_gamolete CBE wstem, a fdurth corrpment .

¢ *

Rnanagemant system It is'to this

1is pecessary, a corrpetenc

component that. the next secti

is addressed.'
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«  ALTERNATIVE METHODS FOR CBE
L ‘énsmcmom.- SYSTEMS
. ]

Bach.o,f the areas diso.xsse& in earlier sections of this paper
{
is important individually, but assumes its fullest value as part of

a totally mtegraceatoperatmg system. Stated outoones &

competencies are a basis.for the development or selection of
- Ay
relevant measures of student achievement. Instructiona strategles

are seiected and linked to approprlate outcones. ‘A m tormg

. system provides' for data rélated to the approprlateness \of the
5 ‘
goals, the effectlveness of the mstructlonal plannmg,

mstructlonal operatlon, and individual /\dent achlevenent.,

The general characteristics of a totally integrated mstruc-

tiqnai management system -address needs related.to outcome .

1dent1f1cat10n, rreasurenent of cutco;nes, strategles for progrant '

‘N

developmant basea on the outpoxtes, ‘and str»ategles for outcome
" based instruction. ' R .
R ) An Instrgcti&pal Management SEtem )

.
' N . 1‘ L .

4

N, -

T M *
’;

mtmandConmtengg-Stg&ﬁe&s e "

The mstructlonal rtan'égenent System sh,ould 1n§ude an outcome

L
and oonpetenc1es conponent. This conponent can @ke the form of

il

a resource _collection (e. g. ' Trl-County Course Goals Cdllectlon)

.or outcones of 'earnmg packages (e g. ' PLAN* Teachmg Lea-rnbag

v

(-

Umts) Carputerlzed course goal retrleval systens ‘have beemr
developed on a reglonal ggsis and se:ve $dools in and arourd

Bprt;.and, Oregon; Seattle and Tacona, Washington. These retrieval

N
!

P
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I 4 . ‘ :
o . . . . - - o L] .

systen's ass:.st teachers, admn;strators and currlculuxr'l spec1ahsts

@ : in currlculum developnenb and 1nStructlonal planning. Thr gh e $ “‘
v . . <

the system, ‘goals can be retrieved under a w:,de varjlety of
- mdlcators, intluding teérms related to dlSClpllne" grade ’level, N

. subject natter, knowledge, process, and value-re;ated characterlstla 2

- e _and concepts. - Y 1 ) ] , .
' 0 ~ L) . -
g . Exlstmg interrelationships among levels of a goal hierarchy - .
- should ‘be 1dent1f1ed. A sample goal structure is provided belew
. _ ‘ L3
} ' . ,
o 'CURRJCULUM AND INSTRUCTIONAL GOALS.
i L , (Cognitiveé and Affective)
! . T . " - *
. e System Level Qutcomes

~ E "' Each student should develop skills in Peading wrltmg,
speakmg, and llstenmg. (Cognltlve) .

[

. N ' . ) i ) -
» = Program Level Oatcomes '
i
- ' * The student uses language effectlvely in interaction
A with others, gam}xg and improving skills in group
T i — communication processes. (Cognitive)

Course Level- thgomes

"The’ student 1s able to use interpersonal cormunlcatlon
, , to clarify his or her uhderstanding of the assunptlons ‘and
w _ prmc1ples of others. (Affectlve)

X D

-

2 . Instructional Level Qutcomes.
[n]
The student knows ways to make complaints by phone courte-
- ously and concisely, including: 1dent1fy1ng self and
-subject, speaking clearly and rationally, giving the other
person time ‘to respond. {Cognitive)




[ ‘ ‘
Student -Level Qutcomes ~* | . . o

. : Given-a-description of a situation where a s L
. ' ) complaint might be reasonably made, the, '

. -t : student is-able to role play’ the conplamt
. in a courteous and goncige manner to the ° e
; 99% satisfaction of three trained observers. )
(Cognitive) ' ) T )

Instructional Strategies

' . - ' pe ' - s ’_ . !

The system should include a gollection of alternative

-

v ; § ) v
learning strategies related to the outcomes‘and competencies

of the psogram. e )

. goals also become the basis for strategy selection. At the "

most general lewvel, textbooks, major media resmrces*ar;d.
inetructional programs should be selected on the basis of
their pertmence to dlstrlct, program and’ courSe level

outcomes. The "SWRL Instructlonal Product Selectlon Kit"
is one set of worlssk}op .natervlag.s that ‘can help teachers,

administrators and curriculum specialists make sound ~

- - “
LI

instructional materiads selection decisions. Core

-

At another level, strategy selectlon can be handled 1
« . by referencing materlals, methods and settm?;s to speC1f1c

iﬁ ~

outcomes -and preparing them‘ in learning ‘packagel form.
. . Existing c¢®lections of strate;;ies (e.g., PLANY,

. W . %1, 15) take the form of a varlety -of readmg, llsierxing

viewing and mampulatmg e)q:erlerte'S’ that are. referenced

-~ N

p; .
/ Just as goals and measurement 1teﬂs ‘are closely related, . ’




. 7 a
. Teacher Competencies

o - R S - B °\ “ - . ’

A corrplete system also prov1des for the development of
teacher cnpetenc1es necessary ’to mpleuent an outcone "and

conpetency based instructional pfbgram. Two such conplete
eI systens are Olson, et al. and PLAN* Both trammg systeqs
» »
mamfest all the characterlstlcs of an outoome based

-

>
.,

:", . instructional program. Flanagan and his colleagues * f"

v e
%

-

-

‘,997*5) descpibe the teacher developnent effort for 93 :
Coe "It is believed essé'ntlal that eadtt new .teacher — .
-, - . prepared for the new role required for-the PLAN* ‘
. edugational system. To keep this as.efficient » -
) ~ as bossible, a four-phase prodram was set up during °
the developtmntal pha of PLAN*, The first fs an
R . orientation phase in which the teaGher visits PLAN*
oot classes being conducted by experienced teachers and < S
.- participates in a program of directed observation
and orientatio@. - The drientation phase is usually .
* conducted in the spring of the year prior.to teachers
] part1c1pati<bn in the PLAN* system. The observation
<~ Lt * " petiod is followed by  the second phase.san informal
‘reading iod extnding over the summer. The reading
materialsMnclude discugsions of the basic.concepts oL
BN and philgsophy underlying PLAN* and individualized - :
- education in general. The .third phase, GisUally - - .
* conductéd in late August, consists of a-three- or - . .
four-day individualized progfam that uses modules, ~
TLU s, object\ives, and tests designed to acquaint
the teacher with the basic mfornatlon and skills .
essentlal for conductmg a class in th PLAN* system.
. last phase is an in-service trainfhg program. ° .
- . An ropriate ‘supervisor obsetves teacher: at, »
: . 1s during the early days. of appl.lcatlon \ ¥
‘- of PLAN* and ghecks mastery on specific skills important
to the effective functioninng of PLAN* in the classroom
(pp. l4‘7-8)

v
~

) S.mcé the program has goals of 1nd1v1chalx.zatlon and student

. . 3

A 'part1c1pat10n in the dec1510n~process, .the teacher Is rol‘es and

el fas

Y A respmslbllltles are somewhat different t'han those in a

i

regular sch?bl settmg. Teachers. altead; _J,n the PLANY sySteh







have aescubed’ their toles as. "counselot"', "tutor" and

3

‘ k—.
. "fac1lltaton:.

Monitoring o ot /

\ The lastrnaAJor conponent of a totally mte'grated system

is monitor ing. y ' ,

¥

-

After the first hour of work'on a series of mdules,
there is a high probabil}ity that each student will be
at a different point. Unless it is um,latetally ’
decreed, all students will rarely be at the same point
. again.as they proceed through their competency based
-programs (Hall and Jones, 41976, p. 113)
‘A nonltormg system shou,ld fac111tate the recordmg o

dlagnostlc, placen'ent, and - achlevenent infomatlon. The informa-

tion that is recorded in the system should serve at least

two purposes, as a commmcatlon system for teachers, oounselor.s, ’
students, ad'fxmlstrators, and parents, and also as a source

to contirfually update and develop the edxoational‘program.

The second purpese, that of edxcatlonal program development is of

paramunt uportance for a dynamic al?d‘functlonally curtent system.

In an effort to develop oonprehenslve tecor:dkeepmg systems that
maximize the frequency, tmelmes and accutacy of performance

geportmg, some schools hawe adopted.oorrputeglzed approaches.

i

. -
_Three such ‘systens are the Westing'house Leariing Corporation's ¢

.Project, PLAN*, Ttacet, and the Seattle Publjc Schools Learning
. . Mefnagenent System (‘I\J‘S) . r

‘ Cotrputemzed systenvs are . time consumJ.ng to develop and
generally expensive .to maintain. Fevmlistricts can afford to
implement them.in the shoit fuh. - Though individual schogys
and digtricts have Vinp.leriented each of the 'systems, state or

)]

g 4,
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~ intermediate agencies may( find the cost saving-implications

_of broad, are‘awj’.de use of computer support systems worth
exloring. e ,

B Becausé a comprehensive CBE Sourcebook will be

\avallable shortly, thls paper will not attenpt to delve too
deeply into explanatlons of avallable systems. For 1llustr::.1ve
purposes, the Oregon System will be mtroduoed arxi explicated.

The Oregon Total Infornatlon System (OTIS) is an exanple .

of a conpute:g.zed system des:.gned to serve schools-in Oregon ‘
on a nonproflt basis. UI‘IS prov1des a number of options. for
competency recordkeepmg, including: f 3 3

e Competency fi®. Each schaol or district may keep a
file of their unique competencies with thelr unique
nunbermg system. -

e Assignment of competencies. - Each school. district may
assign competency assessment and reporting to spécific
courses, departments and grade levels.

o Input of assessment data. vanety of inpet fornat
optlons are provided that carﬂbe tallored to meet a
school's needs.

=

ter printed reports. A variety of reports are
avallable; including a district competency list,
list of Goursés with competencies assessed, student
status report, ¢and student status on-line inquiry,
and school analysis report. .

’
D

,* Recordkeeping for Oregon Minimum
Sﬁﬁg for Public Schools

L T i
| , .

| Ag schools and districts in Oregon prephre to'comply with the
> b Y
new! mlnu%m graduatlon requu:ements, they must develop new record -

keegk.mg procedures. In reponse to thls need, the Oregon Department
« of B&.lcatlon and personnel from 10 counties developed Oregon Graduatlon

g ) ‘ : , 89




Requirements — Guidelines for Recordkeeging'Procégures

for
\ .
and responsmlllty of recordkeeping system plannmc; team.

and Sample Forms. This document descnbes the n

The authors suggest a list of vital con31derat10ns Whlch

% S "nustbeaddressed o : . \

\.

'
&

° Requlred courses and electives.

The planned COurses in

the areas of study requried of all students fer graduation,

as well as a wide range of elective courses, ni.\st be

) .

identified by the district.

]
e Minimum survival® grad.\atlon competencies.

The district -

y

must identify the minimum survival lewel competencies
’ that will be required of all students for graduation...
3 In general it is assumed that to increase the number of -
competencies will incredse the conplexlty ‘of the d1str1ct
recordkeepmg system. |

e Location of conpetemles w1 a schopl program. The

. teaching of a required mi survival, competency may be
assigned to one course, tffseweral courses, to a competency

~ center or to a combination‘of these or o}cher alternatives...

Method of recording conpetency demonstration. If the-.
teaching of minitum’ survival graduatiorr conp\tenmes is
‘assigned to planned courses, the district has at least

two optiens: (ajFmark on a district checklist form _
"could indicate the student's demonstration of‘corrpetencles,
/. while his passing grade would indicate-the. successful
completion of overall course requirements; ) the Student's
passing grade could indicate: successful comletion of the | :
overall course requirements and the demnstratlon of

spec1f1c coupet'gncmﬁ. .o

Irut-/ial student competency status. The district mst
/ determine the starting point for keeping records on each o
- student 's 8&mpnstration of mjnimum survival competencies.
. I; the student's demonstration of a competency is assigned
a particular grade lewel, it may be recorded at that
tine. + The-district may prefer «to'rgcord the student's
competency at the'time it is demonstrated, even if 1t is
at an earlxer 'grade lewel,.. ) v

R}

-

4

o Lewel-of chtall recorded.’ Regarding the amunt of deta11

that will be recorded for each $tident, a comprehensive
district form could list all re§uired goals, minimum -
graduation sygvival competencies, and performance 1rC1cato;s

-

0
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whi¢h will track the student s pfogress and will

be maintained in the student's file. On the other

hand, the issuance of & diplemas/and/or chieckmark T
on the student's transcript may autopatically ipdicate
satisfactory completion of the required minimum /
performance requu:enents, as long as the conpetencies’ -
are described fully in district files and in classroom ‘
records. .. - . .

Resources for recordkeeping. The district should
consider the resaures available fbr recordkeeplng,
J.ncludlng . g . »
- Data processing 'ser\—ribs available for the district 's 4
use. . -
- Clerrcal personnel to be- signeg for manual system. \
. 4

Ve

- Budget considerations. . ' .
- Printing arrangements. ’
- Plans for orientation of those inwolved...

-Nmtbermg system and forrrat. The 'rationale for a -
‘consistent numbering system to.be used statemde is to
facilitate the interpretation of records of studente .
transferring between distridgts within the state... Choe

Progedures for updating competency requirements., T )
d1st’r1ct-adopted competencies in effect at the time a )
student is initially enrolled should represent the ©= «

contractual performance reguirement for that student. A
Sumequegt changes in the, d1str1ct» competency 11st should
not be retroactive... ) .

Special recordkeeplng problems. The dlstnct S recor§-
. keeping system should include provisions for students,
whe present special recordkeeplng problems. These.may’

. be students enrolled in open-entry/open-exit courses,

students whose files contain errars, or students trars- )
fernng (from o6r to) other districts... . -

Data processmg and/or marmual systéns’ A data processing
center’ can handle many recordkeeping tasks, such as,
printing‘out master competency lists, course lists,’

master schedules, and in8lividual student seheduling.
It can generate student status reports and student y

< record information mcluqu ‘studéht higtories. It-can

process pre-ninth grade information on students so that a - .
"begifning balance" tan be developed for each student. 4
£nthe other hand, any or all of these functioms can be . .

e nanually (1974 . 5-9). ~ b
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Potential Problems’in Methodologjes  ? : N .
¢ . for Instructional Ma.n‘agement - ) o
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‘ Conpétei;cy based education does require increased record-
kéepingv fot most ‘schools an;i'tead\ers. . Though evez"y effo\:tp ’
should be made to design efficient and effective data mRnagement _
systems, it is likely that‘ tead'fers will have t;>' spend more tine ‘ " S ‘

with'data management tasks than in a non—.cdnpe’tency base§ program: .

Computer support systenms, with potential to minimize teacher . -
effort and reduce costs, are being developed. 'i‘hese systems are * |
still relatively ive, however, and th}\s available to oﬁly\a ~

..

- few schools and distridts.

Transferability of Current Systems - : ?x . . p

Conme:‘ically devEIOped/instmctional management systems have.
tradltlonaw been t‘ie{to a spec1f1c curnwlum and set of mstructlonal

’

strategles. Recent developwents, however, include the, capability

to 1ncorporate locally de\aeloped goals, strategles and measurement ) ' f
items. ° . o . ] (

&
*«

Most recently developed systems relate to indivi alized learﬂing, -

and thus rray not -include all of the outczsuas, strategles, measurement

w1.::ex;s, and mom.tormg features apgropnate for llfe—related conpetency

based prograns X . . . K

,Progress' Reportiﬁg o woo .

- . > .. - * \
As with many new. deGelopmntsn;bere is a iod of transition LT
‘ ‘l \ L] ‘ . )- 92
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_ during which 0ld systems are maintained while new ones ewolve. .

. \ ‘ . . - . 2 - *
The practice of reporting stadent proéress illustrates. that sort

of . transition. Schools typically réport through‘the ‘traditional .

letter grade' format (i.e., A,.B, C, D, E or. F). As they’ gain

4

. the technical capaciy, nany -add reports on students " progress
. T .

FAR

toward .the stated outcomes. This progress reporting ini:reas\eé '

expense, and seens‘ paradoxical tO'n‘anyu parents and educators:
(i.e., ‘because of the didmot!o;lty betwee'n.norm réferenced grade
:éporting _and critgrion referenced progress r‘eporting). )
Robert K‘ott‘(i9_76). iIlust:;:a_t.:es éhree reécirdkeepiérg and
repo'r!t,ing approaches...;"tl;xat have pot:.ential for 6vercomin§

the najor administrative probleﬁ‘s* involvga in non-grade'/ccsurse,

 basegd education (p.‘16).",' , : ‘ C ‘ “'

® A typical approach is to link évaluation directly’
to learning experiences and pse<a pass/no-pass

System to accumulate credits towards competencies. .’

Other programs also link Aﬂ.ea;ning, experiences to . A
competencies but use an A-B-C/NS ‘Credit System ‘
where level of proficieny within a competency 1
* -area-are recognized (p. 36). - . ;
” .

/ ' i
. >

® More radical, but administratively difficult,
recordkeeping systems use portfolios to document
Student demonstration and competencies:

. T:Ijse
' portfolios are generally comprehensive, -cortain -

nartative evaluations of students and are more}
appropriaté to small administrative units. This
' System does provide the student ‘with excellent
support, documentation when applying for further
. sd'gooling.x enplo'ynent\(p.ls). ‘ . , 5
.
+ " . e, Most common,, presently, is the practice of 'keeping
~dual-record systems.- A gr ir anscript
with A-F grading is accompanied by a check-off

’

list for competency demonstrfation. The problem area N

., in this approach 15 the deCision’f whether Of not

<% ' to relate course evaluation to competéncy demonstration
. 17). . h g '
e . BRI .93
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S This se&;tion addresses the alternative methods for'CBE'

instructional managexrerlié. A totally ‘ianrated' instruétional

! managenent system addresses neecb relatlve to outcone 1dent1-

3 flcatlon, wreasurenent of outcones, strategles f.or program |

. development based on_the outcones, and strategles for outcome

based mstructlon. Each of these areas is explored to mclude
discussions of nanagement sy\tlans outcome and conpetepcy

"
—

components, mstructxonal strateg1es cortponents, t:est item
coﬁpments, t:eachet conpetencles development conponent and
. - the total system monitoring conponent. ."Oregon's Recordkeepmg

Gu1del;nes were presented for illustration.

[
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A “ - { | .
T ¢ CONCLUSION”
e ° ' - / - ’ . ';
’I‘here are perhaps t.hree pnne issueljwludu elﬂaer separately or to-

\ggﬂxerwmedmedlvers;fma;lmofneﬂmgisandthmﬂesystangapsmde
obxdombytrepxecéedfngreéimofuaéstgée-éf-ée-artof'caz |
’meflrstlssmxsthattherelsnoa;mmagreenmtaboutw}m
conpetencybasededwatlmls Mapproadm medesdrlptlvearxitre
ptescrlptlve have been etployed in attarpts to arrive.at definition clanty»

astomatcaEls Asyetneltherapproad:hasyieldedacammlyaccepted-' '

nslcnofwhatcazls, pemapsbecazseCBEt;‘asnotbeenoperatxvefora

su.fflca.ent amount of tipe to y:Leld suffl&ent supportive data for such a
' ; #

. ! { :i »
"mesec&xdissmaxisTsfranthedlfﬁdultyofammmgatacdlemnt

resolutlon } ~

vision of what the desired cqrpe}encaes are. 'Ib date, most graduation
onented CBE _pcmgrans address post-mstxtutlenal capablhua as their
outcome goals., 'I‘hemstcammapproadxlstoldenufymatlttakesto
,beabletofmct:.mvellezthe.r:pbasmsklllsormabroaderrange of '
life roles such‘es a lJ.fe long IEamer, famdly nmber, consumer, etc. This
task of devélopxpg cohermrt and relevant competencies is at best dJ.ffJ.cult
for professional sdmools and progran's and is gerhaps virtually mposs:ble
for elatentary; secmdazy and general hlgher education s:.nce it assumes
exrpmczl fmmdabxmsorptmloso;!ucalandvalmagreexmtswhldzamnar
existant atpresent Deal:.qgwith this msmadequatelyw:.}l requu:e
years of zeseardm and experimentaticn. 7t ‘
: Finally,evmzftherewemacmumlyagreedupdmdefmuaiofcw ’
and subsequentt éoherem; sets of des:l.rable and appfopnate capetermes,
there wouldmll be a defici,t in the areas of chrimstrably compatable

teadung techniques, assessuent procedtn'es and management. practlces

1
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mile'-there ‘are~a' great nurber of egct“ant teaching models, assessment .

practmes, and n‘anagement systems, msufflclent d@ta has been generated
~to sm;ggst that ane approach is moré beneflca.al than any or.her in Sup-
portmﬂ-aedevelopnmtofpartlcularcm/petencles. e S
" 'm cmclus:Lmthen it seemsS that the rhetonc, policy, and the%
of CEE, although mmatu:ce :Ltself, is well in advance ofﬂﬁ practme of
CBE. Thus farmly:.n(!tegmmthereacmswtentstatemdeeffortto
implement ‘a catprehens:we K=12 catpetency based system, and even there
first reports of broad based research into the practlce and effects of

!

CBE-in Oregon will nof be available until late in 1977. When similar

policies in place or developnent in such states as California,
Mldugan, New Jfrsey New Yozk, ard Pennsylvama begm to have an effect

- on local school dlstrlcts, there will be a broader State-of-the-art of -
CBE to be studied and reported. In the mearwhile this reporton the
state-of-the-art of K-12 CBEhas had to rely upon such information as is
currently available in-the literature o CBE, in the existing reports.
mpracticewithintheStateofOregm*éndin ]
elsewhere, and J.I: descriptions éf plannmg, mstrucucn, measurement,

te and local systfms

andnanagarmtsubsystemsmlda log:.callyrelatetoCBEevenlfmt .

" originally developed to be part of a K-:LZ CBE system. Thus the: state-of-

the-artdfca,étmcybasedtedmatlmneﬂmds because oft-heCBErrove-

ments crng:.ns and relative nmatunty, thus far has more theorét:.cal and
. methodological gaps'than it has substantive content. :

-
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hY M - . \
g .- T r . SUMMARY * ~ .
. \ ' i .
.- , * This paper explores the state—of-the—art of cmpeﬁency based educa- \3
— -

. . tian, MapyoftheexanplesofnetlwdsofCBEmcltﬁedmthispaperare
| _ R fdramfxgmtheCBprogransandsxpportdocmentsamntl?musebyﬂxe > t o
. State of Oregon. Afteradlscusumofﬁaehnposeard%tentoithe l» T

papertlestat/e-of—the-art ofCBExsaxploredmfmrareasv&u& s;n:v .
’,humgmmofﬂeedmatiahlpmoess 'Ihefom:areasaﬁeplanm.ng N

mstnx:ucn, evaluaumandmanagarmt oo, T -

e IhePurposeandetentsectlmmludesasmnmyofna‘ua;ndw
"trendsmCBEaniposesaworkmg defﬂuum‘of competencysbased educatmn _
- ,'memmrxonatlmallyaocepted coheslve defmé of cpnpetmt:ysbased . ‘.

| 'edumtlmattd’ustlm ‘Hertce, myoffhealtematlve mthodsdescx:lbed '
C J.ntheplanm.ng, mstann, eva.luatlm,arﬂlecofdkeepmg sectlmsare
" predicated on différent operational Gefinitions of CBE. - - - \
T{meplamnnqsecumexpldresalténmuwapproad'estommws h
‘ l'for the identifi ation pf edw:auonal Spetencies. 'Ihe alternative nathods ‘
' aregcvei'nedl.p byvanables whlélgxepresentedmfmzrcategoties
e the?xature oft:t'legove::anaUtimnty ; o K

: . the beliefs and /or raticnale employed by lndi\n.duals and groups
PN . _“_,thatldentlfytheoutqmes _ S

-e the dmara(:te_nstlés of“ﬁn instructional program to wludlthe
outcares apply
}

> .. thecharacterlstlcsofmesttﬁmtswmmxstaduevethemtcares
) ¥ ' wrule the’se variables J.nfluence the identification of competency ® '
Lo ummsaeyalsomflmmemeselecuonofmstmcumalappmades,,('
evaluatmn, and recordkeepmg,approadxes TS the. extent that the 1nd1v1duals .
| who are respchsible for the planning, instruction, evaluation and record; '
keepmg sequences of aCBEpmgramarea.nfltmoedbytheabove llsted

. / e
. N
. . . - . 2 o . ‘;\ . )
!. v - R L -
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, Programfcrr.eamingmAmordancethhNeeds Indlv:.duallzedSc:.enceand

1(,, :

variables- alterpatlve nethods w111 be generated.’ K
Inthelnst'.rtx:tlm sectlonofthepq:erltls alsopomtedoutthat

n,
decmlons regard:.ng ms&:mct:.cnal strategles are J.nfluenced by the sane 5
va,nables which mfluence ldentlflcatlcn of catpetencies. Ccnpetency based

"education caJ,ls for J.nstrucumal methods capable of fostenng student ©o-

/
progress tmard and attainment of spec1f1ed cbjectives. Such nbthods are

exatmnedmtemsofsevmmles\atemerneedstoassumthrunaCBE .-
program 'mough these seven roles ;emmn fairly ccmtant, CBE net.hodolo—
g:.es may d.lffe.r—-and should differ in resp*se to specific program d:Jec.h
tJ.ves and students' 1dentif1ed n&ds One J.nstructlonal st.rategy-use '
of out—of-school acuwtles-—[,s lllustrated throdgh a 8pec1f1c exanple
taken fran a Seattle high schoq]l business curr:Lculum . . .
The mStructlon section of the paper also mcludes .descnptlcns of five
alternative mstruct:.mal models selected for dJ.scussmn because of their

apparent cons:Lstency w1th poumon dxaractenstlcs of CEE. These fivé models—

-the oD ane the Klbler, et al. ,Nthe’ Ind1v1dually Prescribed Instruction,

Indlvz.dually Guided Educatlm—are dJ.scussed in terms of their saJ.J.ent
c:haracf:enstlcs and .purposes. 'ihe Jllusr.ratlm is deSLgned to give ‘the

'readeran1deaofhmba31cCBEprograncmpmentscantakemd1ffemnt i

IS

shapes as district or classroan needs warrant. Far from ‘bemg a presc.rlp-
tive set of unalterable directives, ngram dxaracteristics are subject .
to_v:'.rtually"limiﬂess variation. R '

i PR

The evaluatz.m sect.xcn Of the paper explores alternative methods® for

L =
.

assessmg,outcutes and carpetencies Four approaches to student assessmsnt

that are cammly used arg described. Flrst, the norm-referenoed ,

o«

A

approach where student performnce .2s interpréted by refezenc:.ng the

perfonnanoe of others who haVe taken the ‘est Second, thd crltenon-/

‘ =
- . ‘ .
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refe;en(:ed a,gproadrwht;{e performance on a task is measured agaJ.nst an

h' . absolul;e qﬂe{thmt{?eferexmmg‘trxepaSt perfomanceofothers cntbe ;'- p
same test. :ﬁu?aippr::aq;‘ls dlscussed as“bemg the most apprrcpnate for . /
md1v1dual dlagrxostlc/persmPuve dec:.s:Lan Smee éersmauzatlm :Ls one .
of the'main cmcepts in sare de?mmdxs of (Schalodc, &:ady and Haﬂ-x- /

« away, 1976') perhaps the mﬁenm—refe:enoéd’ appmach 18 the mst "amenab
. to CBE. Thizrd, thetbjectlves refgrencedappmadlmereperfommo:g
" a test is mﬂer,preted by referenc:.ng the behavioral cblectlve for

Was wr:.tten Fo'..trttkthe dmam-referenoed amroad& whene pErf -

on74 task is mterprete%}y referencmg a well—chfmed set of cl

-

petencies and who were ehoosmg or des:Lgm.ng te i techmques for m ”
'The\‘secum mcludes a /bnef hypothet.lcal descnpt;/m of the ways an .

.assessnent tool'mayBe mcedbythebemts?&'ﬂme theoret.icxansl .

.,

\dlscussed in the fJ.rst “ien. The sect:.m cludes w1th a descnptlm

of three scurces for ‘CBE ca:paftabla assessmzrf)é natenal The Clearing}nxse
for Applled Parfomaﬂce Testmg 1s ‘a progrqm which defines the neasm;rent

of performance in an actual,oor s:.m:lated Settlnq The ERI.C ClearmghouSe
PV
on »tests, measﬁremmt and evaluation ls/ a collectlm of’ cntenm-referenced

istics of a totally :Lntegrated instructlonal nanagenent system
' @ am outcomevcampetencies carpormt ‘
e a ’colleq;im of alternative lea.rning strategies ‘related 'to the




progfam's outcames and ’caipeﬁerxcies
‘ ;crlterlm-referenced Fest 1tens : -

prov:.snm for thetdevelopnmt of teacher carpetenc:.es necessa.ry
to successfully implement a full-scale CBE program’ -

- @ a monitoring camponent | ~—
(The Qregon Total‘Infonnat:Lon tem

Four'potenual probléms “that may %ﬁm ticn of-instruc- |
'tlon;l rranagatmt methodologles are explored br:.efly Flrst, UBE installa- .
'tJ.on ﬁ'equently darands extéﬁ.ve augnentat:.cn of current l‘ecordkeepmg
prooedures Thls can pmve not” mly time conswg, but very expens1ve
asmll Thoughca@uterlzedsystens mbewmgamlabkmmmmas-
J.ngly w:.de!s%read bas:.s, they remam outside the fJ.nanc:Lal reach.of m%

Segpnd, many systats dack transferab;.hty. ‘Until very: recently, .
.most nmagatmt systems were tJ,ed to a spec:l.fle curnculun ~ 'I!us mini-
mzéd their cagabmty to imorporate locally ae%eloped goals and strategies—

c\rﬁmal capablllty Evél now, nang‘:fm ; developed systems are related
g tomdlv;duahzed learn:mq andmaynotbe ﬁulyadequate fortheufe-

relatad elements ofCBEprogram : -

:.'nm:ﬂ mthodolog:l.es for reportlng student progress ape in a pened
“of tran:-ut.tm " Traditiodal grad.mg systems which are stz.)e!."m effect

mnnstsdmlsa;renatomplenentarywithtm%ortofprmss:eporung
»

approachestypicallymeﬂmCBEpmgram. N R .
' Fmrth mlleproductsaxﬂresom'cesareavailabletomsistaistricts

)

’ ”'1;1 deslgm.ng mstruct:.mal nanagemt systems, there is currently no
, cmpxelmsive, anmtated index to such extant resources.
A'(’:BESmn'cebodclscurrentlymderdevelq:mntbytheQregmcmpe-

_’tencyBasedEducatJ.mProgrQn 'Iheparpo&oftheCBESmrcebod:istobe ‘.v_

two-fold: (1) topmdethemerwithasingle sourca for the many

”
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reéourceé th\m; -a.re useful in i:rplgnéxting and operating CBE; and (2)

“to prw£® the user with a ccuplfte/aescripti&x of each resource in the
context af the .fxmct‘mns it serves in operat.mg a cmpetency based educa-
tJ.on program. Resources descnbed in the Sourcebgok 'mll be appropriate |
.for individual or for group use 'l'ne resources will Eac;ln;ate selecting
or designing materials for a single act:.v:.ty 4 th.t of instruction of for
a catpre.hens:.ve carpetency based edu:atlm program. The resources w:.ll be -
carefully selected to J.nsure their relevance and usefulness for persons
des:.gm.ng ard mplarentmg catpetemt:y based educat:.a‘x programs ccns:.stent

mmﬂeCBEprocessesnmdatedbyﬂBMMOfMWum -

The paper closes wi'gh a anclusion sedtion which explares some of the
‘! "gaps! faced and exposed by a discussim of the sti'te—of-the—"&pf-csm.,
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. Educaticnal example: learrﬁngma;tisneantbysudacqncepts

L d

l “GAGNE' S HTERARCHY: |

Eigh‘ types'of' learning ooupnse Gagne'_s.lé-anﬁ.ng hierarchy. The types
. - ! R * . - ) . ” .
most rudamentary lgvel and progressively becate more sophis-

» .

ing. Based-an Pavlov's respandent conditioning
. 'Hzelxﬂlwdualleamstomalcqageraeraldiffuse_respmset;o
a signal.” Bducatiopal example: leagning to associate a spoken e
; name of ;an cbject with the printed'name of the cbject (signal stimulus) °
#sult of its (printed name) having been presented repeatafily .
'Pictute, of the cbject (unconditigned stimilus in this example ~
gthe\@sﬁmtalmady}umsthespdcennmeﬁorth,epicture).
Based on Thetndike's trial-and- '

v

Type 2: Stimulus-

stimul Lrsgpmsemits." Educaticnal example: ‘mastering the se- .
a involved in writing, swinging a golf club, operating a type-
write#, brplﬂyﬁlgapiano. LA

) Association: Similar to Type 3, except that both the
stimilus;and the ‘response element$ are verbal. Intémal mediating -
ideas may be more critical than ih types 1 and 2. Edmatiaxal‘%g‘sle:
learning French efuivalents of English words and longer i
such as/learning a poem or speech. " . - )

] ) .

% 5: Discrimination Leaming (among Previdusly learneq' ) -
individual learns to make a-different identifying to

as many ‘differént stimuli, which may resemble each other in physical, .
appearance to a greater or lesser degree." Educaticnal‘example: -
learning in a Biology cg;etrsxe different characteristi which
distinguish cne animal ies from another, or cne class 'of plants
fram otherg. ~ \ - : o T
Type 6: Concept Léarning. "Nakin'gacatﬁmrespgmseﬁg;class of,, °*
-stimall that may er fram each other widely in physical "

- .

little, 'many, large, gravity, hexagon, ete. ‘ _
Type 7: Rule learning. h\e.reas'lypeQinvolvedleaming, R/,
exposure to concraete les of the class, Type 7 is at a highaer
. level of ab#traction. . In a sense, this can be depicted as learning
. rules, where a rule i3 Gefined as "ap inferred capability that enables
the individual to respond to a class of stimilus situations with a-
‘class*'of performarices, the latter beinEgedictgaly related t8 the

. | 1"_’103
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former by a class of relations.” ‘Educational example: learning how to
fihd the number of square feet in a rectangle, learming what proce-' - -

dures ‘are necessary to determine whether a subject and predicate
m m‘ mr’ etC- 3 - ) . -
' Five instructional principles which »facilitat'e rule learning: . .

° give the learfier mfczrmatl@abmt the nature of successful learning
‘ e assist in identification of critical ccupcnent. ‘cmc@epts
® present verbal instructions and guigelines which f;ciumté';oi?ing’
diamsofpertmarﬁ;cmcepfs ) - o

e

> T e
4

v > ’ ) . .
- o-erm;ragetlefleaniertogiveverbaldesgﬂ:‘:timsofmemig .
" (Cagne, 1970, p.203) ~ B

’.: ‘) .
. Type 8: Problem Solving. Ir'xvolvesinte'.malcognitiiae Scessgs to a _

greater extefit than is necessarily true of the previdus seven types. -
Problem solying involves making use of the concepts and rules which
have been learned and generating.new concepts or rules so as to define
a problem and find its solution(s). "Prcblem solving as a method of
leaming requires the leamer to discover the hi. -rule without
specific. help." Educational example: finding how' do sorething .

B that is not possible by merely following a simple rujle. This might
occur in social studies where jstudents are to resolve di
between two hypothetical competing countries which have both manual ,
interestsaﬂirmtpatdaiigoals,orinmﬂmtics‘msesm,'
students are to find sol } to camplicated algebra problems. -

In using his instructional principles, Gagne identifies which effect |
the leamer's responsiveness to instruction and his retention of what
he , T ; N

"Gaining ald eontrolling atteptim.’.."' . .

"Informing the learner of expected butcmes..." o '
e "Stimilating the recall of relevant pmrgqmite capabilities..."
° "P:ese.uting the stimuli’inherent to t®Adaming task...”
¢ "Offeting guidance for “learning. . ." L

3
<

® - 0

©

A v . -~
_ e "Providing feedback..." . >
\_wrming performance. .. " ’ . ‘ o
o e "aking provisims for fra.nsﬁerability...: ' ‘d\/ _
e "Insuring retention..." o E
(Gagne, 1970, -p.304) . T 1. S
‘ - 113 | S
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For Gagne, - there are five m;wk categones of human capabilitjes that
are the outoomes of learming: .

° ve.rbal information
. y
® intellectual skills

" ® ocognitive strategies .

1974, p.64-68)

»
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PIAGET'S+STMGES OF COGNITIVE DEVELOPMENT
| AND POSTTION QN TYPICAL PROBLEMS,QF LEARNING .

' 4

<

- Stages of Cogn:".tive Development . .~',. a o -
\ ) ) . ' * . . ' . : -:’ i .-,:’~
' Birth to 2 years - i Development of schemes pri*
o - " marily through sense and

. Gradual acquisition of abil-
ity to conserve and-decenter,
but not capable of operatioms
(reversibility) - .

Capable of operations, but- ,.
restricted to cohcrete ex- *
- periences, not able to gen~ -
« 'eralize to hypcthetical
C Ablé to dedl with abstrac-
operatiocnal tions, form hypotheses, T
. . consider possibilities

) L N . ;
. (Magoon ahd Garison, 1976, p.40) ¥/‘_.——-—' - » f* . /_:

v f A

’ G : < oAl : .
_ Piaget's Position on Typical Problems of Marning . :

1. Capacity. In a theory suchsas Piaget's vdmereby'developuant’festfs ..

'~ very largely on mattration, differences,in potential are set at -

© . least in part by native differences. Development may be refarded -
by wnfavorable , and advanceq, -at least to safe extent,
by more (favorable envirdrment. : ’ v

L

Practice. Thé essence of practice is active di . and passive
learnmg'isineffective,atleastinearlydxildmood tive 7
practice may assist in the learning of sam basic information (fig- = -
urative), but it is not the way in which inventive transformations -
-are learned (opetative). 'meroleofpracticeva;ieswith)aevelcp-/ .

M . el - . L \ s :". . .
Motivation. Motivaticonal aenceptions are- little emphasized, aithough -
) 18 .considerable ‘admiration for.a position such as Dewey's v 7
that relates interest and effort.s The theory of equilibrium . :
sugddsts that the léamer desires to reduce his intermal conflicts,
thus’keeping his thoughts-harmonious. In this, the motivation .. -
-implications are similar to those of tension-reduction théories |
(howeostatis), or , in.the cognitive sphare, of dissonance

reduction, o - ) .

/

v
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Understanding. " Understanding is the véry aim of operative in-
telligence, and, as a logicign,+Piaget wants the learner to

- fational inferences from givens. The notitn of "structure” is
,bagic, classifying Piaget's as a "centralist"” .theory. -

5. Transfer. As a result of assimilation and accommodation, the
growing child can comprehend an increasingly wide sphere of ,
- ‘relationships. Alghough the concept of transfer of training ‘' -
is not focal,’ certaihly problem-solving competence is, and this
y limplies generalization of what is learned. one of the enpirical
+ problems is that of the concurrent emergence of('a nuwder of -

abilitiés when a newstage is reached. L

- d 7 ~ -
6. Remembering and forgetting. Vely often a test of the firmess of
. ' a new acquisition is provided By how well it is retained. Inhelder
(1969) has devotsd a chapter td the ptoblem of memory in relation*
* to intelligence, based on a larger study (Piaget, Inhelder, and. )
Sinclair, 1968)." this’ jarger study is reminiscent of the work of
Bartlett (1932), to whont.acknowledgent is made. It was Bartlett's
cantention that memory-is proguctive as well as reproductive, and
this is brought ‘out in relaticR to Piaget's concapt of development .
- For example, children of 3 to .8 .years were shown 10 sticks, 9 to
. centi in length,” arranged in serial order frem the short-
‘est to longest. A week later, they weére asked ;to draw what they ‘
had-.seen,mdthmtoérrm'xggthesticksasﬁxeyratenberedthan LN
to have been arranged. The same requests were repeated same months
later. Iftl’xed:.ildrenwe_massigned to four operational stages,
" onf:.rsttestmgtheyyleldedessentlauymrrectr&spases (a
series of sticks in ascepding serjal order by size.) Although
- these results are somewhat contaminated ‘having the seriation -
enter into the stage.classification, , More complex experi:
ments led to-the same conclusion. Merory is not gimply a residue
of the perception of what the child has seen;.it is.instead a
synho@.icrepresaxtat_im’oftxxthedxil;lhassdmtizedmattle
.w‘. . » .v

’

diStort. In any case, memory camnot be
. te fram the 'functioning.of cognitive processes as a whole.

"(Hilqard et 31‘ 1975, p. ;d,;;) . . - . o,
- ~ . . ' - . .
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Bm'smsmmmmom
AI‘DDIS%ERYI.EAR\IDJG
'I’omderstandthecaneptof i asmﬂdBrmxer(i'ﬁ'
inf:orunttorecognize thathecharaeteri learning, in the ‘
J.ntellectualgrowth Intellectualgzwthforamzerj.sv.éuedasanm-

'crusemcnesablhtytomtegrateandtomenewmfomatlm Bruner
cautxaméducatorstocmsﬁercertam"bendmarksaboutthenaﬂmeof

L)

zmtellectual growth against which to neasure ane's efforts at explanat.wn” R
"t"‘k 4 -

;tBrmer 1966, p.5):" 2

1.  Intellectual growth involves an ever-increasing mdependem:e
fram the direct ellclt.mg influence of stimili through the
.deve opment of cognitive medJ.atJ.ng processes which afford one -
1llty todealw:l.th stimuli m & more symbolic level.

'nusgmwthmvolm development and refimement ofones:.n—
ternalcbjectsarxieventsnepresmtatlmalsystm ' J‘

Growth also involves an ever-increasing ability to use wordd’

ardsynbolstologlcallyanalyzemtwehax(edmem do.
J.nthéfutm'e

Intellectual growth is fostered by systematic and exploratoxy
tutor-tutee relationships with various s:.gmflcant persons
serving as tutor. .

; -
Languageca'zstltutesatoolandmstmmntmdienablesthe
leamertocurprely—ordermtheennmmtaswellas
canstitutes a means which fac:.l:.taws leammg

With intellectual growth, cnebecares
nmethanmetransactimatanymeuue
. intellectual resources wisely in coping with different environ-
nmtalmquiretmts - _
Brmerhaspresmtedfarrthenesm&headqmledgesas-reﬂecung
hlsovmvi.ewsabon.xtedmatlm. 'Haettmsa.reendenthrmerstheou:y
ofmstnx:t:.m - -
Bruner's first theme notes the impdrtance of how knowledge is organized
Qrstmlcﬁ?;ed. o ) ‘
”meprevailmgr}otimwasuxatifyoumderstothhe‘stmc&neof
1




-

¢

mnaturemordertohb@natmeb bymderstandmgsme !

‘deeppxmplesymcmldextrapolatetothepartlcularsas
needed. Knowing with a canny rstrategy whereby you oould

krmagreatde?a.abmtalotoftmngswtulekeepmgvery*
little in mind."” (Bruner, 1971, p.18)

vt "me'.secondttmecmcemsthereadinesstolearn 'm:i.sﬂxemede\als)
with mtellectual development and its mphcat:.m for both curncultm and
J.nstmctim. Bnmrquest:.medpogﬂ.&rnoums thatcertameducatlmal
matenalsmaybe "too dlfflcult" to be tm:ght in early grades.. He proposed
thatltuaybepossmletoteadxpracucallyallsmjectsevmtosmall.
duldrex; Qleofhlsunstquoted;tatetmtsn.s "Webegmwltnthe'
hypothes:.s that any subject can be taught effectively in some intellectually
honest form to any d'u.ld at any stage of deve]opnent " " (Bruner, 1960, p.33)
'methlrdthe:eerphasuesthemportanoeofmtmtimintheedum—
tional process. Bymtmum, Bruner means "The mteilectua;,tedxmques
of arnv:.ng at plausable but tentatwe fonmlat.lcns without go:.ng thmugh

I \

the analytlcal steps by which such forxmlatlms‘couldbe found to be

14

valid or invalid conclusions." (Bruner,.1960, p.13)
The fourth and final theme speaks to the issue of motivation of the

‘desmtoleamardﬂaeavallableneanstolnstnntorstostumlatesm

»

motiviation., Invar:.ous papers, Bnmerhas cnntexﬂed that the edwat:.aml

e:q:e;mweswtu&stnn’gatenoumﬁmaremmwhldmﬂelqaqer a
- ' . ) "\ .

actively participates and personally experiences campetence in dealmg .

w:l.thh.xsmrld - -, 5

»1111966 Brmerprcposedfqzrpnnclpleaofdisoovexyleammgwh{da
catpmsehlsfomertheoryofmstmcdm 'Ihesepnnciplesare

O{JPmdlsposumntolearn This principle odtlines conditions:

pz'edisposetlaestnﬂenttobebothwilllrngatmdéBleto

Mm}eenterstheclassroan ‘ ‘

) Stuctxn'eandfomt\of knowledge.f mispriricipleoutlinesmef
/ . . : oY
L Yoo

{l. . ’ . ) | la)




need for stmctural feafures. The body of materiil that
tobelearnedshouldbeorgamzedmsmeoptlmalfom
thatthecontentcanbemanagedandgraspedbytheleamer .

. . . e Sequencmg of educat:.cnal expenences A theory of mstn:ct.lcn,
‘ according to Bruner, should” specify optmal sequences for: :
. i presentmg educatiarial experiences. "Instruction consists of
\ . %eamthm@aseqmofstatamtsarﬂm—
' ' statenentso a procblem or of knowledge that increase the -
. . learnersabllltytograsp, ?sfoxma:ﬁtransfe;whathels )
. learning.” (Bruner, 1966, p’.49)

‘e F(’:rmandpacmgoftheremforcatmt Iearnmgdependsx.pm
ofresultsandtmewlnnandataplacevmereﬂ'xe
zcanbeusedforcorrecum" (p.50) Bruner, while
recogm.z:.ng "the rewards and punishments which are of central’
ocongern to behatvior molifiers, prefers an informational rather
/ thanadnvereducummtgpretaumofremfomatmtval&m
s facilitating learning. )

L

Brune:c has presented four benefits which he believes are inherent
in dlscovexy learning approadxes. These. benefits include:

g Increasemmtellectualpotency "The learner will be mare
. likely to develop prcblem solving search patterns, to learn
M how to transform information and to organize it so that he
'cangetthemstwtofthatmfonraum,arﬁtodevelopan
expectancythatthereusuallylsscueorderlmessinnatme ~,
whether or not a correct"ansaer:.sqmcklyfortl'xccuu.nq .o
(Snelbecker, 1974,9125) N y i

.o Suftfmnextr:.nsmtomtr;nslcrewards anerbeh:evesthaf;
' . whmasttﬁentlearnsacomeptou:-principlebydiscoveﬁng
- relatlmslups‘mxgexanples,inantrastwithbeinggim
S ' ' analytlcalstaumtsaboutthatcmceptorprmipal,thesttﬂent
. ' gamsgreatersausfacumfrantheleazmngprocessam'ccmesto
. real:.zethatlearnmgpmdesmtrmsicrewards

5 Leanungtheheunstrcsqr%mgstrateglesformakmgdis-
covenesatsarelatertme

-~ oAnaidboreta:tlmandretﬁ.evalofinfomaum. Bruner has

’ " theorized that if new information is organized’in a manner which

s decreases i cmple:utyttm:ghaprocessofeﬂ:edingitmtm
lea.mers%mﬂcogniuvesmmm retenumandretneval
will he fagilitated!
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'.'mag'sw‘imscx'nmmmnmcamrmmxm“ : |

t
t

< Tabamthastrmgmtemstmmprovmgmstrucucﬁmthesoclal N

‘sttﬂlesandlmguagearts,ldentlfiedlevelsortypesofﬁunkmglmmlved

t e

in ccncept formation in the develogtent of generallzat.mns and mfatances

\ Y thxough the mterpretau‘ of raw data, and_in the apphcat:.on of p:cinc:.ples
- Concept Fornatlcn . ‘ ' o
¢ P . B Inltssinplestfom,cmceptdevelogmntmaybedescribedasccm :
- o sisting of three processes.gr operations. One is the differentia- -
) ", tion of the properties or dxaractenstﬂ.eg of dbjects and events, . _
. such as differentiating the materials of which"houses are built .~ “ -

' fxunotherdmaracter:.stlcxofhmses This differentiating involves °
' analysxsmthesenseofbreakmgdowngl&almlesmtospecific 2
prope;t.l.esandelenmts. . . '
o . The second process is that of grouping. ’nusprocesscallsfor
— . - abstractmgc&rtamcdmﬁxdmractensﬂsmmanayofdlssimlar
~ <4 obgectsoreventsaniforgrwpmgmes;onthebasisofthmsimllar
) . ' WMasgromngmgeﬂnrhospltﬂs, , and medicine.
‘ as samething- to do with health care or acco tbe:.ravallablhty
as an index to the standard of living. Naturally « the same cbjects -
‘andeventscanbegrmpedmseveraldszermtways For example, ))
™" hospitals, X-rays, and surgical equipment can be grouped

'ashealthfac:.htxes,astypesofseMces,orasindmesofstandard K

3

-,

e ofhving,depe:ﬂmgmﬂxepurposeofthegro\pmg . R
. 'met}nrdprocessmﬂntofcategonzmgandlabelmg This process
* _‘céllsforthedlscaveryofcatemesorlabelswhldxmcaﬁassa:ﬂ

orgauzedxwrseob;ectsaxﬁevents,su&asevolvingmecmceptof
LA ‘a\utneasmurentfrmmaswmgm&aaxp,aya:ﬂstidc,aplam

. . : stick, and a rubber band. It- also.involves the procéss of
‘ , - and subordination; thaf Is, decn.dmgmh:.duﬂeuscanbesxbsmed}
- _ ’mdervdudlcategory
Inclassmdtst}uscogmtlvetaskoccursmthefomofermratmg
o - omglisting, such a8 identifying a series of specifi¢ items noted " .
.- » : inafllmorreportedbyareseardicuunittee,ttmgzmpinqsimilar B
- L tm.ngs aniﬁnally,labelinqthegrmps .

vt ’ . ot Y -
o . \ e *

¥ Interpretatim of Data and\ge:ence

5/ o Essent,;.ally the cognit:we tadR ccnsi?sts of e.vofvmg general:.zatims

) v and principles from an analysis ¢f concdrete data. Several subprocesses
. ~ - are involyed. The first and simplest is that of idmtifying .
. specific poinss in the data. This pmwesissm\emat analogous to

\ g the listing or enumeraticn growping. 'The. second process L
" © =7 - is that of explaining specific.i or events, such as why ocean
. 4 , -Currerits affect temperature, myMe:d.coenployesthe bachcnetead'x -

v
- . - , N
M
: . . b4 - a - ,
” s . . . -~ .
. kK . . » -
i . 13
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-
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one" system in eradicating illiteracy, or why the way of life in

California changed when its-harbors were opened for free trade.

This ‘process-alsc involves relating the points of information to

+ .each other to enlarge their meaning andtf establish relationships.
. J .

The third operation is that of forming inferences which go beyond

. that which is directly given, such as inferring, from ther compari-
son.of the data on tion composition with data on standards of
living in certain Lating American states, that countries with pre-
dominantly white populations tend to have a higher standard of living.

Interpretation of data and formulation of inferences takes place in
theclassroanwl'mrthestu@tsmmt cope with raw data of one-
sort ar another, such as comparing the imports and exports off several
countries or analyzing and systhesizing the factors which i
the level of technological development in a given culture by ex-
aniningthetoolsani\tedmique&usedintheproducticnof .

Appligation of Principles "4

A.third cognitive task'is that of applying known principles and
factstoexplajnraﬂphermma-oftopzedictcmsequmoesfm
Jadown conditions. For example, if cne knows what a desert is like,
what way of life it permits, and how water affects the productivity
of the soil, one can predict what might happen to the desert way of
life if water became available. . ' S

This cognitive task requires essentially two different operations.
One is that of predicting and hypdthesizing. This process requires
an analysis of the problem and of ‘the’ conditions in order to deter—
mine which facts and principles are relevant and which are ndt. .Second
. is that of develq‘:m;m
~tuteﬁ1ecasualll.g;:]e.tmthecaﬂitims and’ the prediction ard, -
in fact, make a rafi Esdi,ctim\ore:q:lanatimpossible.‘r‘or

exanple; if one predicts that the presence of water in the desert )
will cities to be built, cne needs also to make explicit the

in"of causal links that leads from the availability of water to
the building of cities. These chains may ‘consist of logical condi-
tions, such as that the presence of water is the only condition to
make the soil productive, or fram factual conditions, such as whether
the desert soil contajns salt or not. (Taba, 1965, p.536-537)

g . . » .

-

informational or logical parameters which consti-
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. ' [
— \ .Transferoflearnmgoccurswhenapersms]eammgmmemtuatlm

mﬂtmmsh;sleammgardperfmncemoﬂuer&@aums If thére were -
notrahsferatall, studentswouldne}dtobetaughtspecnflcallyevery

\
actﬂ:atgneyeverweretoperformmanyatuatim. Inltsbmadestsense,\
transferofleammglsbaslcbothemlenouafofsdxoohng SQ"nggnde-
lunsforteadungtot.ransfe;inclucb _ - - ' .

¥ maaomzethesmlantybeweentead’mxgandﬂweulumte '
testing”situation - ,

‘prov;deadeqdategxperiemewiththeoriginaltask
/.

provxdeforvanetyofexanpleswhentéadumgcmcepts
andpnnc:.ples -

labelorizm.l.fymportmtfeaturesofatagc

insure that general pnnc:.pﬁs dre understood before
requlrlng transfer .

(Ell:Ls 1965, p- 70-71)

r

Same Pr:.nclples of transfer: .

e Over-all task similarity. 'rransfer of training is greatesst
Mthetxammgcaﬂltlmsarehzghlysmlartoﬂbseof
theultnnatetestmgcaﬁlhms ; e .

° Stlmzlmsmlanty vtmataskrequu'estheiearnerto
nakethesanerespmsetone.vbutsmlarstmm, positive
transfer increases with mcreaanq stimulus simtilarity.

. lbspmses:.milarity thataskreqtumsthelean\erto
make a new or different.response to the same stimuli,
'transferwudstobenegauvemincreasesasoﬂnrespam
became less similar.

a. Under conditions of high xespmsesmnla.rity.
condition can produce positive transfer. .

. b. Also, 1tisusuallymd1£ficuftu@erttﬁ.scmd1t1af~

to .cbtain negative transfer in verbal learning thdn it

,/ isinmtcrsk:l.llstraining )

¢ Joint stim:lm—respmse variation. If the responses in the
- transfer task are different from those in the original task,
ﬂmﬂlegreabertheshrﬂ.lantyofstmuli the less the

, Ppositive tramsfer.

N .




4 . . o~ - ’ . N

S . ° Iearning—to—leﬂ .Cumulative ‘practice in l a sen.es
- ’ of related tasks or“‘prd:lats leads to increased ility in
leaming how to learn. ) . ; *

o Early-task learm.ng 'I‘ransfer is maximized if greatesx. effcn't
J.sspentmnastermgﬂieearlyofasenesofrelatedtasks

v e Insicht. Insight, defined behaviorally as the rapid solutim . -
o ofprd:lgns appears to -develop as a tof .extensive :
\ . pracucemsolnng similar'or re -

o Warm—p. th-\plstheptaio\mcedbut
effectresult.mgfranpract::.cemscneacu‘
ing the transfer task. .

. oTJ.nemtervalbetweentasks%ﬁer .on the second task is \
- minimally determined by the ﬁﬁ;mmmm
y transfer tasks, aslmgasthe fertaskmvelvuhttle

¢ Mediated transfer. Transfercanoccm'asaresult of mediatien
. dtztoﬂwrxeb:orkofassoclatwehnkagesbemeentaslm Y.

"o .Bilateral trandfer. Pos:.tlvett'ansfercanbecbtaa.nedasa
resultbfpractmemthmelﬁnbtoltsanalogmslmh

‘s o‘I‘askorstinulusvanety Ingrm'al,varietyoftasks orofP .
‘Mmmts,dummmmmm : ."
the amount pf positive transfer cbtained” . T N
. oAmmtofpractwemé’eoﬁgmaltask 'Ihegmatert‘he K ‘.

. ’ - mnmofpracu.oemtheongmaltaak,thegreaterttebkelyb o
. hood of positive transfer; negative transfer is likely to g S
ocmrfol]aanngmlylmu.tedpracucemtheorigmaltask

, \ . e Task characteristics. No cleamc{ gmeralizatmns about the
7 role of task characteristics such as dJ.fficultyor caplexity -
appear evident.: . . .
. »
. @ Stimulus predlffemtlaum Relevant S pretrauung leads to /
¢ : positive transfer when the transfer task involves .
T evidence for reflevant § effects én perceptual tasks is negatlve

\\\

= “‘t\%w

.i.,‘ oumrsﬁandingarﬂMteriftheleam
understands the nﬂesorprmpleswm tate
/solvmgnew lems. : ) -

o Growp learning. 'nmelsnoev:l.dencefortheautaxatlctransfer'
—ofprd:lemsolvmgskillsfrauagzmptom vi@mls:.t\ntim.

(Ellis, 1965, p.71-73).

o . . {

A , . 118




. -
| -
n ' ) _ .
« - " 4" LN - . ‘ \‘%B
P ad 1 ’ -;
o . ' . [ ',;:‘ .*‘,,'-*\. ./
' . P l . . . . . .K
<‘ - ) ~ :’ '-N. N ) /'
N - #n f 7 ‘
£} \' “ . | ;i'
. i |3 N o . ] . . .
_ | .
‘ R _ .
- . . . *: % . . ) | 5 ' ) |
’ SR U O .. 7, » s
—_ : - N = . AY R " . '
s a' \ R - . . -
. . . , - R . ) ) .
a , f P A’; . \.
: - [l . .. i
id ~ ¢ kmtiey . -, . A )
R ) ; - -~ ' - «
, . v - . \\ ) ‘ |
| ' ’ 3 . | Y
§ ’ . ‘
' \ . R )\_. " \ . )
’ ”
. . - . ] '
‘: - . ,- ) R ' | MI
> f ’ _ . . . )
) : | |
AR APPENDIX F q
‘ 0
o \: N . /
o : ; SAMPLE OF COMPETENCY STATEMENTS - .
| .
.
I r
" - . . ) CLASSIFTED BY THEIR TN
¥ . . v . " I ‘ i ETmm ~
" R ® ) “ . ’
. . ¥ -‘ [ . \ . : . .. \:.
- . +, . , q (
- ‘ ) ™ . )
. ) _ .
* - , i i ' |
. ' ) | |
‘ \ 4 e ‘ .
. |
| | | ’ ! N y
. , X | ‘
. P a
| | /\ .
i . o | %
J - -
. ] ./_/ |
. -l ’ '
! - , |
’ *
-‘“»‘.‘J ) \ * . .
: ‘ | . | |
Y '/ ' ) .
' S ‘ R |
i -
—\ l‘ I3 . ) -
~J . ] : |
. i . |
‘ . ' ‘ . o +
] N v ’ , .
- * N : . \ X | ‘ '
: . p l‘
. \)4 e . . g r") - . \ ll9
ERIC = =~ S : . . .
( A K
‘ - 128 - L o
' .




. , - , / N e
" . [] I:
. . E 24
(o smswmmvcysmms Y. ¢
.cmssmaymfnmcu oo
. COMPETENCY CLASSIFICATION ’l,-
5 -, - ' ‘; '
Persanal Developnent - p
(Read) \ . ' ‘
‘“Mhe student will be able to .  Reading -~
'carpreherxireadmgmtter" .- Abstract - in school Cognitive

"The student ¥ill read 3 novel Readifg .. -
and be able to explain the plot.” Pbstrgct-insQoolcegnitive

- (Write) .
? "The student will be able to Writing ..
: “write legibly."” . Abstract - in school Cognitive
‘ ”'Bzestuderrt_.w:.llwi‘iteareport: Writing . ”/ -
- . on a %elected topic.” P Abstract - in school Cognitive
‘ (Listen) ~ |
"The student will be able to . Abstract ~ in school

attenttoanoralpu:&ematmri Stimulus

,mstzﬂmtwi‘usrya . Abstract - in school
' bylista:ingattentzvelytoz . ]
* - ! oral presentation.” ° . o . N

"The student will present his/her Abstract - in school
point of view on a topic, orally." Cognitive

£7 3
"'n\estuhnth.ubed:lebogive Abstract - in school . .
anoralpresentatimmclass Cognitive * .
. (mnalyze) . " . .0 '
\ : “The stulent will listen to an . AbStract - in school |
oral presentation and be able to - Cognitive -
) analyze the pros and cons of the . .. N
' presentaticn, " : . . .
. . “
T . N~120
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" . (Campute)
"The student will be able to

perform rmlt;:.phca on 3
digit mnbe:s .

vhsestuiemwnlbeableto

uﬂerstandtheuearmxgofa
fraction

(Scm) .

"The studefit can solve prcblms
using scmtlfic and 'cedmlogi—

calpmsses

\

"The studmt w:Lll urderstand bas:.c
physlcs ptinciples.”

(Realth mind and body)

“he student will know how to,
deal with perscnal stresi;"

"The student will demonstrate
which will contribute to enjoy- \4\
mtofavanetyofsportsas

_a leisure lifetime activity."

"The student will have the abil-  appii
ity to develop skills and know-
ledqesthath.ll

enjoy a variety of sports
le:n.sm'ehfetineactiv:l.ty'f

-

-

Soc:.al Ibspmsib:.hty

(Cit.lzeninthecmnity, state,
ard nation) - P

3

- "The student know Kow to vote in Abstract - outofschool
cmmxuty,stabe,arﬂnatiaul Cognitive .

electmns . ‘. \ X
"'megtudentwillbeable‘to' Ap_stract-out-of school
analyze candidates platforms Cognitive - : :
.in order to vote intelljgently T Nt
in an election.” : . )

(Citizen on streets and higways)
"The student will function @Efec~ appiied - out of sq,ool

.tivelyasmcpératorofamtor cggniuve
vexicle.




A ~ T v
. ‘ .‘ ‘ g
. OMPETENCY ~ ) , CLASSIFICATION
"he student will yderstand = Abstract - dut of school :
the laws of the highway." ., Cognitive . .
(Citizen with enviromment) oy T
“The student Will be able to Applied = out of school
analyze the cos{s and bepefits =~ Cognitive
of alternative solutions to Relevant for a career in stated
© ™mMe stident will understand * Abstract - out of school
the effects of pollutmm cogm.tive
(ccnsmer of goods and semas) ) )
"'mesttxientwlllftmcumasa' Applied ~ out of school
‘cmsm'er in the market place.* Cognitive
"'mestlxlentr%illmﬂe.rstandtl':e ’gbstfact-mtofsdml ~ 1
. .. rights of the buyer and seller.". <€ognitive
Career Develepment ’. .
(Career, development)
. o .
"The student will demonstrate the Applied - out of scheol . -
ability to make a.jcb application.” Cognitive ’ 4
"The student will maintain a Applled out of school
positive attitude in a working Affectlve
atmosphere. " . -
% \
N » {{
r > N
TN B
> N -
- 3
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p - - ( / - v
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TAXONOMY OF EDUCATTONAL OBJECTIVES: CONITIVE DOMAIN . ~

11

%< N " R ) s . .

. - The authors (Blogm, Engelhart, Forst, Hill & Krathwohl, 1956) oﬂ
. . . -
this taxonomy identified six major a;as within which cognitive cb- i

) 'jectives may be classified. These areas are def:{ned as: - ‘
) / 7 . ) } g ‘
v . Taxmaw ' g Exanples of L, les of
Classzf:.wt.u:n . Infinitives . i Objects
1.00 Knowledge ~
. » ~ 1.10 Rnowledge of _ “ L :
- Specifics . . - S : T
g ‘L1l Enowledge of \. to define, to dis- vocabulary, terms,
Terminology tinguish, to acjuire, termi.nology mean- .
to identify, td recall, ing(s), definitions,
M to recognize referents, elements
.. 112 Rnowledge of _to recall, to rec- facts, factual in-
N Specific Facts ognize, to aocquire, to fomtim, (sources) ,
- . identify . (nanes), (Gates),
(events), (persons),
' ‘ (places), (time .-
' ' g - periods), prop-
- etties, examples,
1.20 Knowledge of . , T . b
~ WRays and Means —
) . of Dealing
. with Specifics o .. i .
. _1.21 Enawledgé of to recall, to‘ide.ntif;}, form(s) , canventions,
L _ J/ Conventions- to recognize, to uses, usage, rules,
- . acquire ways, devices,
> - . . . . symbols, representa-
b ' - g . tiong, style(s),
' . . | format (s)
T 1.22 Knowledje of to-recall, to rec-.’ action(s), M: ’
/ Trends, Se- . ognize, to acquire, ' movemsnt(s) conti-
. quences to identify nuity, development(s), °
P . e . trend(s), sequence(s),
: ' causes, relation-
"ship(s), forces,
influences .
] . . ) '
g ‘ ' , 124




S

Knowledge of

-~ ’

torecall.torec-

] Classifications ognize,*to acqu:.re,
o, and Categories to identify

4

' Knowledge of
Criteria

Knowledge of

130 meled@ofthe

>

-

'toreczll,'torec- o

ognize, to acquire, &
to identify

'torecall to rec-

Universals ahd Ab-

Stractions in a
Field

1.31 Knowledge of
Principles,

ognize, bdaoqtnre
toxdaxt:.fy

~

4
L 3

to recall, toirecog-
nize, to acquire, to

Generalizations a.dmt.xfy

;

4
1.32 Kngwledge of

Structures

2.00 Comprehension
— @
2,10 _Translation

+

e

toreéll .to rec~ .

Theories and ognize, to acquire,

to identify -
/
-
-to granslate, to
m, to give in S

own words, to illps-

trate, to prepare, to
read, to represent, to
change, to rephrase, to
restate ©

“n

TAXONOMY OF EDUCATIONAL OBJECTIVES: COGNITIVE DOMAIN |

a;:'ea(S) ’ tYEE(S) ’ .
feature(s), class(é’ﬁ'!‘,’g .
t(s), alVlSlG'l(S) e T T
gament (8) s v qomn
classification(s), -

category/categories
criteria, basics,
elements

-

principle(s), gen-
eralization(s), ’
proposition(s),
fundamentals, laws,

‘principal elements,

implication(s)
theories, bases,

interrelations, , .

structure(s), . .
organizatiari(s),
formilation(s)

L

/ ‘ ‘.

meaning(s) , sample(s),
definigdons, ab- ,
stractions, repre-
sentations, words,

phrases

-

bointerp:et to re- W zela-
order, torearrange,to 4ionships, essentials,

differentiate, to dis-
tinquish, to make, to
© draw, to expla.m to

denmstmte ~

aspects, new view(s),
qualifications, con-
clusions, methods,
theories, abstrac-

~ tions

« 125
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TAXONOMY OF EDUCATIONAL CBJECTIVES: COGVITIVE [OMAIN

s N

2.30 Extrapolation

-

4.00 ‘Analysis ,
4.10 Analysis of
Elements « - -

Y 2

4.20 . Analysis of
' RelatJ.onshJ.ps

. . -
4.30 Analy313 of Ors
ganizational
Principles

-, 5.00 Synthesis

5. 10 Production .
- of a Unique
commmnication

*

- to estimate, to

infer, to conclued,

to predict, to differ-"

entiate, to determine,
to extend, to interpo-
late, to extrapolate,

to flll in, to draw -

to apply, to gen—
eralize, to relate, to
choose/ to develop, to
orgam.ze, to use, to
employ,ito transfer, to
r&et;u:ture, to -class-

| ify

.

to distinguish, to de-
tect, to identify, to
classify, "to discrimi-
nate, to recognize, to
cateqonze, to deduce

to analyze, to con-

trast; to compare, to

distinguish, to de- -
duce . '

o

to analyze, to dis-
tinguish, to detect,
to deduce

- »

principles, la,’

consequences, im-

plications, con-

clusions, factors,
ramifications, mean-

ings, ooro ies,
effects, pr 1-
ities ‘.

L]
D

conclusions, effects;
methods, theories,

" abstractions," situa-

Elons, seneralisa-

pl':erutenaprowdures

-

2

elements, hypothesis/
hypotheses, conclu-
sions, assumptions,
statemerits (of fact),
statements (of intent),
arguments, particulars’

evidence, fallacies, .

arguments, cause-
effect(s), qonsis-

) te.ncy/cons:.stencies,

parts, ideas, assum-
tions

form(s) , tteﬁl(s) ’

purpose (&) , point(s)
of view(\su, w\ch-

-niques, bias(es),

structure(s),

),
arrangement (s) , x‘{
ganizatidn (s)

’

structyre(s) ,, pat-
‘tern(s) , pmducy;(s) '

pgrformmwe:(s) . Ge-

(8) , work(s), com=

cations, efforts),
specifics, composi-
tion(s)

%
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TAXONOMY QP EDUCATIONAL OBJECTIVES: COGNITIVE DOMAIN
. - .

- 3
5.20 Produgtion of &  to propose, to plan, . plan(s) objectives, -.
Plan, or Proposed t@ produce, to design, specification(s),
. Set of Operations to modify, to specify  schematicls), opera-
- o tions, way(s),
v ’ . sSlution(s) , means

5.30 Perivation of a  to produce, tp derive, ‘phencmena, tax- = -
Set of Abstract to develop, to combine, onomies, concept(s),,
Relations to organize, to sy~ - scheme(s), theories, '’
thesize, to classify, relationships, ab~-
to_deduce, to develop, stractions, general-
to formulate, to modify izations, hypoth- -,
., eses, perceptions, *°
ways, disco;reri&s’

6.20 Judgments in ,
Terms of External to consider, to'com
€riteria - pare, to contrast,,to &
* standardize, to ap< <
praise-

\.‘" ) ‘ A
. \ ¥

-
. .

= — e

Source: Metfessel, Michael, arﬁxirsner (1969, pp. 228-223) :

.
’ .
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TAXCNOMY OF EDu:A'rICNAL‘oa,JEcrIvss; AFFECTIVE DOMAIN |

&

,', '“‘-, ‘ - o - . : \/\)
. . . . . . ” "‘ - ‘

.

a ‘T:‘eduthmederIMgtrwtaanntymﬂleaffecnvedmmnls

cheofnmergxwthan*kesp]iceasapersmbecmesaﬂareofand

%
his value judgments and gulde hJ.s a)nduct (Kratfmohl Bloom & msu, _

_196‘p 0. .. . e . i

-

Y s ¢, KEY WORDS
- -, Taxonomy » Exanples of - .Exafles of'
Class:LflcatLon( y " Infinitik e Direct (bjects
1.0 Receiving . .o
1.1 Awareness , to differentiate, to s:.ghtsq sounds, . :g
) - R © Separate, .to set apart ~ events,, designs,
" . ) ' to share .« ' arrangements
1.2 W:Lll.mgness to ™ to accmulate, ¢ models, examples,
Receive: / “select, "to carb:.ne, to  shapes, sizes!
) ) BN ,accept « . . Weters, cadences
:"4 + . . - - . L. » -
- 1.3, Controlled or to select, #p pos- alternatives, aps- °
Selected Attention turally to; to wers, rhythms,
* .. |lsten (far), to con-. "nuances . - °
- . ’ . -trol . , ‘e .
‘ TN T 4 . f of. ) . ’

2‘0 ~ ..' e, “
2.,,1 A@nwcmde in , %o comply (yith), to * directions, instruc-

"N (Respmd.mg folléw, td , tos. tfons, laws, pol~
v . ) . approve - icies, demonstra-
B ' ’ tiohs ~ .
. e - 4 . v Iy .' \ [N
2.2 Willingness to “to volunteer, to dis- . 'J.nstnxmts, ganes.\
» Respond ‘. - cuss,-to practice, to ‘. dramatic works .
Y R -
: ,_}'“'é'-3- Satisfactiorf in®,
- amsqmv \ Be_ L -
3.0 Validng .-
3.1 Acceptance of a t6 increase- measuied . gmt.p nenber:shi&),
Value profidiency in, to in- artistic produc-
) Crease humbers of, to  tiens,”musical pro-
P ‘ o nelJ.nq'd.sh to spee:.fy ductions, personal -
o ) . friendships. :
- - ¢ \ a ' 012‘8

then adopts .the attitudes, prJ.nQ:Lples, codes and sanct.mns that support .




-~

3.2 Preference for

e
? ‘ | \\ ,“( '. * ' 'v " - )
3.3 Commitment

v . /
.
» ~ »
‘ (3%

a ‘Organization.

, - ' tmeptual:.zatlm

&

of a Value

k
-

, L 3 D
. ' ~' . 4.2, Organization-of
AR - a Value System

oz ks
\ .o ) ,
. 5.0 Characterization .
. by Value.or =~
N Value Comp

- ,;\__ v 5.1, Generalized Set .

N mmuwmmnomﬁcrrvzs:‘mécrmmm

" to assist, ' to.sub-

’todebate,toargue

!

art.l.sts, projects ’

viewpoints, atgu-
ents :

-deceptions, irrel-
evancies, abdica-
" tions, irraticnal-

ities

sidize, to I'Elpl JQ
support .

%o @!Y, ,tO'PIUtESt:

-

- i
> . .
> , »
.

parameters, codes,
standards, goals

to discuss, to the-
orize (on),. toabn

"pLans Methavi

to dﬁn@', .
met®bds, effo :

to revi
(S)

. .
.
- [ ]
3 -

” . .. o te, to re-
< A quire . T .-
. g 5.2 Charactenzat:.on ~to beé rated hjch by hmtanmsm, o
R . ‘peers id, to bgurated  ethics, inteqrity,.’
- .- high by superid® in, . - mat@rity ' .
* . to be rated high by SO, '
. 5ubord1natesm D
. . 0 ¥ ) Q ‘ T [N N
: JEE ; , to” avoid, t8 manage, extravagance(s),
da, . to rwolve, to- res:Lst excesses, -confljicts,
. ' . , ‘ . e:nrbltancy/emml-
. . . o .® . T tancies .
N ; . » 2 R -, . " ) .
DY SRR Ot
» Sourcee Mgtlessel, Michael, and Kirsner (1969,4pp. 230-231). - ,
’ ‘ © e S o . ) o ! T « T Y
. ? - ‘- ’ - 1 i {'
. I
- ) . o . « L } .
} . . )
.' ’ ) ‘ ‘V ! “‘ » Q\ L)
. ] . . ' » - -
T » s o P
L - 7" / t ‘
A Y . ’ 129




TAXONOMY OF Eﬂ.dTIO.‘IAL OBJECTIVES:

. } . A
Kibler, Barker and Miles (1970) of a classification based on

h sequénce of events 1n a du.ld's develop!ent. Motor behavmr develops .

i

from gross to fine mvatents, and nmotor acts in cammmicative behavior
develop from nonverbal to ve::bal activities. The categories, defini-
tions ang exambles of cbjectives in. the psydﬁmto_r domain are presenbed/f

below. - o ' -

4

Taxonomic Classi'fic_aiim

Althougt*eqm.nng sane coor- -

dination with the eye or ear,
objectlves in this category

)‘sz.mmgmssnmmmt.
.110 bbve:tentslrwolmgUpper to be able to throw a
’ baseball 36 feet

M:l&m‘s}nvolun}\kowe , to be able to run the 100-

yard dash in 15 seconds

1.30 mvarentsl:nwlvmg'moor. tobeabletdsﬁri.mlOOya.r&
More Body Units ® ‘ using the Australian crawl

‘ \Q‘OO Finely Coo Movements:

. Patterns or sequence of. coor-
dinated movements, usuaily in-
Wlving eye or ear and body, and
usually requiring some practice
to obtain proficiency. -

‘2.0 Hand-Fing\er Movement / t';oAtranslate a )
o framBraille with.100 percent
. o . accuracy

2.20 HandrEye Coordination “to be able to type an average
' ) of 45 words per minute for 5
minutes with fewer than six

4 errors

2.30 Hand-EarCoon@?aum to-se-shle to tune a guitar
- o ’ to a note played on the piano

\ ’




L
- mmom OF CNAL OBJECI‘IVES

* ) * y
.- # -
: ‘ 2.40 Hand—Eye-Foot Coordinat:.m

1

D

= r s . \_:/
- 2.50 ‘Combinations of Coordinated
Movements

v

3,00 NawerbalCcmnmcaum Sets: .
. Learned behaviorfy that attempt
to commmicate a message to a

receiver without the use of -
words. . ‘ .. ‘ ‘-‘ A
3.10 Facial Expressions .~ tobeabletostmvﬁterest"
, T e - J.nanother
d . ~ i Q > J
o, 3.20 Gestures . e .tobeabletocmpum.cate é
. ’ r oo ° (wztha@afpersmbyneams
, ’ - \ , ©f sign language ..
5 ?_‘ N . ]
- 3.30 Bodlljgl“bvenents .g":“ to be able to portray, in
‘ mime, a glutton at dinner
. . 400 M m%i? "@» . '
Objectives re tospeechpm
duction. Usuallytheseobjectlvas -
. are, found in camumnications, drami, -
speed;,,_md.speednconectlm -,
' 'curncula . N
4.10 SoundPro@cuon . J le to produce the
"~ “vowel sounds .
PR - I3 4
N 4.20 Somidrwordg‘onraticn .tobeabletoreateapoem
L c 0 . in French without mis- -
. PO pronunciation -
. . ¢ ’ . 0
430 syid Projection to be able to speak with . .
\ ’ 7 . 90 percent comprehensibiligy
A r e . to a listener placed five
feet away in a 2 ibel
.. y ™oise field .
» 4.40 Sound-Gesture Coordination }  ® given a 3-minute verbal ,

o . - ) .

.

ltt:t;he within particular

,h_ ( E“—

PSYGHUIORMJN

I

'to be able swxft.].y and
safely to complete four

prescribed objects on” a -

-

tobeabletodnveacar
along a main street for .
three pblocks without vidlat- .,

, ing any traffic laws .

message, the student can,.
through gesture. and movement,
transmit the message with no -

loss of camprehengion in 1.5 °
minutes or less

-

< 149
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Q \ Source: ‘Adapted from Kibler, Barker, and Miles (l9k())- )
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CHARACTERISTIC SIMITARITIES AND DIFFERENCES BETWEEN .
NORY-REFERENCED) AND CRITERIONAREFERENCED ACHIEVEMENT TESTS
b .

»
.

Cntencn—Referenced Tests

- ' , Ccntent Specifications - ' ?

Topics outlmed and weighted . 1.

accarding to importance; number
ofltanspe.rtopiclsdlrectly

prworta.maltomportmce

Both amission of:.nportarrt
content and inclusion of unim-
. portant content are serious
flawggthat distort meaning of
scqres. .

Test usually covers broadly de-
fined- educational goals that -
represent the most w:.dely
.adopted school curncula

. Altermgatesttofltaspecz.
fz.clocalcm'ncultmlsvery
difficult; it is usually easier
tobulldsuduatestfrcm
scratch.

'I\:pmbrdmdammtoiapeciﬁc
educational cbjectives; number of
items per cbjective is usually
sLmstant. In any case, all cbjec-
tivesareequdlyrepresented
smceéachhasitsmscore

Qm.ssz.onofmpocrtanttasksredwes

., cverallmlmofmtnnmtbut

does not affect meaning of stores.
Unimportant doject.wes can be
1gnored

Test covers a.set of specific educa—
tianal abjectives. -

The set of dbjectives be
easily selected or modifi
local curricula.

7

Item Wnt:.ng Spec:.flcat:l.ons

Itensareqsuallywnttm o, 1.

learning d)]ectwes which
a sample of ‘thpse
(goals being
is 'sys-
tenat:l.mlly sanpled but d:Jec-
t.l.ves are not.
. Smgle items often require
knowledge of several aspects
of the content.

. Items refer only to

N § “ e

Items are writteg to cbjec-
tives; each objective is systenatl

‘cally sampled.

dbjective

to which they are tten.

« Desirable Item Characteristics™

'mebestmema:etlwsethat

1. (discriminate well between those 1.
who score high and those who )
score low on the test, -

2. Stbwgrcw&fmngradetograde. 2.
3.7 are aboutnudrangeindlffiCulty

(butmitamateadmacttme 3.
are also desirable).

The best items are those that: .

discriminate between those who have
- and’have not had effective instruc-
tion to that cbjective,

show mastery J.tmed:.ately after the
cbjective has been adlieved,

have phmtrmum di'fficul
0 :




l.

"out damage to meaning of total.

) Administration
Standardized conditions of ' 1. More latitude in aonditions is, L 2
administration are essential permissible. - Control of time is
including control of time rarely apprépriate (unless speed

- (sametimes tests are ‘speeded 1spartof task).

but not always).
2. Partscmbemn.ttedatmllsmcé
Parts cammot be amitted with- therelsnototalscore
'

.

‘3 | Scores .

st ’
Raw scbtres rarely have much 1. Mvscoreshawsared:.kectneamng
direct meaning. o ¢ ) about achieverent of the dbjective.
Measwrement places person on W
hypothetical scale of amount 2. Measurement refers to scales baseqde®
of trdit. m visible performance. = ¢ -
Scale usually established by 3. s@hﬁsusuauyestabushedby .

" nomms (camparative perfomanoes), judgement and convention concerning

adequateandmadequateperfornarrce
Denvedscoresareusedsudias but norms may exist and help.

.ranks,gradeequivalentscores. 4. Scoresusedérenmberright,and

categories such as mastery and

SGOrerepartsmuallymply normastery.

value, i.e., performdnce was . :

good ar poor. ‘ 5. Score reports afe less well adapted

. 2 to making conclusions about the .

aAll items contribute to part qua.].:.tyofstuientorprogramper-

and total scores. formance. /
/ , G\F.achdajectlvehas its own score; -

\ ] uemngfultotél,scoresareusually
‘ not possib .

. ’Score pistributions

Scored:.stnbutlmsthataxe l.Scored.xstn.but.mnsthatareskewed

approximately normal are . are desirable, e.g.,

‘ . ‘,mstrwtimllmstructlm

‘2. If the group tested includes both
‘ préinstructed and instructed studegts,
\', . ' dlsu'ibhtlmslmldbeu-shaped e.g.,
L:




a:?quabe
Fit of mans to their intended )
content catedory is a'hmatter !/ 2. Fit of items to the:.r iptended
of judgment. o can:entmtegorylsamttero.f
L. judgment.
Construct Val:.d;.g )
,Scores show during years l. Scares for cbjectives exhibit
of sthool a sensitwity to instruction, i.e.,
change from wrong to right after
Scores show greatest grcévth . effectlve instruction.
durmg years of relevant .
instruction. 2. Items for ane dQjective are more
C ‘closely related across
Groups with more training cbjectives. '
with less. : 3. General background plays less role
than in nomm-referenced tests (this
High scoring students can more -implies less cultural bias). .
often solve problems requiring . - p
the knowledge than low scoring ®* 4. High scoring students can more often
students. ) solve problens requiring the know- ‘
.‘/ ledge than low scoring students.
Iblatimships i : — \ -
should correspond ( patterns)5.. Relationships among items should
to relationships among ‘content correspand (show ) to ‘]
categories (e.g., results of < relationships among content cate- S
factor analyses should be . gories (e.g., results of factor , -
logical. analyses should be logical)." A
. “ A
6. Where a'leaming hierarchy is known
- to exist performance on higher ’

~ &al:.ablllg : ) . | - |
Test-retest coefficients shculd 1. Test-retest coefficients should — |
hthn.ghforeadmscore behJ.ghforead1chect1ve1na -

mlmd sample (as above).

Internal cmslstency coefficients '

slnﬁbesnbstmtxalforead-x Z\Intermlcms:.stencycoefﬁc:.ents

score. ' | should be high for each dbjective
. ’ : ., in a mixed sa!ple

/f Content Validity o o y

-

Content coverage and emphasis 1. Adequacyof coverage of behavior
shmldbejtﬂgedadéquate F ‘meYdDjectiVES}'lyldbe -

cbjectives will predict performance

on lower order cbjectives, and demon-

strated mastery of lower prder chjec- -

stives facilitates léarhing of higher -
g order cbjectives (e. g., positive ver-

tical transfer). \

L T
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v g '\Cntenmlhlated\lahdlty

<. Scoresborrelatewellw:.tho):her 1. Scores correlate well with other

measures of achievement such as
tead\ers'marksmdoﬂe;ktgsts.

Uses

- 1. = Assessment of status of school 1.
. system (or classes or students)
- with respect to achievement’ in
basic skills and content area.
Program evaluation for outcames
of lang term growth (at least 6 ;.
months) towards major goals. '

on the basis of level of basic
skills or general krmledge of 4.
content. ,

4. Infommation for curriculum 5.
planning. -

“ Monitoring yearly progress of
schools and school systems with
respect to goals. .

. -

3..'Diagnosisofinstructimalrlxe'edsof

measures of the objecuye.

Assessment of status of students
(or classes or school system) with
respect to curriculum cbjectives.

<&
. Program evaluation for long or short
" term atta:.ment of specific objec-
tives, ¢

individual students and groups of
students. . -

Infonnat.xmforplarmngofclass-
manmstmctlm ‘

Matitoring progress of students with

respect to instructional cbjectives. °
5 \/~\ 7
\ - ¢ - .
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) Q‘JTES'.I', MEASUREMENT, AND EVALUATION, E.T.S., PRINCETON, NEW JERSEY

e ' ' . ’ -
The APELL Test by Elenore V. Cochran and-James L. Shanncn, 1969, EDCODYNE
Corporation. : _ -

. Y "

Description: AsystaaofinSthctimaldiagmsismddésimhtﬁdl
assiststheteadrerinaSSessingthedxild's school entry-level develop-
mt,ﬂetatdiagrmskiulevelsbasedmspedﬁcpexfomoe
dbjectives covering: Pre-Reading (visual discrimination, auditory .
iscrimination, letter names); Pre-Math (attributes, nitber concepts,
mmber facts); and Panguage (nouns, pronguns, verbs,sadjectives, plurals,
"pPrepositions). The manual gives a rationale for each abjective ‘and
Suggests related instructional activities. A Spanish translation of
the test is available. The 50-item pictorial instrument is designed for
duildrm4-l/2to7,butitnaybeusefulforsatevmatqugerorolder
children. Asupplmttothenmualexpr&ss&sthehcpe;hatthetest
beused"tosuppm-tﬂ:eerpiricalmtimofperfommzceratherﬁmtle v
usual norm camparisons associated with standardized tests."

"Da5ic Concept Inventary Field research odition by Siegfricd Dngelmm, 1967,
rollett “Zucaticonal Corporation. ‘

Description:” The author intends the inventory to be.used primarily for
culturally disadvantaged preschool §d kindergarten children, slow
:K: emotionally disturbed children, and mentally retarded children.
It i abroadd)edclistofbasiccmceptstmtareinvohedinm "t
3 s:mnt.'s 'n\eimentoryn‘aybe-medfordiagmstic'purmes
or for group placement. Subjectively selected subtests are: Basic
- Cmcepts;StateuerrtIépgtitimmdcmpretmim;aﬂPattemm.,

" Description: The Mathematics Evaluation Materials Package (MEMP) is a
se1:¢pe1:f<mixanced::iect:.i.vesamd<:L'npanj.crxt:estit:a:sfc:rn!art:heum::lc:s:_§
education in grades 4 to 6. “Experiences with Sets and Nutbers” includes
[Atems an: place valtxes,&:mmmrals;'brdermgofhtnle‘nmbers;>,d ,
axd.-s;sped.alsmtsofﬂaevtmlemmbers:intersecdmgmdmimof
sets; rounding numbers; and positive and negative numbers in concrete o
situatioms. . »

" s‘ . ' - . .
' /\ " Explorations in Biclogy by Cugenia M. Ka ard Y. Chan, 1972, Mid-

Continent Regional Educational Laboratory.
r 7 > , . N \‘; \
Description: - This is a series of eight parallel, singletopic tests
designed to measure -the attainment of 14 cbjectives concemed with
inquiry skills in biology. The single~topic, similation format was :
selectedtoaccmmdste’thetmibarynatureofminquiry. bjectives eI
N © . . .
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tors ahd curriculum specialists. These cbjectives-were also in agree-
ment with the goals and outcomes of the BSCS biology curriculum. The
seriesisinteniedfortheaverageso;hamrestuientinthefirst
course in high school biology. Same of the target taking the
testsasapretestinﬂwefallmyﬁdaulstrateattaumm{:ofaparti-
cular criterion level. There would then he no need for the particular .
students to instruction intended to guide the target toward
this level. itemmwittmbyedtmﬁorsaﬂtestm
Specialists familiar w:.th tenthgradeBiglogy curricul\.mandwith_

G . » "
FLES Criterion-Referenced Tests by Robert M. Offenberg, David-Montalvo,
‘and Edward K. Brown, 1971, Office of Research and Evaluation, School *
District of Philadelphia. ' T : )

Description: Three criterion referenced tests were develgped to evaluate
theIatinFLEprogmintheSdmlDistrictofPhiladelgﬁa. The
testing.involved 4,800 fourth, fifth, and sixth—-grade pupils receiving
15 to 20 minutes lLatin instruction daily fram Latin teachers who served
several schools. The primary dbjectives of the program were: (1) to
.introduce children to basic Latin structure and wocabulary; (2) to
extend the English vocabulary of children the study-of latin .
roots and affixes; and (3) to acquaint.chi rerf with .classical culture

a criterion-referenced test battery containing.a Lat.m Culture Test, a
" Word Power Game, and an Oral latin Test. 'IheI.atm-O:ltmge"Destcm—
sists of two parts. Itatsmthetesta:etakenfmﬂ)eflfty-gra(h'

are based an English vocabulary not taught in the but derivable
tin roots and affixes. The third section contains\five items
are based on the material included in the program which differ
the first two parts (administered crally) in that the pupillis
item. The Oral Latin Test material
from the course of study or the aids {flash cards
ard so forth) designed for use with it. *>» 8 .

1
;

“Illinois Tests in the Teaching of English by William H. ‘Evans and Paul H. /.

L

Jaccbs, 1969, 1972, Southern Illingis University. ss.




individual teachers' achievement of certain dbjectives based on eri- ‘
‘teria established by his/her colleagues." Knowledge of Language: - -
Campetency Test A covers: (1) the functioning of "language; (2) the .
Principles of semantics; (3) systems of English grammer; (4) the
Mstory of the English language, inclyding its phonoledicat,. morpho-
logical, ‘and systactic changes; and (5) concepts about levels of -
usage and dialictblogy (84 items), Attitude and Knowledge in-Written ,
Camposition: Campetency Test B is concerned with teachers' attitudest s
toward ‘ar philosophy of the teaching of written composition. It also

- assesses their ability to recdgmize characteristics of good writing,
perceive the complexities of. camposing, and recognize and analyzé-the
strengths and weaknesses of a term and the identification of their
relative level of difficulty provide the examiner with a criterion-
referenced scale."

™~ Chio Vocati Interest § (OVIS) by Ayres G. D'Costa, David W.
. Winefordner, John G. Odgers, and Paul B. Koons, Jr., 1969, Harcourt Brace
Jovanovich, Inc. - o -

N Description: This sirvey is designed help students in grades 8 -
. to 12 with educational and vocational p ing. Scores rank students'
4 timalintefestsalmgﬂscalesderivedfrantheDi ionary of
ﬁpatimal Titles (DOT), a classification of 21,741 jobi terms
of involvement with.people, daga, and things. vy

Oral Reading Criterion Test for Detirmnm i ‘E%t and Instructional
Reading levels by Edward Fry, 1971, Dreier Educati Systeps, - Inc. ,
’

Description: The test was devised to determine the 'independent and
instructional reading levels of both children and adults. S.Ln%l:
e 7

first-grade primer material is the lowest level on the test
highest level, the seventh-grade reading level, J.s representative

secondary .
dzartmﬂ\elastpageofﬂaetesteﬁblesﬂxeemﬁnertodétemine_
the difficulty level of instructional materials that the teacher

. ' . pPlans to use. . :

Phonics Criterion Test cf 99 -Phrneme Graplieme Correspondences by Edward
, 1971, -Dreier Educational Systems, Inc. . o d
-

% Description: This test uses nonsense syllables to determine the .
. areas of difficulty in phonics. The test covers: easy consonants,
. ~consonant digraphs, consanant second sounds, sdwa sounds, long .
LY vowel D digraphs, vowel plus r, broad o, diphthdhgs, difficulty
vowels, conscnant blends, and consonant axceptions. r

. Format and Administration:” The test }s individually administered -
to.childrén in grades 1-3, There are 99 items. -No time estimate
. for administration is given. - - L

/_ Response Mode and Scoring: The children are asked to decide how
1 .ncnsensesyllablesarepmxo.mced,andmetestisscoredbythe

v

Technical Information: No technical information is gtven. -

_ 14y
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Prescrlptlve Mathanatlcs Inventory by John Gesse'! 1972, CI'B/McGraw-HJ;ll *

o ) Description: This test assesses rrastery of cbjectives- cmposmlcn
Cj ' and camnm.cate this analysis gffectlvely (62 items).

2 @Igstant?brdlbco@ltlm'restbym'vardf‘ry, 1971, Edu:atlmaISysteus
* Im. . y

I

N Description: 'nu.stestneasmes&ght recoc;nmq of the Instant .
Words in order to determine the infteaching Instant '
Words, agra&dhlgh-freqmwyneadmgvocabulary It may also be
usedtodetentu.negmeral reading achievement f group placement.
\ LIt is ava:.lablemuooeqmvalentfornsfore of two lewels.

Format and Administration: The test is. :Lntended for grades 1 throuch
4. Itmyalsobeadm:.ms%eredtoolder in remedial reading
programs. It can be administered individually to small groups
by a teacher without instruction. The examiner reads 48 lines of .
words and sentences containing the keved word. The answer sheet
y contains five words for each sentence, .of'wl'udulsthewordthe
examiner has read. No time estimate is given.

Response Mode and Scoring: 'n'est\ﬁmtselects from the five words
thewordhethmksmeem:erhasreadbyputtmganthhe
word. 'metestsareself-swmmgmthataspeaalcarbmedsheet
is attached to the student's answer sheet

" Technical Information: The author states that though ﬂus test
does not have a large standardization growp ” it -has been administered -
. to 153 flrstgradergandmel.pneanscorewasllll" This same’
sample was given the paragraph meaning subtest of the Stanford

. Achievement Test. The correlation coefflcn.ent between the two tests

was 0.79.

I
2%

Key Math Diagnostic Arithmetic Test by Austm J. Connolly,, Wlllla"
Nachtman, and Mil Pnchett 1971, Amancan Guidance Serv.Lce, Inc.

i

Descnpt:.m This dlagnost.lc test of mathematics skllls Lo
Content (numerations,’ fractions, geametry,- and symbols); - ations .
(addition, subtraction, mpltiplicatiaon, division, mental catputatlm
and numerical reasoning); and Applicatitns (word problems, mssmg
elenents,mmey measurement, andt:.ne) 'n'xeltetrsmeg:hsu.btest
arearrangedmorderofdlfflculty The test manual lists a )
behavioral cbjective for each item.. Successful performance on any: . /
item implies mastery of the skill sanpled at that level. - "The
tification of these abilities in behavioral normally covered .

N ilgeg*ades4trmsghamttmaucsmmeula 'Ihetest:rraybeused

for planning individpal, small grdup, or classroam instruction, and ,

. for assessing, after a period of instruction what- progre%me

students have made. References to mathematics materials lea;r:n-

o ing activities corresponding to-.specific cbjectives are,provided.

- The w#st is available in four .separate but overlapping. levels.

The items in the'Orange Book deal with the addition; subtraction,

nult:.pl:.catxm and ‘division of whole numbers; with the properties

of these operations; with nunber theory, measwurement, nonmetric N

* v, n'-. . \
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" geametyy, pléce’ value ‘and pmblemgﬁolving. Yn addit®h to the above,
* * the Adua Bock coters problem solving and basic operatians with
fractions and Becimals. The Purple Book does not #nclude place
.. value problems. It adds problemg tn numeration systems, percent,
" .sets, and statistics. Lével C'has fewer items on bagjc operations
with negative numbers and it adds functions, Pprobability, trigeno--
. Tetry, and reasoning to.the topics covered in the Purple Bock. Ip-
_ -terim Evaluation Tests for use on campletiert of each,unit of study
have been,developeq for all but the C level. , - oo !

iy’ Achievenent Tests by Warwich B. ELLy and Neil A, Reid,
» Whitcambe and Tonbs, Ltd. . , .

_ Descriptigg: ‘ This Battery represe three language skill$ tests:

. developed for use in the New Zealand schools. The Reading Compre-
hénsion test (1969) .assesses-factual and jnferential conprehension
of prosé material.’ 'fhe Reading Vocabulary Test (1969) provides amnr
estimate of what proportion of the Wright list of the 10,000 most
camon weids the t knows. The Listening Comprehension Test
(1970) " assesses simple recall skills (receptive listening) and
inferential skills (reflective listeping);’ it may be.uged to identi
children who need help with listefiing skills, as an es of
reading expectancy; or sinply as-an additional measure of verbal
skills. 'Thé Réading’Comprehensich Test and Reading Vocabulary are -
available in three fotms;#A, B, and C, with forin C reserved for ® .
re paxposgs. The Listening Comprehension Test is available :— ¢
In two~foims, A.and B. Elley cutlines a procedure whereby content- - .
referenced scores can be develéped for use with these tests’, —

' mg(m§é Scale by Romald B. Cafver,)f;%b, 1971, Revrac Publicatioms. ‘(,
"Tj)

Desgription: /The test is designed to?teas;&re[ readin?;—mput perfor- © .
. mance, ‘the process by whide graphic ‘synbols i eading .’
.~ material are decoded or translated into a fotm v be subse- :
E quently md:mandstored The test results indidate what leéel o
© /7 of reading ial an individual can process. The instrument was' ' *
.+ coBtructed cn the basis of work-done by Bormith,(1969) and farver-
(1971)." The author states in the manudl that "the test is not a
traditional norm-referenceq test.. It has not beepn designed to .
' ?rra:d.nallyﬁs'crinﬁ.nate between individuals. It is a type of cntgﬁﬂ“
" /referenced test." The author suggests that the Readi - Progress
be ysed in research, in eyaluation studies, and for placing students

»
.t
-

-

in feading groups. Two forms are &vailable. £
‘s Rl ' 3 .

o . ° N ’ [ ]

Presg¥iptive Reading Inventory by Elizabeth M. layma’, 1972, CTB/McGraw-
Hj:_ll? * . . w 4 —

- * ffcription: This test is designed to provide i

* in planning individual and class. reading instra )

.- dbjectives are grouped into seven areas: ° ivion of Sound- .
.and Synbol; Phonic 73;1951’.3; Structuralepnalysis; Translation; Lit-.

\ .'a - ‘eral Com im./ T ggentm:y'is availablé in four separate’
. ‘\.s,jb.ut overl g}ve
. 9  (Level B)N ue

Te
1s: Red Book (Leyel A), the Green Book
_ _ Bock ‘(Level C), and.the Orange Book (Level'D).
¢ Suggested classropm*activities and referdhces to t,ext-bodc.se*s and, .

Ve & -
-
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" reading .programs are provided for all the ob: ives. ,The puwblisher
states that the PRI is a criterion-referenced test "designed to .
*  provide evaluation relevant to classroom institiction, that is PRI .
+  evaluates eath student's mastery of specific behavioral cbjectives."”

roject Lan level II, Ki ten, 1971, Sterp Education
-Lab, 3450 Irrternat:l.ma.l’ » Sulteé 221, Atlanta, Georgia. .

»

ion
experiences. "me‘iteusmthetestaretiedtopmgramactivities.

. - ’ /¢ . :
Tests of Achievement in Basic Skills - Mathematics by James C. Young,

1970-1973, Educational - Industrial Tedting Service.

' %giptim: The tests of Achievement in Basic Skills - Mathematic$

( ) is'part of the Individualized Mathematics Program (IMPJ, a
system of mathematics instrugtjon based on ‘performance ‘cbjectives.

‘The cbjectives are divided into three categories: Arithmetic Skills,
Geametry-Measurement-Application, and Modern Concepts. The MATH-PACKS
(lesson units directly relatefr o the performance cbjectives ard eight
page individual instruction bocklets containing a diagnostic pretest,
examples and drill problems, a‘practice self test,

posttest. The TABS are used for placing students
" IMP. ‘Sinceeadxisavailableintwoparallel ,
usédindemxiantlyofmend?arﬂarecun'eptly i

range of grade levels IMP. The tests are @i
inthat"theitatswerehveiopedtppmridemope assess- .
ment of e€ach of the specified educational dojectives in IMP."

There are seven TABS mathematics levels. They are Kindergarten,
Grade 1, Grade 2, leve] A for Grades 3 and 4, Level B for Grades f -
tl’mxghS,Ievel,CforGredes?thrmghQ,atﬁIevelDforGrades _
10 through 1. The Kindergarten test covers:, (1) numeration (arith- )
metic skills); (2) recognition of simple geometric shapes’, insidge-
outside, }e-xgt;_h, and weight (Geametry-Measurement-Application) ;
(3) problems inVolving sets, sequénces, and the i
. (1) numeration, addition and
subm of whole numbers , i i icn of halves, thirds,
. and (Arithmetic skills); K ? , length, time,
' money, liquid measure, purchasing itdms, and identifying when to
add (Gecme t-Application); (3) set concepts, one-to-
ane correspondénce, inequality, expanded tion, sequences, and r
odd-even concepts (Modern Concepts). “The Grade 2 test covers: (1)
nurerdtion, number line cperations, addition and subtraction of
whole numbers, multiplicatien with factors not to exceed 5, and
the identification of fractional parts (Arithmetic Skills); (2)
geametric shapes, length, time, liquid measure, weight; and
story problems (Geometry-Measurement«Application); gnd (%) -
sets, ane-to-one correspondence, inequality, expanded notation, and -
sequences (Modern Concepts). IeveigA covers: . ition, suf= *
" traction and multiplication of

~
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.. . x B .

| . fractidhe (Arithmetic skills); (2) geametric shapes, length, time,

"W\  money, diquid measure, purchasing items and identifying when to use
o .nurerical ogprations (Gecmetry-Measurement-Application); and (3)

‘e, set concepts, ane-to-one corgespondence, inequality, expanded nota-
b tion, sequences, and odd-even concepts (Modern Concepts). Llevel -
-, a.'. Boovers: (1) operations withwhole and rational numbers (Arith-

K \r:;sic skills); (2) basic geametric concepts, arithmetic measurements,
application of basic mathematics skills to practica} problems
' . (Geometry-Measurement-Application); and (3) sequences, nwber

S ) properties, primes, sets, expanded notations, ordered pairs, and

- divisibility rules (Modern Concepts). Iewel C govers: (1) opera-
“ . . tions with integers, i nunbers, irrational numbers, and literal
~ ' 4, nuibers (Arithmetic ski and (2) basic geametric concepts, arith-
' - metic meagurements, and ication of b&ic mathematics skills to -
L it-Application) and (3) pre-
T~ dictions, sequences, functicns, mumber properties, pngperties of
.. & . operations, primes, other number bases, and sets (Modern Concepts).
, Level D covers: (1) Arithmetic skills; and (2) basic geametric
‘. concepts, arithmetic measurements, and. application of basic mathe~
oo C matic skills to practical problems (Arithmetic Applications) .

©

Teﬁitorial Decentration Test by Joseph Stoltman, 1971, (not copyrighted),
. .available from Mr. Joseph P. Stoltman, Department of Geography, Western
»  ° Michigan University Kalamazbo, Michigan. oo

o )
Description: The framework for this instrument is Piaget'y.theory
-of cognitive development. test is desi to,measure the child's
territorial decen ion =¥ ane indication of Row far the child has
-y progressed in the’ ition from a precperational to a logical
- * mode of thought. There are four subjects: Verbal Territorial
! . Identification;»Varbal Territorial Relationship; Territarial Inclusion ™
' ) Using Wr:ittag,&mbols;‘ 'ren,:itorial Inclusion Using Props.

< V?sual An_algis Test (VAT) by Jercme Rosner, 19 , (not copyrighted),
R . Learning Re X Development Center, Uni of Pittsburdgh. :
=~ Description: This -test measures the ability to copy gecmetric
. designs, a predictar of gemeral visual-motor development. The test
T . items can be used as teaching cbjectives with. the expectation that
' cmbetencyacqajredinthebdwaviorsﬂrespitatsrepmsmtwiud
- generalized to othef melated tasks. The author has designed a visual-
motor curriculum, which containgover 30 behavioral dbjectives, and .
he states-that for the is test 27 of these were treated
aswstiteas,producm%;p:iterim ferenced test. - -

. Wisconsin Tests of Reading Skill De
tion by Wayne Otto, 1970, Na
Seor;EgSyspem; - F .

. x
g * + Description: misseriesofmrdattadctestawasdevelopedfo;me‘
: with. the Wisconsin Design for Reading Skill Development, a e - >
ey for an individually guided reading ski}l program for elementary .
g schools. .The curriculyn developers claim that Si‘:?cmsin design
o - "represents a systematic ,attempt to assess indi pl.p‘.s'.skill
B C s a P
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development status by means of criterion-referenced tests with
respect -to explicitly stated behaviors related to each skill." Word
iatt_:agkismly-meofsixskillareascweredinthedesign. of

. ﬂewprdattadcbeh&viorcbjectives,sy&areassessedmmmfmml
‘criterion referenced tests and others are felt to lend themselves
bettertomfomalassesmtthngpmidestomfoml;rﬂividual
Skill’ (bservaticn (available separately). There are four Word Attack

' tests. LevelA‘ca;sistsofsubtestsmrhynﬁmmrds,mynﬂ.ngf

\ phrases, shapes, letters nubers, words and phrases, initial
- consonants, distin ing* colors. Level B has subtests covering
sightvocd:ulaxy.ﬁegimﬁngconsormtgaxﬂs. ending. consonant '
ommtblaﬂs,mymingelmts,smnmls,cmmtdigraphs. '
compound  words, cmtractims,basevxrdsandqﬂj,ngs,.phrals,and

vocabulary; consonants and their varjant sounds; consanant blends,
. . lqmngelsamds,vwel+r,a+1,a+w,-d.i.phttaxgs,lag/3xdt
N -short oo; consonant-degraphs; base words; plurals; homoryms; synonyms
and antanyms; and multiple meanings. lLevel D covers sight vocabulary
three-letter conconant blends, sildnt letters, syllabiceation, accent, .
schwa and possessives. g -~

A Pl

reading tasks. Two forms A and B, are available. The menual for °
a criterion refeérenced interpretation of a student's perfor‘manc‘:e

. : - S
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