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"M : Preface ‘ o a ‘ . J

The Community Colleges of the.University of Hawan are contmually seeking to
find ways to :.glprove instruction and improve the quality of the graduates we._
‘supply to ‘the 'state. 1In this search, most colleges have begun to look at
competency based education as a means' of instructional - organization and
delivery which may improve both the efficiency .and the quality of our
instructional programs. In parkicular,,the Employment Training Office provides .
a local model for CBVE as outlined in this report. -In addition. Kapiolani
Community Collége has made a major commmnent by defining competencues for each
'of its programs and courses. : . . ‘

: ThlS report on ccmpetency based vocational, education provides a thorough

- examination of both the theory and practlce of CBVE. It cb iders the pros and,
cons of a coméetency based approach to instructional” organization and dellvery
and addresses some. of the most frequently heard concerns about whether €BVE is
appropriate in Hawaii. As such. the report provides & resource for programs *
and faculty considering Jmplementatlon of - CBVE. .

‘ A

As we move through a difficult decade, I encourage our colleges to continue to
nnplement CBVE wherever appropriate. Although CBVE. like afxy other innovation
in instruction. cannot be a panacea, it holds a prcmlse which we must not
llqhtly dlsm1ss. :
The J.mpetus for the need of this report was prov1ded by Dr. Lawrence Wakui and
I am taking this opportunity in recognizing his input to this prOJect

-
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v . COMPETENCY-BASED VOCATIONAL EDUCATION:

Ana1y51s of an Educatlonal Bar@wagon and Implications for ‘;

v e . Hawaii's Cammunity Colleges . -~ .

- Y
- What Is Competency Based Fducation?

".Introduction and Historical Antecedents: .

Campetency-based educatJ.on has been hailed as the ‘educational reform movement
of the 70's and 80's, Responding to public concern for account:ablllty, high
schools, technical schools. cammunity colleges, teacher education” programs,
four-year colleges and various professional programs have struggled to define
the skills and abilities required of their students in the real world roles to
whlch they aspire. and to organize instruction around the competencies 'so
identified. An ERIC search on the term - "competency-based education" uncovers
more ti.han 2,500 entries, including attempts by more than half’ the ‘states to°
define minimal canpetenc1es for high school graduation; an extensive literature
on ‘competency-based teacher education; and hundreds of in-house documents
listing competencies, telling how to write competencies and evaluate them, and .
describing the proposed or actual Jmplementatlon of competency-based education
programs, - , .

e

L

Despite the mtense ;\ct1v1ty on behalf of canpetencv—based educatlon (CBE) in
the past decade, the concepts which underlie it are not new. Grant (1979)
/\pomts out that the concerns expressed by and through the CBE movement in-

higher education parallel those which occurred within secondary education -
during the first decades of the 30th century when the nearly ten-fold increase
in the number of high school students brought an ‘influx of ™ew students”
similar to those who hgve entered higher education in the past two decades. In
both time periods, modification of educational- systems-:to serVe large masses
raised questions concerning the appropriate aims and outcomés ‘of education,
alorig with, attentlon to the efficiency of educatlonal mstltutlons.

+ . [
In its a tempts to nnprove e efficiency angai’effectlveness of education, CBE
, draws on’a long chain of belavioral and functional antecedents, beginning with
* Frederick Taylor's approach to scientific management at the turn of the
century, an approach which included the first discussion of job analysis
(1911). ‘Influenced by Taylor and by his own experiences in training industrial
personnel, Charlé’s R. Allen, in his book, truct
(1916) , outlined an approach to occupational tr&ining which sounds remarkably
like contemporary discussions of .competency-based vocational education.
Starting with a "trade analysis" to determine the skills to be taught- he |
advocq:ed the careful organization of these skille into- learning units or
"blocks." Within and between blocks, careful attention -is given to ‘ )
establlshlng\ an order of instruction based n difficulty level and . . -
prerequisite knowledges and skills required. In addition, Allen recommended-an "
-individualized approach to instruction: | ‘ . ' :
R ¢ -
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"Not only should the training work be so organized that a man can be
admitted to an instructional.group at any time but the organization
should be, such that each man can progress’.through the course of

{ , trainifg... as rapidly as his individual capabllltles will admit."
(p.211)

During this same time period in which the rational and-efficient organization

. .of educatich, particularly vocational education, was developing rapidly, there
was also an active .humanistic opposition to the "efficien trend. Chief
s\ spokesperson for " humanism in education was, of course, JoHn Dewey. Although
Dewey's concern with meeting the needs. of individual children and encouragement.,

of a project approach and activity based curriculum £it well with ‘the concepts ,

\ _of Qanpetency—based education, he strangly challenged the narrowness of focus
implicit in the behavioral/functional ‘approach to education, Rejecting
4 education based narrowly on specific preparation for a givenv job, Dewey argued,

". . - such training may develop a machlne—llke skill in" routine -~

.-lines (it i$ far fram being sure to do so,"since it may develop
distaste, aversion, and carelessness), but it will be at the expense
of ' those qualities of alert observation and coherent ‘and ingenious
planning which makes an occupation mtellectually rewarding. In an
dutocratically managed society, it°is often a conscious object to
prevent the development of freedom and responsmlllty, a few do the
planning and ordering; the others follow .directions and are
deliberately confined to narrow and prescrlbed channels of endeavor."
(Dewey, 1916. p.363). ) .

As the University of Hawaii Vccmnumty colleges explore the possible benefits
and attractions of canpetency—based education, it is important to keep in mind
Dewey's warning that it is the -responsibility of educators to restrain the

inclination toward overspecialization which may be a natural tendency of

vocatJ.onally oriented programs.

‘In more recent years, a major precursor of CBE was programmed instruction. This
approach to instruction, .which peaked in the early 1960's, . involved the
organization of information t6 be learned into very small seduential steps,
with frequent repetition of key ideas and frequent reward for learning each
idea. Although thé entire methodology proved® too expensive and cumbersome to

\_\_\;.r\nplement and very boring to students, programmed instruction ‘'did focus

ttention on setting objectives for 1ﬁstructlon"m measurable terms.

The behavioral objective gon- was set in motion in 1962 by a little
programmed booklet 'by Robert Mhger describing how amd why to write measurable
instructional objectives. Behavioral objectives proponents claimed two major
vantages of their approach: 1) the objectives provided a means to organize
instruction by teaching only those things directly related to the prestated
objectives, and 2) they p ov1ded' the only way to assess the effectiveness of
the instructional process, €e what cannot be measured cannot be said to have
- been learned. (Popham, 1973, presents a very readable and balanced overview of
this movement fram . the perspective of one who initially embraced it
wholeheartedly.) We should note, however, that the "behaviors" wl;(izzh were most
often measured were ability to give the requisite number of corr

paper and pencil objective tests. (/ _ P

answers tao
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At much the same time' as the beginning of emphasis .on behavioral objectives,
John Carroll's article, 26 Medel of School Learning," (1963) sent shock waves
through primary, and -sefondary education circles by suggesting .that given
sufficient time, most. students could leain .anything. As interpreted by
Benjamin Bloom, who was greatly influenced by the article, Carroll had claimed
that differences in aptitude for 1learning a’ given subject' were. . really
differences in the amount of time needed to master the subject rather than
differences in ability to learn.it (Bloomw, 1974). .+ )

From nere, jt was only a short step to individualized instruction. If one
could specify the desired outcoméd of education (the behavioral objectives) and
provide means by which students might proceed at their own pace toward those
objéctives, it should' be possible tor all students to learn. Postlethwdit's
audio-tutorial (A-T), approach was one of the first to try (1963). , Developed
for botany students/ at Purdue University, A-T made use of learning labs in

- which students worked individually in study carrels following tape recorded

instructions on how \to uso%jgggg:s,, media material, specimens, equipment and

‘models to reach prestated ectives. 1In addition, Postlethwait used optional

weekly large group sessions for supplementary material and mandatory weekly
small quiz sessions in which students were expected to integrate the material
learned and come prepared to explain¥”it to others. This approach seems to work
well at more elite schools, but Cross, reports (1976, p.89) that by the
mid-70's, it had made little impact on community golleges. ’

Although the, audio—-tqtoirial approach was highly individualized and provided a
variety of waye to learn, it was not structured to ensure that students
achieved the objectives. . Building on these precursors, by the late 1960's

. Bloom (1968), and Keller ' (1968) had simultaneously developed very similar

approaches to education which added the conceph of mastery. In both Keller's
Personalized System of <Instruction (PSI) and Bloom's Mastery Learning
approaches, students were required to achieve mastery of each sequential

. objective before being|permitted to continue on to the next objective. These

systems made certain that students learned to the level of a prestated
.griteri%n (theoretically, at least). Both systems, developed originally for -

‘use in elementary and secondary education and therefore restricted by the

traditional classroom physical and temporal structure, involved setting
measurable learning objectives, dividing materials to be learned into blocks or
units of one to two weeks im length (for the average student),-and providing
testing for .mastery and, recycling through the lesson until mastery was
attained. (There are also a number of differentes in the approaches:which are
discussed by Block, 1974). The contepts and procedires of Mastery Learning and
PSI rorm an important-core of the movement which has come to be called’
c?;’mpetency-based education (CBE). .

.CBE (or~ petformance-based education as it was often called in the 1960's and

early 1970's) had.\its beginning in teacher training programs. Responding to
public demands for accountability in-education, colleges of education began to
frame their curricula in terms of behavioral objectives. However, it soon

.became clear that while a teacher might be able to list five ways of eliciting

discussion in a class, she/he might be totally incompetent at leading a class
discussion. The contgibution of CBE, then, was to define actual on-the—job
teacher behaviors whifh were to be learged and to develop means .of evaluation
whith involved: d.emonstrajtion of .compet Ce in performing the behavior. In

[} 3
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other words, colleges moved /way from ensuring that students~acquired know edge'
of teaching techniques toward ‘ensuring that graduates would be compétent to

" perform in the classroom. /

Although the concepts of CBE were picked up by a tew other vocgtional and
professional training programs, its ‘impact on higher education prgbably would
not have been so great 4if it had not been for the Fund for the Iiprovement of
Postsecondary Education (FIPSE) which -in 1974 designated CBE #s a "special

focus" (Gamson, 1979), Not only did FIPSE fund a variety of\ new/and continuing

projects in CBE in community and four-year colleges throughout fhe country, but
FIPSE staff, traveling 'the country to meénitor projects, . provided
cross—fertilization of ideas and a wider dissemination of efthusiasm for ‘e
concept.- ‘
Today, colleges arid technical schools "in every part Af thef country are
implementing CBE, ‘especially in vocationally oriented pfograms and -in other
skill areas, such .as math, writing and some sciences. general, the movement
. has been slow to catch on in liberal arts areas, apparently for good reason -
- the objectives of education in the liberal arts are rarely abilities to perform
tasks, but rather the acquiring of certain facts. and/concepts and the ability
.to make limited analyses using a new conCeptual framgwork. The real skills of
the liberal arts are generally taught at the graduate .level witl} beginning

. students getting only a quick overview of a discipline.

** educational philpsophy and practice which pave culminated in CBVE, there is no -

S

Sy .
Because of the difficulty .of applying CBE to libéral arts education (although
. see Grant, et. al., 1979, for some notable attempts), -this paper will focus on
'its applicability to vocational programs. For that reggon fhe acronym used
throughout the rest of the paper will be CBVE /for Can[génocy—Based Vocational
Education. . .

. Defining Camptency-Based Vocationa.l ;E:aucatio A 3\
Although the previous section has_, discugsed the various ‘breakthroughs'ain
simple definition in gener use. Definitions are as diverse as the

individuals and programs @ t?npting to/ implement CBVE. A brief sample
includes: : R , .

.

“a“*data—based, adaptive, performance-oriented set of integrated
processes. that facilitate, measure, record, and certify within the \
context of flexible time parameters the demonstration of known,
explicitly stated and agreed upon learning outcomes that reflect:
successful functioning in life rol}es." (Spady, 1977, p.9)
"Competency-Based Education is an educational framework, a way of
organizing instruction which affects how curricular and instructional
decisions are made. The purpose "of CBE is to clearly focus

s instructional decisions on student achievement of specific skills."

(Filan, et. al.) 1981, p.2) R .

-

"Performance-based vocational education is an educational program in
which the tasks (or skills) tol be acquired and demonstrated by the
, students, as well as thereriteria (standards) to be- applied in

A\
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_ ‘ .
of such tasks (skills), are made explicit
of instruction; the student is held accountable for
meeting thege criteriay and the instrqgtion, is organized around those
tasks (skills) (State Department “of Education, South Carolina,
1978, p.4). ~

n
.
¥

"l. The skills and knowledges that students learn should be directly
related to the duties and responsibilities they will have to
perform in the job. ™

2. These -skills and areas of knowledge and the means for evaluating
‘their attaimment should be specified in advance and made known to
the students. ' -

3. Students should "be provided with whatever  instructional
experiences they need to attain the skills and knowledge required
by the jobs they are aimihg for." (Career Education Center,
Florida State University, 1976)

In fairness, it"should be noted that the definitions quoted above are. only
preliminary statements., In each case, the documents go on to a considerably
more detailed discussion of the aspects of CBVE. Though these statements
differ, it 1s clear t all are attempts to define the same educational
system, For purposes this papér, we may draw on the above definitions (and
others) and define CBVE as ' : -

1) the, systematic organization of curriculum and instruction -2)
around knowledges, skills and abilities (campetencies) 3) which are
- requi on the job; 4) students are informed in advance of the
campetencies to be acquired and 5) of the means of assessing their -
attainment, and 6) provided with instructional experiences needed to
achieve 7) the required level of mastery of each sequential task
. before proceeding to the(next. S

A CBVE program as defined above can operate within any institutional structure.
However, pressures intrinsic to campetency-based programs move them toward
rindividualized approaches to instruction. If the focus is to be on the outcome
of instruction, the competency acquired, rather' than .on the instructional
process itself, we are quickly led to wonder why students should bother working
through an instructional unit when they have a]%eady acquired the c tency
involved or why they should wait for others to. earn what they have already
mastered or why they. should not be free to continue work on a task even though
other students have already mastered it. All of these questions sugdest the
close rel‘ationship between competency-based instruction and individualization.
Throughout the rest of /this paper, the term Competency-Based 'Vocational
Education will generally be used to refer to a competency-bdsey ‘system which- is
also individualized (exceptions should’ be clear from context). 1In order to
provide a common framework for the discussion, the fo lowing outline contains
the major characteristics of a completely individualized, .self-paced, open
entry/open exit, campetency-based program. The model is based heavily upon the
system used at Suburban Hennepin Vocational Technical Centers (1981) and that
developed by tl‘?e EPDA Regional ‘Workshop in Lexington, Kentucky (1976).
v ) A
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All instruction and degree/certlflcate requlrenents are based upon
campetencies derived fram job analyses and kept up to date through
frequent consultatlon with'. an - advisory committee and feedback from

employers. = .

Degree/certificate requirements are stated in terms of campetencies to be
demonstrated rather than in terms of grades or credits amassed.

Students do not have to engage in any pfescrlbed set of learning
experiences but may'demonstrate eompetencies acquired outside the college
or design individual approaches to acquirdng canpetertc1es. ,

' Entermg students are provided with diagnostic/assessment services to.—-

determine competencies already attained, pre-requisite skills which must
be acqulred. and general 1earn1ng strengths and weaknesses and/or 1earnmg
style. -

Based upon the diagnostic/assessment results and student .statements of
objectives, needs and interests. an individualized program is developed in
cooperatlon with a counselor or instructor.

All .learning experiences are based on competency ’Lstatenents and are fully

individualized, normally using' module$ or learning packages. Several
alternative experiences are provided for each campetency to allow
selection of compatible learning modes. Same of the learning modes may be
group modes, : .

Instructors and other resource persons are always available to assist
students, answer questions. critique performance, and suggest additional
learnmg experiences as students work with the learning activities.

4
e studdnt works rough the learnmg modules ™ by takmg pretests,
engaging in the 1 ing activities specified upon apalysis of the
pretest, and demonstratmg competency on an evaluation.

Wherever possible, evaluations are based on performance of job-related
tasks rather than on knowledge about a task.

'If the student does not sﬁccessfully demonstrate a campetency she/he

repeats the learning cycle, perhaps utilizing alternative materials or
learning modules for those areas in which mastery is not camplete. The
student may continue to repeat the cycle until mastery of the cémpetency
is demonstrated. < e
When a student demonstrates mastery of a task, she/he proceeds immediately
to the next task. ‘ '
Time is not a factor in a student's progress; demonstration of master¥ of
each competency is the goal. .

Students may work with a counselor or instructor to replan their program
at any time, based upon personal developnent, needs determined by
experlence in the program, and changes in mteres(s and objectiv

@/
; . .
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14. Students receive credit for campetencies achieved. Students not meeting
the mastery requirements have nothing entered on their transcripts.

15. Upon campletion of a program, a studen;: is awarded a c@rtificate or degree\‘

stating the competencies attained. The official transcript also‘contains
a more detailed record of the competencies attained. - :

(.Y

The camplete individualized CBVE model is indeed intimidating! However, as we
shall see in a later section, it is not necessary to implement the entire model
in orger to use CBVE concepts to improve education.

. 3 ’

Instructor Role in CBVE, :

The, model 1n the preceding section presents CBVE fram the point of view of the

outside observer. However, the effectiveness of CBVE depends upon the .
activities of the instructor, activities which vary substantially fram those in -

a /:raditional course, As Grant (1979) states,

"It goes to the root of the relationship between faculty and students
and requires faculty members to rethink their role. Even tenured
faculty . . . must learn to be competent at new skills. *"They must
,Move away- trom the lectern and learn to teach in other settings and
" in other forms of interaction with students.. . . ." (p.13). ’
! . ' . ] - . .
Cross (1976) points out that in individualized instruction, "the teacher
assumes the role of mapager; he or she prepares materials, diagnoses,
prescribes, moti\rat;es, and serves as a resource for the student." However,
Farley and Moore (1975) point out that "individualized instruction through

%earning packages calls not for a change in the things a teacher normally does,

ut a change -in the 'mix' or the frequency with which he or she does them."
(p.10) Let us look at some of the camponents of the new mix of faculty
activities. . \
. .

In a CBVE setting, the major, information which is usually conveyed to students
in a classroom via lecture or demonstration will now be presented in learning
packets which contain instructions for the individual use of text material,
faculty prepared written, material, and information presented through various

&

A-V media, A major faculty activity in a CBVE system, then, is the

development, selection, and revision of learning packets and individualized .

materials. Although thig‘ activity is similar to the processes involved in
selecting texts. and audie“visual materials for a class, and in staying current
with thé [field and revisjng lecture notes, the c}zfzelopnent and revision of
learning packets, is more time consuming than the preparation or revision of a
lecture. Revision of learning packets may include writing explanations,
developing self-assessment tests, or working with media personnel to produce
audio or video tapes, photographs or:slides. Although the major production

‘work ' is done’ at the time 'the CBVE course is first developed, changes. in

occupational requirements as well as identificatton -of *student learning
problems require frequent updating and modification. ;
With the learning packet and its "associated materials replacing the lecture and
other forms of group instruction, the instructor's direct instructional
activities are lergely one to one. While students are studying, the instructor
. . - ~ }
. . -3
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is avallable to answer questions, clarify information, prov1de supplementary
1n31ghts oh)-_he topic. help solve problems, and provide direct instruction and
supervision/in the performance of applied tasks. , Instructors®.do not
necessarily wait for students to come to them, but "make the round%" “checking
on student progress and offering assistance. In this way, the instructor
spends less time performing and more time observing student performance.
Y, . . e
The taculty role in a°"CBVE system also involves an increase in the amount of
time spent K on assessmen§ and evaluation of student performan& Because
students progress on the basis of demonstrating mastery of each campetency,
faculty must devise a variety of assessment measures with special emphasis on
performance of job-related tasks rather than success on paper and pencil tests,
Developing such performance-based measures and keeping them up to date with
changing jbb requirements demands considerable time and effort. In addition,
much of the time spent in interaction with students may be in evaluation since
performance is assessed individually and more frequently in .CBVE programs.
-

To be effective in a CBVE instructional setting, then, instructors must be or
became proficient at selection of materials; development of learning packets,
including locally produced A-V materials; development of evaluation procedures -
for job-related performance tasks; and one-to-one tutorial interactions with
students, including assisting students in identifying their learning problems,
suggesting activities to overcome problems or expand understandmg, answering
questions, clarifying information ‘and procedures, evaluating performance and
dlagnosmg problems. Lastly, instructors must develop substantial flexibility
in moving, back and forth between different subject matters and different levels
of student knowledge since the instructor may have students fram several
different* classes working in the- same room at the same tlme, requestmg help
with ‘their individual leaﬁm.ng activities., :

3

Models of CBVE

<

. A “ .
In order: to avoid over camnit:nent to an idealized version of CBVE, let us turn
now to several examples of. CBVE in practlce. This section will describe tour
institutions, all of which use some version of CBVE throughout their entire .
curriculum. The first three, Central .Community College in Hastlngs, Nebraska, -
South Oklahama City Junior College, and Employment Training Office in Honoluld
are described on the basis of first hand observation. ‘The fourth model,
Hennipen Technical Institute, is included briefly because it ‘has become so -
famlllar to many persons in Hawa.u through workshops and visits.

-

_in i (hereafter referred to as
' Hastings), offers mostly vocational programs w1th liberal arts courses\serving
primarily as vocational support (although many liberal arts courses transfer
for university credit). The college enrolls approximately 1,800 on—campus day
students as well as 2,500 off-campus students and a small number of on-—campus
evening students. All courses in the college are individualized such that a
student can begin any course on any day the college is in session. However,
the college operates on a semester system . (primarily to provide accountability
comparisons with other colleges in the state), and students are assigneé.
credits for work completed at the end of each semester. Students may)_fe’ge?iqve ~
credit for any units completed within a course by the end of the semgster, but
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. Tust re-register for units which are not canplete. Although the college was
not initially happy with the imposition of the semester system, it has proven
effective in motlvatlng students to camplete their .work so that they will not, .

" have to sign up and pay a second time for incamplete -units. _In addition, the
college motivates students to progress at a reasonable rate with a very strict
' probation/suspension pollcy which requires that a spec1f1ed proportion of
credits atte.mpted be ccmpleted in any semester.

Each mstructor determines the number of sg@t\ts he or she can handle @t one
time. A catd file in the reglstrar s office holds a card for each available
opening in each instructor's lab. - Students may enroll for any course taught by
that instructor until all the lab cards for ‘each time period (usually a three
to feur hour morning or afternoon block of time) are en. Students enrolling

‘when a lab Is full miufst wait until another student ccmpletes a course or
withdraws in order to enter that lab. In practice, the college is usually able
to accamodate new students in the labs. of thelr ch01ce. L
In theé lab itself,- whlch may be a shop, computer roam, business machmes area,
etc., - the instructor §uperv1ses students working on several different courses
within . the same time block. The entering student fills out an information
card, is 'given the course outline sheet,” and is shown the location of the
_course information sheets. Each course has an orderly sequence of written
" information sheets which together ccmprlse t is known as a learning packet
at othér. colleges. At Hastings, the Studelts begin by reading the course
"outline and the statement of course objectives (ccmpetenc1es) and proceed to
the Study Guide. The Guide tells students what to do to achieve each cbjective
of the course. There are normally one tQ three units of work for each credit,
with several competencies for each unit. °Normally, however, evaluation takep:
place atsthe.end of each unit for all canpetenc1es within that it rw
by checking off each campetency as it is completed. The stud works
md1v1aually, following the directions of the Study Guide and seeking out the
instructor for assistance as needed or for evaluatlons as directed by the Study
Guide. .

Study Guides direct students to a variety of materialss including texts and
workbooks, other written references, coammercial films and film strips, etc. In
addition, the college relies heavily on film strips which they have developed
as well as video tape (whert the content requires motion), and combination audio
tapes and photograph flip charts. The audio or video tapes are normally no
longer than 5 to 7 minutes., with the expectation.that students will listen to
them two or three times. Most tapes seem to have been constructed very
informally — as though the instructor were sitting with an individual student
explaining the subject —— rather than as formally scrlpteg lectures.

When not workmg with a student one-to-one, instructors may be “found at

~ "stations" within the lab itself — not -<in separate offices. The instructor
station may be a desk, round table, lectern, or whatever is comfortable for the
instructor and approachable for the student who wishes assistancé or
evaluation, When instructors are at their station, they spend time checking
student work, revising curriculum materials, and staying abreast of, the
literature in their field until approached by students for help. At Hastings,
the instructors work a 40 hour week and spend at least 32 hodfs in the lab with
the students.

w
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Students are not graded in most courses — they receive credit tor courses
campleted. However, the college has recently recognized that'there are quality
differences among students which arg of interest to employers. Therefore, they
have begun development of a list of 12 to 18 competencies per program. Upon

-

‘program completior, students are rated on these #ompetencies by instructors

(usually based on records kept as students progresséd through the program) and
the ratings appear on the Back of the diploma.

"Hastings does no pre-testing of ‘students. If inst/ructors notice deficiencies

in new students, they request testing by the counselor assigned to the program

and remedial work may be prescribed. If a student already has mastered certain

c}mpetencies, she/he can arrange to be evaluated on them and move quickly to
areas of new léarning. One of the advantages of a fully individualized college
is. that students can drop courses for any reason at any time and pick up
another course more suited to their present needs or interests. They are not
penalized by having missed the "beginning of the class" or having to wait until
the next semester to begin.

When the college opened its doors ten years ago, most of the vocational faculty

¢

were hired from industry*rather than from education. As a result, they

established the individualized program fram the beginning on the basis of their -

knowledge of. wor irements. Now, advisory cammittees work with the program
faculty to keep requigements current. They have been particularly active in
tency statements that will be included on the back of the

\— % . . .
South Oklahoma City Jupior College (SOCJC), like Hastings, opened its doors
about 10 yearsyago with the intention of being a truly innovative college.
While Hastings describes itself as "individualized", SOCJC describes itself as
"competency based". Although SOCJC eventually hopes to individualize all its
courses, at:present many courses are taught as regular classes. Actually, the
college offers three learning modes: individdally paced, group paced, and
mixed paced. The first two should be self explanatory; in the mixed paced
class, students may proceed individually as long as they stay ahead of the
class. If they drop behind, they must attend regular' group classes. College
personnel believe that these options allow students to select the learning mode
in which they are most comfortable. In addition, the college seeks to provide

.multiple options within the individualized courses, sothat students may learn

fram print or various non-print media. In fact, the library appears to have a
larger collection of non-print than print materials.
(A“t

Reg[i'fdless‘of the mode in which a class is taught, students all purchase

learning packets for each course which clearly state in advance the
competencies to be attained and the means of evaluation to be used. As with
the )Study Guides at Hastings, the learning packets spell out the sequence of
steps for attaining competence: in each area and the learning materials and
alternatives available. Grading is three tiered instead of having only a grade
of Credit, as did Hastings. Students seléct the competency level they wish to
achieve: Credit (about equal to a 2.0 on a. four point scale), Mastery (equal
to about 3.3) or Honors ( 1 to 4.0). Requirements differ for each level.
Normally students are required to complete each course.in'their major at the M
level. This grading sézstem is one way of avoiding the erosion of academic
standards which is aYpossible by-product of the Credit/No Credit approach.
Students have an incentive to pursue higher levels of achievement.

-
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Faculty teaching load at SOCJC is negotiated indiviaually with each. instructor;
however, faculty are normally expec‘Eec'_i to be on campus and available to
students about 30 hours a week. The college operates on a quarter system with
three additional mid-quarter entry points to accelerated classes. Only certain
courses, including limited numbers of individualized courses, are offered at
any one_ time. Since most courses meet in normal classes and shop or lab
sections for approximately the same number of contact hoursrxas do vocational
courses in Hawaii, faculty are available to students primarily during the
reqularly scheduled class times and office hours. Instructors do not normally
have students from several classes in the same area at the same time (as is the:
norm at Hastings), although some instructors are experimenting with this
approach. When faculty are not in class, they are in offiees.which are
separate from the class area, although one of the uniqueness of SOCJC is -that
there are almost no permanent walls in their buildings and faculty—and
administrative personnel--sit fully within view of any passerby, the ®ffices
demarked by hip high barriers at most. The theory, apparently borne out in
practice, is that faculty are more accessible to students if they are not
behind closed doors. ‘ , S

Like Hastings, SOCJC has strict standards of academic progress. Students who
do not earn credit for the required percentage of their courses are put on -
academic probation or suspemsion. Also, within courses, students may attempt
tp demonstrate mastery of each competency up to three, times, but are not
normally permitted to continue with-the course if they fail on their third try.
Students who do not complete a course during the semester are often required to
start at the beginning again when they reenroll (although instructors can and
do make other arrangements their option). : . '

Vocational programs work with advisory committees to stay current with
industry. At present, advisory committees are working with faculty to develop
program /level statements of competencies similar to those under development at
Hastings. _

SOCJC, like Hastings, ddes Tittle pre-testing of students, trying to hold the
application/admissions/counseling/registration process to tw® hours for
students who come in person to the college. . When instructors identify
deficiencies, students are referred to the counseling staff or to the math-or
English learning labs for assistance, : ‘

One intrigquing aspect of?SOCJC is the use of testing centers. The college
appears to rely heavily on written tests, virtually all of which are given in
test centers, rather than during class time. Thus) when a particular unit is
completed in class, each student is responsible for ing the test when she/he
is ready and retaking tests on their own schedule. baraprofessionals are hired
to proctor the tests. | Usually the test is returned to thefinstructor for
grading, but in some cases the proctor may grade the test on’the spot using a-
key, afterward sending the scored test to the jnstructor. 1In this situation,
students get immediate feedback and sometimes help in finding supplementary
materials if they need to review certain information.

SOCIC is an interesting example of how a competency based program can be
implemented with only partial individualization. At this college, students do
not have the option of changing courses instantly or starting courses at any
time. Nevertheless, the system is organized around competencies and hag many

opportunities for individualized study. ot

L5
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Employment Training ‘Office (ETO) of the UH comunity <college system is a
non—credit short-térm training program which operates on an individualized,
competency based system. Students may enter a_ training program at the
beginning of any week. They proceed through the program of their ‘choice at an
individual rate, campleting learning contracts which specify the ccxgpetehcies .
to be attained. Students are responsible for their own progress,’ although
faculty closely monitor théir learning rate. -Students are not gr » but must
reach criterion level on each competency before progressing to the next.
Because many of the ETO students: have been funded through CETA, faculty are
responsible for closer than average monitoring, leading to more detailed use of
campetency check sheets in the trade and industry areéas ‘and more time spent
checking &tudent "practice assignments in the business programs than was the
case at either SOCJC or Hastings. ’

Students follow a study guide for each’ of their courses. The guide tells them
where to-find and how to use materials at each stage of learning, and what
skills t50 practice, In some programs, students take a pre-test before
beginning each unit and a post-test at.the end. Unlike some individualized
programs, ETO has incorporated group instruction_into an individbalized basic
structure. For example, in the Business programs, students are assigned by
the study guide to attend mini-seminars.  Each mini-seminar"is a small lecture
or demonstration session which is offered one or more times per week on a
schedule available to stullents. In this way, instructors are able to introduce
new subjeCts to groups of students, rather than explaining difficult_things
individually.. It also allows for greater .rapporF between, students and teacher
at the point the studént enters. . ' - _ ,
4 ;
In the business program, instructorgs also schedule themselv®s for testing
" periods each week. Students who have reached an evaluation point in any class
can attend the, testing session scheduled by their instructor. Instructors are
generally available 'to students at all- times when they are not testing or
offering mini-seminars, '

Because ETO does not have any semesters or beginning ot ending points for
.Classes, students in fact are distributed across all points in a course at any
given time. Therefore, ETO instructors, much more so than their counterparts
at SOCJC or even Hastings, must be prepared to shift gears each time a student
asks for assistance, recalling not only what contract this student is working
"on, but how far along she/he is and what shs/he can be expected to know ~
already. ’,

ETO itself -does little pre-testing of students, but relies on the pre-testing
and prescriptions of the agencies which refer students. Students who came in
on a paying basis are counseled by faculty and placed appropriately in
contracts. Students may challenge units if they have already mastered the
material and proceed to the next higher level without working through the
learning package.

' Hennipen Technical Institute in Minnesota is a two-year technical school which
enrolls approximately 3000 full-time skudents and 1000 night students. It is a
. fully individualized, competency-based program. In many respects, it sounds
simildr to Hastings. However, there are several aspects of the school's
operation which are different fram others discussed. o :
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The college has an extensive test;ng and counseling program which spends at
least six hours evaluat.mg students before placmg them in a program. -

l Deficiencies are identified in advance and students must complete renedlal work

prlor to entermg thelr chosen vocational program.

Hennipen also has a grading system which is unlike others. Students are rated
on each competency using a six point scale which goes fram a high of
6—performs task/competency with exceptional ability, to l-—cannot perform
task. The ratings help encourage students toward their best possible
performance and thus help maintain program standards., . However, students are

rated separately on each of 50 to 200 campetencies in the program, making-
- summary statements somewhat difficult. ‘

' Finally, Hennipen utilizes long. competency or - task lists to ‘monitor the

progress of students, checking off each as it is acamplished. In contrast,
Hastings and SOCJC tend to flook more holistically at student ach:.e?ement of
competenc1es, evaluatmg progress less frequently and in greater chunks.

The tlow thart on the following page provides an overview of the Hennipen
System,

/an
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Pros and Cons of CBVE:

Now that we have looked at same CBVE programs in actlon, Jlet us return to a
cor(smeratlon of the ideal individualized CBVE model. Advocates ¢f Campetency
Based Vocational Education have claimed that the new curricular structure
pramises great improvements in education. However, many of the advantages of
CBVE carry with them potential problems which must be kept in mind imdeciding
whether or how to implement .} This section addresses the claims made tor
;he system and the related pot t1al problems. ~

1. CBVE will improve themllty of education; in particular it will improve
- graduates' ability to perform on the job, since students must work at each
task untJ.l itis mastered.

In a CBVE program, students are evaluated against a prestated criterion,
rather thap being graded relative to a group.  Because students cannot get
by with C or D grades, but must demonstrate mastery of each task ot Sklll,
a CBVE program should result in betfer prepared students.

Same critics have suggested, however, that rather than requiring a nigh
level of mastery of each skill, processes intrinsic to CBVE will tend to
lower academic standards by requiring students to attain a minimal level
of campetence only. Pressures on colleges to retain students will require
that the mastery level be set low enough so that\ most students will be
able to attain it reasonably quickly. At the same + however, there
- are no incentives (such as higher grades) for students to achieve more
than minimal standards of performance. ( Bell, 1980, p. 18) Any
" attempt t;g establish CBVE must deal with this issue directly and find
mechanisms to maintain high standards of performance. The SOCJC and
Hennipen-grading systems are*‘attempts to overccme this problém.

2. CBVE programs provide clear information' to the employer (and general
_public)¥on what program graduates will be able to do.

By clearly stating the objectives qf the program in behavior terms, CBVE

programs let employers know exactly what they can expect of -program

graduates. Also, by providing. a list of coampetencies, any person

(legislator, board member or member of the general public) who questions

. whether a vocational program is really necessary for particular jobs will

be able to asseBs the depth and variety of skills which the program will

+ impart. In some states, competency statements are expected to be ah
effectlve way of winning public support for vocatrepal education.

/7

Although competency statements clarify what is being taught, it is not

clear that' they can be guarantees of what a student has learned. Even

when studlents are carefully tested on eagh skill, there is no way for the

college to guarantee that a skill once tered will be retained or will

be performed adequately in a new setting or under different work

conditions. Any form of measurement only approximates the conditions of

the real world: it provides a sample of behavior at a particular time,

‘but the degree to which this sample may be generalized to other places or

2y
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times is unknown. At best, g CBVE program-can state that a Student has

- demonstrated the ability to perform each task but it cannot pramise that

the student will do so on the job. (Bracey, 1973, and Olesen, 1979). ‘
o e |} * s
CBVE improves the relationship between program and job requirements.
. ) e )
By building the @tire program around job related skills and tasks,the
CBVE program attempts to prepare students for entry into specific jobs.
There are, however, two problems with this assumption. The first is that

. the amount of individualized material either in print or in A~V form which

is necessary for a CBVE program, creates a type of system inertia. While’
an instructor can make changes quickly and easily in lectures and other
group procedures to update the course and take account of changing job
requirements,  the revision of CBVE materials is considerably more time
consuming. Some instructors have found that when a new text is publ ished
or a uew edition comes out, the effort to change %he individualized
materials- to corrpspond with ,the new texts is overwhelming. If outdated
texts are retgined until modifications.in the course materials can be
made, CBVE programs may get out of date more easily and &tay out of date
longer than do conventional vocational programs. . '
H . . . >

A second problem related to linkages between job and program requirements
is that the tendency of-CBVE programs to de-emphasize khowledge and
understanding and to focus on performance of tasks’ may mean students are
well prepared for the job as it is, but ill-equipped to adapt and learn
with changes in job requirements. As Bell (1980, p. 14) points out, most
learning is directed toward acquiring the basis to facilitate further
learning. Unless CBVE programs incorporate competencies which cover
broader knowledge and understanding in addition to ability to perform
specific tasks to criterion, students may find themselves unable to keep
up on the job. o ' s :

CBVE 'improves the evaluation of program efféctiveness by maklng the#goals
of the progrant quantifiable. '

Ce%tainfy accountability ‘has been-<ane of the major forces promoting the
move toward CBVE. When progrdm’ outcomes are clearly stated, it is
possible to report in concrete terms ow many students were able to do

Humanists, - however, have criticized CBVE for seeking accountability at the
expense of that flexibility which is necessary to the educational process.
Without the opportunity to change the content of the curriculum, even in
small ways, to take into account the composition and needs of a particular
class and the changes in job technology, the educational process becdmes
static and boring, both for faculty and students. The reliance on
behavioral objectives hides the fact that education has too many outcomes
to specify, and some of what is not\specified may be the most important
outcomes. As was discussed above, the broader and more 'nebulous goals of
education—those of preparing students to learn new information and adapt
to new techniques—-may suffer on behalf of a narrowly defined
accountability. (Bell, 1980, p. 15)

!
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CBVE helps imotivate students by providing clear statements of program

objectives in advanse of instruction and by making clear the connectlons
between job, the campetency objectives, instruction, imd evaluation. - o

The theory -is ThAt students mil be motivated to pursue their education to
the extent that it is clear to them what the expectations of them are and
how they will be evaluated. N

Despite this theoretical motivating force, one of the mdst uniform
statements made by faculty involved in CBVE programs is, "It's great for
the well-motivated student.” 1In other words, because students must take
substantial responsibility for, their own learning, success depends heavily
upon, student motivation (Gamson, 1979, p. 250). Unfortunately, not all
students are highly motivated and the motivation provided by clear
knowledge of the interrelationships among objectives, instruction and

‘evaluation does not counterbalance the responsibility placed on students

by this system.

CBVE is democratic. It treats students as md1v1dua1s and increases the
probability that educatiomally disadvantaged -students w1ll ccmplete the

program.

Slower students have greater opportunities to camplete the program and
attain mastery of the required tasks under CBVE. As a result, CBVE
progtams are more democratic since they reduce the impact of prior
educational deficiencies and of demographic barriers to academic progress,
However, unless means can be found to maintain the motivation of slower
students, CBVE, like any other system of education, disproportionately
benefits the brighter, faster, and more highly motivated student by
decreasmg the tme needed for program completlon (Gamson, 1979, p. 250).

In addltlon, Rlesman (1979), points out that the cost to society of
nurturing the "slow but sure” student may be very high. "In fact, the
ability to learn quickly may be in and of itself a ccmpetencein _ce{tain
lines of work. Suppression of evidence about the length of time involved
in learning competence...will in the long run not prove beneficial to
students, to competence-based programs, or to society as a whole." p. 40.

CBVE provides students with individual atténtion. They get the help they
need when they need it. Resources are redirected to those students with
the greatest need. |

The opportunity for individual attention is one of the greatest assets of
the CBVE system. The conscientious faculty member can use individual
attention to identify ways to help motivate students as well as to provide
individual assistance. Differences in learning style may be jdentified
and altemai':lve learning approaches prescribed. 7

However, even this benefit is not quite as strong as it first appears.
Much of the instructor's timé is diverted fram direct instruction, either
individual or group, and into preparation and updating of materials and
many varieties of paperwork. As pointed out earlier, many of the
instructor's interactions with students are focused on evaluation of

) 2
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performance rather than on providing assistance. .Thus, resources-.tend to
be directed away from teaching altogether, rather . than into_ time with

needier students.

a

Finally, same CBVE systems do not limit the length of time a student takes
to master an objective. 1In these systems, individual students may demand
an instructor's time for almost indefinite periods of time. (Bell, 1980,

. ® 'P. 18). An important component of any CBVE program is that it must find

ways to ensure that studehts progress and do not remain in the program
indefinitely- h Y

.

B

8. CBVE programs are readily tailored to the specific objectives of

individual students. They may take into account competencies acquired
‘elsewhere and give students credit for them, rather than requiring that
students-proceed in a nearly lock-step manner through the entire program.

This is clearly an Ladvantége’ of the CBVE program. With competencies

identified and evaluation procedures spelled out, it is easy to ascertain .

what a student has already mastered and to credit and place him/her

appropriately. Also, the student who has a specific job in mind. may be -

permitted to skip certain competencies and substitute othérs more
appropriate for the particular job situation. This flexibility enables
CBVE to serve individual and employment needs more readily than do regular
vocational programs. : ) ' .

A »

In summary, CBVE offers many potential advantage’s to students and to society.
ilfv’:ever, these advantages are not autanatic%tc‘:gncamnitants of adopting a CBVE

pproach, but require careful planning t0 identify 'and overcome the
difficulties implicit in CBVE.. No educational innovation can be aspanacea for

all the ills of education’,

- °»
Research Evidence on CBVE: ) .
Despite the claims made for CBVE, one of the disturbing aspects of its massive
literature is that there are few available research studies which evhluate it,
after nearly ten years of active implementation of programs. Grant, campleting
a major study of FIPSE sponsored CBE programs in 1979 says, "We have yet seen
no clear evidence that students who complete the programs are in fact more
competent or employable than similar students from traditional programs. The
data are just not availablé to make such comparisons..." (1979, p. 12). This

lack is particularly disturbing since evaluation of educational innovations is .

a common activity. The lack of studies suggests either that people
implementing CBVE have been so convinced of its effectiveness that they have
felt no need to test it, or that the large majority of evaulations have found
no difference between students who complete a CBVE program and. those who
complete other vocational programs. Whateveér the case, the evidence for
effectiveness and efficiency of CBVE is sparse indeed. The following summary
pulls together the eévidence which exists, although in all cases, the
‘information is based on secondary sources.

Vincent and Cobb (1977) undertook a major, carefully controlled study of CBVE
in secondary and post-secondary classes in Kentucky. Using a counterbalanced
experimental gesign in which four classes in each of three occupations (tractor

-
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mechanic, bank teller, and secretary) alternated traditional and CBVE modules,
the researchers found evidence for the -superiority( of the CBVE approach>, On
cognitive skills, two thirds of the dlasses showed higher gain scores when
using CBVE modules. All three occupational areas showed higher performance
scores fgr CBVE modules, at least some of the time. Higher performance scores
occurred particularly when classes moved from traditional instruction in the
first time period to CBVE instruction in the second time period. Results on
performance tests may be somewhat contaminated by the fact that the final check
in the CBVE module was used as the performance test in both classes. In the
CBVE classes, students knew all along what they wouldr be tested on, while in
the_traditional modules, they did nots Although knowledge of expectations is
one of ‘the benefits of CBVE, it is not clehr that the Vincent and Cobb design
is a rair way to measure the process of CBVE. Neverthelegs, this study was
carefully conceived apd executed and does provide evidence/that’ overall, both
cognitive and performance scores are superior using CBVE. ;

Raphaelson, Charters, and Wachtman (1976) studied competency based education in
retailing and merchandising programs at several colleges in New York. The
study is based on comparisons of the peffegmance of students who had taken
traditional courses with those campleting “néwly introduced campetency based

courses. They found signifi greater attaimment of competencies, as
measured by multiple choice tests|and final written projects, For students in

. 4 L .
These two studies provide the onl} concrete evidence for the superidrity of
competency based programs with respect to student learning. :

- »

the CBE programs.

With respect to student attitudes, the evidence is more mixed. Poorman and
Fleckenstein (1978) claim that students in six programs at Kirkwood Community
College found competency based programs enjoyable and beneficial. However,
their final report on the three year implementation project does not provide
supporting evidence. On the other hand, Vincent and Cobb (197 ) surveyed a 25%
sample of all students, faculty and administrators involved in campetency based
education in Kentucky. Their evidence shows that adminiStrator§ are the most
favorable, followed by teachers, with students rating CBVE somewhat negatively.
In particular, students found the programs borind and did not want them
extended to other classes.

With regard to cost-effectiveness, the Vincent and Cobp (1977) study of CBVE in
Kentucky reports that CBVE programs are . "inexpensive to implement in the -
schools' present facilities,” but provides no ‘evidence to support this
generalization. At attempt to examine cost-effectiveness in a competency based
nursing program at Mt. Hood Camunity College in Oregon was hampered by the
fact that the program is twice as long as nursing programs at other nearby
community colleges (Mount Hood Community College, 1974). Other studies do not
provide comparative costs of CBVE and traditional programs. However, Central
Community College 'at Hastings, Nebraska, provided statistics on the costs of
their fully individualized programs compared to the traditional programs on
other campuses in their system, These data indicate that the direct

dinstructional costs per student for their programs averaged 75%.of the cost of

similar programs at other colleges. However, the figures do not take into
account the cost of addifional support personnel needed by individualized
programs, such as the two proof readers employed by Hastings for preparation of
learning packets.

24
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These few studies provide only slight evidence that CBVE may be-more effective
and efficient than traditionally structured. vocational Jprograms, and quite
mixed evidence with respect to student attitudes.’ Consideraply more research
should be done to verify that the massive time and financial resources required
to implement CBVE will in fact,result in improved education, - \\‘

‘Before leaving the research on competency based education, we should point out
that there is an extensive literature evaluating mastery learning, which is a
core concept within CBVE. Most of this research concerns its applicability on
'the primary and secondary level, especially ir math and ‘sciences, and there are
i variety of methodological problems. Nevertheless, Block (1974) provides an
e excellent review of the major findings which indicate strong support for
mastery learning. : v

. Basically, Block fiports the following ’ﬁindings' or tendencies in the
literature: e o

1. At an 80% criteribn for mastery, two to three‘times as many students age
. - able to reach criterion under’ a mastery learning approach as.under a
. 4
» - traditional approach.
- ’ s <

2.. The greater the percenéage of material learned, the greater the retention,

. whether material is learned by mastery, techniques or not. As a result,

' students in mastefy learning programs increase by about 15 to 20% in
retention because they are expected to achieve higher levels of mastery to
begin with. ’ : . .

3. Several studies suggest that students who have achieved mastery,
particularly at the 85% to 95% levels, are more likely to be able to apply
the concepts learned to a new situation: \ __— ~

4. Mastery of early objectives increases the probability of mastering later
ones, :

5. Mastery learning decreases the impact of individual differences in IQ upon
ultimate learning. :

6. Mastery learning tends to decrease the variability in rate of learning
~among students. When students are expected to master material at 80% or
better before proceeding, they master each new unit more rapidly.

It is impofzzﬁf, to recall in evaluating the above findings that mastery
learning primarily makes use of traditional classroom paper and pencil tests,
rather than evaluatign of performance on "real-life" tasks. There seems little
doubt that mastery learning gpproaches can improve school learning and may have
positive impacts upon student self concept as well. This evidence, in itself,
is strong affirmation for adoption of campetency based programs which
incorporate mastery learning, even though evidence does not exist that CBVE
program graduates make better workers or employees, or ‘even that they graduate
at higher rates.
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Redeffinirig the Task ) ’( | , RS
In the first part of this paper, we looked at a definition of the components of
an ideal individualiz@,«j‘\,cuoimdpetencybbased system. - The implementation of such a
system in all details, wo require a'massive amount, of effort by most of the
faculty and staff of a community college over a period of several years.
(Gamson, 1979, estimates a minimum of three years from inception-to a working
program). A decision.to devote human and financial resources to such a task
must be made with great caution and only upon a clear judgment that -the
benefits of such a system are worth these costs. « . o

LY
»

As we have seen, the arguments for CBVE, while -impressive, are not without ‘
drawbacks, while the data-do not provide strong support for the belief that -
CBVE is a significantly more effectivé approach to vocational preparation than -
the traditional approaches which now exist. As a result, a decision to make a
major commitment to a wholly individualized CBVE system at this time would not . ¥
be wise. . S ) .

Fortunately, howev,,t)er,' the question of adopting CBVE is not an all or nothing
one. It is possible to draw upon the-CBVE model for ideas to solve particular
curriculum or instruction problems without making a full college commitment.
- For example, by offering afvanced courses in a iow enrollmént program on an
individualized CBVE basis, a college may be able to continue an AS degree which
might not otherwise be feasible. Using individualized materials, instructors
may be able to supervise and assist a small number of advanced students in a
shop or lab while simultaneously working with students in a lower level course.
Alternatively, development of CBVE individualized materials may " permit some
students to move ahead of the group and complete a course early, a particular
advantage in subjects in which student background is quite diverse because it
permits instructors to provide more attention to those students who need it. 3

Looked at ,as a package of techniques which may be drawn upon to improve
instruction, CBVE is an exciting approach which can enrich education in Hawaii.
The question at this time should not be whether or how to implement a tull
campetency-based, individualized program, but whether there are concepts and
procedures which can be borrowed fram the CBVE model to improve instruction in
our program or improve service to students..

Myths About CBVE

's

Before proceeding to a discussion of how to begin' implementation of CBVE, let
us look at same of the myths about what is involved jin CBVE or why it may not
- work. Because most edygators in Hawaii have had 1ittlé or no direct contact
with a CBVE college or e had contact with only one such college, there is a
tendency toward stereotypic thinking about the requirements of CBVE. We tend
to assume that the only yay of doing things which we have heard about is the
¢ only way of doing them within CBVE. In fact, there appear to be almost as many
ways of handling common problems as there aré colleges which have attempted
CBVE. The earlier discussion of models of CBVE was an attempt to demonstrate
the diversity of approaches. 1In this section, we. consider some of the common
& assumptions or myths about implementing CBVE more specifically.
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"CBVE requires year round operation."
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Untrue. Although students may progress without interruption and better
utilization is made of facilities by year round programs, having summer
vacations and other breaks during the year is no more damaging to student
performance in CBVE than it is in the current, system.

"CBVE is only feasible if an entire college converts to this system.”

Again, it is probably easier to run a CBVE system if it is college wide,
permitting students to move freely from one course or program to another,
However, if only some courses or programs operate on a CBVE basis,
students are no more inconvenienced in moving between programs than they
are at present. . Meanwhile,” it is probably easier to develop the
administrative procedures for handling CBVE by doing it in small chunks
rather than by trying to create new support structures all at once.

"In CBVE, students can't see the forest for the trees. ;'I'hey have to work
their way through so many miniscule tasks and competencies that they can't
figure out where they're going." ’

Same colleges have spelled out tasks and competencies down to an extremely
detailed level. Often, these are colleges which serve large numbers of
special education students as does Hennepin. However, extreme detail is
not necessary to a CBVE program. Instructors should develop tasks and
campetencies at the level of detail they believe is appropriate to“their
students. It is always possible to spell out more detail later if” it
seems to be needed or to reduce the level .of detail if the numbers of
campetencies feel cumbersome. o o

"CBVE requires much more paperwork than a normal program, You have to
keep track of what's happenjing with each student.”

Actually, you have to keep track of each student in any system. At
Hastingg, the business faculty kept simple track of when each student
attempted the mastery evaluation for each unit and the results of that
evaluation informally on the back of a file card. Periodically, the
instructor checked each student's card to be sure that no student was
slipping too far behind a normal rate of progress. Her system was_as
uncomplicated as a grade book. _ —

As for checking student written work, it should not be necessary to check
work more frequently in a CBVE program than in a regular program.
Students may check their own practice work or self-assessments, with
perhaps a spot check by .the faculty member. Tests may be somewhat mor
frequent in CBVE, but since less time is spent lecturing, the to
workload should not be greater. » ' :

"CBVE requires a much longer work week of faculty than do other
approaches.”

Although Hastings and ETO both fequi‘re faculty'to be with students for 30

to 40 hours a week, this is not a requirement of CBVE. As administrators
at Hastings pointed out, whatever number of contact hours are currently

2y




-23-2

required of faculty in a program, there is no reason why CBVE should
require more. If we can do the job in the time we now devote, they claim .
-we should be able to do it better in the same time with CBVE since CBVE is

a more efficient use of instructors' time. : ,

6. "CBVE ol works with motivated students.” .
It is trle that CBVE turns over a great deal of responsibility to

. students. However, -because the instructor. works with students
individually, she/he has greater opportunity to identify motivational
problems and find ways to improve motivation. It may be that motivation
is less of a problem in a-CBVE class in which the instructor works to
solve it than in a traditional classroom where the urmotivated -student may
simply -get lost and disappear. N ,

\"Lots of 'students don't work well alone.  CBVE would just turn them off.

They come td college in part for social contact and want or need group .

support.” : , Lt

This can be a real prablem, but it can also be solved. At Hastings, many
.students got to know no one. However, the departments are trying- to
remedy the situation by setting up student lounges, student clubs, and
activities in the program areas. to bring together those students who want
or need more social interaction. Also, it is possible to build group
activities or require students to-‘work together. ETO business programs
use mini-seminars to introduce new topics. The Hastings autamotive
.program requires students to work in pairs because of equipment °
limitations. However, the college also finds that this is a more’
effective approach to learning than the individual approach used
previously. If group work seems to be important to maintain student
interest, it should be built into the program, even if this samewhat

limits the individualization of the program.

8. "Our students would get lost if they started out in a CBVE program. They'
don't have the discipline or skills to work .without a 1lot of .
encouragement. " P o

Most CBVE programs provide a lot of individual attention to students at
the beginning —— going through -the study guide with students, .orienting
them to the availability of materials and equipment, helping’ them learn
how to 1learn through CBVE. Since most students will enter at the
beginning of a semester, much of this orientation can be done in groups;
later, it ‘can be done individually with students who enroll later in the
Semester. ' After the orientation phase, the . faculty member must be
attentive tp individual needs. Same students may need a good deal of hand
holding and“should get it. Others will be ready to proceed independefitly
rather quickly. oo

9. "Our students couldn't learn on their own just by wat?:‘hinq a video—tape or
reading a book."

This is true oﬁmost students everywhere. The instructor needs to include

in the study guide anything she/he can think of to help direct students'
attention to what they should be learning. At SOCJC, *same instructors

- 2y




=24~

prepared a self-test of video-taped lectures which -was - virtually an
outline of important points in the lecture. Students could fill in the
questionnaire after watching the tape or as they went along. They could
even backtrack and check on something they had missed by listening again.
At the end, they had an outline in their own wprds of the significant
things they were expected to know. :

10. "You just can't take an individualized approach to every tepic or
- activity." ' ,

. N (

This may be true, but as the Dean of Instruction at Hastings pointed out,
it helps to assume it is false. If a problem occurs in the design or
implementation of a course, first look for what can be done. The quality
of education should take precedence over the "purity" of a CBVE system, so
modifications should take place when they are necessary.. For example, at
Hastings, speech courses are individualized but all of them require that
students give speeches to an audience and lead and participate in group
discussions. 1In regular speech classes, the class provides the audience
and the discussion groups. At Hastings, student$ in the same roam at the
same time may be working on four different courses. However, each course
requires them to participate in group activities and critique speeches.
Therefore, whenever a student is ready to give a speech or lead a
discussion, other students in the room are called together to provide an
audience or discussion group for which they receive "participation points"
toward their awn courses. With a little ingenuity and flexibility, a
basic CBVE structure can accommodate most learning needs.

How to Begin ,

The most- important requirements for implementation of CBVE, even in only éne
course or program, are commitment on the part of the faculty involved and
strong support fram their administrators. In general, administrators have been
more enthusiastic about CBVE than have faculty (Bell, 1980, p.14). It is
important to remember that CBVE is primarily a curricular modification, not an
administrative one, and in the University of Hawaii system, Board of Regents'

policy gives faculty priority in determining curriculum matters. . This policy

exists for a good.reason: faculty who do not support a curriculum change are

unlikely to be effective instructors in that curriculum. Therefore, it would

be most unwise for administrators to attempt to impose a conversion to CBVE.
. ’ ' w o ’

However, there are many things which administration can do to encourage facllty
to think seriously about the advantages of CBVE: workshops and training
programs, visits to CBVE programs elsewhere, contact with experienced CBVE
personnel from. other systems (perhaps through exchange programs), et¢. In
addition, administrators can encourage - faculty to review their &ourses to
determine the extent to which their curricula are already competency based,
even where they are not individualized. Finally, released time resources may
be earmarked for faculty who are willing to take the plunge. For instructors
ready to begin, here are same suggestions on how to develop a CBVE course or
program:
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An instructor beginning a (#WE course should first analyze the course
outline, syllabus and other materials to identify the campetencies around
which the course in already organized. Most vocational programs already
focus on competenc1es, ‘whether explicitly or implicitly.

Campetencies identified should be validated for currency, preferably with
an advisory committee or 1ndustry representatives.

Identify how students _cnugn_tlx acquire each cml\;%t’ency — what do they
learn by reading, by other AV materials, fram lectures, fram
demonstrations by the instructor, fram practice exercises, fram helping
each other, etc.? These means of 1earmng provide the resources already
present., All of them may be used in a CBVE program although the
instructor will probably want to find another way of presenting the
lectures and perhaps also demonstrations (through written materials, video
tape demonstrations. audio-tape lectures, etc.). )

(Optional) Review materials available nationally. If the instructor can
find AV materials which say what she/he wants them to say, it will save
the trouble of developing them locally. However, most faculty will find
that they prefer their own approach to the subject. The point of

reviewing national materials, then, is inM part to see how other

instructors have handled the same topics and to get ideas for locally
developed AV materials.,

Develop materlals to replace lectures, and wherever poss:Lble,
demonstrations. Where student reading ability is good, written material
may suffice. Use video tapes for demonstrations in which motion is
important. Use audio tapes, perhaps supplemented by photographs film
strips, or slides when motion is not nnportant This step- is potentially
the most costly and time consuming. It is, however, possible to begin an
individualized program’still utilizing mini-lecturers and demonstrations
to small groups of students. In the long run, this is not efficient use
of the instructor's time and tends to work against individualization, ‘but
as .a way of starting prior to developmg all the needed mater:.als, it may
be desirable.

Develop evaluat:.on procedures for the campetency obJectlves. These must
be spelled out clearly, including the conditions under which evaluation
will take place and .thé criterion to be achieved. The mumber of
evaluations necessary within a course will vary by the course, the
instructor, and the needs of the students. Attention should be given to
whether the same evaluation procedure can be repeated more than once by a
student. For example, typing speed may be measured on three or more
equivalent sets of copy to be typed, whereas to repeat the evaluation on
the samé copy over and over would reduce the validity of the test. 1In
general, the course should be planned so that students can be evaluated on
the same competency up to three times.

Ideally, the evaluation procedures and criteria should be reviewed by the

advisory committee to ascertain whether the procedures and standards are
satisfactory approximations of work requirements. w .

Ju
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8. )Deve'fép a learning packet. This need not be fancy. It should contain a
statement of course objectives, the means by which measurement of
objectives will be done, and a step-by-step set of directions telling the
student how to attain the objective.

Althéugh these steps to developing a CBVE course may not be quite as simple as

they look on paper, they are prabably not quite as difficult as has often been -

assumed. Much of the work has already been done by any good instructor in
developing the %urses 'she or he now teaches.

¥

Mechanics of Implementing CBVE

In this section, we will deal withithe modifications which must be made in
current campus procedures in order to implement CBVE courses. It is assumed
that initial implementation will involve converting individual courses to CBVE.
rather than converting an entire program or an entire college. Therefore,
procedures-rieed to be kept as tlose as possible to ones already in effect. It
should be pointed out that most campuses already have courses operating on a
CBVE basis so that many of the conversion problems have already been solved.

If competency-based vocatiorial education is introduced without open entry-open
exit classes, no modifications need be made in the college procedures to
accammodate the change. Students will 'be admitted -as usual and faculty
workload will continue as at present. Instructors will ‘schedule classes to
permit enrollment of students in only one class during a time slot rather than
the many classes which instructors in fully individualized programs deal with
at once. If, however, open-entry classes are introduced with instructors
working with students in several courses simultaneously, a number of
modifications will need to be made in coll¢gge policies and procedures.
Fortunately, none of these appear to be prohjbitive. The discussion below
assumes open admission to courses., but retegfion of the semester system of
organization,

1. Admissions. For CBVE courses. it is desirable for students to enter the
course at any time during the academic year. This means that procedures
need to be developed for an exception to the admissidns deadline for CBVE
courses and this exception must be publicized. Counselors_gmeed to be
prepared to assist 'students wanting to enroll mid-semestel® in these
courses. \

2. Tuition and Fees. Students would pay for the number of credits for which
they enroll during a semester as they do now even though they may not
begin classes at the beginning of a semester. Students campleting one
CBVE course for which they have enrolled and wanting to begin another
before the end of a semester could enroll late‘or simply begin work on the
new course and enroll and pay for it in the next semester. Provision
would be desirable to waive late registration fees for CBVE students,
though it is not absolutely necessary to do so. Other fees could be
pro-rated on a credit basis as they are at present.

3. Determination of Full-Time Status. Students at Hastings dre considered to
be full-time students for VA and financial aid purposes if they enroll for
at least one credit for each remaining week of the semester, up to a total
of 12 credits. This procedure should work well for Hawaii.

» 31
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Refund Policy. The schedule of refunds for dropping courses could
continue to be administered as at present but would apply to the number of
weeks after the student enrolled rather than the number of weeks fram the
beginning of the semester.

Variable Credit. A CBVE system is greatly ced if students are able
to enroll for fewer credits than the entire course (for example, to enroll
for only 4 credits in a 6-credit course) e ially when the student is
entermg mid-semester. Also, it is desirable tor students to be able ‘to
receive greater credit than they enrolled for (e.g., if the student in the
example above who had enrolled for 4 credits campleted 5 credits worth of

work before the end of the semester).  Apparently, variable credit is

currently being used in both of these ways within the community colleges.

Faculty Teaching Load. Faculty should be assigned the samg number of
contact hours for instruction as they currently put in for a given course.
The workload calculation should be based on what is necessary for a
lecture/lab course at present rather than converting to an all lab means
of camputing workload. .In other words, conversion to CBVE should not
require instructors to spend any more or less time with students than does
their current approach to instruction. If an entire program or several
courses 'within it have been individualized according to CBVE, the
instructor should be assigned the same number of contact hours as at
present, even though the number of courses available to students may be
greater than at present. The number of students to be handled by one .
instructor would then be determined on the basis of the number of work
stations available and the ability of an-.instructor to provide individual

_attention to the students, not on the basis of minimum class sizes for

each of the classes offered simultaneously.

‘Reporting Systems. Our current systems for reporting cmtparat{ve data

between campuses do not accommodate currggt attempts at individualization
and would encounter similar problems with new CBVE courses or programs.

Enrollment. Official enrollment figures are based on enrollment in a
college after six ‘'weeks. This reporting system would amit students who
enter later in the semester. At present, the number of late enrollees
would probably not be great, but if an entire program moves to CBVE or a
campus makes a major commitment to CBVE for several programs, it would be
necessary to have a new way of reporting enrollment — probably by final
enrollment at the end of the semester. Although such figures would not be
technically comparable with those of previous years, a change to CBVE
would necessarily disrupt the accuracy of such inter-year camparisons of
all statistics. e AN

SSH Attempted/Received. These statistics would also be more meaningful if
given at the end of the semester. Variable credit would also affect the
precise meaning of these data.

Average Class Size. If only one course becames CBVE, this figure is not
affected. However, if several classes are individualized and are

- available to students during the same .time period with the same

instructor, the number of students served per time period would be more
meaningful than the number per class. This is how current "piggy-back"
courses are treated and should pose no new problems..

Py
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Number of Courses, Classes, SH Offered/Semester. These data would not be -

affected by the conversion of one course. But the conversion of an entire
program would mean that all courses in the grogram were offered at all
times. Therefore. data fram CBVE programs d&d not be calculated with
other such flata and a new, reporting means may e to be developed.

8. Policy‘ on| Student Academic Progress. CBVE colleges have found it
important [to\ have a ' clear policy on the normal standard of academic

progress ted of students in order to prevent students fram unduly
prolonging their programs and taking up space which other students might
use. , _

Summary and Conclusions

Campetency based education has commanded considerable national attention in
recent years as a promising approach to -improving both the quality and the
accountability of education. Despite these -impressive claims, CBVE is not a
cure-all for the ills of education. As with any educational innovation, CBVE
appears to bring new problems in its wake, eve% as it makes substantial
progress toward solving old ones. , .

This paper has attempted to examine the claims made for CBVE, using both
research evidence and theoretical analysis. In addition, we have looked at the
antecddents of CBVE and at model institutions currently implementing CBVE.
Lastly, we have considered some of the modifications which would need to be
made in procedures in the University of Hawaii Cammunity ‘Colleges to implement
such programs here.

The results of this investigation do not provide a clear-cut answer to whether
CBVE should be implemented in Hawaii. Complete conversion to a CBVE program at
any college would take several years of major efforts by faculty and require a
major investment in media materials and supp;égg——paper and photographs at a |,
minimum, and an array of film-strip, video and other production and viewing

equipment at a maximum. Whether the benefits of a CBVE program would warrant
thesg initial investments of time and resources is far fram clear. Research on
the effectiveness of CBVE fails to provide convincing proof of its superiority
(although substantial evidence does exist for the superiority of mastery
learning, which is a crucial component of CBVE). Same evidence exists that
CBVE may be more cost-effective than traditional programs after the initial
implementation period, but no thorough study has in fact been done. However, .
an examination of CBVE in practice at several model institutions provides

impressive testimony to the workability of CBVE and to ‘the creativity of
faculty in coping with some of the more difficult problems in implementation,

On balance, we conclude with a very cautious positive assessment of the
potential of CBVE for Hawaii. Although it would not be prudent to uhdertake a
major conversion to this approach, experimentation within selected programs is
highly desirable. Administrators should keep in mind that national research
indicates more enthusiasm for CBVE among administrators than among the faculty
who must teach in these programs and the students who must learn. ‘Therefore,
- they should avoid pushing reluctant faculty, but rather encourage those faculty
who wish to experiment by providing opportunities to visit and work with CBVE

3
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programs, inviting faculty from mainland programs to‘serve as consultants in
moving toward CBVE in selected programs, and providing released time fram other
responsibilities for those faculty who agree to develop the necessary materials
for implementing CBVE in their courses. Perhaps even more importantly,
administrators need to be ready to support the inevitable trial and error
involved in es ishing a new approach to instruction without expecting
completely positive results from the beginning. ]

C ency based education probably will not revolutionize educaticp in Hawaii,
at l€ast not in the immediate future. Nevertheless, the basic /processes of
CBVE—job analysis, statement ‘of campetencies to be learned ghd evaluation
means to be employed, and organization of instruction 'around these
competencies——are basic processes for the design of curriculum and instruction
which are appropriate at all times, whether or not a college decides to
individualize instruction or implement mastery learning techniques or multiple
instructional media. The systematic approach to education which underlies CBVE
deserves to be taken seriously by all educators.
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