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THREE CRUCIAL ISSUES CONCERNING THE PREPARATION
OF TEACHERS FOR OUR CLASSROOMS:

DEFINITION, DEVELOPMENT, AND DETERMINATION OF COMPETENCE

Elizabeth A. Ashburn
Eric Clearinghouse on Teacher Education

Although "alternative routes" to,becoming a teacher Ate increasing
(-AlternetiVe certification for teachers, 1986); educatibh fbt the teaching
profession occurs primarily in more than 1,200 institutions_ of higher are
.1-0:1U-cation in_the United States._ Approximately 140,000 teacher candidates
graduated each year., Teacher education prograMs are centered in schools,
colleges, and departments_of_education; hoWever, the arts_and sciences
faculty as6cme a major role in teaching both general knowledge, such as
freshman EngIishi_and specialized content; such as the history major for
prospective secoAdary teachers (Egberti 1985).

There are many differences_in how programs fr-: the initial edudetion
of teachert_are structured and in how states govern the prograbia. In one
matting) a few faculty members may teach_aII the edtdetiOn courses and
tUpervise student teaching; in another, Cie college Of education may be an
AdMinistrative unit in a university with 140 faculty Members and many programs
in addition to teacher preparation. The etatek vary in a similar way in what
they prescribe for teacher education program course content (Egbert, 1985);

The image of teacher education programs_is one of "easy acceet_and eaty
exit." Among other factOrs, the large number of preparing institUtiOnd
contributed td thid image, as welI as the much publicized data abbUt the
quality bf teacher education_students as_measured oft_thd SAT (Egbert, 1985;
Gide-Or:Set 1983). Despite the image, however, there iS ad tudh variation in.
Student and program "quality" as there is in_prOgrat_dontenti program
StrUCtUre; and state governance. This_variati0n_refledte the complexity
inherent in teaching, as Jackson.(1986) sO clearly and fdlly describes.

As a_consequence of the_many differences, it is impossible to describe
the education of teachers with the same precision that one might, for
example, describe the teadhing of reading to firstgraders. In this example,
we know the population_(firstrgraders); we_know the typical setting (the_
first-grade clasroom with a first7-grade teacher and_smaII_reading groUps);
we have theories about what to_teach, how to teach it,_and about hcw reading
is learned; we have standard texts_andicurricuIa for_the pUpilt; and we know
With Sone specificity what_variables need to be COndidered, Euch as develop-
Mental readiness to learn to read (Calfee & Drum, 1906). We also know
clearly what the goal is77a chiId_who can readend how to measure it.
The population, curriculum; methodology, and outcome of the teaching of
prospective teachers, however, are not at clear-cut.
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_Despite the fact that teachers have been "trained and educated" fiak
teaching positions in the United States for about 150 years._ we are only now
on the threshold of developing knowledge based on research which helps us to
understand the process of educating fibt tdadhing, to raise fundamental_

_

questions about this process, and to Structure a context so that the process
encourages professional_developtent. An exaMination of the 1985 edition of
_The_International-EncyclOpedie-Of Education reflects this threshold. It
containS seven entries tinder the heading of "Educational Technology" but
only one Ontry_fOr_"Teacher Education: Concepts"_and one entry for "Inservice
Tea-cher EdUcatitin." There are 31 entries, however1 about teachers and
teaching. Teacher education is much older than educational technoIogy;_yet
much younger in its recognition as a process and context distinct from that of
teaching. This simultaneous oldness and youngness gives rise tb tatth Cf the
debate today about teacher education: If it has existed fOr 150 yaarai wly do
we_know so little about it? Is there. in fact, nothinT to ktiC4? Is it true
that anyone can be a teacher, as long as She/he knows the subject? These
questions are implicit in the ptblic debate abOtt teacher education today.

_The dearth of Encyclopedia entries about teacher education also reflects
the_lack of a SUbStantial._ciaherent body of literature that addresses, at
minimum, the following fundamental questions:

1. Definition of competence: What characterizes competent teachers?

2. Development of competence: What is the curriculum for developing
competent beginning teachers?

3. Determination of competence: How is the competence of teachers
measured?

Answers tO these three questions are essential to improving teacher education
and_the quality of teaching in our classrooms. The consequence of_not dealing
With the-Se questions is the maintenance of the.status quo in education;

These crucial issues are described in order. and tome directiont for
responses are outlined.

Definition of Competence:
What Characterizes Competent Teachers?

What it A COMpetent teacher? This is the fundamental question underlying
the current ptblic debate about the quality of education in our country.
ACCOrding to ,,udith Lanieri_dean_of the College of Education at Michigan
State University and chair of the Holmes Group. "educators have reached
no agreement on the definition of good teaching" (Lanier, 1986, p. 553).
Reviewing some of these definitions will show us the nature of the vatiOtt
perspectives on this central question;

Brophy and Good (1986) say that "What constitutes 'teacher effectiveness'
is a matter of definition, and moSt definitions include success in socializing
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students and promoting their affective_and personal development in addition to
4mccess_in fostering_their_mastery of formal curricula" (p. 328)._ The same
T.L. Goodi_in 1979, said that "teacher effectiveness refers_to the_ability of
a classroom teacher_to prOdtce_higher-than-predicted gains on standardized
achievement tests" (cited in ShUlMano 1986, p._52). In seven years, then, one
educational researcher Ma broadened his_definition of effectiveness from_
merely increasing the_Cleasroom average on achievement test scores to incltdd
the succe8Sftl socialization of students.

According to Shulman (1986)i the definition used in_ reSeardh AbOtt teacher
COMpetence has been "a teacher is effective if, within the tilte period attdied,
Students, Averaged over the whole class, answered more questiOns correctly on
Mtltiple-Chdide standardized achievement tests than expected, based On the
pretest performance. Under these conditions the students in the effective
teacher's class_are said to have Acorn-eel-more than expected" (p. 52). Shulman's
summary of how educational research_has defined the competent teacher sounds
much like Good's 1979 definition, adding the notion that student learning is
inferred from class averages on mUltiple choice tests.

What do teaChers think about "teacher competence"? According to_thd
co-direCtors of the Research_and_Deveiopment Center on Teacher Edttation)
Sharon FeiMan-Nemser and.Robert Floden,_"the_practical WiSdoM Of COMpetent
teachers remains a.largeiy untapped_source_of insights for the improvement
of teaching. [in..ali areas].Uncovering_that_knowledge is a major task in__
research...that can Iead to policies that build on what teachers know" _(1986,
p._505). Conceptions,of_the_effective teacher over the years have included
"possessor of desirable traitd," "uter of effective methods,"_"creator of a
good classroom atmosphere," "baster-of a repertoire_of competencies,"_and:
"professional_deciSiOnOtaket Who has not only .mastered need_competencies bUt
learned when tO apply theM and_how to orchestrate them"_(Brophy & Good,_1986,
p;_329).Katt and Raths (1985).would_ add that_competent teachers haVe the_
"diSposition" to apply and

. orchestrate these needed competencied._ UniVeraity
bf Gebrgia's teacher . educators_Payne and_ Manning (1985) concltde from recent
research that. an. "often_overlooked variable for success in the classroom is
the_cbaracteristicaiinherent in teachers' personal dimensionsself-awareness,
selfconcepti.attittdes,_and expeCtations Of self and others" (1,81) _Philip_
Schlechty said recently at_a_Wingspread:Conference on teacher quality that most
teachers are competent, and it iS their job performance that is problematic;

How is job performance different from teacher competence? And how is
teacher competence different from a teaching competency? According to Edmund
Short at The Pennsylvania State University,

Few issues in education_have aroused greater controversy ih recent
years than those_surrounding the nature_ of_competence. Si4nificant
questions have been raised about what the term "competence" really
means.... EThe tezird_appears to refer to several different
concepts, ranging from very narrow_understandings of the term to
very broad ones. Effective coMMunication is consequently made
difficult. (Short, 1985, p. 2)
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To clarify the confusion, he presents four different conceptions of
competence:

O cbilipeteride ati behavior or performance, the doing of particular things
independently of purpose or intent.

o competence as command of knowledge or skills, inVOlVing choosing and
knowing why the choice is appropriate.

o competence as level of_capability which has been "sufficient" through
some judicious_and public prOdditS; this sufficiency indicator may
fluctuate since it itiVOlVes a value judgment .

o competence as a quality of a person or_state of being,_ including Mbre
thun_charamteristio behaviors: "performances, knowledge, Skilla,
leVelS Of sdfficiencyi and anything else that may seem relevant, Such
a0_intenti or motives, or attitudes, or particular_qualities" (Short,
1985* p. 5). This fourth definition, he_says, impliea that mahy
theories about teacher competence can exist, all of which can be
justified.

Zahorik (1986) supports this-3 argutent for multiple theories of teacher
competence, based on the dristtence of multiple conceptions of good teaching:

There are 66td_teaching skills that all teachers ought to possess.
All teadhetti, for examplei_ought to be_able to_give lucid explana-
tiOnt, they ought to be able to_structure knowledge in a way that
prOMOtes Understanding, and they_ ought to_be able_tO manage groups
of learners. But beyond a few obvious_Skills_such as these,
identifying universal teaching skills is difficUlt because teaching
akills emerge from one's conception Of good teaching. (p. 21)

The conception of good teathihig Varies developmentally, he suggests; it
is different for_a beginnifiq_teadhet than for a mature teacher. Not only does
the conception of gobd_teadhing Vary with teachers! deveiopmenti_there are
also quaIitatively_different conceptions. Fenstermacher and SoItis (1986)
present three qUalitatively different conceptions of teaching, eamh Tith itS
own foundations in history and research: the teacher as_an "executor4" WhOSe
purpobe iS to Ude the best skills_and techniques available to bring about
specifid_learning in students; the teacher as a therapist, Wh011e pUrpose is to
help_Studenta'grow personally; the teacher as a liberatbr4 WhOSe purpose is to
develop in pupils autonomy, rationality, and morality. Whatthe teacher
chdOtes to do in the_classroom depends on his conteption of his teaching role,
aa ho'4 his competence is determined depends on this conception as it is
expressed in the assessment measures.

In addition to developmental and qualitatively different conceptions of
teaching, contextual variations albo play a role in defining teacher competence.
According to Brophy and Good (1986), effectiveness

6
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varieb_with context._ What appears to be just the tight imount of
demandingness (or structuring, or praise, etc.) fot One class
might be too much for_a second_class but not enough for a third
class. Even within the Same class, what constitutes effective
instruction will vary according to subject matter, group size,
and the spedifid inStruCtional objective being pursued. (p. 370)

Thuti, hOW tea-cher competence is defined depends on a number of things:

1. the outcomes desired from teaching, from increased classroom
Average scores on standardized achievement tests to the development of
pupils' social skills.

2. the length of time in teaching.

3. the conception of the teacher's role.

4. the_context fOr teaching, from first grade to twelfth grade,
college bound to learning disabled, urban to rural, and many other
varying contexts.

5. the level of competence according to Short (1985), from
competence in a single behavior to competence as a quality of a perSon.

With the definition of teacher competence_dependent bh gd Many
factors, the_development and determination of teacher competende is clearly
a complex matter.

Development of Competence:
What Xs the Curriculum for Developing Competent Beginning Teachers?

Teacher candidatet in the undergraduate_curriculum typically take courses
.from three different categories--generaI studies, subject specialization, and
prOfeSsidnal_studies. About onethird of the courses are general StUdiet,
WhiCh all liberal arts students take, such as mathi_natural and SOCial
sciences, and humanities. The second_category is the aUbjeot Spedializationi
or subject major. _Secondaryiteacher candidates often_ hal-/d ettentiellk the
same subject matter_course requirements as do nonteaching majors in that_
fieldAhistory, chemistry, or_English, and so_forth). Elementary teacher
candidates usually major in_elementary education with a posssible_subject
area minor. Professional_studies, the_third category, includes_foundations
courses, such as child and adolescent developmenti_educational_psychology,
and _history and philosophy of education, as well as methods courses and
student teadhing (Egbert, 1985; Lanier & Little, 1986).

Beyond this leneral_description, it is hard to characterize the
Curriduluni for the initial_preparation of teachers. One college May_reqUire
20 credit hours in math and natural sciences in general stUdiet While
another may requi::e only two. .Some require an educatiOnal ptychology course

7
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in prOfeddielhal studies; some do not. Some secondary programs rovire
reading methods; others do_not._ The Iist of variations in required_ dtkriculum
COntent seems endless. _Both states and_institutions_control what these
requirements may be; teacher education is "just about_what0Ver the State or
the faculty defines it as being" (Egbert, 1985, P. 17).

_While thsre_appears to be increasing agreement_among abide leading
educational thinkers_about_essential topics tO be addressed in the preservice
professional curriculum, the evidence indicates that programs have yet to be
affected by this thinking (Evertson, Hawley, & Zlotnik. 1985; Weil, 1985).
Moreover,_ what ve,knOW about effective teaching from research_we have 'earned
only in_the past_decade,_so_that a significant_body of_research knowledge has
not, until_nou, been_available for teacher education programs (Brophy &
Good,_1986). EVen this relatively new body of knowledge is limited.
ACCOrding td Barak Rosenshine, a prominent researcher in this area,

The research on effective teaching conducted.since 1974 hat
yielded a pattern of instruction that is particularly uteful for
teaching a body of content or well-defined skills...[e.g., mathema=
ticai procedures, science facts, grammatical ruled]. Theee
findings are less relevant for teaching in areas that are less
well-structured, that is, where the skills do not follow explicit
steps or the concepts are fuzzier and entangled. Thus, the
results of thia regedroh are less relevant for teaching composition,
writing of term papers reading comprehension, analyzing literature
or hiStorical trends. (Rosenshine, 1986, p. 60)

_Other areas_ which_have been suggested as content_for the teacher_edtcation
Cdrriculum and_ which have a substantial_research knowledge_bade_inolude the
language of classroom communication, teacher planning and_dediSiOnMaking,
the teaching_context (suchlisgrade Ievel,_curriodlum,_and Organitational
dynamics),_and schooleffer!tiveness knowledge. vitvihia Kddhleri formerly
associate director for teaching and learning_at the National Institute_of
Education and now a teacher educator, and other writers discuss these in a
volume entitled _Essantrial-KnOWIedge for Beginning Educators (Smith; 1983).

More subject expertise also has been proposed as a_way to increase
teaching effectiventSS; there is little research, however, to indicate that
increaSing teachers' subject knowledge beyond the current typical certifica=
tion requirements will significantly increase teacher effectiveness (Evertgon,
Hawle)'r, & Zlotnik, 1985). It is also argued that broadening the liberal
rrts foundation will increase the eff_ctiveness of teachers; hoWever,
empirical evidence does not exist to support this argument (Evertson,
Hawley, & Zlotnik, 1985).

Lee Shulman, a recent past president of the American Educational
Research ASSOCiatiOft (AERA), has criticized the research about teaching as_
it relates t0 subjett matter_expertise, saying it has generally been ignored.
while subjett Content areas have been used as context variabies--for example,
in fifth=grade Mathematics classes1 certain behaviors of teachers have been
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assoCiated_With certain behaviors of their_pupilsrno research has been_done
tin the_Subjedt matter content itself or the "organization of the_content
kneWledge in the minds of the_teachers" (Shulman, 1986, p; 6). He peintO
ont the Serious consequences_of this_omission for our state prograMs Of
teadher certification_and evaluation: i"Policymakers read the research On
teaching literature_and...find little or no reference to subjett tatter, so
the resulting standards or mandates_lack any reference to dentent ditengions
of teachingrAp. 6). _Heiicontinues that vhat_ve do nOt haVe andWerS to are
"questions_about the centent of the lessons_taught, the_ quebtions asked, and
the_explanations_offered. Prom the perspective Of teadher deVelOpMent and
teacher education, a host of questionsiarise. Where de teacher explanations
come_froml How do teachers_decide_What to teadhi_how to represent it, how
to qnestion students about it and_how to deal With Oki:0616ms of misunder-
standing?" _Research_has not provided answers for what_forms of content
knowledge ShOUld be included in the preservice curriculum, or for how much
content knewledge iS sufficient for the beginning teacher.

Beyond more research knowledge and subject matter content, other areaS
have been proposed as important to the development of the teacher candidate.
Professional ethics is one (Soltis, 1986). Rich (1985) says, "In Sharp
contrast to increased courses in medical, legal, and butindee ethics, few
teacher education programs provide a systematic Study of professional
ethics, despite the fact that teachers will be held fully accountable for
observing ethical behavior" (p. 21). Among the functions of professional
ethics; he says, is to aadure "that professional services will be rendered
in accordance_with reasonably high standards and acceptable moral conduct...
[and to deter] increased government intervention" (p. 21). He argues that a
necetSary condition for the development of competent teachers and the develop-
ment of teaching as a full-fledged profession is the observation of ethical
principles, and that

Ethical behavior_is more complex than follourinq the rdleS Of a -cede:
it involves learning to_think, act, and acquire the attitudes of a
professional teacher and tO be guided by one'S own philosophy of
education;It is_neCessary fer=the prospective teacher to adopt
relevant_ethieal principles, understand the grounds_for holding
them, and prattice applying them in daily situations. (pp. 22-23)

The teSOUrCes we have for such study, he concludes, are_minimal, particularly
den:pared to medical ethics. He cites_a_1962 source recommending that credit
h0Ord in professional ethics be required in state_certification regulatiOnS;
While no state_currently has such a requirementi_the new 'Wither eddeation
program standards for accreditation require the inclusion o. the Study of
professional_ethics (NCATE, 1985). _The theme_Of the Meat re-cent Jonrnal of
Teacher Ed.rAtinn (Vol. 37; No; 3) is professional ethics in teacher education,
reflecting teacher educators' increasing interest in ethics education.

_Another arta fOr the attention of the preservice teacher education
curriculum has been,labeled °dispositions" by teacher educators Lilian Katz
and James Ratha (1985). Dispositions are "trends in behavior" and may

9
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either_help to_achieVe dr obstruct effective teaching; Their Zesearch
suggests that teadher educators_beIieve_that_dispositions contribUte Mere
to teacher effettiveness than either skills or knowledge. Sete eXamples
of dispositione they provide are;

o The disposition to experiment with_alternative methods of
teaching, and to examine the effects of metheds used and modify
them accordingly;

o The disposition to seek help With One's teaching when confronted
with a problem;

o The dispositien te eXplain and clarify and provide assistance
to studentS Whe have difficulty understanding;

The_faCt that_a teacher or teacher candidate has a particular_Skill
is not what i6 ultimately important, they contend; it_ is:Whether the teacher
id dispoSed to use that skill; The_implication _for the_teacher education
curridUlut; then; is the incorporation of the idea of dispositions into the
curriculum goals.

_Determining the skills that teadherd Should learn must be_related to
the needs of teachers as they develOp ftdia novice to_mature teachers,
according to Zahorik_(1988)._ It_is the practical, specific Skills deriVed
from science-renearch_that dhoUld be emphasized_in the preservice_prgram;
Lesser emphasia at this point_should be_pIaced on what Zahorik_calia the
"art=traft akills" of observation, reflection; and_creation. An IMpOrtant
concept that heiadds to the curriculum debate is_that_teacher education is
d "long-term endeavor"_and that the developmental_needs of the teacher
candidate should_play a role in professional curriculum decisions. Much
more attention needs to be given te Whet thebeginning teacher needs to
know; and; beyond that; what develcpiht teachers need to knowst different
stages;

_What tea:her dheUld learn before they_begin_tolteach; then is_clearly
an Important debate. How teachers can be taught effectively to teaCh
iseaso an iapertant question for the curriculum; This question Includes
methode_fer teaching teachers_i One exampIe_of a professional curriculum
methed iaMleroteaching; a simulation technique that emphasizes one skill_to
be learned; such as questioning students_in a particular way. The teacher
candidate prapares and_delivers a short,leSSon with this focusi and receives
immediate feedback; Research shows that thie can be an effective teacher
education method (Evertson, Hawley, & Zletniko 1985).

Student==teachin, anOther_tethed of the curriculumi_has traditionally
been_an essential part of teacher preparation. New teachers usually cite
student teaching aa_the Meet useful part of_their_professionaI preparation
(Berliner, 1985);_ _Red-eat-eh dons not_provide_adequate,ewtdence, hcwevet0
thet student teadhing as it is typically encountered_is en effective way
to prepare teadhers (Evertson, Hawley; & zlotnik; 1985; 1,4er1.iner, 1985).

10



David Berliner, another past president of AERA, arguert that Student teaching
is "injUrioUs" and "retards the development of analytic Skills and thus, in
ita present formi_militates against the_develepMent of the profession"
(Berliner' 1985i_p,i_3) He advocates the deValopMent of pedagogicallaborap=
terieS in which student:candidates can be taught conceptsi_expert teachero
Can provide critiques_of the_lescons, and teaching activities can be_analyzed
by the teacher candidates,_their peerSi and the pupils themselves. Resources
for such laboratories would include

video equipment and the money to pay experts to analyze teacher
performance, just as do the track and football coaches. The
average teacher in training in the United States gets very
little analysis of_his or her teaching performance With video
tape. Television is useful, too, for learning the educational
significance of our most treasured conceptii...such as intelli-
gence, where the television can show the responses of extremely
bright, average, and very dull children to the same stimulus....
Bloom's taxonomy can be illustrated with television tapes of
children struggling writh questions at different levels of the
taxonomy as they provide answers to different kinds of ques-
tions..;.we must question whether beginning teachers will be able
to (use thege concepts] if the concepts are taught only ad book
information. (Berliner, 1985, pp. 6-7)

Another "methods" question is how teacher candidate-a can be taught the
skillt and procedures and thought processes that they do not understand that
they need to know (Koehler, 1985); ThiS difficulty for the professional
curriculum has been labeled the "feed-forward" problem:

All preservice training can be characterized as anticipatory social=
ization, which ifieVitably involves giving students answer% te_
questions not_yet asked, and_not_likely to_be asked Until:Students
are in the_thick of actual service. This aspect Of Setialitation
can be_dalled the feedforward problem....It in-eluded reSistance
frOM the student at_the time of exposure_te giVen learnings and,
later, protestations that the same_leartingt had not been provided,
Should have been provided,_or should haVe been provided in stronger
doses. (Katz, et al., 1981, p. 21, Cited in Koehler, 1985)

Answers are needed to these questions about how to best teach teacher
candidates The knowledge, information, and skill they must have should be
taught

In ways that respect the uniqueness_of each classroom_and_redOgnize
that classrooms are complex secial_settings in which tea-theta
must prodedd_a great deal of information rapidly, deal With
several agendas simultaneously,:end make quick deciSiend throughout
the_day. Thum, rather_than:trying to translate it bite overly
rilid or generalized prescriptions' teacher edUdatere Should
pteatilt this information within a decisiOn=Making format that
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enables them to_examine COhdeptS Critically and_adapt them to the
particular contexts in WhiCh they teach...Research on_how teacher
education prograWS Can accomplish this effectively is badly
needed. (Brophy & Good, 1986, p. 370)

This "decision-taking format" to which_Brophy and Good refer_is a critical
aspect of=the "how" of_the_preservice teacher OdUcation_curriculum. We must
understand how to structure the curriculum so_that teacher candidates
develop their_own_frameworks for decidich Making based oni_among other
things, research knowledge, subject_Matter knowledge, practical knowledge,
ethics, conceptions of teaching, and the_infOrmation they have about the
particular teaching context and the particular children.

Determination of Competence:
Haw Is the Competence of Teachers Measured?

_Even though we have no consensus about_what COnStitutes a competent
teacher or about_what constitutes an_02ssential curridulum for developing
competent teachersi_we nevertheles0 try_t0_ measure competence. Judgments
about_teachers,:competence art_being Made by states, the media;_and the
public in general,_vithoUt a Cleat understanding of what is meant by_
competence and without a ptblit delineation of the conception of good
teaching.

There are three fundamental ways that are used in our educatianal SyStem
to determine_competent teaching: teacher testing; teacher evaluation, and
teacher certification. These_.three ways are different in concept, but
closely tied prodedurally, since testing and_evaluation_are increasingly
becoming part of the certification process (AACTE) 1986).

Tests assign labels to individUalt;_dalled "scores," from which we infer
the_degree of teacher competence. The fallawing are the most widely-used
tests of teacher competence (AACTE, 1986):

o sAT or ACT scored. Standardized academic aptitude
used for college admission.

o Californaia BASIC tducational Skills Test (CBEST).

tests tpitally

Standardized
test me-eat:ring basic reading, writing, and mathematics skills.

o Pre-Professional Skills Test (PPST). A100 a Standardized test
measuring basic skills.

o Statedevelooed tests; either in badic dkills or professional
knowledge

a National Teachers Examination (NTE). The NTE has several
parts: General KnoWledge, Professional Knowledge, Communica-
tions Skills, and Subject area exams.
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Forty-four of the 50 States have mandated some form_of_at least one of
these measures for_use at some time during the teacher preparation period,
according to the AACTE Teacher Education State Policy Survey (1986). The_
minimum Scores, the competence "sufficiency_indicator in Short's terminology
11985), Vary from state to state, and in some states, they vary among
indtitutions. In some states, the minimum score has been stated_as simply
a "passing" grade, since score requirements vary for each teat adminittration.
The mandating of these tests to assure competent teaching haS become
widespread "because they are readily available, relatively inexpensive, and
administratively simple" (George,_1985, p. 6). Little evidence exists,
however, that these tests can predict teachers' effectiveness in the classrocm.
According to Dilworth (1984), "No certification examination purports_to
determine an individual's ability to teach. The exams merely seek to measure
a person's own knoWledge of what the experts considcr to_be_the necessary
basic skill8" (p. 31). Research does suggest that the_higher_the verbal
ability of teacher:4, the higher will be the verbal test scores of their
Students, especially low income minority students (Bowles & Levin, 1968).
Beyond this finding, the research about predicting the performance of
teachers from tests is limited and mixed, as the following indicate.

1. AcademIcAptitude Tests:- Ratings of teacher performance by
principals and supervisors are not related to teachers' scores on academic
aptitude tests, such as the SAT (Schalock, 1979; Soar, Medley. & Coker. 1983)..

2. Grade Ptint Averagea: Teachers' job performance, as measured by
principals and trained observers, has been found to be positively related
to grade point averages in some studies, negatively related in others, and
in Some, no relationship has been found (Evertson, Hawley, &-zlotnik, 1985;
Lanier & Little, 1986).

_3. National Teachers ExaminatinnANTIT): Teachers' stores-oh the
NTE have had no consistent relationship to pupils'_gaing in athieVeMent
or observers'_assessments_of_teacher performance (Lanier & Little, 1986;
Ayers &_Qualls, 1979;_Andrews, Blackmoni,& Matkey, 1980; Quirk St al.. 1973).
According to an article in the_HarvardEdutattenal Review. the NTE "was_not
designed_for the direct_evaluation of a teacher's performance_but to gauge
the academic and_knovledge skills_of pzospective teachers._ Thereforei_the
test should not be used tO determine the compensation, retention, advancement.
financial supplement, or employment changes of inservice teachers" (Haney
et el., 1978, p. 471, cited in Dilworth).

4. State=developed Tests of Subject and Professtonal_KnowIedge:
These tests ere so new that_research indicates little about whether they ten
predidt teacher effectiveness.

These standardized_tests. then._do_not provide us With reliable diatind=
tions among those who are more competent and less competent as teachers. Even
so, "competency" tests are being used in teacher education programs as entrance
and exit requirements, in the certification process (both initial and re-
certification), in hiring and tenure decisions, and in promotion decisions
(Hammes, 1985);

1 3
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The current appkoach to measuring the competence of teadheks on standar-
dized paper-and-pencil tests is inadequate_to'measure the complexity_of the
traits and abilities that teachers should have. Also, there is little
agreement about what these traita and abilities should_be. Consequently, we
do not kncw_the_degree to Which any particular score on any particular_
teacher test will help Or hinder our children's learning in the classroom;

What Ve dO know abOut teaching competence comes from the research bate
WhiCh links particular teacher behaviors to pupiliachievement, discutted in
the previous section_on curriculum._ Toithe degree that particular tea-cher
behaviors, such_as questioning Skills, are conceived to be part of a broader
definition of teacher competence, then the_measurement_of theed behaviors_is
an_appropriate measureiof competence._ While pupil achievement scores have
informed_us about the effects of teacher behaviors, according to Shavel-m,
Webb, and Burstein (1986) they ate inappropriate for use as measures of
teacher competence for a nUtber of reasons.

Teacher 6-ValUations assess actual job_performance.__They_are typically
conducted by the bUilding principali_and_the primary_purpose may be either
diagnostit, providing_feedback to the teacher_about possibilities for imprOved
performance, or related to retention; ,In fact, the prevalence_of successful
teacher evaluations is not great; teachers resent evaluations_by principals
who_do_not know the teachers' fieIds,_and principala0 evaluations are often
erratic and_auperficiaI (Lanier &_Little, 1986; Brophy & Good,_1986). Thus,
while the idea of teacher evaluations_as a way to assure teacher competence
seems_appropriate to meet the complexity of the task, the implementation of
the idea is lacking.

The purpose of the teacher certification process is to ensure that indivi=
dualt Who teach in a particular state meet minimum standards for competence
(Robinton, 1985). These minimum standards are set by each state (NASEMEC,
1984); competence has been typically defined to include the completion of
such requirements as course credit hours in subject matter, professional
studies, and student teaching; Increasingly, the requirements are including.
minimum scores on standardized tests (AACTE, 1986). These requirements,
which vary greatly from state to state, have not been studied for their
relationship to teaching effectiveness (Hawk, Coble, & Swanson, 1985).
Therefore, fulfillment of these entry level requirements does not fulfill
the need to determine or assure competent teaching. Given what is known
about competency tetting, it appears that the increasing use of tests
in the certification process will not increase the assurance of competent
teachers.

Adding to this problemi_emergency certificates are issued_when there
it a teacher shortage to individuals who do_not meet the atattle_regular
certification requirements (AACTE, 1986;,Roth, 1984); In thie tirtUmetancet
those with undergraduate degrees are allowed to_teach, Without having
Completed a formal preservice professional curriculUm.

Another problem is_misassignment;_teachers who hold certificates in
one field are being assigned to teach in other fields for which they are

1 4
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unprepared (Robinson, 1985; Rothi,1984). According to a recent report, we
do not know precisely how many_misassignments_there are4 but it is a more
common occurrence than official statement8 inditate. The report statea that
the misassignment of teachers "constittited A Sdandal in the making for the
entire profession":

misassignments OCCUr because many states grant_localischooI_
adminiatrattra Authority to assign certified teachers tiutside
their fielda of Adademic preparation under certain circum-
Stan-teat and even specify that limited amounts of out-of-field
teething need not be reported as such.

Individuals originally certified_in EngliSh may be assigned
to teach science; a vocational edutation instructor may
teach a social studies ClaSe.

NAAAtmvidre4-thbatendS Stand before thousands_Eponi_thousamds
clf_thildret-,=tharOed with instruction in disciplinesnat
-thair-OWh=-And these are not peripheral subjects_but
Englith-thd-Math, history and science. The consequences fOr
the_netidh'S Students, supposedly being educated in_these
batiliC Subjects, are enormous. (Robinson, 1985, p. 6)

BOth these variations in the certification process--eMergency certifica-
tion and misassignments--render_useleS8 dertifidation's stated purpose to
assure minimally competent teachers in Ott dlassrooms.

Directions for Resolution of the Issues

The following Are directions being offered by those in the field for
resolution to these three interrelated issues:

1. DeVeloptent of_professional_examinations_for_teachers, which reflect
bbth content and process knowledge and_which are_likely to be passed only by
those who have been_professionallyieducated for teething (Shulman, 1986)i A
major effort is being funded by the Carnegie Corporation to develop teacher
assessments_that are comprehensive, that May take deVeral days to complete,
and that would assess teachers' classroOM performance, their planning skills,
and their interpersonal reletionship8 td Students (Report on Education
Research, 1985).

2. EstabliShment Of A Professional Standards Board and a certificatiOn
process at_the national leVel, similar to_what is done in the medical, legal,
and accounting-profeadione. The report from the_Carnegie_Task Force On
Teaching AS a PrOfeeSiOr has as a key_aspect of ite_plan the_formation of_a
national certificatiOn board organized with a regional_and_State meMberthip
structure_(Carnegie Forum, 1986). This board would establish standard-6 for
what 'feathers need to know and be able to do and would certify teadhers who
meet those standards.
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3. Incorporation of a well-defined re-Search knowledge base into the
professional preparation programs. The National Council for the Accreditation
of Teacher_Education has recently adopted nevi Standards for its program
accreditation process. One of_the fiVe Standards concerns the knowledge bade
for professional education. All inatitutions which are accredited by NCATE
will have to meet this standard Which includes evidence that "established and
current educational research_and essential knowledge of sound professional
practice...Care incorporated] in all professional education programs."
Programs must_have formally adopted a professicnal education model, with
rationales and undergirding knowledge bases clearly stated (NCATE, 1985,
p. 15). Various state efforts are also underway. Nebraska, for example,
is using a consortium of institutions to decide What rdadarch knowledge to
include in programs and how to incorporate that knowledge (Egbert & Kluender,
1984). At the national level, support for this work has come from the Office
of Educational Research and Improvement. TWenty-nine demonstration projects
were funded in the fall of 1985 to incorporate research knowledge into
teacher education programs; thid funding was based on results of an earlier
pilot project reported in a full issue of the Journal_o_f_Teacher Education
(1984, voI; 35, No. 4).

4; Research on effective teacherrk--their attituded, beliefs, and_disposi-
tions=and incorporation of_those ways of thinking int° teacher preparation
programa. On the basis_that teacher_attitUdeS haVd been found to_be related
to their performance_and to_pupii_outcomes, a etUdy Of Staffing and schooling
CUrrently being conducted_by the Rand corporation proposes to examine_the
pbasible link between teachers' attitUdest And their teaching practices.

5. Assessment_of_misassignments. _The same Rand study of staffing
will determine the prevalence Of Misaddigntents in the sample.

6. Study_ of the_processeS of preservice teacher educatiOn, and_how
knowledge, skills, attitudes, thought processes, and procedures can be taught
most effectively to teacher candidates (Brophy & Good; 1986; Lanier & Little,
1986).

7. Improvement of_conditions in the workplabe So that there wilI be
indentives for those_individuaIs who have the Capability to become competent
teadhers (Carnegie Forum,_)986); According tb SeMUel Bachrach, a professor
Of organizational_behaviori_at_Cornell universit. "It is the conditions under
Which teachers_work that,are_the prime de=thatiVators in schools...if you don't
do something about_the_workpiace, yon,ra not going to_attract anyone into
teaching to startwith". (Olson, 1986, p. 43). Bachrach was the director of_an
extensive survey of 1;800 teachersito diadOver the conditions in schoolt: Which
prevent_teachers from doing their jobs well. Bachrach says; "If you compare
these data to those_for other organizations then schools are Some Of_the least
supportive organizations that I have ever seen in my live" (Olson; 1986; p. 1).

If the workplace is_ignored, the three issues dibdUSSed in this chapter
--defining, developing, and determlning competende in teacherswill become
non=i8dues; few individuals with the capacity for CoMpetence will want to
work in a setting which does not appreciate, SUpporti or allow competence.
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