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CHALLENGES AND OPPORTUNITIES FOR OREGON TEACHER EDUCATORS
Three papers on Extended Teacher Education
University of Oregon College of Education

October 1983

This set of working papers on extended teacher education programs is
intended to serve as background material for task force yse. The task force
will be composed of representatives from the University Teacher Education
Committee, the College of Education Consortium, Colle,: faculty, and school
districts. Section I describes the concerns of Oregon ecucators and reports in
full the recommendations made by an ad hoc state committee and the Chancellor.
Section II reviews teacher induction programs currently operating in the
nation. Section III compares programs and recommends changes for our University

of Oregon teacher education programs. The recommendations, like the three

papers, are starting points. They are to be viewed as catalysts for discussions

that lead to decisions--decisions ahout what teacher education will 3ook like at

our College of Education.
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Section I

0regon Recommendations

We as teacher educators in Oregon have an opportunity to provide a higher
Tevel of knowledge and proficiency tian we now provide for beginning teachers in
our state. If we choose, we can use this opportunity to become more involved
than esver before in Oregon’s K-12 schools. But we must act now if we are to
design the best possible preservice education for teachers. We must act now if
we are to retain even the right to certify beginning teachers.

Teacher educators in many other states no longer control entry into the pro-
fession. Twenty states now mandate and administer examinations to check the

competence of teacher education graduates. Four of these states also prescribe

entry assistance programs dictating, with little teacher educator input, the

specifics of induction. 1In these states certification is granted only after on-
site assistance teams assess, train, and stamp their approval on the competence
of the beginning teacher.

In Oregon, our state educational agencies have not yet reduced our respon-
sibility for educating beginning teachers. Instead. they are asking in firm
tones thac we as teacher educators guarantee teachers a professional beginning
by way of a rigorous preparation program that continues its support and educa-
tion beyond the campus n a prolonged and planned on-the-job induction period.

Responses to advocacy statements and recommendations from the Joint
Committee on Teacher Education (and from the Chancellor's office) become our
obligation. They can with vision become a challenge and an opportunity.

More than three years hefore natioral task forces released their reports
critical of education, efucators in Oregon heeded opinion polls that showed

public dissatisfaction with the school system, with student and teacher perfor-




mance, and with related costs. A motion passed at the meeting of the Oregon
State Board of Higher fducation, the Oregon Board of Education, and the Oregon
Educational Coordinating Commission created an ad hoc committee made up of a
member of each of those bodies plus a member of the Teacher Standards and
Practices Commission. The motion required that the Joint Committee look into
the matter of teacher training and "if it is perceived that there is a problem,

to set up procedures for resolution of the difficulties" (The Final Repert on

the Joint Committee on Teacher Education, Toward Excellence in Oregon Education,

February 1982, p. 4. This report is also known as the Joint Committee Report
[oCR]).

The Joint Committee on Teacher Edvcation (hereafter referred to as the
Committee) advocated (A) strength for preservice teacher education through more
rigorous programs of instruction; (B) strength through cooperation among univer-
sities, colleges and school districts; and (C) strength through university/
school district assistance to beginning teachers. The Committee wrote detailed
recommendations for preservi-e professional development. In their reccmmen-
dations the Committee (1) listed specific elements tnat should be incorporated
into preservice programs; (2) asked that pretesis of pasic skills oe added to
the multiple indicators now in use as admission requirements; and (3) recom-
mended that different organizational models of preservice be implemented and
tested against comparable evaluative criteria. Among other requirements the
Committee recommended that the preservice model provide “an internship field
experience , . . in the first, or first and second, year(s) following licensure.
The field experience should be in the locai district with joint district/college
supervision” (JCR, p. 13). MNote: Because the Joint Commmittee Report is no

longer available for distribution, the Committee's recommendations for preser-




vice programs for teachers are reproduced in Appendix A.

The Committee's proposals are forcefully supported in A Strategic Plan for

the Oregon State System of Higher Education, 1983-87 addressed to the citizens

of Oregon by Chancellor William E. Qavis and Special Assistant Lawrence C.
Pierce. The "strategic plan” calls upon teacher educators in Oregon to improve
teacher preparation in three ways: (1) to recruit highly qualified high school
and community college students; (2) to assure quality through high standards for
entry to teacher education programs, through standards' checks during prepara-
tion, and through demonstration of competence as a teacher in an ongoing school
setting before exit from the programs; and (3) to develop, implement, and eva-
Tuate programs that extend "beyond the traditional four years to allow for the
strengthening of both the Jiberal arts and professional education components and
the extension of field experience to include inauction into the teaching
profession”. The Chancellor's report recognized the Committee's “"two years of
discussion and consultation with citizenc and representatives of the various

organizations and agencies involved in teacher education . . ." (p. 24).

(Recommendations 23, 24, and 25 of A Strategic Plan . . . , May 27, 1983.)

Comments and recommendations from the Plan for "Improved Teacher Education™ are
reproduced in Appendix B.

The Committee met with personnel of Oregon education agencies to look at
goals, standards, and projected needs. They listened and read. They “spent an
exceptional evening with Robert Howsam, a national leader in the field of

improving teacher education,” who commended Oregon on its progress in improving
education and "encouraged education leaders in Oregon to continue to help
teaching achieve true professional status" (JCR, p. 5).

To expand the dialogue on education issues, the Committee convened Sixty
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Oregon educators in workshops in Ja. vary and May of 1981. Representatives from
the College of Education attending the workshops included Richard Hersh, Fay
Haisley, Nancy Isaacson as a group facilitator, and Diane Dunlap as facilitator
for the Committee. DOuring the discussions at the workshops and consultations
with state agency personrel, several concerns appeared again and again.

Oregon educators worried that our system of multiple levels of endorsements
might be a continuum of licensure instead of learning and that our system of
adding levels allows us to start the beginner with incomplete qualifications.
Each set of educators criticized the other. People in the schools were con-
cerned about college faculty not keeping up with what goes on in the field.
College faculty feared that people in the field were not keeping up with signi-
ficant changes in practice and learning theory. The issues of how to determine

professional competence, oF uniform requirements versus progrem flexibility, and

of maintaining quality within available funds were also recurring themes in tne

discussions. These were the problems the Committee found. (See Appendix C for
a more detailed description of concerns pertaining to Oregon teacher education.)

Consultation with Oregon educators and state agencies gave the Committee an
understanding of educators’ concerns. The Committee was then ready to move from
dialogue to formulating "procedures for resolution of the difficulties”" (JCR, p.
4). They couched criteria in general advocacy statements and in specific recom-
mendations for change. The Committee's advocacy statements and recommendations,
supported by the Chancellor's Plan, are the starting points for our discussion
and decisions.

Advocacy Statements to Strengthen Preservice Programs for Teachers
{from the Joint Committee Report, p. 11)

Advocacy statements will be repeated, one at a time. Each will be followed

1y




by task force comments of where we are in relation to the Committee's expec-

tations.

Advocacy Statement A: "The delivery of teacher education must be
strengthened further to provide rigorous, stimulating, relevant curricula and
programs of instruction” (JCR, p. il).

Members of the initial task force, Haisley, Kehl, and Gilberts, believe that
there is rigor, stimulaticn, and relevance in our current programs. We need
your help in providing speciiic examples of these quaiities.

Advocacy Statement B: “This strengthening must be based on cooperation

among universicies, colleges, and school districts in the (1) selection of can-
didates, (2) program design, ard {(3) evaluation of outcomes“ (JCR, p. 11}.

(B-1-a) Is there cooperation among universities in the s¢lection of

candidates?

Tnere is cooperation among teacher education institutions in gathering
screening and admissions data. The computer data base and tracking system iS an
integral part of our elementxry and secondary admissions at Oregon. Dick
Rankin, who acls as consultant to our screening program, also coordinates a
state-wice data gathering project in screening and admissions sponsored by the
State Board of Higher Education.

{(B-1-b} Is there coope. ‘tion between the University of Oregon and school

districts in the selection of candidates?

The U of O Consortium of university and schoo! district representatives
approved of higher standards fer admission to teacher education. School
districts that hire teachers in the Resident Teacher Program select their
teachers from applicants previously screened by clinical professors as qualified
for entry to the Graduate School.

(B-2-a) Is there cooperation among universities and colleges in program

design?




To our knowledge, colleges and universities have not formally cooperated on
- teacher education program design. Each institution complies with state
standards; hut within those standards, each designs its cwn nv- fessipgnal courses
and tequences, makes arrangements for cross-campus professional courses, and
negotiates with schaol districts for field-experience settings.

(B-2-b) Is there cooperation between the University of Oregon and school

districts in program design?

A1l teacher education prugram design changes are approved by the school
district-university Consortium before implementation. The most apparent evi-
dence of cooperation in carryine out program desica is found in the appointments
of two publ:¢ school liaison supervisors who coordinataz the many details »f pla-
cement, seminar, supervision, and evaluation that accompany the ficld experience

components of the elementary program. contacts between the University and

- school districts for field experience practicum settings, cooperating teacher
supervision and liaison personnel are negotiated and approved by both parties.

é ’ Liaison supervisors may inform2lly sur est but are not empowered to select
classrooms that are certain to provide a climate in which practicum students
will be able to integrate theory and practice.

{B-3-2) Is there cooperatio.. among universitins and cclleges in evaluation
of outcomes?

. Evaluation help is available from the Teaching Research Department «f the
Oregon State System of higher Education. Recently, Del Schalock of Teaching
Research assisted Leonard V1ahov with construction of the Interviuws Vlahov used

in his Impact Study of svaluation activities in the secondary orogram. Earlier,

Schalock gave assistance in planning an evalu.cion of the Residant Teacher

Program using a desig. that compared perceived competence ratings o two groups




of teachers at the end of their first and third years of teaching.

An ad hoc committee on evaluation of cutcomes was appointed by the State
Board of Higner Education; but, when state funding for implementation of
passible proposals was not available, the deans of the individual teacher educa-
tion programs lessened their interest in a coo.zrative effort on evaluation.
Consequently, the cooperation on evaluation activities that exists is on an
informal network basis.

{B-3-b) Is there cooperation between the University of Oregon and

and school districts in evaluation of outcomes?

Evaluation of outcomes is shared in several ways between the University and
school districts represented in the Consortium. Cooperating teachers snare
responsibility vith University supervisors for rating our students' skills at
the middle and end of each field practicum. On request, district administrators

at schools where graduates are teaching rate our graduates using instruments

that list competencies {outcomes) that we expect our students to have achieved.

Each year through arrangements between the instructor and school district eva-
luation personnel, graduate students in program evaluation courses conduct eva-
luation projects for school districts?

Advocacy Statement C: “Along with strengthening teacher education programs,
we must provide a school climate in which the new graduate can learn to function
effectively as a teacher. Too often new teachers find themselves on their own
in attempting to apply what they have learned in college in the immediate
reality of the cliassroom. The Joint Committee believes that there should be
further strong links between college classrooms and school districts to assure
integration of theory and practice. We also believe that systems myst be
strengthened to assist the beginning teacher” (JCR, p. 11).

Do we provide a school cliimate in which the new graduate can learn to func-
tion effectively as a teacher? Do we assure that the graduates can integrate

theory and practice? Do we have a system for assisting the beginning teacher?




Qur responsibility stops now after a degree and & certificate have peen
awarded., FExcept for graduates who have opted to begin teaching as residents in
the Resident Teacher Program, there is no planned induction program of support
for our graduates as they begin their teaching career.

Both the Committee and the Chancellor strongly recommmend that an on the job
induction phase be an integral part of our precertification program. They
intend that we as teacher educators will continue to educate our Students in
cooperative effort with school personnel during the induction phase.

Summary of College of Education status in relation to the Joint Committee's

advocacy statements in the Committee's introduction to Preservice Programs for

Teachers on page 11,

. There is no formal structure for cooperation among the faculties of the
public and private teacher education institutions in Oregon on program design,
and evaluation of outcomes. The cooperation that exists is through informal
netwoik contact. A Committee appointed by the State System of Higher Education
reviews candidate selection procedures and system-wide computer stored data.

. There is input and approval from school district representatives in the
Consortium on program components and evaluation of student outcomes.

. There is no formal arrangement for University input on school ¢limate or
school programs in districts joined with us in the Consortium. The input is one
way.

. There is no planned induction or system of support for every one of our

graduates during their beginning year of teaching.

. There is not sufficient compiled evidence of riger, stimulation, and rele-

vance in our current programs.

The Joint Committee's Report follows the advocacy statements with detailed




recommendations.
Recommendations for Preservice Programs for Teachers
{from the Joint Committee Report, pp. 11-13)

The Committee made recommendations in four major areas: Professional
Development--Preservice, Continued Professional Development, School Climate and
School Environment, and Coordination and Costs. Each recommendation includes
implementing agency responsibility and proposed timeline. Those recommendations
that pertain to preservice programs are found in Appendix A.

The format used for the advocacy statements will again be used for the
recommendations. Each will be repeated and each will be followed by a
task force description of where we are in relation to the expectations. When
recommendations from both the committee and the Chancellor's QOffice are similar,

each will be noted. Those from the Chancellor's Plan are in italics.

In the first of three recommendations, the Committee lists specific elements

that should be incorporated into preservice programs.




Committee Recommendation 1:

Preservice teacher education programs shall be structured to
incorporate the 7ollowing program €lements:

liberal arts education as the basis for teacher education;

breadth and depth in subject area;

knowledge and understanding of child development;

knowledge and understandiny of the teaching-learning process;

teaching skills, such as classroom management and assessment of

student achievement;

demonstrated ability to use knowledge and skills for effective
teaching in a classroom with a full contingent of students over

an extended period of time.

Implementing Agency. Board of Higher Education, in cooperation with
pubTic and independent teacher education programs and Teachers
Standards and Practices Commission. By Jure 1984 (JCR, pp. 11 and 12}.

Elements in University of Oregon Current Preservice Teacher Education

Programs
Secondary (STEP)

Elementary (TEEM)

(a) Liberal arts education as the basis for teacher education.

A general studies component is required of all undergraduate students

This requirement includes basic
courses of 6 credit hours in
English, 3 in health plus 36 to
48 hours of group requirements
distributed across three groups:
Arts and Letters, Social Sciences,
and Sciences. Thus secondary

{Secondary continued on next puge.)

seeking a baccalaureare degree at the University.

Students who major in elementary
education are required to complete
36 hours of work in the area of
Arts & Letters, Science or Social
Science and 18 in each of the other
two for a total of 72 liberal arts

credit hours.

16




education Students majoring in the
College of Arts and Science will
have 57 hours in liberal arts educa-
tion. These students will take
additional liberal arts hours in
their subject area majors. Students
majoring in Art, Health, Physical
Education, or Music will have 45 of

186 hours in liberal arts education.

(b} Breadth and depth in subject area.

Secondary students major in one of
the subject areas in which they
intend to teach. These majors
account for approximately one-third
of 62 of the 186 hours reauired for
graduation. HWhile the total hours
varies, a significant portion, at
least 24 hours, must be upper
division. Requirements for certi-
fication in an endorsement {subject
area) assure a balance and breadth

in a major area of preparation.

The generalized training needed by
elementary teachers has tended to
reduce an emphasis on in-depth subject
knowledge. Students major in
elemerntary education. They have a
minor (36 hours) in a liberal arts
area. The other 36 hours may be
dispersed over a wide range of courses
and not generally preovide fer in-depth
knowledge or sequencing. The new
U of 0 graduate requirement for

clusters (3 term sequences) in each

of two areas will assist in bette;

course sequencing and the development

of in-depth knowledge in those areas.

(c) Knowledge and understanding of child development.,
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Students are required to take a three-credit course, EdPsy 321 Human
Development and Group Processes. This Educational Psychology course includes an
examination of “uman development processes from conception to early adulthood
with special artention to implications for teachers.

(d} Knowledge and understanding of the teaching learning process.

The current programs require EdPsy 322-Human Learning and Education which
includes an assessment component. Courses frequently focus on both teaching and
learning processes skills, at the same time they focus on teaching.

(e) Teaching skills such as classroom management and assessment of learning.

Secondary education students take

at least 18 hours of courses that
include Introductior to Teaching,
Media, Reading and Writing, Teaching
Strategies, and Subject Area Methods.
0f these courses four include simula-
tion and micro teaching or a concur-
rent practicum in the public school

c¢lassroom.

Elementary students take CI337 -
Teaching Strategies I, CI338 -
Teaching Strategies II, and methods
courses in areas such as Pt, Art,

Musi¢, Reading, Math, and Language

Arts. The Classroom Management

course, CI340, is a strong program
component. The 3 credit class intro-
duced in 1978 has received high ratings

from students.

(f) Demonstrated ability to use knowledge and skills for effective teaching

in the classroom with a full contingent of students over an extended period of *

time.

Students have two three-credit
practica prior to full-time student
teaching. DOuring each three-credit

practicum, students spend nine hours

tiementary graduates spend a minimum
of €41 hours in schools of which 660
are closely supervised. The program

includes at least one practicum of 3

18




per week for a quarter in a class-
room. Responsibility varies from
one-on-one teaching to large-group
instruction. The 15-credit, full-
day student teaching for one quarter
places students in a public school
classroom on a full-time basis for
9 to 11 weeks. Ouring this period
students assume responsibility for

the full contingency of students in

13
credit hours (9 hours per week 81
hours) in schools prior to program
admission, two terms of 9 weeks each
of half-day classroom experience
under close supervision and with
competency checks (180 hours per term)
and a student teaching term of 10
weeks (400 hours) alsc closely
supervised by cooperating teachers

and university supervisors.

three classrooms with support and

supervision from both cooperating

teachers in the schools and

university supervisors.

Summary of College of Education Program status in relation to the Joint
Committee's Recommendation 1 of Preservice Programs fcr Teachers (JCR, pp. 11,
12):

. Both the secondary and elementary programs include coursework and prac-
ticum experiences that incorporate the elements listed in Recommendation 1.

. The alleocations of credit hours to ensure breadth and depth of knowledge in
Arts and Sciences subject areas, and Professional studies need to be addressed.

. We need to examine {a) the integration between knowledge and understanding
of child development and knowledge and understanding of the teaching-learning
process, (b} the integration among knowledge and understanding of the teaching-
learning process {methods courses) taught in Allied Professional Schools and in
the College of Education, and (c) the transfer of learaing from professional

studies to classroom use as a student teacher and as a first year teacher.

13




Committee Recommendation 2:

Pre-test of basic skills should be required prior to admission to
teacher preservwce programs in addition Lo existing multiple
indicators now 1n use.

Most program admission requirements in our colleges now include
good multiple indicators of capability and performance; our
recommendat ion is to add a good pretest of basic skills to the
existing requirements.

Implementing Agency. Board of Higher Education, in cooperation
with public and independent teacher education programs and Teacher
Standards and Practices Commission. By June 1983 (JCR, p. 12).

Rocrmmendation 84. The Quality of all
jraduates jrom teacher preparation
programg in the State System institu-
tions should be assurced through high
standards for entry to these projrams,
ineluding pr-oj'icicr:cy in the basia
skills of readirg. vriting. reasoning,
and rathamaties: :efinea quality
assutio ¢ checks at various stages of
the preparaiicn program with a commit-
ment o rcmoving students from the
program who do not meet the standards
speeified; and insistince that anyong
gradrating fram these programs and being
recormended as a tegener in Orcgon has
demonstrated tn an ongoing school setting
his or her competence as a teacher.

(from the Chancellor's Plan, p. 24)

The screening procedures of both the secondary and elementary programs allow
the delay of full admission until designated faculty can predict from the
applicant's demonstrated commitment and ability a high probability of success in
the teacher preparation program and success as a professi&nal in school
classrooms.

Tighter secondary admission standards introduced in 1980-81 "cut out the
bottom 20 percent that used to come into the Program and improved student

morale” (from Leonard Vdahov's Impact Study, 1983, p. 25). Standards include a

20
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GPA of 2.5 or higher; the ability to speak and communicate effectively; passing
scores on math, reading, and writing tests; the successful completion of glnck |
- ESCAPE Practicum and Introductior to Teaching courses, and a recommendation
from an endorsement advisor. The endorsement for entry into the Secondary
Teacher Education Program (STEP) is written by the student's cross-campus sub-
ject area advisor. A STEP admission team determ.nes the student's eligibility
based on the student's profile.

Admission standards used since 1978 for the elementary program, Training
Elementary Educators for Mainstreaming (TEEM), include a GPA of 2.5 or higher,
passing scores on reading, math, and composition, and structured interviews by
two faculty members before conditional admission is granted. Successful comple-
tion of Professional Term I courses and Teaching Fracticum I advances the sty-
dent to full admission status.

Judy Dunn's analysis of computer-stored data stows Lhat TEEM applicants from
Spring 1978 through Fall 1980 have an average GPA of 3.11 for the 228 admitted
and an average of 2.76 for the 100 denied admission. The scores on the McGraw
Hill college level reading test averaged at the 75th percentile for admitted
studerts. For those denied, the average percentile was 53.04. McGraw Hill math
percentile average for admitted students was 64.68; for denied, 36.88. Writing
test scores on a scale of 1 to 10 were 6.29 for admitted and 5.39 for denied
(data from Judy Dunn's dissertation, 1982).

At the request of the Oregon State Board of Higher Education, 1980 TEEM
students took the National Teacher Exam. The result was a scaled score mean of

669 and percentile rank of 78 for TEEM students compared with a nattonal scaled

score mean of 595 and a percentile rank of 44. This fall, 1983, both elementary

and secondary students will be asked to take the new Educational Testing Service




professional exéminations., Qur students' scores will be used for validation
purposes in a comparison study of the new ETS test and our current procedures.
A request hes been made to other state and private institutions for involvement
in the oroject and TSPC has agreed to pay $2,000 toward the costs.,

A comprehensive set of screening data on both elementary and secondary stu-
dents is being stored in a computer bank with the help of Judy Dunn, Dick
Rankin, and graduate students. Researchers can use these and screening data
from other Oregon coileges to compare characteristics of students admitted witi
their subsequert level of suc:tess in teaching., If we could determine which
selection criteria have highest correlations with competence as teacher, we
could contribute to a needed research base for admission standards.

Summary of Collz,e of Education status in relation to the Joint Committee's

Recomnendation 2 of Preservice Programs for Teachers (JCR, p, 12):

. Our admission requirements 9o beyond the Committee's Recommendation 2 and
the Chancellor's Recommendation 24. The high admission s.andards now operating
in the College cf Zducation at the University of Oregon ensure the quality of
incominyg students.

+ Procedures delay full 2dmission until success as a4 teacher can be
predicted.

+ Data show that wur students are acadenically qualified.

. Computer-stored Jata from our applicants and from applicants at other
Oregon colleqges are available for evaluation of admission procedure
effectiveness.,

. We have initiated a validalion study of curreat entry skill tests (CAT)
with the new ETS test {PPST). Three hundred elementary and secondary students

from state and private coileges will participate. Costs will be shared by TSPC;
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ETS; and College of Education. Analysis will be undertaken by Dick Rankin, Judy

Dunn and Fay Haisley,

Committee Recommendation 3:

As a first step, demonstration projects testing different organizational
and curricular models of preservice should Eg_lm§1emented and tested
against comparable evaluative ~riteria,

Thes2 demonstration projects should meet several rigorous standards,

They should be evaluated on the basis of identified performance criteria.
They should reflect the research on school and teacher effects, and

the developing research On teacher education. The projects should

match design of each program to the eventual type of placement of

teacher candidates. The projects should model effective pedagogical
practices both within the program and for teachers in schools. The
projects should use existing resources optimally.

The following program aspects should be addressed among the various
demonstration projects:

a., The preferred preservice sequence(s) for Oregon should be
established, i.e., 4-year, 5-year, or x-year programs;

b, Extensive practicum/internship experience should be provided in
the local district with joint district and college supervision;

C. The combined teacher education outcomes of the basic and
standard teaching certificates should be included as part of
preservice; and

d. An internship field experience should be included in the first,
or first and second, vear(s) following licensure. The field
experience should be in the local district with Jjoint district/
college supervision.

The demonstration projects should be carefully monitored and evaluated,
and the results should serve as the basis for future program design
for Oregon.

By suggesting demonstration projects instead of immediate full-scale
change, it is our intent to suggest careful scrutiny of different
approaches before making changes in QOregon's system of teacher education.
While we have nheard suggestions ranging from compacting all education
into a four-year program to extending the current models to six-plus
years, we believe that no decistion can be made for Oregon teacher
education until we have comparab’e evaluative data. It is also important
to understand, however, that we view the demonstration projects as only



a first step which must he accomplished to provide a basis for further
consensual development.,

Certification requirements will need to be adjusted so participants
in the demonstration projecls are not penalized for participation.

Implementing Agency., Board of Higher Education, in cooperation
With Teacher Standards and Practices Commission, local school
districts and consortia, and public and independent teacher education
programs. Desigr by July 1983, Evaluation completed by December 1986

(JCR, PP+ 12 and 13),

Recommendetion 25. Pregrams to train
elementary and secondary teachers
should be extended beyond the tradi-
tions! four years to allow for the
strengthening of toth the lidberal arts
and profussional ediration cemponanta
ard the extensior of field pxpariences
to itnclude industion into the teaching
prefession.  fhaz institutlons ave
currentln tnvolved in developing and
implenenting extended demonstration
programs tegtiry various orjentizational
and curricular models. These progrems
will be carefully evaluated as to both
effectirvencss ard cost and then refined
and implemented on a larger scale as
resources become available.

(fron the Chancellor's Plan, pp. 24.25)

t—

We have work to do, The Committee recommends we design, develop, implement,
and evaivate {(on _‘ne pasis of identified criteria} model preservice programs.

Tne model programs are to reflect research on school and teacher effects and

developing research on essential knowleage for beginning teachers. The model

programs are to use existing resources optimally as they support beginnfng
teachers through internship-induction year(s) during which time we, as teacher
educators, are to demonstrate effective pedagogical practices for beginning
teachers and other teachers in the schools.

The College of Education response will be made after input, discussion and




deliberation by an extendes task force.

Oregon Recommendations and National Trends

The Oregon recommendations correspond with national trends that cannot be
ignored: on-the-job attent’on to first year teachers is in demand and a common
body of professional knowledge seems within reach,

Some colleges and universities have incorporated internships in five year
programs. These include cooperative university/school district supervision,
seminars concurrent with teaching, and pre-intern and post-intern advanced cour-
ses.

Some states are mandating on-the-job entry-year assistance {performance-
based certification), These states with the help of public school personnel are
moving faster than the colleges to implement first-year teacher programs. (See
Section 11 of this report.)

The Committee's emphasis on research-based teacher education corresponds
with Titerature that tells us we can now base teacher education On a common body

of professional knowleige. The American Association of Colleges for Teacher

Education {AACTE) recently published its long-awaited report, Educating a

Profession: Profile ¢f a Beginning Teacher, edited by David Smith. The publi-

cation is a culmination of work that began with the AACTE bicentennial report on
the profession of teaching edited by Howsam, Corrigan, Oenemark, and Nash in
1976. The 1983 "Prcfile” outlines standards for beginning teacher competencies
and characteristics as well as standards for teacher educator programs L0 ensure
them,

Lakin and Reynolds have most recently edited and published their ten
clusters of capability for teachers under the heading of "A Model for a Common

Professicnal Culture and a Common Body of Teacher-Training Activities” in the
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March-April 1983 Journal of Teacher Educa*ion, pp. 14, 15. In the sam: article,

Lakin and Reynoids informs us that thirty resource units, each deviloped by one
or more nationaily known specialists, are available frem AACTE. They write,
“The largest part of <ach unit is the review of the knowledge bas~. which inciu-
des main definitional elements and a summary of the well-established prirciples
(for teachers) in the area." They also note, "The re~ re units are intended
strictly to serve the peeds of teacher educators. They are neither textbooks
nor instructional modules; rather, they are a means of communication among
teacher educators about knowledge and skills that contemporary schools demand of

the teachers they nrepare® (p. 16).

The AACTE Profile of A Beginning Teacher is available for our use and AACTE

resource units are available in our Dean's Grant Collection.

Descriptions and models of five-year programs under the aegis of
c¢olleges/universities and descriptions of state and dist-ict-run entry-year
assistance programs are in the second section of this task force report. The
third sectior contains a comparison of programs, analyses of the effects of
state and college induction programs, a review of our current secondary and ele-
mentary programs and a proposed University of Oregon induction model.

Additional recommendations for improving the quality of teacher aducation in

Cregon are available for your perusal in Appendix F.




Section Il

University-Based and State-Mandated Induction Programs

"No other important profession is so careless about the induction of its new
members."” That sharp criticism of educators made by D.W. Hunt in 1968 may soon
be itnvalid.

The profession is paying more attention to its beginners today than ever
before. Progress is evident: a few colleges and universities now include
internships in their extended teacher education programs; many beginning
teachers now receive help from state-mandated entry-assistance teams; and some
teacher educators and state agencies, including Oregon, recommend that induction
be a required part of teacher ecucation.

This section of the report on extended teacher education includes (1) state-

ments advocating extended teacher education to include induction, (2) descrip-

tions of five-year programs that include internship-induction under cooperative
school district and university supervision, and (3) descriptions of state-
mandated programs for first-year teachers. The common elemunts of each will be
listed so comparisons can be made. Positive effects and problems will be noted
so that judgments can be made. The information is intended to be used in

discussion and decisicns about the what and the how of implementing Recommen-

dation 3 of the Joint Committee Report and Recommendation 25 of the Chancellor's
Report. (See Section I.)
Advocates of Extended Teacher Education Time
Though there has been no organized, concerted call for extended teacher edu~
cation under the aegis of universities and colleges, teacher educators have been

recommending more time for preservice preparation for almost a decade. A chro-




22

nology of advocacy begins in this report with Morris Cogan's recommendation in
1875 and includes Oregon's Chancellor William E. Davis's 1983 recommendation
that programs te¢ train elementary and secondary teachers "be extended beyond the

traditional four years."

In 1975 Morris Cogan, father of clinical supervision, recommended three full

years of post-baccalaureate study, supervised practice, and supervised

internship.*

In 1876 the AACTE Commission on Education for the Profession of Teaching

(Howsam et al.) recommended a five-year initial teacher preparation program com-

bining the bachelor and master's degree, plus a3 sixth year of supervised

internship.*

In 1978 Richard Hersh, hssociate Provost University of Oregon, envisioned

seven years, five years of college or university education which includes some

form of a one-year internship plus two years of on-the-job supervision. One

fixed requirement would be the need for public schools and higher education to
share in the instruction and supervision of the internship. Temporary cer-
tification only would be granted to those who successfully complete the intern
year. Such a certificate would allow one to search for a first year teaching
position. A Master's degree could be awarded after the completion of both an
fntern year and the equivalent of two full-time summers on an accredited college
or university campus (Hersh, 1978).

In 1978 8.0. Smith and Stuart Silberman proposed first, a bachelor's dedree

with &n academic major and other academics to support a study of pedagogy; then

*The asterisk indicates the reference is taken from Denemark and Nutter
(1980). Underscoring for emphasis added by the writers of this report.
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a two-year master's degree program in education with continuing assistance from

the education unit during the first year of employment.*

In 1973 T.E. Bell, then Utah Commissioner of Higher Education, said:
Everything gets makeshift treatment when we try to offer to
young people a basic liberal education, a subject matter
speciality in a chosen field of concentration, a working
knowledge of educational psychology, methods, and student
teaching experience, all in four years of college.*

In 1880 Denemark and Nutter concluded that the profession is backward in not
taking the step to extend preparation beyond four years, by determining the
number of studies and amount of time on the basis of the profession's require-
ments rather than traditional instituticnal patterns.

Accordingly, we recommend a six-year program of initial teacher

preparation--five years of campus-based, but field-oriented,

preparation followed by a sixth year of supervised internship

with provision for follow-up of beginning teachers in their

first year of regular employment.*

1n 1982 Theodore Kaltsounis, Associate Dean of the University of Washington
School of Education, suggested to the School Council of Deans and Directors of
Education in the state of Washington that all students who want to be teachers
major in one of the disciplines with admission to a certification program post-

poned until 80 or 85 percent of the major is completed. Further, Kaltsounis

said (paraphrased here): Admit only students from the top 50 percent of the

university or college population. Make it possible to complete the cer-
tification program in four years with careful planning, or continue through a

full fifth year, a flexible certification program that overlaps between the
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fourth and fifth year. To enlarge a high quality pool to draw from, encourage

top students who hold the bachelor's degree to enter the program.

Kaltsounis advised that the certification program develop clear standards
and vigorously pursue ways to assure that standards are reached, that standards
include the why for the what--the theory behind the practice, and that super-
visors of student teachers be paid so volunteers need not be accepted
{Kaltsounis, 1982).

In May 1983 William E. Davis, Chancellor of the Oregon State System of

Higher Education, recommended that programs to train elementary and secondary

teachers pe extended beyond the traditional four years to allow for the

strengthening of both the Tibera! arts and professional education components and

the extension of field experiences to include induction into the teaching

profession {Davis and Pierce, 1983).

The above citations were selected because the writers recommended extended
time for teacher education. In that respect they range from the statement that
"everything gets makeshift treatment" when we try to prepare teachers in four
years to recommendations for six and seven years of time to educate and to
follow intern teachers into the schools for induction help.

A1l but Bell and Kaltsounis recommended supervised induction--on-the-job
assistance--as a part of the university/college responsibility in an extended
program.

Other elements of extended programs mentioned are the need to strengthen
both the liberal arts and professional components, the need to develop and to
vigorously pursue standards that inclule the theory behind the practice, and the
need to share with public schools the instruction and supervision of the

interns. These are common elements in literature proposing that teacher educa-




tion programs be extended.

Predicted Effects of Extended Teacher Education

The predicted effects of implementing teacher educatieca programs that make
greater demands in both time and rigor range from increased respect to a shor-
tage of able students.

Richard Herzh predicts positive consequences from a longer, more rigorous
program: (1) increased respect from the teachers educated under the plan and
from the profession and the public; (2) less later inservice required to correct
training deficits; (3) a united front among teacher education, school systems,
and professional organizations working to educate beginning professionals; and
{4) opportunities for improving school conditions througt such a united front.
There would be added costs, says Hersh, but "“the results are more than worth the
costs” (p. 10).

Schlecty and Vance (1981) write, “If teacher education becomes more rigorous
and demanding, it seems likely that many of the most academically able teachers
who now enter teaching will choose not to do so--simply because, with the same
effort and commitment, they can get more of what society has to offer from other

occupations" (p. 112).

Benderson (1982) suggests that the opposite is true: “Lowered standards

over the last decade have been met with continued falling enrollments. In

1972, education schools produced 314,254 graduates--an all time high. By 1978,
the number had fallen to 190,266." Benderson quotes Frederick J. McDonald who
advised that it may be time to try the opposite approach: "People are afraid to
take the risk, but where programs have raised their standards, there's nsver
been an instance where a program has faited" {(p. 19).

The loss of students is one problem predicted by advocates of extended, more
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rigorous programs. Another predicted problem is the difficulty of working with
field personnel, even more closely than at present and for a longer period of
time. Gallegos (1981) warns those who plan collaborative trainfng arrangements
vith practitioners in school settings: "It is one thing to talk about colla-
borative endeavors and quite another to plan, implement, and maintain them" (p.
4). Added cocts is a third predicted problem (Hersh, 1978).

Are the predicted effects accurate? Positive and negative effects of
program changes can be predicted, but real effects are not known until changes
have been implemented, practiced, and evaluated over a period of time. In order
to examine the effects of extended programs, this task force looked fo." such
programs.

Extended Teacher Education Programs in Practice in 1983

Only three programs that fit our criteria were found. Two of the three
programs have been in practice for a decade--Austin College in Sherman, Texas,
since 1972, and the University of New Hampshire in Durham, New Hampshire since
1974. The third program began with the 1981-82 school year at the University of
Kansas in Lawrence, Kansas. {A fourth will begin at the University of Florida
in 1984.)

The criteria used to search for extended models were these: {1} the program
extends beyond four years and is usually described as a five-year program; {(2)
certification is based on completion of the program; {3) supervised undergra-
duate Tield experiences are required prior to graduate credit internship; and
{4) the program prepares both elementary and secondary teachers.

Information about each program was taken from an article written by

person{s) invoived with the program. Data, including the pros and cons as

described in the literature, were recorded on a chart format to enable easier
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comparison of program structures. The chart-model was then sent te the author
at the institution and information was corrected and approved by the person cre-
dited on the chart. (See Appendix D.)

Austin College in Sherman, Texas implemented its five-year certification and

Master of Arts degree program in 1972, Students, faculty, and consultants
designed a program that "“can change to meet the demands of a changing society."”
The emphasis on change resulted in a non-traditional teacher education program.
The Preqram is based on strong liberal arts undergraduate studies, is develop-
menta: and flexible, and is arranged to provide the student with continual
field-based experiences from the start of the freshman year.

Students wiho need more assistance complete their student teaching during
year five. Students who are Judged ready become paid interns with minimal
assistance all day for one semester or for half-days ali year. During the fifth
year and summers, students also enroll in graduate courses such as multi-
endorsements and research methods. Courses may also be taken in other
departments,

The Program has high admission standards, many one-to-ore faculty-student
hours, early school experience, and support in the first years of teaching.
Disadvantages are high costs and extra length of time needed for continuous
collaboration with practicing teachers and cooperating school districts
(Steinacher, 1979). Specifics of the Austin College Program can be found in

Figure 1 and Appendix D.

The University of New Hampshire in Durham began a five year, integrated

undergraduate-graduate course of study in 1973-74. The Program emphasizes a
strong Tiberal arts education and students complete a bachelor's degree at the

end of their fourth year. Although education courses overlap the third, fourth,
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and fifth years, there are no undergraduate majors in education. The fifth year
includes both pre-intern and post-intern summer courses and a full internship
school year with supervision by public school and university personnel. The
Program ensures (1) that students who enter Phase IIl, year five, of the pro-
fessional program will have had a strong academic major and a broad liberal edu-
cation; {2) that students will have close advising and flexibility in content
and sequence choices during all three phases of the program and specialization
choices during Phase I1I; and (3) that students will pe assisted in the integra-
tion of theory and practice during the seminars and the intensive supervision in
the full year of internship.

The close advising, flexibility, and intern supervision result in added
labor-intensive costs, scheduling problems, and concern about qualifications of
field professionals as teacher educators. But the rewards for the academically
qualified and committed students who have paid more for their education both in
time and tuition are the ninety percent assurance of obtaining a teaching posi-
tion and the professional skill and confidence to remain in teaching. There are
few dropouts {Andrew, 1981). Specifics of the University of New Hampshire

Program can be found in Figure 2 and Appendix O.

In 1981-82, The University of Kansas at Lawrence moved to a five-year
program that facilitates gradual induction into the profession with early obser-
vation and participation in classrooms, student teaching during the first six to
eight weeks of the fifth year, course work on campus during the next thirteen
weeks, and internship during the third and final certification requirement of

the five-year program. Uevelopment of the program focused on the field

experiences and the need to relate theory to practice (Scannel) and Guenther,

1981 and from unpublished course descriptions).
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Figure 3, EXTENDED TEACHER PREPARATION REQUIRED FOR INITIAL CERTIFICATION--OBJECTIVES, STRUCTURE, PROS, CONS

CONs

:

OF KANSAS YEAR 1 o8 v 13

UNIVERSITY ) LSt 5-2 .5_-?2
C- WEoKs weeks weeks

LIDERAL AKTS 16 16 68 13G 9c

hours and
and sepester

TEACHING-FIELD:  hours 6 7 i 9
CONTENT hours |

i
-5éé%ESSIOHAL i 100 Introduction to Teaching: CarLer Awareness
L EDGCATION 200 Studying Children/... in Schools
COURSES { 210 Bducation in a Multicultural Soc.
) 1 N 500 H

Cur>{culum

Comzunication and €1 Manase
Measuring Pupil [Progress
Instructional SJrategies in
Using Media and [M:croprocessors in the Cl 400
foundations of Wducaiicn I 410
Selecting Content in P ! 420
Counseling and Consultation skills for Classroow Techrs 430
Fleld Experience wrth the Zxceptional Child/Adolescent 431
| [ 1 440

ptional Child/Adolescent

and Schicol Organization

prescribed by the type and
adjustment/development taak.

%he profeasnion
most difficult aspéct of change progess.

proceeding througsh short and long-temn

ize and type schools at different levels,

ation standards for u% least twe of the

widdle, and secondary education.

STUDENT TEACHING Full time

CLASSROOM

On-Site i
PRACTICE ]

Management 740 Organizing the

ng and Learning 710 Bxce

720 The Teacher

730 lssues in Classroom

Electivea 4 hours

ponent of the progranm an
xperlences 13 an ongoing

‘Date implemented: 1981-82

The goals and objectives of the
program, developed by committees

and approved by the faculty, are
considered generic to "gafe pro-
fessional practice." They represent
what every teacher should know or be
able to do 1o fupction safely and effectively

vith gtudents regardless of grade level or

subject area.

Source: Scanncll and Guenther, "The Development of an Extended
Program“ in JTE, January and Februarys 1981; and from program materials

given to Dean Gilberts by Dean Scannell. (orrected and approved by Lelon R. Capps, Associate Dean, Junme 28, 1983,

shared with 300 & 310
323, 330, 340 ohared !,
i )

31 clock hrs per sem
400, 410, 420 shared

PRACTICOM

15 clock hrs per -k

2% clock hrs per sem
39 clock hrs per sem
430, 431, 440 shared

PARTICIPATION

PRACTICUM
Governmance structure,

40 clock hours per week
40 clock hours per week
d experiences in distinct s
All students will meet certific
three levels of elementary,

INTERNSHIP

level of field e

The program facilitates gradual induction”

700 Evaluating Teachi:

in the Regular Qluss

beginning with observation and
The on=camp & com

fir




The Kansas Program includes less fleribility in course sequence and
undergraduate hours in education courses than the Austin College and New
Hampshire Programs. Moving ctudent teaching to the early part of year five
means that more Viberal arts and teaching field content courses can be taken
during the first four years of college. Kansas has not yet graduated five year
students. Specifics of the University of Kansas Program can be found in Figure
3 and Appendix D.

The University of Florida's Proteach Program, to begin in 1984, will include

broader study in general education, in disciplines undergirding education and in
academic specialization. Professional studies will include foundational stu-
dies, teaching knowledge and skills, and clinical and laboratory stucies. The
knowledge and skills from the Florida Beginning Teacher Program will be
integrated into the University's five-year program {Proteach. A brochure pre-
pared by the University of Florid~ College of Education}.

Common Elements--Positive Effects of Five-Yzar Programs in Practice

(See Figure 4, descriptions, and Appendix D for sources of comments.)

Goal-based Programs. Although these brief descriptions focused more on

program structure than on goals, each Campus-based program moved into structure
and content from reviewed or newly stated goals.

Tpe Austin College Proyram stresses personalized teacher preparation in a
program that can change with a changing world. The University of New Hampshire
strives to develop cooperative and parity relationships between field and
coliege professionals, effective personal teaching styles, and leaders who can
exhibit self-improvement skills, help colleagues improve, ¢id initiate
appropriate curriculum change.

The University of Kansas developed goals in the context of “safe




Figure 4, POSITIVE EFFECTS OF FIVE YCAR PROGRAMS IN PRACTICE
as described by persons involved, respectively, with programs
at Austin College, University of Kansas, University of New Hampshire
(See charts in Appendix for data source.)

+ A strong liberal arts education A NH
+ Qualified, committed students NH
+ Clrse advising, extended persoral contact A NH
. Fiexibility of prog. A NH
+ Continuous field experiences A NH
+ Gradual induction in varied type/size field-settings K
. Internship A K NH
. Intensive supervision and guidance NH
. Integrating theory with practice A K N
. Monitoring by faculty and top-notch field-teachers A
. Coordinating campus program with field experiences K
. High employment rate Graduates i) demand A NH
. Top evaluation from principls in 1- through 5-year

follow-up A
. Few drop-outs from teaching NH

Note: Authors who are not writing to a prescribed outline or set of questions
emphasize different aspects of their programs. The absence of an institution's
name in connection with a nositive effect does not imply that the effect might
not also be true of that iastitution’s program. Also note that Kansas has not
yet taken students through year five of their pragram.
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professional practice,” that is, what every teacher should know or be able to do
to function safely and effectively with students. Each joal was translated into
a series of objectives that express generic expectations for every teacher
regardless of grade level or subject area. And the University of Florida began
the redesign of their four year program with these questions: What should
beginning teachers know? What should beginning teazhers be able to do? What
kind of parsons should beginning teachers be?

Strunger liberal arts education. Two of the three programs require students

to concentrate on a liberal arts degree program hefore applying tuv the teacher
certification program. The few undergraduate education credits earned can be
applied to a liberal arts degree and students who decide not to continue in
teacher education can complete the liberal arts degree without loss of time.

Extended field experience. Fach five-year program prescribes undergraduate

and graduate fieid experience that jncludes a greater variety of contacts and a
deeper involvement than ore possible in a four-year program. Induction is gra-
dual and continuous. Berefits from extended field experiences are extended per-
sonal contact, intensive supervision, and closer coordination between campus
courses and field experiences,

Integraving theory with practice. Each program description mentions the tie

between theory and practice and the close cocrdination between car.us courses
and field experiences. Scannell and Guenther of Kansas (1981) recommended:
"The relation of theory to practice in the wrogram should be obvious and
understandable by ali" (p. 9). And at the University of Florida, faculty com-
mittees have compiled a comprehensive explication of theories and research to
support practices in generic operations teachers perform--diagnosis, instruc-

tional planning, opservation, instructional managing, observing, and interper-
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sonal relating.

Qualified and committed students. A study by Andrew (1983) shows that stu-

dents who chose to enter the New HumpsShire program "represent a group academi-
cally far superior to prospective teachers described in national summaries; they
also represent significantly better than average senior students at the
University of New Hampshire and they are comparable to all graduate students at
that institution” {p. 21).

Students who enter an extended professional program, after exploring the
field through undergraduate experiences and after they have neared completion of
a liberal arts program, are likely to be committed to teaching as a career. At
the same time that students are exploring teaching as a career to determine
their commitment, an academic and professional record that predicts success in a
teaching career i¢ made easily available to advisors and screening committees.

High employment and success in teaching. Employment in teaching positions,

the first year after program completion, has held at 90 percent at the
University of New Hampshire. There are few dropouts from .2aching among New
Hampshire graduates. This is in dramatic contrast to reported dropout rates
throughout the country.

Austin College graduates are "in demand” and evaluati~ns based on a one-
through-five year follow-up scheme shaw principals’' ratings strong each year.

Flexibility of program. Austin College and the University of New Hampshire

have striven to keep their programs flexible. Kansas considers adjusting the on-
campus eltement to the type and level of field experience to be an on-going deve-
lopmental task.

Common Elements--Problems of Five Year Programs in Practice

{See Figure 5, descriptions, and Appendix D for sources of comments.)
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Concern about loss of students. At the University of New Hampshire, the

number of students enrolled in education dropped 50% when the five-year program

began in 1973-74; then the number increased each year. In June 1983 in response

to our question, "Has enrotflment continued to increase?" Andrew wrote,

"Enrollment in the final phase of our program seems to be leveling off. The
rate of increase is less.” Sixty secondary and elementary interns completed the
five-year program in 1982-83.

When in June 1983 Steinacher corrected our Austin College data chart, he
added to that chart. "Cost of five-year program to students coupled with horrid
salaries for Texas teachers has cui our graduate propulation by about 50% since
‘78, '79 and '80. But we're hanging on!" Austin College is a small liberal
arts college. Their only graduate program is the Austin Teacher Program
master's degree program. In 1979 there were 100 students in that program.

Concern about labor-intensive costs. There are program costs in time and

labor for advising, for arranging campus classes with students on flexible sche-
dules, and for cooperation with schools in placement and shared supervision.

The University of New Hampshire placed 60 elementary and secondary interns
who completed their program this past year in addition to plaring students in
required short undergraduate field experiences. The problem of placement with
effective classroom teachers must take time, especially as it must go beyond the
town of Durham (population 8,448 by 1983 almanac figures).

Concern 3boul cooperative teacher education. Andrew of New Hampshire {1981)

wrote that two philosophical aspects of their five year program have troubled
many teacher educators and certifying agencies. The first is the flexible,
Individualized program of both content and sequence and the related program

assumption that preservice teacher education does not need to insure that every
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Figure 5. PROBLEM EFFECTS OF FIVE YEAR PROGRAMS IN PRACTICE
as described by persons involved, respectively, with programs
at Austcin College, University of Kansas, University of New Hampshire
(See charts in Appendix D for data source.)

. Cost of five-year program to students coupled with Tow

salaries has cut population A
. Fewer students A
. Many one-on-one faculty-student hours A NH
. Smaller class size costs in student/professor

hours and scheduling problems NH
. Governance structure most difficult aspect of the change

process K
. Close cooperation with schools A
. Costly labor-intensive supervision NH
. Concern about qualification of classroom teachers as

teacher educators NH
. Philosophical objections to flexibility and to teaching

learning theory atong with field practice )

' - . Problems of adjusting the on-campus element to that pre-
scribed by the type and level of field experience ~ an
on-going development task K

Note: Authors who are not writing to a prescribed outline or set of questions

emphasize different aspects of their programs. The absence ¢f an institution's
name in connection with a positive effect does not imply that the effect might

not also be true of that institution's nrogr.m. Also note that Kansas has not

yet taken students through year~five of their program.
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student study all the important areas that eventually may be needed. The other
troublesome issue is the reliance on classroom experiences as a learning vehicle
and the related use of classroom teachers as important teaching colleagues {p.
41).

Lelon €Capps of Xansas wrote in a June 1983 letter: "It should be noted that
our governance structure has been the most difficuit aspect of the change
process.”

State-Mandated Entry Programs

Only the state has the power, the authority, and the responsibility to deve-
lop educational programs on a state-wide basis.

State agencies can exercise their responsibility and power to develop educa-
tional programs in two ways: by setting minimum standards and asking loca}l
entities to design programs to meet those standards or by prescribing both the
standards and the design for meeting the standards.

The pattern for states has been to set minimum standards and to grant appro-
val to institutions for their proposed teacher preparation programs.

Apparently, the state system, at least 'n some states, has not been any more
consistent in assuring gquality than nas the National Council of Accreditation
for Teacher Cducation optional system {(Watts, 1982). Twenty states (Newsweek,
May 9, 1983) now require graduates to pass competency tests before issuing basic
or provisional certificates. Some of the tests certify basic skilis ability.
Others test professional knowledge.

In addition to administering tests, a growing number of states are granting
previsional rather than permanent certification. Provisional certificates allow
assessment of competence during one or more probationary years of teaching.

This two-tiered process is a way to enforce standards not guaranteed by every
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teacher preparation program. fxample: "Eighteen of the 25 institutions that
train teachers in Florida have lost state approval of one or more of their edu-
cation programs under a law that holds them accountable for their students' per-

formance on the state's basic skills test for teachers" (Education Week, July

27, 1983; p. 3}).

Georgia was the first of four states to implement an entry program for
beginning teachers.

A Chronology of State-Mandated Entry Programs

In 1980 Georgia implemented a Performance-Based Teacher Certification System
(Leach, 198C). David Weller (1981) describes the plan as "a statewide consor-
tium of teacher educators: a model for complete professional control and

organization." Years of writing tests, developing assessnent instruments, and
planning governance and operation of certification procedures were followed with
approval by the legislature of laws to enforce and money to finance a comprehen-
sive assessment-induction procedure for beginning teachers. Fifty hours of
evaluation training had been completed by 10,000 of 60,000 Georgia teachers by
1982 (Benderson, 1982).

An account of the problems Georgia professionals wanted to solve and a
description of their solution can be found in Appendix E.

In 1981 South Carolina's Educator Improvement Act went into effect. New
teachers receive provisional contracts. They are observed during their first
year by three specialily trained representatives of the district. If observers
see the need, first year teachers must participate in staff deveiopment
programs. By 1982 training in teacher evaluation on the state's own list of

teaching skills had been provided for 3,000 to 4,000 teachers and administrators

{Jenderson, 1982).
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In 1982 Oklahoma's House Bill 1706 became law. The bill addresses four

major concepts in teacher education: (1) Strengthening the screening require-
ments of college student applications for admission into college and university
tc.cher education projrams, (2) Testing teachers in their curriculum field, (3)
Development of an Entry-Year Assistance Program for beginning teachers, and (4)

Staff Development programs in all school districts (Policies and Procedures

Handbook for House Bill 1706. Oklahoma City, OK: Oklahoma State Department of

Fducation, September 1981).

After graduating from a teacher education program and satisfactorily passing
required tests, new teachers are granted a one-year license under provision 3 of
HB 1706. Their performance is guided by an Entry Year Assistance Committee--a
fellow teacher (Teacher Consultant) an administrator, and a teacher educator
from a nearby teacher education institution. The Oklahoma Plan is described by
Richard Wisniewski (1981) and Kliene and Wisniewski (1981).

In 1982 Florida implemented its Beginning Teacher Program. A coalition of
professionals from school districts, teacher education centers, and colleges and
universities in Florida developed the system for beginning teacher performance
measurement. Knowledge from research about teacher effectiveness was assembled
and organized so that it could be used in trainirg materials and instruments for
observers and in helping beginning teachers to practice the 24 Florida generic
competencies in their classrooms. The research base, a definition, and examples

are clearly explicated for each competency in the Handbook of the Florida

Measurement System. (Tallahassee, Florida: O0ffice of Teacher Education,

Certification, and Staff Development; June 1983.) The program is administered
Dy the district and financed by the state at a $1.75 per pupil rate.

A few characteristics of each of the entry programs were selected to provide
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a rough profile of state-mandatea prograws. A list of the common elements of
the four programs will further explain their purpose and procedures.

Common Elements of State-Mandated Entry Programs

A license or provisional certificate. The state issues a license or provi-

sional certificate. The beginner's license is based on three prarequisites:

(1) A baccalaureate degree, (2) Completion of a teacher education program, and

(3) Passing scores on state administered tests of pasic skills and professional
knowledge exams. {Exception: Exams are given pefore graduating from teacher
education programs in Cklahoma.)

Certification by professional committee. The state removes the power to

award a professional certificate from teacher education institutions and places
it in the hands of professional team members who observe and assist the teacher
during the first year{s) of teaching. At the end of the year, committee members
decide to certify, decide not to certify, or decide to recommend that the
teacher complete a second year in the assistance prearam.

Teacher educators favolved in design. In each state, educators at every

Tevel were involved in the design cf their state's entry-year program.

Teacher educators not involved with first-year teachers. In three of the

four states, professionals at the district level carry out the entry-year
assistance program. There 15 little opportunity for teacher educator input.

A state-mandated design and district-administered program. The state

prescribes a common design and school districts administer the entry-assistance
program for beginning teachers. The programs have these assistance features in
common,

The beginniny teacher is assigned a support

team of three. The committee i1 South Carolina is composed of tk, ee specially
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trained district representatives, 1In other states the team includes the school
principal or other administrator; a teacher experienced at the beginning
teacher's level or area; and ¢ third person--a Regional Assessment Center repre-
sentative in Georgia, a district coordinator or supervisor or other person at
such level in Florida, a teacher eoucator from a nearby higher education insti-
tution in Cklahowma.

Generic teaching skill lists. Team inembers (“serve the beginning

teacher a minimum of three times per year, using as quides generic teaching
skill lists prepared by professionals including teacher educators in ihe state.
In conference with the beginning teacher, team members specify 2-eas o7 necd and
write professional development plans.

Help to improve skills. If the development plan prescribes improve-

"

ment, the beginning teacher is given help by a regional representative (Georgia),
a consultant, a peer teacher, or a district training program.

Two states, Oklahoma and Ficrida, have surveyed their participants' eva-
luation of the program at the end of the first year of operation. A majority of
the Oklahoma respondents thought the shift from certification by institutions of
higher education to certification by professional committee a positive step
toward improving the preparation of teachers in Oklahoma. The report of the

survey is in the March-~April 1983 Juurnal of Teacher Education (Simms).

In a survey of participants in the Florida Beginning Teacher Program (FBTP),
an overwhelming majority of buvilding level administrators, peer teachers, and
beginning teachers indicated that the program can potentially serve its purpose--
to improve the performance of all beginning teichers throsgh a comprehensive
program ¢f support, training, and docurentation of the generic teaching com-

petencies during the first year of teaching. Less than ten percent of the
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respondents believed that the FBTP could not accomplish the stated purpose and
should be discontinued. Forty-five percent of all respondents believe, however,
that if the program is to continue, major modifications must be made.

Their recommendations for improvements are given here in brief form:

-- Simplify procedures related to recordkeeping in order to reduce the
staggering amount of paperwork associated with the program.

-- Refine, clarify, and make more concise the research materials as
well as other materials.

-- Improve school district/school level communications, coordination,
and training programs.

--  Provide adequate funding for release time for support team members as
well as other personnel needed to effectively implement the program.

-- Develop appropriate materials/instruments for personnel in non-teaching
areas and modify the program to make it appropriate for "special" areas.

In Tennessee, the state known for its governor's Master Teacher Plan, the
first year teacher would be an apprentice a minimum of three years at the
beginning stage., "During this time they would be regularly observed, evaluated,
and counseled by experienced senior and master teachers, the principal, and
supervisors. An apprentice could apply for a professional certificate at the
end of the third, fourth, or fifth year of teaching and would then be evaluated
by a team of master teachers from outside the district" (Stedman, 1983).

For a period of severa! years in Nevada, multiple agencies explored a fifth-
year internship for Nevada's beginning teachers {Kunkel and Dearmin, 1981)., The
Nevada Plan as it nears completion is not an internship but instead is a program
in which the graduate of a four-year teacher education program will seek
employment with a temporary one-year certificate and serve in a Nevada Initial
Year Teaching Proqram described as a coordinated effort between the local school

system, the teaching profession, and higher education (Working Oraft V., The
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Comnission on Professional Standards in Education, May 1982).

“Ohio teacher educators have held a ccarerence on implementing extended
teacher preparation programs. The State Department, however, is more interested
in a plan in which master teachers work with beginning teachers than in a plan
in which campus-based teacher education programs include a fifth year internship
practicum” (from an August 4 telephone conversation with Norma Nutter, Director
of Student Personnel Services at Ohio University in Athens).

The New York Board of Regents have long proposed a one-year internship with
close supervision and assistance by experienced personnel.

Arizona planned to test the Genrgia Teacher Performance Instrument before
adapting it to their own provisional performance model (Benderson, 1982).

State governments in c¢cilaboration with professionals have implemented tests
of competence and assessment of skills after the teacher-to-be has completed a
teacher education program. Smith (1980) fears, “Legislated as an internship
(the fifth year) entails little or no change in the campus program or modifica-
tion of state and university policies now controlling and financing colleges of
pedagogy" (p. 80).

in the third section, programs and their effects are analyzed; our
University of Oregcn programs are reviewed, and recommendations for changes are

made.
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Section III
Critical Aialyses and Critical Decisions

Section III of this background report for task force use is analytical in
purpose and point of view. We compare programs, analyze effects, recommend
changes, and sometimes digress with the intention that the discussion here
kindl¢ dialogue among faculty, consortium, and task force members. The task for
all is ty decide what changes, if any, we should make ia our University of
Oregon teacher education programs.

In Section I, we described the concerns of Oregon educator> and we dali-
neated Dregon's directives: The Joint Committee and Chancells: Davis have
called on teacher educators to strengthen both the liberal arts and professional
education components of te>.her education programs and, specifically, to incCiude
an internship in Yocal districts with joint district and collede supervision.
The Committee directs that we (an¢ teacher educators at other Orcgon higher edu-
cation institutions) design, implement, and evaluate model preservice programs
that reflent the research on school and teacher effects and the devel:-~ing
research on teacher education. In Secticn I, we also reported the current sta-
tus of our University of Uregon Secondary and Elementary Programs n relaticen to
the state's directives.

In Section Il, we observed that although there are many educators who have
advocated (1) axtended time to strengthen liberal arts ang professional studies,
and (2) an internship in teacher education programs, few institutions have moved
to implement such programs. We described campus-based five year programs and
summarized the positive effects and concerns as they were perceived by persuns
involved in thoie programs. We noted that in the spring of 1983 twen%y states

administered examinations to check the skills and knowledge of teacher education
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graduates and that, since 1980, four states have mandated <ntry programs for

first year teachers--programs that prescribe induction by professional teams

whose members observe, assist, and certify {or don't certify) the teacher at the
end of the first year{s) of teaching. We {uund that professionals and legisla-
tors at the state level are moving faster than teacher educators to implement
programs fcr first year teachers.

The Search for Models

There was a step between the examining of Oregon's directives and the
describing of induction programs. That step was the search for models that
incorporate the major Oregon directives--strong liberal arts and professional
studies and internship-induction.

It seemed, because Educational Testing Service in 1980 found 24 programs
that gave planned induction support to the beginning teacher, there would be a
dozen or more induction models we could review. There were not. There were
three that fit our criteria: requirements of a strong liberal arts education,
undergraduate and graduate fiald experfences, programs to prepare both secondary
and elementary teachers, and certification only after completion of the
program’s graduate internship and related course work.

We were amazed to find so few induction pregrams and we were <ven more
amazed to find states moving into the induction void with entry programs for the
first year teachers. We found campus~based programs described in educational
l1iterature; whereas, the only state program described in an educational journal
was the Oklahoma Plan. Other descriptions of state entry programs were buried
in microfiche to be found only through computer search or, as in the case of
Florida, discovered through personal contact. Professionals at the school and

state level are not writing a~ticles, but they are .aking action.
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We needed next to look critically at the elements of the two kinds of induc-
tion programs--state-entry and campus-based--s0 that we could determine whether
either kind of program would serve as a model that would fulfill Oregon
Recommendations. We listed Oregon Recommendations and the common elements of
each kind of program. (We later inclucded elements of our current four year
programs.) Entries juxtaposed on Figure 6 enable ys to compare programs using
the Oregon Recommendations as criteria.

State-entry programs as models. State entry programs meet six of the ten

Oregon Recommendations but in a limited way. (See Figure 6.) One concern is
that observation and conference visits may be too few. A second concern is that
competencies on check-lists ray become techniques for technicians rather than
principles for practitioners and that theories, though based on research, may
become rules rather than hypotheses to be tested.

Nevertheless, after year: of nealect, these programs mean that attention is
being paid to first year teachers. Each first year teacher has a support team
and each has assistance if problems i1~e noted. Each has an explicit set of com-
petencies to achieve. Expectations are known. For persons who have been con-
cerned about the isolation of beginners in our profession, it is no surprisc
that 83% of Florida s first year teachers said, "Continue the program for next

year's beginners." State entry programs take a long step in a good direction.

Campus-based extended programs as models. Campus-based programs meet eight

of the ten Qregon Recommendations used as criteria. (See Figure 6.) The

ninth, cooperation among teacher education colleges, may be in practice but pro-
bably only through informal contacts and professional organizations, not in
state or nationally arranged structures. The tenth criterion, rigor and rele-

vance, was not evalua .ed.
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COMPAREISON OF PROGRAMS using the Oregon Recommendations
for preservice teacher education as criteria

Qregon Recommendations
for Preseérvice TeaCher
fducation Programs

Common Elements of
Campus-Based
Five Year Programs

State«Entry
Brogeam
Common [lements

Universtiy of Oregon
Current Four vear Programs

Secondary Elementary

Goals and objectives
to design and evaluate
program

Yes

¥es

Acmievement of goals and obiectives 15
evaluated by graduating students, graduates
|and other professionals in the field.

Rigor, relevance

(Evaluation criteria not delineated)

Strong Yiberal arts

Austan College and U
of New Hampshire:  B5.
90+ of underqraduate
program

Y of xansas  66%

Strong professionai
studres

Quring year 5

Field work .«

Unaergraduate

Extended freld
experience
Internsiip

T
Contimious. varied.
gradual increase to
student teathing,  AC
and URKH

AC ang YNH  Full year
Kansas  Stugent
teaching and 1nternship
3D year &

Ho
changes
mn
undergraduate
teacher education
pragrams

24-30%°

Endorsement area majar 33% |Alled Prof  11.0%
Pre-prof, 5% |Pre-praof 5 0%
Prof STEP 7% |Prof JEEM  2].5%

Eler es 12-18% jElectives 7.5%

16%

Support team
observes. assists.
and certaifies at
end of 15t year
teaching

Ho

Option 1s avarlable for a few 1n RTP Program

integrated theory and
practice

Program based on
schoo! and teacher
effectivenes research

I~plementing
etencies

University supervisor influence 1imited an
coonerating teacher's classroom

cam ¢
Bé'c'gt'a BY toeory
and research
information

fes

Cooveration between
coliege ang schaol
professionals

Teacher educator
an support team 'n
O¥ Tahoma

Yes {nPut one way

Coooeration dmong
teacher education
colleges

¥Yes on adnissyon data tnrougn state basic
skills committee
informal cooperation

Ergh aormissiop
$tdngards

Yes

Must pass skills
and professional
knowledde tosts

¥es

High ernlopent rate
AC graduates in demand
HUHn average G0~

K, no graduates yet

QOther Other
Octe ! Tchg  Sch work |TChg  Sch work

79-80 441 bt an 63% 5] 26%
80~81 45% 6% 4% 53t 6% 30%
81-82 %% 13 4 L1} 5% 39%

Hrgh sucCess rate
VAL ratings high

IEH fow dropouts

Fottow-up dats and ratings by graduates apd
supervisors andicate high success rate

"Flexitalitys AC, UNM
K

'K adjusts course work
to freld practica
{a1s0 2 proplem)

Concern about 1ower
studen. enroliment

toncern about COC.erd -
tive teacher edyc, tion

Yes

Concern about tabor-
mtensive ¢osts

Somewhat concerned

Yes

* For some secondary students, the endorserent ar€a studies inCrease arts and scrence credht hours to 60% or more.

** Data from a sample of 12 elementary education Programs completed im $pring 1981 indicate that graduates earned an
average of 243 credit hours of which 107 144%) were in arts and sciences.
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Austin College and the University of New Hampshire require between 80 and 90
percent of undergraduate credits to be liberal arts studies. The University of
Kansas requires two-thirds of the bachelor's degree to be in liberal arts.
Professional studies at Kansas are a bigger fraction of undergraduate studies.

A1l three give a possible 100 percent of graduate credit hours to pro-
fessional studies. Some of thém are intern practicum and semipar hours and
others are in-dep’h specialization and endorsement hours. Ther: is program
flexibility at New Hampshire and Austin College for cross-campus graduate course
selections.

Our analysis showed that elements of the campus-based model meet the Oregon
criteria more fully than do the elements of the state entry model. (There are
goals and tables of three campus-based models in Appendix D, and there are
descrip ions and tables of the models in Section Il.)

Implications of Moving to an Extended Program

If we adopted a model that incorporated the elements of the campus-based

extended programs (the model that meets the Oregon criteriay, what kinds of

changes would occur?

The changes called for are an increase in the required number of undergra-
duate liberal arts credits for all elementary and some Secondary students, an
inurease in the number of undergraduate professional studies credits for secon-
dary students, and an added internship for both secondary and elementary sty-
dents.

There is no agreement among educators across the nation about the proportion
of teacher preparation time that should be spent in general versus professional
education studies. There 13 tension and controversy when program designers

must allocate exac* numbers of credits to each area.
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There are concerns about qualifications and domains when proposed

internships 1n public schools demand cooperation between college and school pro-
fessionals. There are concerns ahout costs in time and money for both institu-
tions and for students.

There are risks, but there are also benefits.

As a basis for our stand that we take risks and make ¢nanges we want to

bring to your attention supporting arguments in the literature.

Strong, broad liberal arts education. Every advocate of improved teacher

education aske for a stronger, broader liberal arts education. Richard Hersh
says that education implies “the capacity to adapt tc cuntexis and content dif-
ferent from those which existed during training; . . . the capacity for con-
tinuous sel/-generated growth as a resporse to new circumstances; . . . a
breadth of krowledge as well as depth, with the ability to make connections
across disciplines of knowledge and see hcw one's specialty relates toe others;
{and) . . . the capacity to understand the world from others' points of view"
(1978, pp. 2 and 3).

There should be no uneducated teachers in today's classrooms.

Strong professional preparation. There are some critics of professional

studies in schools and colleges of education who, like Gene Lyons, propose that
tne monopoly of education 5Cho0lS and their tax-supported “empire of cant" be
broken., Lyons writes: “Since teaching is a pragmatic art best learned by
experience, school districts should establish apprenticeship programs for people
who can satisfy the Titeracy requirements and show a command of subject matter"
{Lyons, 1979}.

Most educators are concerned, however, with the static level or the reduced

level of professional studies required of students in education. A report in
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the Winter 1983 Academy Notes of Donra Kerr's address at the May 1982 meeting of

the Academy describes her COnCerns:

Professional curricula in other fields have accommodated
“expanding knowledge bases and additional responsibilities . . .
by lengthening the time for completion of the bachelor's degree
and certification," or Dy moving training to the graduate level.
Over the past fifty years, in contrast, the proportion of under-
greduate studies given to pedagogical training has dropped 2%
Eor segondary school methods and 12% for elementary methods.

p. 3D

Knowledge for yse in research-based teacher education is expanding rapidiy.
For examples, see references described in the lact two pages of Section I. Much
has been learned about thinking and learning patterns of 211 children--those
with expected norms and those with ron-norms, the handicapped and Qifted.

Teaching, alw.ys complex, iy cven more complex today. There should be no
professionally unprepared teachers in today's classrooms.

Internship and cooperative teacher education. Cooperation between college

and school professionals is imperative for the effective induction of teacher-

beginners., If there is any purpose for establishing and maintaining teacher

education programs, undergraduate or graduate, that purpose is defeated if there

is little or no transfer of training to actual classroom practice. Hull, Baker,
Kyle, and Goad (1983) report that research studies reveal that student practicum
experiences in cooperating teachers' classrooms do not have uniformly benefi-ial
effects, Student teachin¢, in particular, socializes rather than facilitates
transfer of desired campus-based learning.
A growing body of literature is beginning to question the

outcomes of field experience, student teaching in particular,

suggesting that it does not facilitate transfer of campus-based

learning but, instead, serves primarily as a powerful socializing

device which, in many instances, does not reinforce desired

attitudes and teaching pehaviors, (p. 4}

The transfer of professional knowledge and training requires more than




merely time to student teach in a cooperating teacher's classroom.

From their analysis of more than 200 studies, Joyce and Showers (1983)
concludea that several steps are necessary for successful transfer of training
to actual classroom practice.

The study of theory, the observation of demonstration, and

practice with feedback--provided they are of high quality--are

sufficient to enable most teachers to use a new teaching model

fluidly and appropriately. Unfortunately, the development of

skill by itself does not ensure transfer. However, w.~n a

coaching component is added and impiemented effectively, most

(probably nearly all} teachers will begin to transfer the new

model into their active repertoire. (p. 20)

Coaching provides companionship, technical feedback, analysis of applica-
tion, help with adaptation to students, and facilitation.

The studies that Joyce and Showers analyzed, focuseu on transfer of training
by experienced teachers from inservice act.vities to their own classroom use.

However, their findings and the principle of transfer of training (the use of

theory, demonstration, practice, feedback and coaching) should become a basic

procedure of induction activilies for the teacher-beginner whenever the goal is
understanding and use of effective behaviors.

Qur task extends beyond working with the student teacher in a cooperating
teacher's classroom. Emans (1983) proposes that instead of working directly
with student teachers, college supervisors influence both student teachers and
cooperating teachers cy serving in an inservice mode, interpreting theory and
research, and working with school personnel on curriculum development and the
improvement of teaching.

Other implications to consider. ODescriptions of campus-based programs list

positive effacts of their programs that are not included in the Oregon

reccmmendations column on Figure 6. Note, particulariy, the high rate of
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employment and success in teaching. The positive effects are somewhat counter-
balanced, however, by the problems these programs confront.

Costs to institutions and students are important problems to be carefully
contidered. The proposal we recommend is based on the Resident Teacher Program--
a program that is cost-effective for schon® districts and college. (See Figure
7). Extra costs for students could be recovered within a fcw years through
higher salaries earned beginning with the second year of teaching on a master's
degree pay schedule. There are other recommendations and elements of programs
listed in Figure 6 that have not been discussed here. They should not be
overlooked.

Cooperative teacher education, already discussed, is advocated by the Oregon
Joint Committee. Conversely, it is listed as an element of concern by persons
involved in campus-based five year programs. However, we believe that common
goals, professional respect, wise leadarship, open dialogue, and ynderstood and
accepted responsibilities will make cooperative teacher education highly benefi-

cial for teachers and students and collieges and schools.

A proposed University of Oregon program (Xz) tollows. The proposed program

would place two licensed interns in each classroom, each intern to be paid a
negotiated percentage of a beginning teacher's salary. Program X2 is presented
as the basis for dialogue about what's best for schools and teacher education.

Conditions are right in Oregon for such dialogue.




Figure 7. Financial Structure of the University
of Oregon Resident Teacher Program

Financial matters

The program operales on a cosl-ellective
structure in which the reduced salanes of
resident teachers oliset the salanes ot
chmcat professors and refated program
expenses

Four models for financing currenlly are
avalable The bestchoce depends on
the size ol the school distnCl and the
number of new leachers in the program
each year

A and B are adaptable 1o most disincis
Thew cost benefits are presented here

Modet C 15 used in distncts in which len
or more res:den leachers gre placed
Model D15 a cooperalive processinvolving
several small school distncts

Addional mfgrmation aboul models C
and [ s availlable from oyr ofhice

Model A

Modet A (Hillsboro-Gresham) operates best in modutes of ive resident teachers with one
fuli-time Chinical Proless0e-Supenasor

Normai Basic Costfor Five Classrooms Resident Teacher Program Five Classrooms

$14,500 New Teacher $ 9.606 Resident 1eacher al¥s Salary
$14.500 New Teacher $ 9666 Resident Teacher at % Salary
$14,500 New Teaches $ 9.666 Resident Teacher at % Salary
$14 500'New Teacher $ 9.666 Resident Teacher al% Salary
$21.000 Master Teacher (Clinical $ 9.666 Resdent ) eaches at 2 Satary
_ __ _ Prolessor-Supetvisor) $21.000 Master Teacher {Chrical
$80 000 .. . Professor-Supervisor)
$69.330
$ 3.000(Exiended coniract for Cimcai
____ _ Prolessor-Supensor)
§72.330

$80.000
- $72.330
$ 7670
+ $ 3.800(University contnbution lor instruchon, travel,
elc)
+ $11470(amount lo coverlnnge benetils, extra pay.
elc)

Model B

Model B (Roseburg) provides assistance in the school buiding from a lellow teacher
{Counseling Teacher) and a part-ume Chmmcal Professor

Furst year satary $14 500
Resident Teacher a1 Y%asalary  § 9,666  Distnbuton ol difference {34,834)
$ 4834  $1.000Extrapayfor CounselingTeachers
exienoed conlracl and adued
responsibiities
$ 900 Substitutes prowded lor Counseling
Teacher
$2.934 tor Cirucal Prolessor salary

Fungs fot Chrncal Professor
Assuming hve Resident Teachers
$2.934 x 5 =$14.670 + $3.800" (Unversity of Oregon contnbunion} = $18.470

* For mstruction, travel. addional Supervision. elc
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PROGRAM X2

Program Goal

Covelopment o1 extended repertoire of teacher knowledge and skill

through additional Arts and Sciences education, professional education,

and

Furnoses

1.

2.

guided induction opportunities in public schools.

Strengthen Artsand Sciences background.

Strengthen professional education.

Strengthen professional training and induction.

roster closer partnerships between public school professionals and

faculty.

Anticipated Outcomes

1.

Program graduates with an jncreased knowledge pase and professional
competence.

Increased graduate success in schools and community.

Increased attraction to the profession through demonstration of
graduate success.

Opportunities for research.

Closer 1iaison with public school professionais in pre-service
training.

Provisicn of support to bridge the gap between current professional

training and first year teaching.
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Recommendations

1., Graduation for Teacher Education majors be increased to

approximately 200 hours.

Require 200 hours for a license to teach.

Require Elementary Eaucation majors to complete a second minor
area in Arts and Sciences, in addition to the current 36 minor, in
Psychology, Math, Science, English Literature or Foreign lanquage.
The second minor area vould also consist of 36 credits,

Require Elementary anc Secondary majors to meet qualifications for
two credential areas, i.e. endorsement in Reading, HLE, Math,
Middle School {(need to develop an approved Middle School endorsement)
during preparation.

Re-evaluate Elementary and Secondary coursework required by
professional scheols.

Introduce an integrated program that includes nine strands:

Strand 1. Studies in Arts and Sciences,

Strand I1. Allied Professionai Studies (Art, Music, °E, Health).

Strand III. Pre-Professicaal Studies (Educational Psychology,

Foundations}.
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Strand IV. Professional Studies--Secondary/Elementary.

Strand V. Undergraduale Fieldwork.

Strand VI. Electives.

Strand VII. Pre-Internship Prefaration.

Strand VIII. Guided Internship.

Strand [X. Post-Induction Studies.

Strands [-VI follow current program structure. [t 1S recommended
that sub-committees be established to review the interrelationships,
requirements, goals and criterié, and organization of each strand.
Strands VII-IX provide an opportunity for students to enter schools
under guiuance and support from school professionals and University
of Orogon faculty. Opportumities exist for: more dialogue related
to site and co-operating professional teacher selection; more faculty

involvement with schools; inservice and staff development partnerships;

research centered on teaching skill, feedback on basic training, and

evaluation of the new program design.
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Figure 8

University of Oregon Elementary TEEM Program

Time Allocation

Current Frogran SCH % 186 fe¢ onmended PROGRAM X2
1. Arts and Stiences ¥ Aety ang Stiencey
WLETE 77 38.70 TGS
{minor}{minz-)
2 Rlhred Professienal 2. Allred Professiomt
LTS Ty ? Mus t¢
Art & Art
PE & s
Heaith 3 Health
A 1130
3. College of Ed.cataon 3. College of Educatign
P@isiu_q'-a_*i Studred Professional Stulles
Fducational Fsychavony 6 Tduce tonaT Pyychatogy
Fpundatigns 3 foundations
§ a8z
& Professional Stuoies TEEM 2 Professional Studies TEEM
Vi % HESE
Hiv 1 10 TEeM i)
TEEm 131 2 TEER 111
i ]
£, Meld 5 Field
Pre Fracticum 3 Fre Practscun
TEEY & THEw ]
Teev 4] 5 TEEM 11
Stucent Teacning 15 Student Teac *ng
30 612
6. flectives 16 7.%0 6 Electives
Tto A ts and Sciences}
0TaL REES
Graduatscn Proposed Extension to Current Proarams
Tescner Lerivfication -
7 X¢ .
Summgr 1 14-1%
Graduation
Teacher License
8. Internsm
FaYT T Winter
Practycum/Serminar 12
S5p - Inservice 3
e — e i e e e Teacher Certificate
Larde of 32 fareentar s Tducatic,
Crazates Sprtnn 1973 § Swwver }f 15
Standarg Certificate
“ntal 1t how = Endorserent .
fial credit no.rs ¥oess Specralization
& Arts ang Sciences
fly and Scrences 10?7 Allred Professional
Percentage of totel 44- HEDEREIN

Tt T T T e Master's Degree

(Similar table for Secondary Program in preparation)
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Participating schools be sought who would provide opportunities

for placements in Primary (K-2), Intermediate {3-5}, Middle School

(6-8) and High School (9-12).

Interns would register for 5 graduate credit hours per term for
three consecutive terms {usually Fall, Winter, and Spring).
Interns would remain in one classroom for entire year. Classroom
experience would be arranged as follows:

a, Elementary

rail {5 ¢redits) (5‘::_1?;:5\ Spring {5 tredits)

Intern A Teach lanquage Arts Scierte *Four weeks full twme teachinge-all areas
Social Studies Math

Iatern B $cience Lanquage Arts *Pour weeks full time teaching--all areas
Math Social Studies

Both Art, PE, MuSicy Health Teaching baced on strengths or weaknesses
Testing and evaluction Final portion of term
Peer gbservation Reporis
Clinical supervision Parent conferences
Inservice Semindrs Student evaluation
Parent conferences Ete.

* During four weeks of non-teiching. the tntern attends specidl inservite seminare o campus or
in the district or both.

Secondary: A similar format would be followed with interns
sharing the assigned teaching load.

Estimating 75-80 elementary graduates per year wculd require

13 Primary, 13 Intermediate and 13 Middle School--a total of 39
classrooms. Use of three classrooms per school would require
only 13 schools to participate. The current participation for
R.T.P. includes Roseburg, Beaverton, Sherwood, Crow-Applegate,
and Hillsboro, Bethel has requested more information and
tugene and Springfield have been program supporters. We would

need their support.
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Program X2
(Based on R.T.P.)
Strand VII. Pre Internship Preparation {15 hours)
To be taken after STEP or TEEM Program. Coursework to
include:
1. Introductory studies to an endorsement (HLM, Reading, (3-9)
Math, ECE, Middle School, Standard Secondary)

2. Clinical Supersision (3)
3. 2 (3)
5

Strand VIII. Internship (Derived from R.T.P, Model)

To be taken in public schools organized as follows:

.
1.

[

Interns be interviewed and hired by public schools.

Two interns be assigned to each classroom.

Six interns be housed in each participating school.

One professional teacher be assigned as a Field Supervisor

in each school.

One faculty/schonl liaison person pe assigned clinical supervision
responsibilities (Clinical Superviscer) for three teams (three
schools, three Field Supervisors, and 18 .terns).

Salary for interns be provided at 1/3 base first year teacher rate.
Field Supervisor salary and Clinical Supervisor salary to be paid

from satary savings of 3 F.T.E. reqular average teacher salaries.
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Participating schools be sought who would provide opportunities

for placements in Primary (K-2), Intermediate (3-5), Middle School

(6-8) and High School {9-12).

Interns would register for 5 graduate credit hours per term for
three consecutive terms {usually Fall, Winter, and Spring).
Interns would remain in one classroom for entire year. Classroom
experience would be arranged as follows:

a. Elementary

Fall {5 credits) (5 r.lrnedi‘;:s‘ Spring (5 credits)

Entern A Teach Language Arts Scicerce *Four weeks full time teaching-.all preas
Soc1al Studves Math

Intern 8 Science Language Arts *Four weeks full time teaching--211 areas
Math Social Studies

Both Art, PE, Music, Health Teaching baced on strengths gr weaknesses
Testyny and cvaluztion Final portion of term
peer ohservation feports
Climcal supervision Parent conferences
Inservice seminars Student evatuation
Parent conferences Ete.

¢ Durwng four weeks of non-teaching. the intern attends special inservice semfnarS o. camPUs or
in the district or both.

Secondary: A similar format would be followed with interns
sharing the assigned teaching load.

Estimating 75-80 elementary graduates per year wculd require

13 Primary, 13 Intermediate and 13 Middle School--a total of 39
classrooms. Use of three classrooms per school would require
enly 13 schools to participate. The current participation for
R.T.P. includes Roseburg, Beaverton, Sherwood, Crow-Applegate,
and Hillsboro. Bethel has requested more information and
Eugene and Springfield have been program supporters. We would

need their support.
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b. Estimating 175-180 secondary graduates per year would require
90 classrooms in 30 schools.

In negotiating for placements in public schools care must be made to

insure inter. , be accepted as members of the bargaining unit. (The

1/3 salary rate proposed here may need to be raised to accommodate

individual school district provisions.)

Interns would be granted a teaching certificate after successful

completion of the internship year and professional coursework

involved.

One or two College of Education faculty members would be added to

each team as advisory members for staff development, inservice

and research. All Teacher Education faculty would be expected to

participate.

Strand IX. Post-Internship {15 credit hours)

Te be taken after the internship year at the discretion of the student.
Coursework to be part of a planned program to:

complete a master's degree.

complete an endorsement.

complete standard certification,

Note 1. To preseive the integrity and continuation of the current RTP
the following time line is proposed:
1984-85 . RTP in its current form be continued and expanded to school

districts showing interest.

Program X2 could begin in sone schools and districts.

72
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The same evaluation design for both programs would be used
to determine the feasibility of the piiot program.
1985-86 . RTP be available for districts committed to that model.

Elementary and secondary students be required to select RTP

or Program Xz.

1986-87 . Probabiy one basic model in operation with alternatives
designed for individual districts, as currently organized
in the RTP.

Note 2. It is possible that not all graduating seniors will elect to
teach. Data i~ Figure 6 indicate that about 50% of current graduates move
to occupations other than teaching. This would reduce the estimated number
of plecements by 50%. Given that assistance with job placement would be
provided by the proposed program, however, it is feasible to consider that

placements for 2/3 of graduates may be a realistic goal.
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APPENDIX A

RECOMMENDATIONS OF THE SoINT COMMITTEE

PROFESSIONAL DEVELOPMENT: PRESERVICE

Preservice professional development includes the training necessary to
enter the profession of teaching or sdministration. I+ includes programs
leading to entry level certification for teachers and cne graduate

degree programs necessary for the new administrator to complete pre-
service requirements. Preservice begins with entry into a teacher or

administrator preparation program and ends with initial employment as a
teacher or administrator.

The issue of when a profcrssional is a professional is central to any
discussion of preservice. This question will always be a part of the
discussion of what should constitute complete preservice training for a
tcacher or an administrator. "How much of what" should be in the pre-
service program? What should come after preservice? How much time
should preservice take? How should competency be tested, and who should
set the standards for performance? We have addressed these questions
and related issues in this report and bave made recommendations for

Oregon educatiGn today. These issues must continue to be addressed by
the profession and the public in the future.

A. Preservice Programs for Teachers

The delivery of teacher education must b> strengthened further to
provide rigorous, stimulating, relevant curricula and programs of
instruction. This strengthening must be based on cooperation among
universities, colleges, and school districts in the selection of
candidates, program design, and evaluation of outcomes.

Along with strengthening teacher education programs, we must provide
a school climate in which the new graduate can learn teo function
effectively as 8 teacher. Too often pew teachers find themselves con
their own in attempting to apply what they bave learned in college
in the ipmediate reality of the classroom. The Joint Committee
believes thit there should be further strong links between college
classrooms and school districts to assure integration of theory an’
practice. We also believe that systems must be strengthened to
assist the beginnicg teacher.

The “oint Committee recommends that the following criteria be
adopted as integral elements of each tezcher education program
and that different organizational models of preservice education

be tested impediately in Oregon as the first step in assuring
excellence.

). Preservice teacher education programs shall be struc-
tured to incorporate the following program elements:

a. liberal arts education as the basis for teacher
education;

!
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breadth and depth in subject area;
knowledge and understanding of child developnent;

knowledge and understanding of the teacbing-learning
process; !

teaching skills, sucb 25 classroom management and
assessmpent of student achievement;

demonstrated ability to use knowledge and skills for
effective teacbing in & classroom with a full con-
tingent of students over an extended period of tipe.

Implementing Agency. Board of Higber Education, in
cooperation with public and independent teacher education

programs and Teacher Standards ané Practices Commission.
By June 1984.

Pre-test of basic skills should be reguired prior to
admission Lo teacher preservice programs ip addition
to existing multiple indicators now in use.

Most program admission requirements in our colleges
now inciude good multiple indicators of capability and
performance; our recommendation is to add a good pre-
test of basic skills to the existing requirements.

Implementing Agency. Board of Higber Education, in
cooperation with public and independent teacher education
programs and Teacher Standards and Practices Commission.
By June 1983.

As a first step, gemonstration projects testing different
organizafional and curricular models of preservice sbould

# implemented and tested asgaingt cowparable evaluative
criteria.

These demonstration projects should peet several rigorous
standards. Thbey sbould be evaluated on the basis of identi-
fied performance criteria. Tkoy should reflect the research
on school and teacber effects, and the developing research
on teacher education. The projects should match design of
each program to the eventusl type of placement of teacher
candidates. The preojects sbould model effective pedagogical

‘practices botb within the program and for teachers in schools.

Tbe projects sbould use existing resources optimally.

The following program aspects should be addressed among the
various deponstration projects:

2. The preferred preservice sequence(s) for Oregon should
be establisbhed, i.e., 4~year, S-year, or X-year
programs;
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Extensive practicum/internship experience should be
provided in the local district with joint district
and college supervision;

The combined teacher education ocutcomes of the basic

and standard teaching certificates should be included
as part of preservice; and

An internship field experience should be included in
the first, or first and second, year(s) following
licensure. The field experience should be in the
local district with joipot district/college supervi-
sion.

The demonstration projects should be carefully monitored
and evaluated, and the results should serve as the basis
for future program design for Oregon.

By suggesting demonstration projects instead of immediate
full-scale chapnge, it is our intent to suggest careful
scrutiny of different approaches hefore making changes in
Oregon's system of teacher education. While we have heard
suggestions ranging from compacting al]l education into a
four-year program to extending the current models to six-
plus years, we believe that neo decision can be made for
Oregon teacher education until we have comparable avalu-
ative data. )t is alsoc important to understand, however,
that we view the demonstration projects as only a first
step which must be accomplished to provide a basis for
further consensus) development.

Certification requirements will peed to be adjusted so

participants in the demonstration projects are not pena-
lized for participation.

Implemesting Agency. Board of Higher Educat:ion, in co-
operation with Teacher Standards and Practices Commission,
local school @istricts and consortia, and public and in-
dependent teacher education programs. Design by July 1983.
Evaluation cowpleted by December 1986,

The Final Report of the Joint Committee on Teacher Education,
Toward Excellence in Oregon Education. February 1982.
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APPENDIX B

The Chancellor's Recommendations

Inproved Teacher Fducgtion

The quality of iastruction in elemeatary
and secondary schoois depends on the quality
of the teachers in those schools. 1In recent
years. the Oregon State System institutions
have made strong efforts t2 streagthen their
programs prepariny teschers. Standards for
entry wnto teacher preparalion programs have
been raised, greater stress is being placed
on extended and systematic field expeériences
in the scheels, and there is greater involve-
ment of public school personnel and loca)
districts in the development and impiementa-
tion of teacher education pPrograms.

Further improvements are needsd., The Joint
Beards' Comnittee on Teacher €ducation, on
the basis of twuo years of discussion and
consultation with citizens and representa-
tives of the various orgenmizations and igencies
involved 1n teacher education, has made
significant recomaendations to strengthen
teacker education 1n Oregon. The following
proposals build on the uorove-znts that have
2lready been effected anc should kelp to
implemert some of the m2jor recummendations
of the Joint Boards’ Committee.

Recommeniation 23, The quality of
slucents attracted to the proSession of
teavking siould be trmproved through
aztive rceruttment of suck students for
tcaciing, inevrecced emphasis in high
school and ecwmmity college cownseling
prograTs on teaching as a profession,
ard providing finmielal assistance to
highly qualijied hi5h school and com-
mnity college students.

Bacommendation 24. The quelity of all
gracuates from teachker preparation
progres in the State Spstem instttu-
tions should be assured through high
stundards for entry to these programs,
tncluding proficienny in the basie
ckills of reading, writing, reasoning,
and mathematies; definrd quality
assuranee checks at variows stages of
the prepara.ion projrem with a 2ommit-
ment to renoving studcats from the
progrim who do not meat the standards
spectyizd; and insiuvtance that anyore
gracuating from these pregrars and being
reco~merded as a tecenser v Orcgon ks
demonstrated in an ongoin: scihool setting
kis or her eos-pelence as a teachar.

Recomuendatiar 25. Pragrana to train
elerentary and secondary teachers
should be extended beyord the tradi-
tionsl four years to allow for the
strengthening of doth the lideral arts
and professional esiucation corpunsncs
and the extension of field eaperierces
to include induction into the tecohing
profession. Theg institutions are ”
currently tnvolved in developing and
implementing extended demonatvation
programs testing various orjanizational
and eurricular radels. These progruns
will be carefully cvaluated as to both
effectiveness ard cost ard then refined
and trplemented on a larger scale as
resources become available.

This “campaign for excellence” aims to
impove the quality of preparation of stu-
dents entering and graduating from our
colieges and wniversities. [t atterpts to
do this by strengthening college entrance
requirements. by providing finmancial assis-
tance to our most qualified high school
graduates, and by improving the education of
our future elemerntary and high school teachers.
With this campaign the State Systen is ‘saying
to the people of Oregon that higher education
will do its part in returning our economy to
prosperity and our state to the prominence it
for many years enjoyed.

{fron A Strategic Plau for the
Oregon State System of Higher
Education, 1993-87, pp. ~4,25)

BEST COPY AVAILABLE




APPENDIX C

Recurrent Themes in the Oregon Education Dialogue

(from the Joint Committee Report, pp. 7 - 1D)

"Like threads forming a pattern, these ideas emerged as major themes
in Oregon education" (JCR, p. ~). The themes are presented here in selected
excerpts under the following headings: Professional Development: A
Continuous Process; Practice-Based Theory and Theory-Based Practice; The
Issue of Competence; The Issue of Uniform Requirements Versus Program

Flexibility; and Quality and Cost Effectiveness.

Professional Development: A Continuous Process

The Comittee found that Oregon educators believe that professional
development is and should be a lifelong process. They =.ressed, however,
that belief in continued growth should not allow us to let the beginner

start teaching before being fully qualified.

The interpiay between the need for continued development as a
professional and the need to be recognized fully as a professional
at a particular point in time was heard repeatedly in the seminars
and workshops. Many people are concerned that the continuum 15
one of licensure instead of learning. Because of multiple levels
of licensure, some teachers and administrators believe that they
are not perceived as "whole" professionals during many years of
active professional life. By some, the very degrees and
certificates established to assure professional standards are
perceived as incomplete entry into the profession. (JCR, p. 7)

Practice-Based Theory anc Theory-Based Practice

Another concern that was repeated many times in the discussion among
education leaders was the relationship between theory and practice. The

Committee also reported concern about the relationship between people who

work in school classrooms and people who work in college classrooms.




On the one hand, there was considerable criticism from people who
work in school classrooms that the college and university faculty
who teach teachers and administrators do not know what is happening
in the field. On the other hand, there was concern expressed by
some faculty and researchers that people working in the field

are not keeping up with significant changes in education and
learning theory. There was a repeated plea for a better relation-
ship between the two worlds of the college classroom and the school
classroom. (JCR, p. 8)

The Issue of Competence

Some of the discussion revolved around how to determine and establish
professional competence. Are four years enough time for “professional”

preparation? Shoul. examinations be used to evaluate professional competence?

The Committee wrote their beliefs.

We believe that it is necessary for performance otjectives to be
delineated clearly, for criteria for eva'yation against those
objectives to be developed and used, and for any testing against
those criteria to be conducted in @ meaningful manner. Pre-testing
for admission and post-testing for graduation should relate to
program objectives and constitute only one of the components of

Ehe selecz}on for and graduation from teacher education Programs.
JCR, p. 9

The Issue of Uniform Requirements Versus Program Flexibility

The problem of uniform structure versus individual flexibility exists
in any enterprise that tries to meet both consistent standards and diverse

individual needs.

There was a repeated concern through all of the seminars and workshops
that degree and certificate programs reman strict enough to 2ssure
consistent quality, but flexilie enough to be responsive to individuals
and to different regions of the state.

Many options were discussed concerning the best current solutions for
Oregon. The suggestions ranged from expanding to contracting the
current system and from keeping the status quo to total alteration

of the system. Only in our discussions of preservice requirements did
we find similar extremes of opinion and emoiion. Stories of capable

80




peopie ynable to swim through 2 sea of requirements altern.ted with
stories of loopholes through which unqualified peopi2 olipped into
the Oregon system.

We don'* believe in massive change for the sake of change. We do
believe that improvements can be made in our system of ?icensure.
(JCR, p. 9)

Quality of Cost Effectiveness

The quality and cost theme the Committee heard was twofolu: they saw
the need to cut back in a time of lessened rusources and they worried about

causing damage to education from constricted services.

It would have been illogical to expect educational leaders who nave
devoted their professioral lives to public education to offer them-
selves up as food for the budget beast. We did not expect that, and
it did not happen. Something did happen, however, that was also un-
expected by several of us. We did not expect the majority of the
people who joined in the seminar and workshop discussions to
acknowledge so thoroughly, to accept, and to discuss the need to
enhance our present system of teacher and adminis.rator education.
That did happen. "More through less" was part of the discussion,
always accompanied by a continuing concern for the improvement of
quality in the process.

We ended with renewed unders.anding of the deeper questions. How
can we encourage quality and efficiency? How can we meet new needs
while maintaining standards? How can we fill in the gaps in our
shrinking educational system without "robbing Peter to pay Paul?"
How can we keep our important broader goals before us while re-
sponding to the criticism of public education? (JrR, p. 10)
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The Austin College Program Goals

What makes the Austin Teacher Program a very special teacher education
experience is its formally stated goal of preparing pre-service teachers to
provide themselves and their future students with learning experiences that
will equip both teachers and students for meaningful lives in the year 2000
{Virginia Love and 8i11 Freeman. The Austin Teacher Program: A Concept .
Teacher Education, 1971}).* According to love and Freeman, primary architec..
and butlders of the Austin Teacher Program, such a goai could not be met by
the traditional teacher education program that existed at AC prior to the
new program because "a teacher education program that adequately prepares
teachers for the 1970's will not suffice for the teacher of the 1980's, not
to mention the 1990's" (Love and Freeman, ... 27). That phenomenon which
renders today's educational strategies obsolete as preparation for tomorrow's
living is, of course, CHANGE. The committee of students, faculty and expert
consultants who assisted in designing the new Austin Teacher Program took
the position that "In order to meet the changing dewands of a changing
society, a teacher education program must be so designed that it, too, can
change as needs arise” (Love and Freeman, p, 27). Translating this position
into practice has resulted in a non-traditionai teacher education program
whick 1) is based on a strong liberal arts undergraduate program; 2} is
developmental and flexible in nature, such that the individual 5tudent
designs and implements a personalized teacher preparation program, utilizing
the expertisc, not only of the teacher education faculty, but also of faculty
and staff college-wide, as well as teachers, administrators and students in
area schools, public and private, traditional and alternative; 3) provides
the student with continual field-based teaching experiences from almost the
first day in the Austin Teacher Program.

* A copy of this book is available from The Education Department, Austin
College, Sherman, Texas, 75090. Please enclose check or money order in
the amount of $7.50 to cover costs of printing and shipping.

Source: Richard C, Steinacher, The Austin Teacher Program and Buck Rogers,
Jr.: Preparing Teachers for the Twenty-first Century. 1979. (ED
171 695)
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The University of H2w Hampshire Program Goals

Three program objectives were considered central: to develop
cooperative and parity relationships between professicnals in the field and
college based teacher educators; to prepare teachers with effective personal
teaching styles; and to prepare teachers who could act as leaders in the
school and classroom, exhibiting self-improvement skills, helping colleagues
improve, and initiating appropriate curriculum change.

The planning group also agreed to use six basic assumptions as essential
considerations for building the program structure. Tnese assumptions were:

(1} A strong general education is a prerequisite to good teaching.

(2) The most effective way of learning most things about teaching is by
integrating theory with practice. Therefore, more clinical
experiences and greater use of practicing teachers as leaders in
teacher education are seen as appropriat: strategies.

Clinical experiences should provide a gradual introduction to full
teaching responsibilities and should be available throughout the
professional preparation program, not just at the end.

Certain general areas of professional training are important to
all who teach, Many of the traditional divisions in teacher
education are in large measure unwarranted and represent great

duplication of effort, "

i
Becauseiof the many . fective teaching stylds and Justifiable
philosophies of education in which to base aﬁﬂing styles,

teacher development programs should provice a‘igroad perspective of
alternatives in education, fostering autonomy ¥ choice of
philasophy end development of personal teaching Etyies.

Learning about teaching should be a continual process, extending
through a teacher's career, Teacher educators should view this
extended period as probably much more important than prgservice
traming and should devote proportionately more time t«%t.

Michael D. Andrew. “A Five Year Teacher Education Zrogram:%
and Challenges." Journal of Teacher Fduycation, 1987, 32(3;:
43.
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EXTENDED TEACHER PREPABATION REQUIRED FOR INITIAL CERTIFICATION—OBJECTIVES, STRUCTURE, PROS, CONS
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The Univarsity of K ,3as Program Goals

Obviously, the first step in designing the new program was to develop
the program's goals and objectives. This was, as One wmight imagine, no easy
tas' Our approach was one of total involvement of all individuals and
groups who might eventually be affected by our decisions.

The goals and objectives of the program were developed in the context
of “safe professional practice”--i.e., what every teacher should know or be
able to do to function safely and effectively with students. While certain
subject arcas and preparation levels may add to the Tist of expected
outcomes, School of Education faculty approved a set of program goals and
objectives they considered gereric *o professional practice. The goals and
objectives serve as design specifications for the total prodram.

The major goals of the extended teacher preparation program are as
follows:

The professional teacner:

1. Possesses seif-undersianding.

2. Has knowledge of life-long human growth, develcpment, and learning,
and applies this knowledge to teaching childre~ a1d adolescents.

3. Is skilled in human relations.

4. Understands curriculum nlanning and is skille¢ in choosing and
adapting instructional 3trategies to implement varying curricvla.
Understands the educstional needs nf exceptional learners, the
procedures used to identify them, and the recommended educational
methods for instructing them in the least restrictive environments.
Evaluates student jearners and uses educational research mqfhodologies
to improve instruction and student learning. %
Understands the sccpe of the teaching profossion and the sthool as
a social-political orgarization.

Is a liberally educated person.
Has adequate knowledgeof at least one subject area included *in the
public school curriculum.

Each goal was translated into a series of objectives; the final Jist
consists of 45 expected program outcomes. The goals and objectives were
developed and revised by several committees and were firilly approved by
Scheol of Education faculty in July 1980, Each goal and objective is
considercd genersc and expresses our expectations for every teacher reégardless
of grade level or subject area.

Each objective will be further explicated in the form of more divectly
measyiable competencies. In effect, School of Education faculty have
conceptualized what they believe professional teachers need te know and be
able to do to practice their profess.on safely and effectively.

Source: Dale P. Scannell ang John £. Guenthe:. “The Development of an
Extended Procram.” Journai of Teacher Education, 1981, 32(1), 7-14,




Pigure 3, EXTENDED TEACHER PREPARATION
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APPENDIX E

The Georgia Parformance-sased Certification System

The situation in Gee gia prompted professionalstoask for organization
and control of certification. In 1974, the 5,400 in-state teacher education
graduates matched the teacher turnover in the state. A shortage was created
when some ¢f those ~raduates chose not to look for teaching jobs and others
who oegan teaching left within three years of their start, J. William Leach

(1980) describe. the problem:

Somz of ihese {5,400) pzople went on to graduate school,
riarriage, military service or ¢ther professions. Business and
industry have lTearned that graduates in elementary education
are among the most liberally educa.ed people available. Qur
deficit was made up by recruiting teachers from out of state.
The shortage was compounded by the high drop-out rate; almost
two out of three beginning teachers dropped out of teaching
by the end of the third year.

Contacts with these teacher droputs and the school
system thst hired them, primarily indicate problems of
performance, including lack of classroom management, motiva-
tional and communication skills. Secondarily, lack of
kngwledge cf the subject to be taught was a prat Too
many former teachers irdicated a lack of suppo ive super-
vigion anu they were tuo deeply in trcuble beldde hplp
was 7available. (p. 64) { 1_

4
The Genryia State Derartment of Education and repregentatives from the

. i i . i
teaching prpfession convinced their le¢islature ggg_ioilegfslative1y mandate

proposed certiiication rules befor~ they, the prefession, {could design an
acceptable plan, The State Superintendent of SchoolJ and ‘the Chancell-r of
the University Syitem of Georgia appointed a steering committee that wrote
reco mendations after coliciting input from all levels of the profession.
Years of writing tests, developing assessment instruments, and planning
governance and operation of certification procedures were followed with

approval by the legisiature of laws to enforce and money to finance &

comprehensive assessment-induction procedure for beginning teachers.

Ji
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After completing a teicner preparation program in Georgia or another
state, candidates for certificetiin now take tests appropriate to their teaching
field. Upon satisfactorily passing the tests, candidates receive non-renewable
certificates valid for three years during which time they ar2 evaluated on their
competence in 14 specific skills by assessment teams. Each team consists of
an administrator, a teacher certified in the appropriate subject area and a
representative (a data collector) from one of the state‘s 17 Regional Assessment
Centers.

The ass ssment centers are staffed dy former teachers, trained as data
collectors wio, in addition to evaluating classroom performance, work with
candidates for certification to help them improve in areas in which performance
is weak. There is one data collector for every 50 beginning teachers. State
law also mandates that at least two teachers and one administrator in every
school must take 50 hours of evaluation triining. These persons in the school
are traiqfd in addition to tle data collectors.

This kind of trajning might be considered inservice for the 10,000 out

of 60,000 teachers in3Georgia who, according to benderson (1982), had completed

the 50-hour evaluat#}?d iraining. Fven though this training is not labeled

inservice, it probably can be inferred that there is no teacher in Georgia who

has not reviewed and-at least reflected on the 14 teaching skills 1isted on the
$

assessment instrument--Generic Teaching Competencies and Their Indicators for

Assessing Student Teachers and Beginning Teachers.
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APPENDIX F

Improving the Quality of Teacher Educatien in Oregon

At a recent meeting of State System deans and directors of education you
invited us "to come up with a proyposal or proposals for improving the quality
of teacher education programs in Oregon."

We appreciate the challenge and the ojpertunity and are hep-y to respond to
your request. .

Current Directions and Emphases

We point out, first of all, some efforts wnich have been made and directions
which have been charted, particularly in the last four or five years, to
improve the quality of teacher education 10 the State.

}. Extended Field Experiences. Greater stress is being placed in our
teacher education programs on extended field experience in yhich the
candidate must demcnstrate competence as a teacher in on-going
school and community settings. Jn addition to a term of full-time
student teaching, teacher education students engage in a series of
pre-student teaching practica and field experiences.

Increased Involvement of School Personnel. Along with the empbasis
on extenled field experience hes come greatly increased invelvement
of public school persomrnel, local school districts, and educational
service districts i1n the development, implementation, and evaluation
of teacher education programs. All of the State System institutions
have ¢-ganized consortia to bring together the institutions and

repre entatives of the puhlic sthools and the districts in their .
imme¢iate area i1n a mutual effort to strengthén teacher preparation.

Strengthening Requirements for Admission and Retention. HRequirements
for admission to and retention in teacher education programs have
been strengthened. GPA requirements overall and in the teaching
field have been raised; greater emphasis has been given to successful
performance 18 field practica; and most recently standards of profi-
ciency in the basic skills have ».e¢n set by the State System insilitu-
tions as a condition of entry to a teacher education program.

Common Methodology and Dzta Base for Evaluating Graduates. Consider-
able progress has been mode in developing a common ®ethodology for
gathering essential data /n fellowing up and evaluating the teacher
education-graduates. From such evaluative follow-up, the institutions
gain insights as to new dir~.tions for their programs, or aspects of
their programs that need strengthening.

Profession-wide_gggggrt Systgg_tgp the Continued Professional Develop-
meat of School Personsel. The institutions have exercised leadership
in working with various segments of the education profession and
various teacher-related agencies and organizations in gaking a
profession-wide study of the needs of school personnel for inservice
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and staff developmert programs and activities. Progress has been
made in designing a profession-wide support system for the continued
professional development of experienced teachers. An Interagency
Continuved Professional Developwent Council has been established to
help wmonitor and coordinate on-going staff development activities
and programs.

Individual College and University Improvement Programs. Io addition to
the System-wide changes and improvements summarized above, individual
institutions have deveiaped numerous innovative program changes rapging
from new programs “i technology education (izcluding computers -in edu-
cation} to programs of research, development, and service to school
districts.

Review of Teaching Endorsements and Certification V»quirements. The
Teacher Standards and Practices Commission, with tne help of the teacher
preparatory institutions and various teacher-related organizations and
sgencies, is in the process of reviewing all teaching endorsements and
certification requirements in order to make revisions that will strengthen
teacher education programs in the state.

Recommendations of the Joint Boards' Committee on Teacher Education.

A very significant development in shaping the future of teacher education
in Oregon lLas been the work of the Joint Boards' Committee on Teacher
Education. Its report and recommendations will have a major impact on
teach.r education 1n the state. The Conmittee is continuiog to function
and helping to monitor and coordinate the efforts of the various segments
of the teacher education community in impleme¢ptating committee recommenda-
tions.

Proposed Imp rovemen.g s

Need to Improve Current Model of Teacher Education

Probles

The present model for prograzms in teach«r education in Oregon is i)ur
years of preservice preparation for the basic certificate, with u
additional year leading to the standard certificate required for second-
ary teachers, but optional for e¢lementary teachers. There is a growing
feeling zcross the counotry and » growiog body of research that this model
is inadequate.

How should the model be improved? What are the changes needed? We
consider the following to be crucial:

1. Both the liberal arts and professional education components in our
programs need to be strengthened.

Now, wore than ever, with the accelerating explosion of knowledge
sod the increasing complexity of social any economic issucs, a
teacher must have 3 stroag background io the liberal arts. To
be liberally educated implies both a breadth of kmowledge as well

94
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as depth, with the ability to make conncctions across disciplines
of knowirdge and see how one’s spevialiv relz"es to others. To the
background 1n the liberal arts must be added sufficient depti: and
understand.n,; in the teaching specialtv,

It is equally imporiant to bé truly educated in the strategies of
teaching, to be able to create an appropriate lear®ing enviroament,
and adapt to student differences and changin® circumstances.
Currently, in the four-year program for the preparation of secondary
teachers, State System institutions devote 16% to 20% of the total
credit hours to professicaal education. In 2lementary education
progrems, the percentage ranges from 30% to 47%. 1ncluded in pro-
fessional education . re all the pre-student teaching and - tudent
teaching ficld experivnces. Too little time is being given to the
mastery of teach‘ng styrategies and the demonstraticn ¢of their mas-
tery by the student prior to ceixtification.

It should he recogniz:>Z that we are much better informed by research
about what is assoCfated with effective schools arnd effective teachers
than We were ten years ago. However, there must be sufficient time

to allo~ for careful and extended integration of theory and practice.

tem~i1¢ field experiences should be continued and extended %o include
induction into the teaching professicn.

As ipdicated previous!y, State System institutions have greatly
strengthensd the field-based aspecis of their proprams. A recent
Board's Office study indicated that in addition to _ full tem of
student teaching, elementary educatior studen > spent a total of
200 clock hours, or the average, and secondary eaucation students
spenf 100 clock hours in the schools in pre-student tesching practica.
t
An%;hditional component. needs to be added. .a preparing teacners we
must;add to the notion of nreservice teacher education induclion into
the teaching profession. There is hcightened awareness in the state
of the need for providing a favor:ible school climate and adecquate
support for the beginning teacher Tie school district may have
primary respor-ibilityv for this induction, but the teacher educCaticen
institutions and the stite department of tducation also have a vital
role in play. 1t is particularly important that the induction
pregram grow out of and bhe articulated with ti- preservice program
through such arrangements as internships, an extended first year of
teaching under close supervision, or other kinds of field-based
programs.

Can all of the above be achieved in a four-year progrim? We think not,
particularly if the need is for additional liberal a ts snd professional
education and effectively livking the firsc year of teaching with the
preservice pregram. A minipum of five years it needed. It may be
desirable to provide for provisional certificaticn 2fter four years in
some instances, but the fuli program fer basic ~eitification should Le
extended at least to five years. #_-

ERIC
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administration and community college education are further examples of
joint programs.

Other cooperative and joint programs need to be developed, particularly
to provide specialized services in areas of high cost. For example, we
should consider developing joint programs (SOSC and EOSC with other State
System institutions) in areas such as the education of the handicapped
and counseling in the southern and eastern regions of the state.

Accepted by the State Board of Higher Education
December 17, 1982
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3. Portland State Universicy

PSU has launched a pilet cooperative field-based teacher education
program, alse with the Beaverton schools. The program permits
elementary and secondary vducation students to complete their pro-
fessional work in the field during the final three or four terms of
the program teo qualify for the basic t€aching certificate. The
second phase of the program (still being developed) is focused on
cooperatively planning and developing with the school district a
program te strengthen and suppert beginning teachers in the school
district as they move through three years of probationary service
toward being awarded tenurve,

4. Southern Oregon State College

SOSC is in the process of developing a five-year model with plans to
have the model operational next fall (1983). Essential features of
the program that have been agreed upon include: (a) integration of
pre and inservice education, (b) operation of the program, at least
in part, on the school site, (c) full year of student teaching with
trained cooperating teachers, (d) instruction by both college and
school personnel tieing together practicum and theory, (e) adapting
courses to the development stages in a teacher’s career--survival,
consolidation, renewal, and continuity, and (f) a process of
research~based instruction in theery, demonstration, practice,

and coaching.

5. Eastern Oregon State College

ln considering an extended model for teacher preparation, E0SC feels
it must huild on the strengths of its current programs in meeting
the needs for qualified school persennel in the rural regicns of
eastern Oregon. A strong relationship has been developed between
on-campus coursework and field experiences through a system of
cotating student teaching nlacement within the ten-county region

and the development of a Rural Center for Educational Development
operating with an advisery consortiwn. Secendary educatien candi-
dates must qualify in at least two teaching areas to seet instruc-
tional pneeds in a rural or small schoel assignment,

Apn extended model would provide opportunity teo strengthen and expand
the current thrusts of the EOSC programs. It would alse make it
feasible for the ceollege to work with the districts in the region

to provide en~the-jeb supervision fer the first-year teacher and

to integrate induction into teaching with the preservice preogram.
EOSC would plan te offer regional seminars for first-year teachers
which would alse be open to experienced teachers interested in
furthering their professional growth.

A careful evaluation of these various model programs after they are
ioplemented is essential if they are to serve as 3 basis for improving
the quality of teacher education in Oregon. The Board's Office, in .
cooperation with the deans and directors of education, will designate
8N interinstitutional committee with desirable expertise to develop
criteria and standards for the evaluation of the proframs and 8ssist

in the evaluation process, 97
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B. Need for Further Cellecticn of Date and Refinement of Procedures in
Assuring Proficiencv in the Basic Skills

Definite standards of proficiency in the basic skills have been set by
the State System institutions as a condition of eniry to a teacher edu-
cation program. These include zchieving satisfactory scores on the
California Achievement Tests in eading, language, and mathematics;
making satisfactory scores on szn essay test; and performing successfully
in an interview which focuses on communication skills,

A centralized data bank has been established. Data hiave been collected
over the past vear (1981-82), The coutinued collectior and analvsis of
data will make it possible to refine and make necessary changes in pro-
cedures and policies.

€. Need to Support and Initiate New Programs in "Technology and Education”

Qur rapidly clienging scientific-technological world is -creating major
new problems and opportunities in education. This highly technological
society has direct implications for the training of future teachers,
educational leaders, and school personnel. The institutions are begin-
ning to develop courses and programs 1o address this need. We propose
the development of selected pilot centers and programs designed to
demonstrate preservice and inservice models for training and re-training
educational personnel in the utilization of bhigh technology in teaching-
learning situations.

D. Need for Research and Evaluation

There is need to take strong steps to develop a system-wide program of
research and evaluvation designed to continucusly upgrade the gquality of
teacher education,

We need to establish mechanisms that keep our education faculty abreast
of research that impacts the preparation of teachers and find ways to
pool our efforts so that the finding: of research can be incorporated
in our preparatinn programs.

The feollowing are some areas of research on which we hope to focus:

1. Continue research underway on evaluating the quality of our
graduates.

2. Evaluate demonstration teacher elucaticn programs which have been
initiated.

3. Determine appropriateness of currest standards of admission to
teacher education.

E. Need to Develop Expanded Interinstitutional Cooperative Programs in
Education

) We strongly support the recent merger of the OSU and WOSC schools of
education., It is a etrong move in the direction of making cooperative
snd more effective use of resources. The recently developed bi-univer-
sity and tri-university doctoral programs (U0, OSU, and PSU)} in school

98 e
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administration and community college education are further examples of
joinl programs,

Other cooperative and joint programs need to be developed, particularly
to provide specialized services in areas 0of high cost. For example, we
should consider developing joint programs (SOSC and EOSC with other State
System institutions) in areas such as the education of the handicapped
and counseling in the southern and eastern regions of the state,

Accepted by the State Board of Higher Education
Pecember 17, 1982
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