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PForeword

here s something instnctn ¢ about teaching — about instructing by precept. example. or experience.
We do it willingly and with great jov with our chitdren, our grandehildren, cach other. Yet. fewer
and fewer of us now choose to make weaching our life’s work. And frequenty, those who do
choose teaching abandon the profession at the end of their first vear of weaching or within the
tirst five vears.

tn reality. we have reached the point of diminishing returns i this naton. "Fhe old cadre —the white, middle-
cliss women who could choose nursing or teaching if they wanted a profession—has becotne part of our
past. The new cadre —the pool of talented top male and female minority students —if thoughtfully tapped
and caretully cultia ated. will unquestonably strengthen the teaching profession.

Without teachers. our efforts to reform school finance and rescructure educacon will count for nothing.
Yet. in our society, the educational model is the antithesis of the medical model. Physicians clearby are
the most important members of 4 medical team. vet in education. teachers all too frequently must fighe
tor the right to be treated professionally, not even as a part of a team. but as inolated individuals. The
rewards acerued from attending professional meetings. serving on commuissions. and travehng for profes-
vional growth often go to districe seaff without classroom assignments. Clearlv, our school districes” tirst
priority must be to support classroom teachers by providing vital professional and administrative expertse
and by creating an environment in which teachers teel supported. Just as we have come to understand
that the students who atend a school are evervone's concern, so must we feel about teachers.

\linority teachers working ar schools where cultural values and atutudes differ drastically from their osn
are at g disadvantage. Because thev are not part of the dominant culture, their needs mayv be easily neglected.
On the other hand. schools do share values of quality, service, motivation and expenmentation. Through
shared values. schools must initiate the new minority teacher into the clan. Through diffening values. schools
must be sensitive to the ethnic or cultural diversity of their flesh-and-blood colleagues. knowing thae in
time. such diversity makes the goals of the school truly come alinve.

Dyr. Victora Bergin, Deputy Commissioner
Curnculum and Professional Development
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Overview
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ACHIEVING AN ETHNICALLY-DIVERSE
TEACHING FORCE

By Leslic Huling-Austin
LLRJ Institute for the Improvement of Teaching and Learning
Southwest Texas State University

et e e — e — hme— e e e o e e e e e e e 4 e ——— i mthre it e s i - ma .

his monograph represents the collective efforts of numerons mdis duals committed o promoting

mcredsed ethnie and cultural diversiey in the teachig protession, Included i this publicaton

are both the proceedimgs ot a recent conterence and descripuons and findings from three oy cles

of projects that have been supported by grants from the Tesas Education Ageney. This
manograph is made possible through the etfores of representacis os from public schoals, uni ersities, education
service agencies, and business and mdustry,

History and Background

In order tor this monograph to be pliced in its proper context, s necessary to share some ot the histors
and background feading to s production.

Recruitment and Retention Grants

From 1988-1940, the Tevas Education Agencev funded three eveles of granes tocused on attracting and
rernmy nunonues i the waching protession. In the spring of JU8K, four institutions recened grants on
“Strengthenmg the Quabity of Candidates in ‘Teacher Education™ from the Texas Education Ageney. These
anstitutions included Our Lady of the Lake, Universiey of North Texas. Southwest Texas State Uninersiny,
and Fexas Woman's Uninersity, In the spring of 1989, an additional seven grants were avwarded for “ Attracting
and Rewming Quabinn Candidates i Feacher Education.” Recipient msututions included Fdinburg
Consahdated Independent School Phistrice, Extension Instruction and Materials Center at The Unnersin
of Texas at Austin, Rewon 10 Educatton Service Center, Fexas Weslevan College. Teaas Woman's
Ennversien, U anersity of Houston, and The Uninversiey of Texas at B Paso.

In the talb ot TUSY crehe grants were awarded for “Fnhanding the Quality of Retenuon of Minonty Teachers
and Feachers m Cnneal Shortage Areas.” Reapient institutions included The University of Tesas at Fl
Paso. North Feaas State Panversis . Laredo State Uninversiey, Edinburg Consohdated Independent School
hstrict. Yaleta Independent School Phstrict. Houston Independent School District. Regron 10 Education
Service Center. and Intercultural Development Research Assocation (HDRA) IDRA was also awarded
4 grant to coordmate the general management and evaluaton of the eight programs, Fhe activines of the
projects trom these three eveles of granes sre desenbed in the WL Implementetion sccuon of this monograph.



The Recruitment and Retention Network

Provisions for the establishment of a Teacher Education Recruitment and Retention Network were in-
cluded as a part of the Southwest Texas Sute University Project (a Cyele 1 grant award). The Network
is founded on a belief that individuals and institutions concerned about attracting and retaining minoritics
in the teaching profession can learn from each other and can benetir from opportunities to communscate
and collaborate with one another. The Adolph Coors Company donated $20.000 to support the operation
of the Recruitment and Retention Network, Network activities have included several dav-long meetings
of the grant recipients, the production of a network newsletter, presenting network activities at vanous
professional meetings, and co-hosting a statewide conference on “Staffing Fexas Schools With an Ethnically-
Diverse Teaching Foree”

San Antonio Conference

On March 30-31, 1990, a conference on “Statfing Texas Schools With An Ethnicallv-Diverse Teaching
Force™ was cosponsored by the Recruitment and Retention Network, "Fexas Education Agencey, Southuest
"T'exas State University, and the Adolph Coors Company. Conference co-chairs were Leslic Huling-Austin,
Southwest “Texas State University and Evangelina Galvib Cudllar, Texas Education Agency, who worked
with a planning committee to structure the conference agenda and format. Conference planning commit-
tee members included Ruth Caswell, Texas Woman's University: Jon M. Engethardt, The University of
Texas at El Paso: Lynda Havnes, Texas Education Agenev: W. Robert Houston, University of Houston:
Fiva G. Laurel, Edinburg Consohdated Independent School District; Aurelio Montemayor. Interculural
Development Research Association: Will Nicklas, University of North Texas, and Abelardo Villarreal.
Intercultural Development Rescarch Assoviation. Planning meetings for the conference were held in
November 1989, and in January, February, and March 1990,

Members of the planming committee clearty wanted this conterence to be a collaborative. interacus ¢ working,
conference rather than a “sit and listen” conference. Early in the planning, committee members recognized
that achieving an ethnicallv-diverse teaching foree involves various phases of the teacher education con-
tnuUM spanning recrnting, preparing. inducting, and retaining. Further, there was recognition of the various
role groups involved in this enterprise: unnersity and publhic school personnel as well as community and
business representatives. These insights led to the development of the conceptual framework for the con-
terence shown below:

Recruiting and Retaining Minority Teachers

Public {.cgislature Prof. Orgs. and | Advocacy Groups

Schools U niversities and TEA Senv. Agencies and Bus. Industny
Recruung

e e e e i ——
Prepaning
Inducting
Bm v m e it s e r— = s e e - . — s et i e o
Retaining
2 10
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Each TEA grant-sponsored project was invited to send a team of participants that included university and
public school educators and community representatives. In addition, policvmakers and representatives trom
advocacy groups and businessandustry were invited to participate, Approximately 100 persons participated
i the conference and worked together to develop recommendations for the 1990s for achieving an cthnically -
diverse teaching foree. ,

A pre-conference miner was held on che evening of March 29, 1990, and provided participants with the
opportunity to get acquainied and to interact informatly about their various recruitment and retention cfforts.
On the morning of March 300 1990, participants received an ovenview of the structure and 4 format of
the conference. Charles M. Hodge, Dean of Education at Lamar University. presented the kevnote address:
“The Impact of An Ethnicallv-Div erse Staff on the Quality of Education.” The remainder of the conference
was structured around the four “serands™ of recruiting, preparing. inductng, and retaning. Each strand
was assigned two factlitators to recerd notes and present highlighes of the group™s work at vanous points
i the conference.

FFacihitators included:

Recruiting:  Jon ML Engethardt, The Unisersity of Texas at El Paso
Gilona Contreras, University of North Fexas

Preparing: WL Robert Houston, 'Fhe University of Houston
Margarita Calderon, Ysieta ISD

Inducunye:  Elva G, Laurel, Edinburg CISD
Rov Johnson, Intercuttural Development Research Association

Rewaining:  Aurclio Montemavor, Intercultural Development Research Association
Ruth Caswell, Texas Woman's Universiey

FFor the first small group session, participants were assigned to one of the four strands: (1) attracting minorit
teachers (recrmung): €2) supporting the teacher preparation of minorities (preparing): (3) assisting minoriey
teachers in the fisst vears of teaching (inducting): and (4) bevond the first vears: retaining minorities in
the teaching profession (retaining). By assigning partucipants to strand groups. conference facilitators hoped
to promote mcreased interaction among the various role groups represented at the conference and to en-
courage the collectve thinking of persons who might not regularly focus on the specific strand topic. In
the morning sesston. paticipants focused on what constitutes a working definition of an ethnicaliv-dis erse
teaching force and denufied kev issues related to the strand topic.

\t the luncheon, facthtators from cach strand reported on the discussions that occurred in therr groups.
In the atternoon. facilitators continued working in their strands and parucipants were encouraged to work
i the strand in which they were the most interested. The focus of the afternoon session was on idenufving
solutions and generating recommendations for pubhe schools, unnersities, legistators, the state education
ageney, educattonal organizations and service agencies, advocacy groups, and business and industry, At
the ¢nd of the dav, all the participants reconvened and facthtators gave reports on their group’s discussions
and recommendatons,

On March 310 1990, approximately 10 conference facilitators and svathestzers met o refine the work

trom the previous dav and to make subscquent writing assignments to svnthesize the discussions and recom-
mendations from the vanous groups,

11



Organization of Monograph

This monograph is organized into four sections, Section ©is an "Overview”™ which includes an introduction
on the importance of achieving an ethnically-diverse teaching force and on the need o devote attention
and resources to this critical topic. Included in Section H is a piece on “Defining an Ethnically-Diverse
Teaching Force™ that incorporates the thinking of conference participants, and the conference kevnote
address by Charles M. Hodge.

‘The third section on “Issues and Recommendations™ includes an introduction that shares some of che flavor
of the conference strands: recruiting. preparing, inducting. and retaining. In the fourth section on
“Implementation” authors from eight of the TEA-funded projects share descriptions of their projects along
with the insights. findings. and recommendations related to achieving an ethnicallv-diverse teaching force.

In conclusion, this monograph is founded on a belief that it is important to achieve an ethnicallyv-dis erse
teaching force and it is necessary for various role groups to work together to achieve this goal.

12
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Nature and Need

DEFINING AN ETHNICALLY-DIVERSE
TEACHING FORCE

By Leshie Huling-Austin
Southwest Texas State University
- . ~ 2, - 2
Evangelina Galvan Cuellar
Texas Education Agency

t the NMarch 30-31, 1990, conference on Staffing the "Tesas Schools With An Ethnicaliv-Diverse

Teaching Foree, participants spent the dav discussing issues related to the recruitment and retention

of minorey teachers and dey cloping recommendations for the 19908 to enhance cultural and ethnie

diversityv in the teaching profession. 'Phe Conference Planning Committee believed that an

IMPOrtant first step m chis process was for partcipants o develop a common understanding of what con-

stitutes an ethmcathv-diverse weaching force, Participanes were encouraged to have a free-flowing discussion
on this topre, and were given a broad focus that encompassed tvo Kev questions:

1. What » an cthoicallv-diverse teaching foree?

2. s an ethmcalhv-diverse teaching force desirable? If so. why?

Diversiny in both ethnicity and job-related roles was a Kev factor in grouping adnumistrators. professors,
capenenced teachers, novice teachers. community members. and other educators tnto smuall discussion
sesstons. \s cach participant expressed answers to both questions, cach drew trom hisher own conceptual
understanding of what comprises an ethnicallv-div erse teaching foree. At first glance. both questions ap-
peared to be simple with perhaps obvious answers. However, as conference facilitators expected. the answers
senerated by participants were complex and perceptive.

T'he mementum was Kepe ac a high level as representatives from insututions of higher education. school
districts, education service centers, the state board of education, professional educanonal organizations.,
and communities shared ditferent perspectives. Mutual sharing and cooperative learning became evident
as participanes initil responses, shaded with overtones of self-interest, gave wav to broader. multi-faceted
discussions. It was apparent that participants felt unique. respected and appreciated as their collaboratinve
etforts turned “tunnel viston” into expanded vision. The conference provided participants an opportunity
to become part of a creatne process that encouraged and welcomed different perspectives as indicators
of diversity. It also provided a vehicle for reaching 2 common knowledge base. A mutual goal or mission
became a tocal point tor all imolved. By working together. evervone strived to improve communication
and gam an understanding, of the issues.

13
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What Is An Ethnically-Diverse Teaching Force?

As conference facilitators expected. this question generated a multitude of responses as enthusiastic par-
ticipants shared their points of view. In general, an ethnicallyv-diverse teaching force was defined in both
physical and philosophical terms as follows:

l.

1w

An cthnicalhv-dis erse teaching foree s a proportional representation of todav's ethnically -diverse
or multicultural socicty. "Phus trequenty aned response refers to the Lick of such representation within
the ethnic distribution of students. Other detinitions in this category offered an ethnicaliy-balanced
rANge of apProxiMmate percentages, or rattios of the teaching toree to the student population as a wav
to promote ethnic and culturaf diversity. However, participants were prompt to caution us that merely
having representatin s of ethnwcathv-diverse populations may or mav not represent cultural diversity,

An ethnically-diverse teaching foree culturally represents todav's pluralistic or multicultural society.
A trequenthy cited response was that an ethmcallv-diverse teaching foree is defined within the context
of all cultures and extends to cultures within cultures. Other responses refer to a teaching foree that
is sensitive to the charactenstios and learming sevles of all studenes. Ieois a teaching force that thrives
on diversity as a means of maxinuzing creativ ey, [ois g weaching foree that strives o eradicate prejudice
bv encouraging the value of students learning from cach other's cultural backgrounds. It refers to a
teaching torce which works together at professional and social gathy  ags or functions. It refers to a
reaching force that encourages students to work together as culturally blended groups. lo s a teaching
force that evolves from a sense of mutual respect, care and responsibility and that is based on the
skills and collaborativ e efforts of various individuals, regardless of origin. Ultimately, it refers to the
emergence of a teaching population that s sensitive to, and possesses 2 hunger for knowledge about
all cultures.

Upon close obsenvation of the participants’ variety of answers. it became evident that a continuum might
be present. For example, participants agreed chat the ultimate goal is to establish a teaching force that
is representative of today’s pluralntic sociery. Ethnic as well as cultural diversity must be achieved. However,
situations might exist in which an ¢thaically-diverse teaching foree includes teachers from differenc echnic
groups whao are so much a part of the dominant culture that they provide very htde culwural diversity,

With these points in mind, a4 first attempt at 4 conunuum is made in Figure 1 with the full realization
that manv additional points along the entire spectrum of the continuum are possible.

Figure 1
Achieving An Ethnically-Diverse Teaching Force

Minores teachers in sime approvniate Eehmie diversiey of teachimg toree not
pricentages s student population. ne ued o student ratios, rather enough
real attempt t captuie true cubtaral nupoigs e bers 1o ensure thae sl
diveras students have ovposure to teachers

Bom & wide range ol ethine and
cebteral bachetounds.

1

Increasing Degrees of An Ethnically-Diverse Teaching Foree

L representatnge  few ganes Rt oot nuoonty teachers reasonabls
teachers wWhe nun oF mas not epire- resemble stadents pupulation plus the
sent cultarasl diversies addiion af teachers who sepresent ad-

divonal cultures not presalent in the
student population,

6
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Why Is An Ethnically-Diverse leaching Force Desirable?

Participants worked diligently to reach a consensus. They determined that an echnicallv-diserse teaching
force is desirable and that there are undesirable effects on the educational program when such a teaching
force is not 4 reality. Participants generated a number of reasons why an cthnicallv-diverse teaching force
is desirable and these are summurized as follows:

v

‘et
N

Minority students need role models. This is the most frequentdy cited reason for the need to have
minorities in the weaching profession. Participants presented o lid argument emphasizing the need for
munority students to withess good. strong. successtul, and productive role models that match their own
culturat and ethnic backgrounds. Discussion groups went on to speculate that it minority children had
more minority teachers, it might be substantially easier in the vears ahead to recruit them into the teaching
profession.

Minority teachers bring additional insights and perspectives to the job of teaching. Participants tended
to believe that minority teachers may be more sensitive or more tned in to the needs of minority students
and less hkelv to misinterpret cultural differences as a learning problem. With increasing numbers of
minority students entering the school system each vear. the teaching force can onlv be strengthened
by the infusion of teachers who bring with them ethnie and cultural diversity.

All students benefit from having teachers who represent teday's pluralistic society. If students are to
be truly prepared tor the real world, they need exposure to a teaching force that is representative of
the larger society. Without an ethnically-diverse teaching force. students’ awareness and experience are
limited and their ability to interact with all segments of society is severely restricted. There is a need
tor a good mix of cthnicallv-diverse educators who can ease barriers and add value to student kearning
by providing cach individual with an equal opportunity to become the best teacher possible: teachers
who expect to enhance cach student's learning potential. regardless of ethnic or culwral background.

An cthnically -diverse teaching force can bring stability to the staffing of schools in some regions that
have traditionally experienced high teacher turnover rates. Many districts that serve large percentages
of minority students have had to resort t recruiting in far-away places to staff their classrooms. Many
ot these incoming teachers experience “culture shock™ and soon leave the district to return home. thus
further contributing to the high teacher turnover rate. Teachers from the same cthnic and cultural
backgrounds as the student population are more likely to adjust to teaching in such a setting and are
more hikelv to remain in their teaching positions longer. For these reasons, the infusion of additional
minonty teachers can have a very posiove influence on the stability of staffing in some regions of the coumry.

In hight of the previous four points. many of the negative effects of not has ing an ethnicallv-diverse teaching
force are self-evident. However. one group of participants summed up the situation most succinetly when
they wrote, "We want children in schools that reflect the larger society . . . Not having an ethnically-diverse
teaching staft retards the ability of students to become good citizens.”

While stronghy endorsing the belief that an ethaicallv-diverse teaching foree is desirable. participants were
also clear m issuing cautions:

l.

While 1t 15 important thae all students develop an appreciation for their own culture and others. perpetuating
a culture should not be at the expense of preparing students to enter and be productive in the mamstream
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of society. An example given by participants was that while students should be encouraged to maintain
their own cultural traditions, they should also be exposed to the traditions of the dominant culture.
Students will become more comfortable about interacting with other cultures when they can confront
them in educational settings. the workplace. and in society as a whole.

Schools should provide an organizational structure chae facilitates tormal opportunities for ethnic and
cultural mixing. but it is important not to interfere with the informal social structures of students. For
example. participants suggested that in their classes students should be exposed to other students from
1 varieey of cultures and ethnic groups. However, it was fele that schools should not interfere when
students of a like culture wish to sit together in the lunchroom or study as a group after school.

So Where Are We Now?

‘The continuum presented in Figure 1 is not a finished product, but is presented as a beginning point to
help clarifv varving degrees of ethnic diversity in the teaching profession. By utilizing this continuum. we
can draw several interrelated inferences:

Y

There's always room for improvement. Manv districts would report that chev are struggling to recruit
even a few minority teachers. Qther districts may have had more success and should be proud of their
achievement: but these districts should continue to strive for improvement. Educators in these settings
can use the continuum to challenge themselves to progress even further toward the goal of having
a teaching force that is reflective of our pluralistic society.

Hitting 2 moving target is difficult. Perhaps it would be helpful to visualize short-term, mid-term and
long-range goals for recruiting and retaining minority teachers. “Success.” however, as it relates to the
composition of an cthnicallv-diverse teaching force remains undefined: it is like a moving target. We
must continue to aim for that definition. while making the commitment of resources needed to make
2 long-term difference.

Simple solutions to complex problems are almost always wrong. With the continuum perspectne
in mind. educators and policvmakers can conceptualize the strategies that promise a potential pay-off
vears down the road. Hopefully, this framework can help those in charge of minority teacher recruit-
ment and retention to resist some of the pressure to focus solely on quick-fix solutions that have little
hkehhood of long-term success.



Nature and Need

THE IMPACT OF AN ETHNICALLY-DIVERSE
STAFF ON THE QUALITY OF EDUCATION
By Charles M. Hodge

Lamar University

o enhance the gaality of education through the recruitnent of a diverse teaching staff is 4 maost
worthy goal of an educational enterprise. Each member of the profession should accepr the in-
dividual responsibility to convey to policy makers the impact a diverse teaching staff has on
all students who populate our schools. Diversity 1s not a minority issue. it is a national concern.

The decline in diversity is accompanied by a decline in teaching as a career chaice. During the period
of 1970 to 1983, interest in the teaching profession dropped from 19.3% to 6.2%. Further, between 1977
and 1986, the pereentage of students who are enrolled at historically black institutions of higher education
and who expressed an interest in teaching declined from 13.4% to 8.7%. 'This decline in interest in the
teaching profession is compounded by a projected teacher shortage. The Carnegie Task Force on Teaching
as 4 Profession projects that 1.3 million new teachers will be needed between 1986 and 1992, Clurrent
data, however, reveals thar the pool of new teachers to meet the demand will decrease from 87% to 63%
during the same tume period.

The supplyv and demand percentages within the teaching profession are accompanied by a decline in the
number of minorities who are a part of the teaching force. Data reported by the National Education Association
concluded that minorities constitute only 10.3% of the teaching force. According to the National Center
for Education Sttstics. the 10.3Y% is a decline from 12.2% in 1977, Retirement and attrition rates. estimated
to be between 6 to 8% annually, turther exacerbate the teacher supply and demand dilemma. As the teaching
force declines. the number of minority students in the public K-12 schools is increasing. Black children
and Hispanic children represent 25.3% of the students in public schools. Black and Hispanic teachers.
however. represent only 8.8% of the teaching foree. Conversely, 71.2% of the children in public schools
are white and 897" of the teachers are white.

It is clear that the schooling process is threatened unless immediate and aggressive efforts are undertaken
to atrract, prepare and retain teachers. As a part of that process. constant attention must focus on the
need for the teaching foree to reflect the diversity of our society for the good of all students.

States and individual institutions must take advantage of the teacher shortfall to increase the number of
minorities in the teaching force. Efforts to address the current circumstances have the potential for im-
proving the supply of teachers and. at the same ume. enhancing the prospects for ethnic diversity among
the teacher ranks.
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The problem and the  »ential are further illustrated when consideration is given to statistics that highlight
the situation for the teaching profession. For instance, during the years 1980-1986, degrees leading to
entry level teaching decreased by 26%; and, while there are indications of increased interest currently,
less than 10% of the education students are from minority groups. In obtaining a clearer picture of che
profession’s ills, consider that between 1976 and 1984, the number of teachers 34 vears of age or less
declined from 33% of all teachers to 37%. During the same period. teachers with four vears experience
or less declined from 27% to eight percent of all teachers. Conversely. during the same span of vears,
teachers with 15 or more vears of classroom experience increased from 27% of all teachers to 44%. Thus.
the teaching force is aging. voung teachers are not remaining in the profession and new professionals are
not entering the teaching enterprise. Consider also that 115,000 teachers were hired in 1981, and 215.000
are projected to be hired in 1992, Though the pool from which new teachers can be hired is shrinking,
minority groups represent a potential supply pool.

Adding to the dilemma is the decline in the college enroliment for minorities. especually black males. 'Fo
illustrate. during the vears 1976 and 1988. the college enroliment for low income. black. voung males
decreased from 40% to 30%. By gender. in 1988, 36% of the females from the same low income popula-
tion attended college as compared to 23% of the males from the same population.

“T'he supply and demand is having a major impact on the teaching profession nationally. The lack of career
interest and the less than desirable college enrollment rate of minorities are seriously affecting efforts to
create @ more balanced racial and echnic diversity withan the teaching force. Here in Texas, the situation
reflects the national circumstance. In Texas, minorities constitute 49% of the total public school enrollment.
Black and Hispanic teachers constitute 22% of the total teaching force in Texas. According to recent data.
the enrollment of blacks in Texas higher education is 8.3% of the total student population (compared
to 12" black population in Texas). The enrollment of Hispanics in Texas higher education is 13.7%
(compared to 24% Hispanic population in Texas). For Texas there are some added signs of encouragement
that. one hopes. can be translated into more minority teachers for Texas' classrooms. From 1989 to 1990,
the black students” enrollment in higher education increased by 3.5% for a total of 1.743 students. During
the same period. 1989 to 1990. the number of Hispanic students enrolled in higher education increased
by 4,340 students. for a percent increase of 8.6. In spite of these increases, retention remains a problem
and incentives for choosing teaching as a career option must be provided.

Establishing a more diverse teaching force suggests a simple, though monumental, task. Demographics
indicate a sufficient pool of potential minority teachers. The task is to increase the high school graduation
rate of minority students, insure their enrollment in institutions of higher education, develop successful
retention programs, and encourage and entice these minority students to consider teaching as a career
option. Additionally. there must be a concerted effort by representatives from institutions of higher education
and other educational enterprises. to establish and foster state-wide programs thac will resule in 2 more
diverse teaching force. and the restoration of the teaching profession to a level of community respect.

Through collaboration and partnerships. some efforts are underway to address the issue of improving the
level of diversity within the teaching force. Below is a brief summary of a number of efforts that combine
the energies of colleges and school districts.
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1. Publication: Recrwiring Minority Teackers: A Practical Guicde ($20.00) American Association of Colleges
for Teacher Education

® summer camps explained
® describes projects that encourage teacher aides to qualify for teaching
¢ outlines 4 successful programs for recruiting minority teachers
2. Program: North Carolina Teaching Fellows Program
® 320.000 cducation loan—torgiven for teaching in North Carolina for four vears
® 4 vears of operation, 1.200 top students including 20% minority (240)
3. Program: NMinorien ‘Feacher Preparstion Program. University of Wisconsin-Whitewater
® designed o improve the rate of tansfer of minority students from two vear colleges and assistance
for successtul completion of the teacher education program
4. Program: SELECT —"Fhe Scarch for Excellent Leaders to Enter Careers in Teaching (White Plains
Public Schools. Westchester Community College and Pace University of New York)

® recruitment of college bound adults secking mid-life career changes
¢ ream-taught courses through collaboration among three insticutions

N

Mini-Corps: Federally funded recruitment and training program

¢ designed to recruit and train students of migrant worker background to become hilingual teachers
¢ initiated in Porterville, California
® imvolves high schools, junior and senior institutions of higher education

6. Program: Alternative Teacher Certification

¢ The alternative routes to teacher certification in some states has resulted in an increased number
of nunority teachers.

‘These summuaries describe a limited number of the several projects underway nationwide to increase the
pool of minority teachers. However, the erisis requires that much more be done to increase the interest
in teaching as a career and to insure that the profession reflects society's diversitv. To give attention to
the crisis. members of educational enterprises must present the salient points to community leaders and
state pohey makers. It is not too late to reverse the trend. However, if the teaching profession is to reflect
the diversity of America. efforts at the local, state and national levels must receive immediate priority.

Reference

Hodge. Charles M. (1990, March). Paper presented at the invited forum to develop an agenda for the 19905 on
Staffing Texas Schools sith an Ethnically-Diverse Teaching Foree. Mlenger Hotel, San Antonio, TX.
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STAFFING TEXAS SCHOOLS WITH AN
ETHNICALLY-DIVERSE TEACHING FORCE
By Vicky S. Dill

Texas Education Agency

he demographics regarding nunorey recrutment are now direty familiar and thew impact on
what educators mustmminendy address s sinking in at the gut lesel, Phat minorty recruimment
1 4 hot topic cannot be disputed (Henninger, “Recruting Minoriey Students [ssues and Opuons,”
Jonrnal of Teacher Education. p. 33): neither can anvone doube chat it is a Fexas-size task (Tesas
Education \genev. 1989, Reseanch brieks. pp. 6-8).

At the spring conference on “Stafting Texas Schools with an Echnicallv-Diverse Teaching Foree™ in San
Antonio, ‘Fexas, the demographics and the magnitude of the task only seemed to energize us and optimism
ran high as faculey from all levels of education heard Marey Haberman note that, “Persistence is one of
the highest forms of inteligence in the classroom.” What s needed s persistence and the ability to live
with a variety of models. while attempting to accomplish a variety of needs simultaneously in a pohiticaliy
ambiguous. and volatde ume. Into what attitudes, issues. and strategies does that persistence ranshate
in the vase of nunonty teacher recruiement? When college deans. school districe specialists. fiese-vear teachers,
Agenes staft members. educational organization staff, service center personnel, and advocaey group members
sit down in a circle and discuss thetr definitions of “ethmcallv-diverse,” restructuring takes on new meaning,
[t wears 4 human face. We could not look at one another and narrowdy define "diverse.” We began to
hear werds like “intermational” and “mulohingual,” We could not look at the beginning minoriey teachers
sittng n our circle. feeling just a bit intdmidated. and not want to address directly whatever it was that
muade 1t difficult for them to reach their dream: teaching in the ‘Texas classroom.,

At one ume. our children might have told us, “You have an attitede.” So it was with unexpected enthusiasm.
even an unscholarly sense of jov, that many participants telt roles, boundaries, and turf become more phable
as com ersations progressed. With our sleeves rolled up. our hands were tree to explore the task with com-
mitment and a sease of expansion we would not have had in our own individual settings. We sensed a
willingness to do what has to be done to give minorities greater aceess to the classroom. and we sensed
a refusal to accept impediments or to fail. Thes 1s the attitude that will effect the wignificant restructunng
of oreanizations that have hindered minontics trom entering the mainstream of our profession,
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The issues we addressed were many:

e Why have we failed in the past?
e What population should we target now?
e What can we do. given our perenniatly slim budgets?

Strategies also proliferated:

e \WW¢ might recruit in the junior high:

o we'll restart our Future Teachers” Club:

e well beef up scholarships for student teaching:
o we'll have open enrollment.

Atcitudes. issues. and strategies gelled somewhat. Undoubtedly, several solid and specific directions w ith
emerge for nunority teacher recrutment in Texas in the 9Us,

What has changed the most, however. is our awareness and our attitude. Recruitment is no longer i task
for those road-weary travellers housed just bevond the broom closet. somewhere in the administration
building. Rather. itis a deeply felt, shared commitment to change the nature of the educational environ-
ment and the nature of institutions so that minorities. soon to be the majority in Texas. can—in significantly
areater numbers —enter and suceeed in the teaching protesston.

21
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ATTRACTING AND RECRUITING AN
ETHNICALLY-DIVERSE TEACHING FORCE

By Gloria Contreras
University of North Teaas

Jon M. Engelhardt

The University of Texas at El Paso

epresentatines from higher education, the Texas Fducation Agenev. and school districts came
together to (a) discuss the nature and problems associated with creating an cthmcathv=-dnerse
teaching toree, and (by muke recommendations for attracting persons of diserse ethnic backgrotnds
mto the teaching profession. What follows are the results of that group's deliberations.

Issues

On the surtface of the statement, an “cthmcalh -diverse teaching foree™ is 4 teaching force made up of in-
dividuals of diverse ethnie ongins. "This definition, however, is too simplistic and glosses over the subtletics
of the statement. First, and consistent with the surtace definition., it refers to the character and background
of those mdividuals who muke up the teaching force. But more than skin color. surname or heritage, this
refers to mdn duals with an understanding of diverse cultures and the mplications of diverse cultures for
teaching and learning. Gender is an important aspect of this sense of ethnic diversity. Second. an cthnicaliv-
diverse teaching foree refers to a teaching foree that is knowledgeable and skilled in helping students learn
wha are of ethnicallv-div erse backgrounds. whether those backgrounds mareh the teacher or not. Third.
itrefers o a teaching torce that focuses on individuals, both in teaching methods and educational philosophy.
Rather than o teaching foree that attempts to mold students into a single American culture (the “melting
pot’) it honors cultural distinctiveness and helps individuals capitalize on that distinetiveness in contributing
to an evohving Amernican society. That there is a need for a teaching force made up of persons who themseh es
are ethoieally diverse s obvious, but famih henitage alone s not sufficient to define the needs of an American
teaching toree.

While few would question the desirability of an ethnicallv-div erse teaching force, attaining such a toree
iv 2 fornudable task. There are numerous obstacles. As long as the primany recruitment of future teachers
is from the predominantly white, rural arcas. and as long as preservice teacher education practica as ond
the minoritv-domenant urban centers, a trie ethnicaliv-diverse teaching force will be elusive. ‘Feacher educa-
ton programs Jare not structured to promote the values of an ethnicallv-dis erse society or school svstem.
Colleges of weacher education and school districts must jomn together and aggressn ely recruit indin iduals
trom urban areas into teaching, as well as work together to provide suitable role models, knowledge and
perspective on teaching in ethnieally rich environments. Too mamy teachers currently experience a form
of “culture shock™ when thev enter the world of pracuce.
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Yet another obstacle is the unstated message about cultural diversity communicated to our voung, future
teachers through our existing school curriculum. The old one-day “fiesta™ response to providing 3 multicultural
curniculum prevails. Both textbook publishers and district curriculum leaders must address these messages.,
overe and covert. being communicated to school children. many of whom will or will not choose in the
future to become teachers,

Ocher obstacles to a more ethnicallv-diverse and multiculturally competent teaching force are:

1. Cooperating wachers o frequenthy dwell on die problems of teaching, discouraging rather than en-
couraging both student teachers and children who would be our future teachers.

2. Farly and appropriate recruiting and marSeting approaches for future wachers are missing. ospeciath
those aimed at securing parental support. Existing traditional groups, like the Future Teachers of America.
are not active in the elementary and middle schools.

[
"

Recruiters from universities are themselves not sufticiently diverse ethmically and lack multicultural
raminy.

4. Orver-reliance on tests limits aceess to the teaching profession for many minorities, w ho by other criteria
promise to be successtul teachers.

¥ 1

An appropriate career path is lacking to help many of the current teacher aides (5.000 in South Fexas
alone) enter the teaching profession.,

In addition. until the issues of low teacher salarv and poor public image are resolved. the prospects for
an cthnically -diverse teaching force are slim. The teaching profession as a whole. politicians and the American
public. must renew their commitment to ereating a world-class educational system. one that acknow ledges
the strengths and potential contributions of all citizens.

Recommendations

T'o attain 4 more ethnicallv-diverse teaching force in the 1990s, the following recommendations are offered
with respect to public school educators, university personnel, state legislators, state education agenev per-
sonnel. and representatives of educational organizations and service agencies.

Public School Educators

1. Begin as carlv as the elementary school to promote the possibility of teaching as a career.
2. Work with universities 1n op-campus career programs to explore educational careers.

Be a positive role model. Encourage persons of all colors and backgrounds to become teachers. and
demonstrate the love and idealism that have led educators to their profession.

73
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University Personnel

I.

()

‘o

0.

4,

.

Develop programs to steraet mature, non-traditonal populations to teaching (¢.g.. teacher aide populaton
and alternative teacher preparation programs),

Work with schouls and their clementary and secondan students to promote 4w areness ot career up-
portunities m teaching,

Work with schools to develop juint scholarship programs for potential minority teachers te.g., Feaas
AXM Program).

Phsseminate the “wrow sour own” program (¢.g.. Cooperative 'Feacher Aide-Scholar Program imvols ing
Fr. Worth Independent School District and Farrane County funior College, Tesas Chrintian U niversiny

Tesas Weslevan Universies, and the Usinersien of North Tevas),

Provide financial aid m the torm ot teaching assistant salaries or stipends for preservice teachers. espectath
minentes,

Provide bridging experiences tor junior college transfers ingo senior institutions by providing the finan-
sl academic, and soaal support to ensure that the first semester is successtul acadenucaiiv and
per onaliy .

Operate magnet or protessional desclopment) schools for future teachers.

Provide meentive pay for spectatized teachers.

Otter prep courses tor the Fesas Academic SKills “Fest €FASP).

Establish more eftective guidance and socializing experiences for students entering teacher education
Programs,

State Legislators and State Education Agenev Personnel

1.

pa

6.

-

Fund the alrcady enacted torgivable loan program for those preparing to teach.
Make weacher salanes and working conditions attractive to prospective eachers.
Include minority representation in all levels of decision-making.

Increase potential competition tor teachers by providing opportunities on a broader base for summier
school-related employment te.g., staft or curricalum des clopment university coursework).

\dequately tund the teacher recrutment eftort mandated in SB 994 and include a component targeted
to mnority prospaects.

Fund student teaching expenences tor those who sutfer economic hardships in order to complete cer-
tfication requirements (students who must quit jobs to student teach).

Offer an elective course aimed at attracting high school students into teaching that would allow con-
current high school and uninversay level course eredit fe.g.. Pan American Universiey's pilot project).
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Educarional Organizations and Community Groups

1. Encourage business people to become involved in schools.
2. Encourage students to consider teaching as a career.
3. Offer stpends and scholarships to those wishing to teach.

4. Promote respect for the waching profession.

1]

Recommend to the state orgamzation of counselors that they promote teaching opportunities to students.

f.  Assist the teaching profession by apprising legislators of the needs for a quality education.

o
1
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Issues and Recommendations

PREPARING AN ETHNICALLY-DIVERSE
TEACHING FORCE
By W. Robert Houston

Univensity of Houston

Margarita Calderon
University of California, Santa Barbara

cacher preparation has recened considerable enticism during the pase few vears, particularh

with respect to preparing teachers for culturallv diverse schools, In recent rescarch studies

(Houston, T98R: 198Y), both prospective teachers and first-vear teachers indicated they were

more comtortable and better prepared to teach in general than to teach at-nisk students. Beginning
minonty teachers. particularly those in bilingual settings. report a lack of preparation in conducting in-
struction in two languages and dealing with 3 mulitude of programs. approaches. and mplementation practices
that fall under the rubnic of bilingual programs (Calderon. 1990). Issues involved with prenaring teachers
tor an cthmeallv-dinerse pupit population are tolowed n this article by recommendations for various groups
imohed in the process.

Issues
Difficultics of Ethnically-Diverse Prospective Teachers

Minorities, particulardy first-generation immigrants. often have no role models to emulate. Many are the
first persons from their family to attend college. and emotional support and encouragement comes onlhy
from others. “The issues for teacher educators are: (1) how to provide 4 mentor support group: and (2)
how to dewgn programs in which minorities can interact with potential mentors and develop cadre groups
with other seudents.

Program structure and sequence s another issue. Prospective teachers with chitdren. or who are currenth
cmploved. need child care assistance and more flexible course times and sequences. Rugid curriculum patterns
that do not accommodate individual needs mhibit the progress of some potential teachers. Qut-of-class
assignments should also be formulated with diverse populations in mind. Observations and experiences
in schools need to be seheduled to accommodate emploved persons or those with time-bound respon-
sibilities, Teacher ades often have experiences that promote thetr understanding of teaching. The issue
for teacher preparatory institutions is how to accommodate ndividual needs while maintaining quality pro-
grams and ngorous requirements.
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High admission standards often preclude the admission of an ethnically-diverse teaching force. Open-
admission colleges and universities too often have high failure and drop-out rates. Those persons who
complete degree and certification requirements may have contenc deficiencies due to: (1) inadequate prepara-
tion in the discipline or in general education: (2) inadequate study skills: or (3) limited life experiences.
Poor language skills, inadequate scores on required certification tests, or limited experiences with other
cultures limit prospective ethnically-diverse teachers. Higher education institutions are called on to main-
tain standards while providing opportunities for bright, committed persons to compensate for previous
deficiencies. The impertance of this issue is clouded by the desire of universities to be recognized for
the comperence of their graduates. Students who succeed in college tvpically have a small support group
affiliation. Minorities. particularly, are often programmed to believe thev are not personally adequate to
succeed. To them. others seem more confident, more knowledgeable. more cognizant of the major issues
of the dav. Although the university curriculum and procedures are designed for individual attainment. in-
ssitutions need to recognize that this is not an isolated. independent achievement. Providing wavs for students
to succeed individually while being part of a cadre challenges faculty ingenuity. Accommodating and fostering
such support (personal, social, and emotional. as well as academic) poses a number of issues for those
prepating prospective teachers. Because teaching requires interactive performance, feedback in a positive
support cadre is particularly important.

Teacher preparation programs need to capitalize on the potential cultural contributions of minority students.
Each represents a rich heritage that could only enhance the college curriculum and provide an opportunity
for minorities 1o be recognized for their contributions. Cultural values, language, fesuvals, stories, moral
expressions. and family histories are some of the ways individuals from diverse cultural backgrounds can
enhance the understanding of fellow students and help them become more effective teachers. The issue
for colleges and universitics is how to incorporate this within the constraints of the program.

Financing an education is particularly important. Many minorities wanting to be teachers come from poor
homes and need assistance to complete a college education. Scholarships and fellowships are more readily
available todav than in previous vears, but are still inadequate and often unknown to those needing them.
Even the cost of entrance examinations such as the Scholastic Aptitude Test (SAT). and particutarly che
costs of preparation programs for taking such tests. deter some students. The issue for colleges is how
to secure scholarships and loans for its students, and how to assist them in passing tests such as the Texas
Academic Skills Program (TASP) and the Exam for Certification of Educators in Texas (ExCET).

The issues previously identified challenge the traditional concept of a four-vear academic university. putting
the emphasis on exit. not entrance requirements: on support systems; on the value ot life experience.
not just academic knowledge: and on the needs of older, disadvantaged students. Professional teacher
educators mav need distinctly different post-baccalaureate expectations for an ethnicallv-diverse teaching
force. Finallv. university programs need to be systemically structured to prepare students as teachers: in-
tegrated. focused on actual needs. not instructor expertise. Faculty needs not only recent. relevant school
experience. but positive attitudes toward schools. reachers, and prospective teachers, particularly minorities.
The role of faculty is to educate. not criticize: to know their students and their needs: and to address
those needs.
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Problem Implementation

The major problem is one of incentives. There are few incentives for institutions to recruit and prepare
minority students. General entrance requirements and continuing program requirements are relatively -
fleaible, and institutions that vielate standards are punished in books that deseribe the quality of colleges
and in accreditation visits. While some state funds have been allocated for attracting minorities. funds are
not available to provide the individual support needed for them to be successtul, And. when thev are not
successful and drop out, attrition rates are charged against univ ersity qualicy.

For individual faculey, working with individual students is not rewarded. Successtul teachers bas e had mentors,
set the professor-student ratio is so high in most instututions and the demands of other responsibilities
s great, that faculty seldom have the needed ume to advise and counsel therr students on g regular one-
to-one basis, and to know them as persons. not just pumbers,

Regulations are another problem. “Test scores for admission to teacher education programs and for cer-
afication have inflexible cut-off scores, Within the program there s little flexibility to meet the needs of
individual students because of requirements of the institution of higher education, the Fexas Education
Azenev. and the Texas Higher Education Coordinating Board. Taken individually, cach set is reasonable:
taken together, they fock students into heavily structured programs,

Change s occurring too rapndiy in regulations so there s hietle opportunity to formulate 2 program for preparing
teachers, test it with a prlot group., and then modify its content and processes before it is tried with the
total group. The issue for insututions is how to meet the needs of the 21st century environment. con-
tnualiv i flux because of new legishited regquirements.

Finallv, the leadenship in teacher education s inadequate. Strong. recognized. admired vorces need to be
av ailable to the governor and legistature as new policies are prepared. The legislature is becoming more
frustrated with requeses for additional funds. and the lack of results in schools. Thev have tried almost
cven recommendation of national and state commissions. and of the Southern Regional Education Board.
and sull there is 1 growing shortage of teachers, and only a stable achieyement level of students. Improving
the education of minorities i a priority for most government officials: helping them find the kevs to that
sprovement is a challenge for educators. Coordination among departments within the university and be-
mveen schools and universities s needed to assure a balanced. integrated program. Not onlv should the
needs of culturallyv diverse students be met through cotlaboratve efforts, but their contributions to cach
others learming needs to be integrated as part ot both the formal and informal educational svstem.

Recommendations

Recommendations for improving the preparation of an ethnicallv-dis erse teaching foree are made in this
section for schools, unn ersities, policymakers, educatonal organtzations. and community and business
sroups. These hists represent the recommendations of participants in the conference.

Public School Educators

1. Collaborate with colleges and universities in ficld experiences and with staffing needs of both institutions:

permit and encourage universitios to be ol ed with effective schools with culearally diverse populations.

2. Organtee magnet secondary schools for the teaching profession.
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4.

5.

Provide ongoing staff development for teachers that includes the cognitive. linguistic, and affective
dimension of a culturally diverse population.

Emphasize outcomes in staff development for teachers and principals. and provide needed resources
for strong programs.

Fund and organize mentor support for fiest-vear teachers: assign only the most effective teachers as
mentors.,

University Personnel

1.

*

A

~3

10,

It.

13.

14

Organize students into cadre groups.

. Encourage faculty to adopt and mentor culturally diverse students, vpening opportunitics that help

assure their success. and maintaining regular contacts throughout their programs.

. Encourage faculiv to be actively involved in schools.

. Provide regular, outcome-based faculty development that promotes: (1) greater understanding of the

influence of culture, language. and cultural diversity in schools: (2) facilities with integrated prepara-
tion programs: and (3) that supports the assessment and change of such programs.

. Involve culturally diverse teachers as instructors and in the development and continual refinement of

teacher education programs,

. Provide opportunities for students to improve their test-taking skills: to be oriented Lo university pro-

cesses. and familiar with support svstems such as library reference materials.

. Recognize differences in students due to culture, age, socioeconomic status, and family ethnicity, and

provide instructional alternatives that are based on their strengths and needs.

Provide mechanisms for dual admission; when students are admitted to community colleges they are

concurrently admitted to a four-vear institution if they are successful during the first two vears.

. Identify students interested in teaching early in their program. regardless of what their major might

be. and provide support mechanisms.
Provide and advertise widely scholarships and financial aid for culwrally diverse students.

Schedule evening and weekend classes to accommodate individuals who work.

. Structure programs and courses for students at mid-life who are making a carcer change to education.

Thev are typically more mature, have family responsibilities, and life experiences that enhance ther
teaching competence.

Provide special training and support for master teachers w ho are mentoring first-vear teachers.

Explore paid internships for mature, culturally diverse prospective teachers.



13. Involve more full-time. senior faculty in teacher education.

16. Collaborate with area schools to promote scholarships. contribute to staff development and sponsor

17

professional development schools to address the needs of culturally and linguistically diverse students.

. Dedicate 1 significant portion of resotrces to basic research m teacher educaton with particular cmphasis
§ i I

on nunorites and the impact of culural diversiey in schools.

State Legislators and State Education \gency Personncl

1.

1w

we

T

fy.

-3

4.

Deregulate reacher education. Reduce papervwork and burcancraey that s strangling creativity and the
purposes of education. Balance regulations vith needed information, and increase emphasis on outcomes,

CInvoive educators i the decscossmaking proces: pross Lo data-based, wescarch=supported legislation
and regulations.

. Distinguish between desired outcomes and ssmibols of those outcomes (e.g.. competence of graduates
as compared with test scores, diplomas. course grades); improve validiey of symbols, partcularly as

they relate 1o cuttoraliv dinverse teachers and pupils.

. Expand state-sponsored scholarships and dedicated loan programs for minorities. and encourage foun-
dations and other insoituuons to do hkewise.

. Work to improve the public image of treachers, teacher educators, and the teaching process.
Encourage collaboration among schools and uninersities to improve the preparation of teachers.

. Provide adequate funding for teacher education and school staff development programs. Encourage
strong. vigorous, outcome-based programs that dras on the emerging cultural diversity.

. Become activelv involved with schools and universities. Since about half of a state’s budget is devoted
to educanion. its polick makers should mamntain current Knowledge ot needs and accomplishments.

Recognize exemplary programs and increase their vistbility as 2 way to improve all programs.

Educational Organizations
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. Encourage prospective teachers through reasonable dues. relesant programs, and contact with the prac-
trcing members of the profession.

. Target students” interests and needs in some journal articles.

. Recognize individuals and programs making contributions to a culturally diverse teaching cadre.
At as an advocaes group for improved practices in schools and wacher education,

. Develop a professional ereed or pledge for individual members.

. Provide special interest groups for persons from different areas of expertise who are concerned with
cultural diverstey in education,
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Community and Business Groups

o
.

Promote educational excellence: expect it and support it.

1=
s

Develop new ways to involve ethnicallv-diverse parents in schools.
3. Create more positive images of schools. teachers. and their contributions to society.

4. Engage in partnerships with schools. with released time for persons in the private sector to tutor pupils,
organize special school projects, assist through a leadership role. and act as a2 mentor to pupils.

7]

Provide scholarships for prospective teachers and for teachers in service, particularly those concerned
with the education of culturally diverse pupils.
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Issues and Recommendations

INDUCTING AND RETAINING AN
ETHNICALLY-DIVERSE TEACHING FORCE

By Elva G. Laurel
Edinburg CISD

he first vear of teaching is stresstul and many well educated, enthusiastic, and potentiathy great
teachers leave teaching prematurely. Poliev makers and administrators have been forced o
recognize that past approaches in retaining first vear teachers are inappropriate and inadequate.
Schools are now facing critical shortages of weachers. particulariy, well quahfied. ethnicaliv-diversed
teachers.

Issues

Beginning teachers face professional and personal challenges in cheir firse vear in the classroom. Profes-
sionaliv, the challenges begin with the most difficult teaching assignment, involving multiple preparations
and Jow -ability, at-risk students. With the growing number of at-risk students representing diverse popula-
tions. first vear teachers are faced with difficult assignments. Often the assignments are so difficult to teach
that experienced teachers have been able to escape them through seniority. ‘The teachers are challenged
with classroom prioritics such as: classroom discipline, motivating students, identifving individual differences.
assessing students’ work, their relationships with parents. organization of class work, insufficient materials
and supphies, and problem solving with individual students.

In the transition from the colleges of education to the real world of teaching, the personal challenges are
dealing with the insecurities that come from being in a new organizational setting: 1) New districr and
building policies. practices. and regulations. (2) the varied and unique charactenstics and needs of the school
and community. (3) activities related to the opening and closing of school, (4) policies and practices related
to student assessment and reporting. (3) defined instructional strategies. (6) content knowledge of varving
curricula. (7) classroom management and organization, (8) technical use and operation of the tools of the
trade and instructional media. (9) managing non-instructional demands. and (10) sacrificing leisure time.
Other personal challenges include: feelings of social isolation, a lack of camaradenie and collegiality, and
a sense of disonientation.

Expectations for Success

First vear teaching success is difficult to acquire because certification as a teacher does not ensure the
mastery of all teaching tasks. The conceptual framework of induction for (munority) beginning teachers
becomes the promising continuum to explore staff development structures that interface and link with
successful teacher induction programs. Goals and content, the training process, and the context are the
butlt-in processes of effective teacher induction programs, "The content supports strong links between certain
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teacher actions and desirable student outcomes. The content also supports teacher effectiveness in identified
classroom management practices. instructional techniques. and the expectations that students scores and
learning skills improve, regardless of ethnicity. A successful staff development effort to provide effective
induction programs must include administrative support from both principals and superintendents. The
principal. as an instructional leader, brings about improvement in teacher induction programs by com-
municating clear and consistent school policies, establishing a prevailing climate, and encouraging the tvpes
of interaction in the school that support collegiality and experimentation. The principal supports teachers
who share ideas about instruction and try out new techniques in the classrooms. A supportive school context
is created through a variecy of approaches to school-based teacher induction programs. Common elements
of supportive school contexts should include: 1) readiness: 2) training: 3) planning; 4) implementation;
5) maintenance: 6) awareness and commitment among staff; 7) needs assessment; 8) planning; 9) implemen-
tation; 10) evaluation; 11) reassessment: and 12) continuation. The major responsibility for planning and
implementation should be given to the local school staff with some degree of collaboration with faculey
from institutions of higher education, who can provide the benefits of powerful collaborations between
universities and school sites. Powerful collaborations between universities and school sites are the kevs
to educational quality. demands and needs. . ..in the building of a diversified learning network combining
formal. non-formal. and informal modes of education including the necessary assistance and motivation

to pursue successful teacher education and certifications in the college/university levels. (Chapman and
Laurel, 1990).

Promising Practices

The teacher induction continuum offers promising practices in making a positive difference in the pre-
service and inservice training as well as in the transfer of new skills to evervday teaching. Promising practices
in successful induction programs include: (1) well trained mentor teachers who are both models of good
teaching and supportive adults and who are able to help orient new teachers to the norms of the school
environment: (2) support svstematic structures that allow time for new teachers to observe their mentors
and for their mentors to observe them, allowing time for processing the observations, articulating concerns
and engaging in mutual problem solving: (3) the establishment of a set of indicators or expectations for
new teachers and the use of some form of assessment to measure growth and masterv; (4) the incorporation
of research-based teaching skills, transfer strategies. and transfer of training through coaching: and (5) the
use of a panel or team of experts (another teacher, administrator, trainer. and/or faculty of institucions
of higher education) to review the beginning teacher's portfolio, (including live modeling, videotapes, detailed
narrative descriptions, etc.) for ongoing feedback.

Good induction program practices reinforce the habit of continuous learning so that teachers seek diverse
ways to grow and renew their teaching. Good induction program practices are critical for good teaching
because they reinforce new teachers’ inquirv-based teaching strategies, help them choose appropriate
curriculum, and set up positive routines that facilitate effective teaching practices and interdependent
relationships within the support structures.

Volatile Mismatch

Mistnacch issues should be avoided in the teacher induction continuum of minority beginning teachers.
Mismatch issues of culture shock. racism, language barriers, standardized tests, and lack of financial suppore
services transcend the color line. Mismatch issues of administrator support. support teams. induction vear
teachers, mentor teacher, and community support directly affect the success of teacher induction programs.
Mismatching the roles of coaching innovations and evaluation innovations can be overwhelming.

The teacher induction continuum designed for inducting and retaining an ethnically-diverse teaching force
now offers one of the most promising routes for the teaching profession into the 2 1st century. The con-
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ceptual framework for teacher induction programs transcends the vision and mission of a life-long professional
training continuum. [t is linked to the awesome challenge of providing equal. high-quality education to
a student population that brings to the classroom unprecedented economic, social, cultural, and intellec-
tual diversity,

Using thoughts and discussions addressing inducting and retaining, conference participants generated specific
recommendations for persons working in the various role groups involved in staffing the Texas schools
with an ethnicaliv-diverse teaching foree. The role groups include: publie school educators, university per-
sonnel. state legislators and state education agency personnel, representatives of educational organizations
and service agencies. and representatives ot advocacy groups and business/industrv.

Recommendations for Public School Fdicators

1. Scheol districts need te be realistic about appeopiisces cadching teachens with a daerse papulainm
of students.

1w

Incoming teachers from different parts of the country should be sensitized to work with the targeted
student population. Offer inservice traning to help the first vear teachers adjust to a new emvironment.
It could be done with mentors and offered at the university campus.

3. School districts should allow appropriate time elements for the sharing of lesson plans to provide an
opportunity of exchange between support and first-vear teachers. lo will also alleviate the pressures

for new teachers.

4. School districts should make the financial commitment to support teacher training programs that meet
the needs and goals of first-vear minonty teachers.

3. Schoal districts should help teachers prepare for culturally diverse communities.

6. The principals should match mentors with beginning teachers. The selection of mentor teachers shoukd
imvolve the principal and the teacher organizations.

~3

School districts should include a committee of teachers to help facilitate che networking of new teachers.
provide feedback. support, assistance in learning and refining skills, and in developing problem-solving
skills.

8. School districts should adopt a high school program in which students work with elementary children
as teaching assistants to positively promote the teaching profession.
Recommendations for University Personnel

. University personnel should deliver strong programs on classroom management. a course on
multiculturalism, and sensitivity training as applicable to minorities in courses or projects.

1

Universities should be involved with practices in the public schools in order to remain realistically
aware of issues and problems.

3. Universities should offer internships for teacher induction and support training programs.

4. University faculty in charge of teaching content courses for teachers should work closely with schools
of education instructors to enhance the unnersity experience for teacher candidates.
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5.

7.

University professors involved in training teacher candidates should be allowed a fully paid sabbatical
to work within public schools in order for them to keep in touch with the real issues and the impact
of higher education on public schools.

Universities should provide graduate programs in effective supervision and clinical practices related
to teacher induction programs.

Universities should provide research identifving mentor models that include university personnel.

Recommendations for State Legislators and State Education Agency Personnel

I.

"

Provide finances for graduate course study programs for beginning and support teachers in the areas
relating to teacher induction.

Provide substitute pav and good stipends for teachers participating in teacher induction programs.
Provide incentives for first vear teachers as a means of retaining the brightest and best.

Allow release time for professors to do observations and supervision of new teachers under $.B. 994.
Certification will then be based on the knowledge and skills of the new teachers. and not be influenced
by time constraints.

Exaluate non-certified. new teachers affected by S.B. 994 with an instrument other than TTAS. but
based on some of the TTAS criterion. This alleviates the pressures and allows for creative, effective
teaching practices.

Recommendations for Teacher Organizations, Education Service Centers,
Business and Industry, Others

1.

[B9]

(¥ 1]

Teacher organizations should develop partnerships with business and provide scholarships for beginning
teachers to continue their education.

Teacher organizations should distribute teacher induction program research. designs. and data through
professional journals.

Education service centers should serve as a liaison fostering relationships between school districts and
URNIvErsities.

Education service centers should offer make-and-take workshops for beginning teachers.

Fducational organizations and business/industry should promote, adopt. and support teacher education.
teacher induction programs and quality education.

Education agencies and organizations should offer creative and viable solutions to properly finance
public schools and promising programs.

Create education service centers in remote areas.,
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Issues and Recommendations

RETAINING AN ETHNICALLY-DIVERSE
TEACHING FORCE

By Aurelio Montemayor
Intercultural Development Rescarch Association

eed and Opportunity

Current needs to attract and Keep teachers in the protession. great as they might be. are pro-

jected to be greater through the begmming of the next century. The need for qualified. espernenced

teachers is further intensitied by speaific needs tor teachers who represent the ethne composition
of the student population and the diversity of the state and country,

Students from ethme nuorities need to have teachers both from their own group as well as from other
mnority and migonty groups. Particufar positions thae have historically been gender specific must expand.
To lack diversity s to model a divided. separated and stratified sociery, and to ensure the continuation
ot the problems chat these conditons foster. Adults and children who work and learn in 2 multicoltural
STHDZ, ACGUIre anareness, sensiti ity and exposure to a truly democratic society. It offers expanded op-
portunities for representatnes of nunonties to become leaders. while providing a broader perspective to
those majority students who will become leaders. Ethme diversity provides the “salad bowl” serting that
difows for respect and valication of diserse traditions, while preparing all children to survive and suceeed
in the English-speaking mainstream of United States society.

Issues

Minority teachers lease sehool districts for a variety of reasons. Few districts have a structured induction
process. FPhe minoney teacher s often at a foss about district adnunistrative requirements and denuinds;
does not Know or understand the campus procedures: feels lost and does not know who to talk to: is atraid
to commumcate imsectrnities with peers and adnimistrators: feels frustrated with the student's lack of respon-
stneness and tadure to learn: and vlumatelh despairs of ever becoming an effectin e teacher.

Teachers that come from poor and minority groups many times face isolation and separation from cheir
cthinwe group culture, and also a distancing frons the majority and other minority groups represented on
their facultn. Many of the students at magor universities in urban areas return to their hometowns and
rural areas after graduation, so that large urban school districts don't benetit from the influx of college students
trom outhving areas. In some cases. a single Hispanic female will return home to teach because of lovaln
and attachment to fanuly.



A different source of the minority brain-drain from education clusters around economics, prestige and the
possibilities of professional advancement. Whereas an education degree has been a common field for Hispanics
to attain, many are now opting for such fields as pre-medicine. pre-law and business. The diminishing
prestige of the teaching protession, coupled with the attraction of more lucrative professions that were
previously seen as unattainable for most minority students. makes it very difficult to attract and keep voung.
bright nunority teachers in the profession. For many Hispanics. teaching becomes an interim job while
they work on 4 ligher degree leading to a position in another profession.

Some of the problems in keeping minorities in eaching are generic to most teachers. In “Texas, for example.
the current increase of teacher bashing and the pubhic distrust of education are depressing teachers’ morale.
The disincentives of the teacher career ladder requirements that encourage competitiveness among teachers
vouples with the anxiety about the reacher appraisal svstem  Administrators. the media and the public
pressure teachers to raise test scores. The media fosters competition among schools by publishing test
resules. Paperwork and requirements are increased without concomitant support or benetits. The teacher
assessment and evaluation pressures overshadow support svstems and collegiality.

Poor communication processes on campus, and an authoritarian, judgmental, and punitive administrator
can discourage teachers from remaining in the profession.

As minority parents verbalize dissatsfaction with the education svstem, the teacher becomes a target for
what are broader systemic problems. most of which are bevond the teacher’s control. Minority teachers
find chemselves in especiatly ditficult sitvations trving to advocate for children and families and still cemain
supportive of felfow teachers and administrators. Administrators and majority teachers sometimes expect
minority teachers to speak for their ethnic group. to understand and be able to solve the problems that
surface in teaching minority children, and be the ones to communicate with che parents, especially when
there 1s a language incompatibility.

Special programs, such as bilingual education and focused assistance to poor children. have historically
not been considered ideal assignment for teachers. The needs of the children, the inadequate preparation
ot teachers by colleges for these populations, and the limited resources available, make these assignments
the salt mines for most teachers, Yet poor and minority children make up the majority of students in the
stigmatized programs. Even dedicated minority teachers get tired and feel undervalued and unappreciated
because of the stigma attached to these classes and groups. The contrasts tvpically made of programs.,
("specttl education™ vs. “gifted and talented™; “bilingual”™ vs. “regular” continues a tradition of worse-better
and “difficult and tedious vs. easy and delightful™) eventually take their toll. Minority teachers are caught
in a doublc bind of wanting to meet the needs of minority children and getting burned out in trving to
meet those needs.

Minority teachers. especiafly in large urban schools, feel isolation and separation from other teachers; suffer
with assignments to difficult classes: know little about the culture of the school. the svstemic regularities
and standard operating procedures. A teacher who knows he/she is on a campus to fill a quota, to provide
an ethnic presence. needs sensitive support rather than excessive welcomes and repetition of “we're so
glad vou're here!” Most campuses have not provided resources for majority teachers to examine biases
and bigoted behavior. and therefore foster the continuation of insulting behaviors towards minority teachers.

While inservice, staff development and workshops could be mitigating factors. thev often aggravate the

problem with inappropriate presentations. Inservice could be a means to an_wer burning questions. illustrate
relevant techniques, or to discuss current concerns and problems and then creatively propose practical
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and doable solutions. At s worst, mservice imposes boring lectures on topies of lide reley anee of an
anxietv-producing litany of requirements. When saatf development originates in the administration’s perception
of needs., it becomes a barrier to retaining teachers. fobecomes an even greater barnier to minority teachers
who are alreadv fecling alienated and unsupported.

Retaming teachers durmg their tirst three vears of teaching is one taske it s another to keep them tor
the duration of their careers, ‘There s no shorteut to having teachers who can draw on the learning ex-
pericnce that comes trom teaching hundreds of children over a significant length of time. Expenienced
teachers that have had a bilingual assignment tor many vears may burn out or lose their enthustasm tor
nuny reasons. Proper support and recognition is not the normy. Semetimes a bilingual teacher’s suceess.,
using methods with students whom other teachers would have failed, arouses jealousy rather than prase.
The exuberance of support reachers in beins recounized as effective professionsl mentors to new teadhers
retlects hon unrecognized they had telt up o that pont.

“This st of problems is not necessarih comprehensive, nor are they assumied to be universallh present
i abl school districes., Fhese are pomnts that an espernienced and vaned audience identified as serious blocks
to retainmg nunonty teachers in the profession.

Recommendations

The recommendatons mitiallh focused on the school swstem. including such areas as CHMPUS Manaue-
ment and district fevel reform. Yeo i was clear that a broader community commitment is needed. with
direct i ohvement trom unneersities. educational organizations and senvice agencies, kegistators, stare pubhe
cducation agences, advocaes groups, and busmess and industry, Fo reeruie and retain minornies teachers
will require mvolvement trom all organized segments ot the communigy.

Public School Educators

The rdeat campus chmate s one e which munory teachers teel comfortable and needed. The campus
conducive to retamming teachers was detined as one that structures support for teachers: encourages formal
and intormal selt-esteem actinites for teachers: facthtates creamve saff development with weacher input:
allows for reflective thinking about teaching: provides a variety of rewards including monev. praise, and
opportunities for modehng and imitation: and consistently publishes successes and positive events. Principals
should consistentiv identify and highlight exemplary programs. "Fhe necessary support would ha e regulariy
scheduled tollow-up. allow tor informal inter-classroom visits, and schedule visits tor vahdation and
Cneouragement.

Induction provrams that were overwhelminghy supported provided information and emotional support to
new nunonty teachers, and comadentally vatidated the expenenced minoriey teachers. Kev characterstics
ot the induction program included: 1) taking part in the new teacher's orientation, especially those who
will mon ate and be strong role models for new eachers: 2) parring new teachers with experienced teachers
to assist with mtegraton into the campus eaching commumity, arrive at sofutions to teaching problems,
and to plan instucton; 3) focusing onientations at the beginning of the vear orientations on classroom
management technigques rather than behavior management: 3) providing new teachers with access to super-
visors and principals: and. 6) following-up on mentoring and statf desclopment activities,

A senies of recommendations apphed directiy to principals and administrators. Adnunistrators must be non-
threatening and sensitive to all teachers, and make special efforts to retain effective minority teachers.
T'hev should tacilitate and encourage teacher peer-sharing about methods and techniques. Principals shouid
give clear informaton and model those aspects of instructonat leadership, other than evaluation of
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instruction. Principals must welcome programs such as bilingual education and include them as important
parts of instruction. rather than isolating and rejecting them. Each campus should have comprehensive
plans and goals which include the retention of weachers at the campus tevel.

Administrators should: 1) allow for individuality: 2) encourage flexibility: 3) provide periodic sharing sessions
for teachers during the regular teaching dav; and 4) handle logistics and participation in ancillary activitics
to reduce anxiety and overload. On an wdeal campus that retains ies best and brightest teachers, there would
be a process to allow teachers to express discontent without reprisal and mediation support to resoh e contlict,

Teachers must be encouraged to establish mutual support groups that allow them to be sensitive to their
ow i and cach others’ needs, and generally to reduce stress and burnout. Teachers can assist peers to reduce
papernork through a variety of approaches, such as cooperative learning insteuction, self-and peer-student
evaluation ety ities.

The current teacher evaluation svstem needs modification to reduce the threatening, inefficient and counter-
productive aspects of the career ladder process. The tension around the teacher apprasal svstem can be
diminished by demonstrating and maodeling acceptable behaviors through inservice education. inter-classroom
visitation and coaching. The goal is to increase informal appraisal and feedback. and enhance collegal
sharing and mutual support. The promotion svstem should be a career pipeline with more flexible ad-
vancement. more rewards for stamina and good teaching, and @ more varied step-ladder.

Campuscs should have more flexibility in programs, and provide more counseling services for students.
Innovative programs. such as cross-age wtoring (junior high or high school students tutoring elementary
students) provide incentives and support across campuses. Support across grades and campuses also means
that teachers guide and prepare students for the pext grade at the end of each school vear. By establishing
a pipchine from Kindergarten through the taelfth grade. both students and teachers feel more supported
and are motnated to return.

A vigorous campagn for parental involvement, especaliy parents of poor and minority students. with ap-
propriate outrcach and positive communication wich the families, can offer tremendous support to the
classroom teacher, Even though many teachers contact families, having an outreach wrker reduces the
pressure on the teacher. [oachieves the desired positive communication. and reverses the pattern of calling
the parent only when there is a problem. A strong connection between home and school increases the
chances of success for the student. and can give the teacher a new vision and a reason to stav in the classroom.

University Personnel
The recommendations for universities apply to what the university does while preparing teachers. but more

importanth puint to an ongoing accountabilitn and relavonship to public schools and teachers.

Programs of quality assurance or warranty can be deseloped to support teachers following graduation. Im-
proved teacher preparation programs can be developed through feedback from these support teachers.
Continuing communication with alumn who are sull teaching can give the universities valuable input for
their ceacher preparation programs,

A series of strategies can strengthen the relationship between K-12 schools and the universities:

(1 Fhe unnersity can provide graduate programs, imsenvice training. collaborauve training designs, and

on-site demonstration teaching for teachers,

(2) T'he unnersity can draw from the rich experiences of master minorey teachers.
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(3)  Research conducted by the unnersity can identify and highlight the effective classtoom practices
of nunority teachers.

(3) “Trachers can work with prospective teachers as visiting professors and co-teachers, as well as model
etfective teaching practives.,

(31 The universitios can recognize effective classroom teachers through academic titdes and credit for
contributions to programs.

(6)  The universities can provide the opportunities to explore and conduct research, Fhis s especiatis
true for nunority teachers who have suceceded with students tor whom the educational system hus
not been veny suceesstul.

Uniersities can be the catadvse for teacher support groups for teacher retreats and activ ies o moti dte
and re-energize teachers. They can establish a collaboration between community and universine on pro-
grams thae are of broad mterest, or that targer a particular problem such as drug abuse or health nsks.,
As full partners i decision-making ac all lesels, the commumity and unnersiey can coordinate a0t ities
and ¢vents and jointh deyelop policy statements.,

State Legislators and State Education Personnel

The state education agency can support retaining teachers by funding conferences such as this one where
there s 4 unigque min of participants representing all the Kinds of groups tor which recommendations are
bemg made. N mecting where all ideas are heard and recorded, discussed and digested, and w here debiberanon
feads toward realisoe solutions.

The sgeney should remeone the distncentives in the career ladder. recognize a wider varieny of professional
contributions, and provide a more consistent and professional reward sestem. Money incentives should
be tied te further certification and or degrees. More sateguards tor teachers’ salaries should be instatied.

The sgeney should support actual counseling for the students. provide indmidualized assistance in dealing
with problems, and am for an attitade of “wholeness.” Policy should support the implementation of such
viable counseling,

\ commumcition network betw een districts and universities to tacthtate collaboration should be established
and supported by the sgenay,

The Coordmating Board should examine and senoushe consider these recommendations,

Legishators should Iisten to educators and take recommendations under advisement. T'hev should consider
the costs ot a shrmking profession and a burgeoning student population. And in considering costs. realize
that unuil teaching s respected as a profession and rewarded accordingly. current budget sas ings can lead
to massne soctl and cconomie fosses to the state and the nation, Racher than more kains and mandates.
cffectne mmonty teachers want flexibilien and mvolvement i developing policy and mandates that will
directiy affect them. '

It policy, makers want to retain good teachers in the profession, and recrust the best and the brigheest.
they need to use more positive public relations technigues to msure progress. Policy makers need to have
a4 more apen and meaningful communication with members of the waching profession,
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Organizations that have goals in common with schools can provide an important impetus to retaining teachers.
Exhnic or special focus advocacy groups, |e.g., League of United Latin American Citizens (LULAC), National
Association for the Advancement of Colored People, (NAACP), and !Mexican-American Legal Defense
and Educational Fund (MALDEF)], can provide information on ethnic diversity, cultural pluralism and
how to reach out to parents from their constituency. These are activities that encourage and support what
many minority teachers are attempting to do from within the classroom.

Representatives of educational organizations can become more sensitive to minority teacher concerns and
develop positive plans of advocacy and support, rather than continually react to external pressures and events.

Volunteer organizations can coordinate volunteer efforts; encourage businesses to release personnel for
school participation; organize community involvement and support through interaction, volunteers, and
opportunities for learning outside of the classroom; and provide support for the use of consultants in mentoring.
Organizations can monitor mentor programs and identify what works best.

Social service agencies can provide direct services to students and teachers; group counseling in areas of
need; and models for organizing programs. To be most effective, external, non-educational services need
to be coordinated and planned so that the logistics do not interfere with instruction.

Business and Industry

The private sector can play a key role in retaining minority teachers in the profession. It has the power,
the resources, and a vested interest in having an educated and competitive work force. The economic
community can influence public opinion and turn around the criticism that debilitates and demoralizes
educators and bring about the desired resuli: educationa’ excellence. The sector that most understands
and prizes profit should best understand the sacrifice that the professional educator is making in terms
of a more limited personal economic future. The leaders of the business community must face up to the
critical importance of recruiting and keeping minority teachers and how that will directly improve the education
of all students.

Although the primary financial burden of education is on public funds, many key supplementary investments
can be made to education. Adopt-a-School is a familiar private sector program and can be especially effective
when teachers participate in the “adoption.” Incentives can vary from monetary rewards for student ex-
cellence or improvement, to teacher prizes for creative or effective instruction. Educational fairs, contests
and events are worthwhile investments. It is important that incentives create an atmosphere of success
and collegiality, rather than divisiveness and frustration. A competitive model that stresses survival of the
fittest is inappropriate and counterproductive. The goal is to strengthen self-esteem and build on success,
as exemplified by recognition events for teachers. Industry can promote a morc positive image of the teaching
profession through advertising, sporting events, and varied reward systems.

Businesses can support, advocate and facilitate the community-school movement. The major premise is
that the school is the center for community learning. This includes adult education, recreation, and tutoring,

Representatives from business/industry can provide a variety of skills to schools, from teaching about public
relations and fund raising, to long range planning and goal setting. Business can provide ideas and resources
for the school curriculum; bring teachers and students to the work place. provide models and incentives,
and tecach motivational skills. Finally, as part of their regular assignment, businesses should encourage all
emplovees to work as volunteers in schools.
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SYNTHESIS ON PROGRAMS FOR PREPARING

AN ETHNICALLY-DIVERSE TEACHING FORCE

By Olga M. Ramirez
Edinburg CISD

s the nation’s third fargest state —with a rapidiv increasing minority population of more than tive
milhion. fed by persistently high rates of immigration and reproduction—"Texas has an especialiv
critical need to effect svstematic and comprehensive improvement of its pre-college and college
education programs to keep up with the demand for qualified teachers in critical shortage arcas
{e.g.. science. mathematics and technology). as well as to meet the increasing demand of an ethnically -
diverse teaching foree. Yet, today, Texas is faced with a shrinking number of teachers. These new teachers
in critical shortage arcas (minority teachers. and math and science teachers), are leaving the profession.
Of particular concern is the questionable level of teacher preparedness for dealing with ethnicallv-diverse
and or at-risk populations. Levels of change from wichin familial. economical. educational and political
svstems can determine the direction of change in teacher preparation programs. For each of these svstems
there s a level of accountability that is oned to our voung people. However. it is the educational svstem
which is most often blamed for low student achievement and the least credited for high student achieve-
ment. Within the educational svstem, teachers are the ones criticized for the failures of the students. There
ty 2 prossure to perform “miracles” and few incentives to compensate teachers efforts. Low salaries. lack
ot professional autonomy. and frustrations wich paperwork and poor working conditions force teachers
to leave the profession. For the minority teachers who are not prepared to deal with the diversity of cultures.
Linguages. values. and beliefs of their students, it is particularly disheartening. So the question becomes —
who will teach this population of students with the necessary sensitiviey?

‘Feachers are obviously central to education. They serve as models. motivators. and mentors —the catalvses
ot the lcarning process. Moreover, teachers are agents for developing. exchanging. and replicating effective
teaching materials and methods. For these reasons. education strategies for an ethnicallv-diverse student
population can be strengthened only if teachers are adequately prepared. highlv motivated. and rewarded.
Programs that are responding to this need are based on two major premises. The first premise is that
increasing the number of qualified teachers and teacher candidates from minority populations serves to
atlfeviate the problem. and secondly. that increasing the consciousness and sensitivity level of all teachers
and teacher candidates about ethnically-diverse students will also alleviate the problem. Programs that support
these premuses have begun to address difficulties which would adversely impact the sensitiviey levels of
teachers in contact with ethnicallv-diverse students.
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In attempting to achieve these goals, the Texas Education Agency has funded eight projects in various
locations of the state to promote the development of an ethnically-trained cadre of teachers. Each project
has its own unique configuration: to motivate teachers to stay in the profession; to enhance their knowledge
and skills regarding ethnically-diverse populations of students: and to improve their content base in critical
shortage areas (e.g.. science). The common element among the projects is that each utilizes experienced
teachers to coach new ones. With coaching. experienced teachers provide guidance and support to new
teachers while strengthening their own self-concept as professionals. In the process of coaching, the ex-
perienced teachers demonstrate appropriate teacher-pupil interaction styles. share instructional strategies.
muaterials. and past experiences. Furthermore, while coaching is in effect. discussions about information
such as school policies and procedures are exchanged. These collaboratively working eavironments between
the “muatched” experienced professionals and the new teachers help effect a positive attitude toward teaching.

The eight projects will be evaluated by the Intercultural Development Research Association HIDDRA). The
evaluation design will address three primary questions of program implementation, effectivencess and impact:
(1) to what extent are the projects’ activities being implemented as planned: (2) how effective are the pro-
jeots activities in achieving project goals: and (3) what is the impact of the projects activities on participants?
A brief description of each project follows,

Region X, Education Service Center in Richardson, TX

Enhancing the Quality and Retention of Minority Teachers and
Teachers in Critical Shortage Areas

T"his project is providing a training program with focus on coaching procedures for first vear minority teachers
and their support teachers. The emphasis is on effective schools correlates and the learning needs and
styles of diverse student populations. In addition. a diagnostic teaching skills survey instrument will be
developed to guide teacher placements in staff development programs.

Houston Independent School District in Houston, TX

A Teacher Conservation Project to Enhance the Quality and Retention of
Minority Teachers and Teachers in Critical Shortage Areas

This project is providing intensive assistance and support for minority. bilingual. ESL. special education.
and earlv childhood teacher-mentors paired with first vear teachers in the same critical shortage areas.
‘I'he technical assistance training includes the coaching assistance program that extends from classroom
to the General Superintendent’s office and matenals for the first vear teacher, support teacher. and principals.
‘T'he support network includes collaborative arrangements with various organizations and institutions of
higher education.

Intercultural Development Research Association

Enhancing the Quality and Retention of Minority Teachers and
Teachers in Critical Shortage Areas

This project focuses on a coaching assistance program between bilingual support teachers and bilingual
first-vear teachers. Training workshops and modules are provided in the use of bilingual education strategies
and practices with connections to effective schools correlates for diverse populations.




Edinburg Consolidated Independent School District in Edinburg, TX

Enhancing the Quality and Retention of Minority Teachers and
Teachers in Critical Shortage Arcas

This project s designed o implement a training program with follow -up support svstems for mentors and
minonty-critical shortage novice teachers for the purpose of enhanaing the quahty and retention of firse
vear minority-critical shortage beginning teachers. \\ support network and a dissemination svstem is in
place o continue and refine the implementation of the program in order to improve instruction and con-
tmuous professional growth.

Ysleta Independent School Pistrict in FI Paso, TX

Enhancing the Quality and Retention of Minority Teachers and
Teachers in Critical Shortage Areas

This project is designed w implement a training program with follow -up support svseems for mentors and
minority critical shortage novice teachers, The purpose is to enhance the quality and retention of firse-vear.
minority cntical shortage. beginning weachers. A support network and a dissemination svstem s in place
to continue and retine the implementation of the program in order to improve instruction and encourage
continuous professional growth.

Laredo State University in Laredo, TX

Support Teacher Training Project

This project is designed to assist beginming teachers lacking the knowledge and skills necessary w interact
and positively impact students from diverse backgrounds, Training in the affective domain includes effective
teaching practices, learning sty kes, and cultural awareness. Supervision of new teachers is done svstematicalhy
by support teachers. Also, the traiming program on Feacher Expectations and Student Achievement (FESA)
serves to tran support wachers as coaches tor beginning teachers.

University of North Texas in Denton, TX

Enhancing the Quality and Retention of Minority Teachers and
Teachers in Critical Shortage Areas: Fur West Training Project

This project is implementing a staff development mentoring model for experienced bilingual teachers to
assist first-vear bilingual teachers. This model will include 4 piloted videodise program, 2 mentoring assistance
component. a coaching technique. and self-assessment techniques relative to learning sevles of diverse
populations and ctfective schools correlates.

Conclusion

These projects are well on their way to benfiting the teacher parucipants by making them more competent
in the subject matter, more comfortable in its presentacon, and more committed to thetr profession and
their pupils. As examples for other projects, they will broadlhy improve the quality of weaching for ethnically-
diverse populations. Without a doubt. the stimulation of collaboration among the sites. the funding agency.
the evaluation center and the cooperating universities serves to promote a working model embodving ap-
proaches expected to produce positive changes tor new and expenienced teachers. "The cooperatis e patterns
emerging between these varied elements will, in time. result in a sel-sustaming network supported by
the high performance levels of the teachers and students who will be impacted.
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ENHANCING CULTURAL DIVERSITY IN THE
PROFESSION: A MODEL FOR ATTRACTING
MINORITY STUDENTS TO TEACHING

By Will Nicklas
University of North Texas

Gloria Contreras
University of North Texas

ackground of the Project

The University of North Texas (UNT) Minority 'Feacher Recruitment Program was one of four
projects funded by the Texas Education Ageney in 1988 to design and implement @ model for
enhancing the guality and increasing the number of minorities attracted to teacher education programs.

The American Association of Colleges of Teacher Education (1987) estimates that the number of teachers
from African. Hispanic. Asian. and Native American groups will fall to below 10% by the vear 2000, In-
deed. the percentage of education degrees conferred upon members of these minority groups decreased
by more than 6% between 1981 and 1983, It is certain that traditional recruitment strategies are not ac-
tracung minority students to the teaching profession. For a comprehensive institution of higher education
such as the University of North Texas. an integral part of the ethaically diverse Dallas,Fort Worth metroplex.
it ts essential to dentify the most effective means of attracting African, Asian, Hispanic, and Native Americans
to the teaching profession.

The purpose ot this project was to design a transitional program for the university that would involve the
recritment of communiey/junior college and graduating high school students to participate in a five-w eek
summer session in 1989 at the University of North Texas. To be eligible for the program. applicants must
have demonstrated an interest in the teaching profession and possessed academie credentials that would
have indicated the possibility for success at a four-vear institution.

Theoretical Framework

The underrepresentation of minorities in higher education and the need to increase the number of minorities
who complete high school. enter college and graduate with professional credentials is well documented.
However. strategies to counter this condition are not being sufficiently implemented. For example. in 1987
a congressional task force was formed to recommend minority teacher legislation to increase the number
of minority teachers and subsequently keep more minority students in school. This task force recogmized
the need to attract and retain more minority teachers to reduce the drastic dropout rate of minority students.



A recent study by the Intercultural Development Research Association (HDRA) of San Antonio showed
that attrition rates in T'exas have diminished over the last four vears but that all the improvement has
been concentrated in the white. non-Hispanic population with a 26% improvement in the holding power
of the school. The Black and Hispanic populations, on the other hand. have experienced a2 9% and 7%
increase in attrition rates. respectively (Cardenas, 1990),

A Wingspread Conference. Minority Teacker Recruitment and Retention: A Public Policy Issup. also emphasized
strategies to address the dramatically declining number of minorities entering the teaching profession com-
pared with the growing number of minorities in Kindergarten through 12th grade. Three areas emphasized
were: (1) student aid programs targered toward the different minority groups: (2) competency testing and
its impact on minorities: and (3) the collection of precise data on the teaching force (AACTE. 1987). This
conference also considered mso-vear colleges a critical part of the reacher recriitment issue since most
Hispanic and African American enrollment in the post secondary sector is concentrated in two-vear colleges.

According to the American Council on Education (1986). the most frequently cited methods used to recruit
minorities involve high school and junior high outreach programs: Talent Search or Upward Bound pro-
grams: and coordination with counselors in high schools and two-vear institutions. Retention efforts, on
the other hand. focus on improving basic academic proficiencies and special academic counseling.

Unfortunately. the problem of increasing access and retention of minority students remains unfesolved
and even unaddressed in some states according to the American Council on Education (1986). Nevertheless.
some higher education officials are currently engaged in earnest efforts to recruit more minorities into academe.
Careful serutiny of existing programs reveals more or less successful practices. but a - anclusion to be drawn
from 2 general review of literature is that traditional recruitment strategies are not attracting significant
numbers of minority students into higher education (Moultrie. 1987). A comprehensive inquiry into student
recruitment efforts and attitudes of 245 schools. colleges. and departments of education (SCDE) conducted
bv Crabtree (1989) revealed that the majority of SCDE recruitment is carried on in a casual. unsystematic,
and unplanned fashion. Lack of personnel and funds are considered the major barriers obstructing recrunt-
ment goals.

On the other hand. the most effective recruitment method was through scholarships. While the UNT pro-
ject could not secure the much needed scholarships for its participants. it awarded 30 stipends to high
school and junior college graduates for this on-campus residence summer school experience that included
academic course work. individual counseling, and social activities. This transitional approach. supplemented
bv intensive tutoring and follow-up assistance in securing financial aid and/or scholarships. was seen as
the most cost effective recruitment method in the long run.

According to Bell's and Morsink's (1986) assessment of successful minority recruitment efforts. students
need to be taught how to pass tests because they are commonplace. An effective program should include
practice with associative learning (e.g.. recall, practice. and drill} and problem solving (e.g.. searching for
patterns. investigating data, drawing conclusions). Other aspects of a test preparation program should in-
volve handling test anxiety. pacing, and data interpretation (graphs and charts). The UNT project based
much of its remediation efforts on these research findings in view of the basic skills tests. subject area
exams. career ladder exams. and other professional teses besieging teacher education practice today.
Consequently. this project emphasized a summer school experience along with the development of study
skills and s support staff to function as mentors and role models (Bell & Morsink. 1986).
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Program Design

The program was designed as a transitional bridge experience from the high school/two-vear college level
nto a comprehensive senior institution and underscored four major segments. These components were
modeled after a number of ongoing programs sponsored by the University of North Fexas and emphasized:
(1} on-campus residences (2) three to siv credit hours of coursesork: €3) academic support services: and
t4) social acuvities,

Because of the low percentage of community junior college students who continue thetr education e
the four-year institution and the small percentage of graduating high scheol minority students who indicate
4 nterest in teaching as a protession, it was considered impetative that students selected for this program
recene positive, full-time, on-campuos eperiences. Students resided in campus dormitories. and 4 high
school counselor was emploved as the project counselor to ve n the dormitory with project particpants
and 1o provade counseling that was novessnes o the ovcning hoas. The counselon alvo was availuliie
duning normal duty hours to address student needs and consult with other staft as required. With the ox-
ception ot a snull number of participants who commuted trom Pablas due to family obligations. sl orthers
took advantage of unnversity dormitories and cafeterias. Participants were encouraged to become fanuliar
with and ke advantage of other university facilities such as the library, student union building, financal
aid office. and recreational sports. “Fhe principat project goal was to immerse the students in unin ersity hife.

Each participant was advised to enroll for three to six credit hours of coursework based on their academic
record and strengths. Coursework during summier sessions is particularly rigorous due to the number of
assignments required in a short period of time. e was considered important for participants to be exposed
to large classes where individual attention nught not be provided. In order to help participants acclimate
to large. tmpersonal classes and heavy outside assignments, a third component was added.

Tutors were provided for all participants who telt the need for additional academic assistance. The project
director and counsclor mongored participants’ progress and assigned tutors when needed. A non-credit
study skills course was provided by personnet from the UNF Center for Counseling and ‘Testing at no
cxpense to the participants. Sessions centered on time management, test taking, motivation. listening.
and note taking skills,

The fourth component equally eritical to the success of this program promoted social interaction and ac-
tivities. While the university provides ample opportunities for students to engage in social activities during
the regular school term. it became apparent that such opportunities were not available during the normal
sumumer session. ‘Therefore. the project director and counselor initiated measures to enhance opportunities
for informal sociaglizing.

Mam of the participants came from far distances and were awavy from home for the first time. Some of
the activities were initiated to alleviate the loneliness and reinforce friendships and involved trips to the
“Shakespeare in the Park™ productions in Fort Worth, A Fourth of July party and fireworks display. and
Sunday evening meals in off campus restaurants. Ocher activities included going to the movies. plaving
vollevball, watching videos in the dormitory parlor. and celebrating birthdavs. Cultural enrichment trips
included the highly accliimed Ramses Exhibit and 4 tour of the John F. Kennedvy Memorial in Dallas.

Participation in the project was designed to be cost-tree for all participants, Food. looging. tuition. mileage

tor one round-trip to UNT. and a books materials supend were provided. Al tutoring and study skilis
training also was paid for by the project.
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The project objectives met by the UN'T program included cthe following:

1. Design and implement 3 program for attracting graduating high school and junior'community college
students to teaching:

2. develop a program for retinning minoritics in teacher education thae included four componerts: on-
campus restdence: uninersity: coursework: academicrcounseling assistance: and social and cultural
JCtvities:

3. estabhish a collaborative network among project staff and the Dallas-Fort Worth metroplex high schools

and select community junior colleges:
4. establish a support network among project participants and statt:

3. determine the impact of a summer bridge program on two separate populations — high school graduates
and junior college transter students: and

6. disseminate the minoricy recruitment retention model to other Texas colleges and universities,

Recruitment and Selection

It was decided thar recruitment effores should be concentrated on schools with high minority enroliment.
The Dallas Independent School District was selected for high school graduates. Dallas, El Paso. Laredo.
San Antonio. and Tarrant County communitysjunior colleges were selected for continuing colleges students.
Eligibilicy criteria were established and a form was developed to assess applicant potential. Applicants were
evaluated on high school grade average. ACT/SAT scores. cumulative GPA, interest in teaching. personal
references. a personal interview . a parent interview (whenever possible), writing ability, and ability to meet
UNT admussion requirements.

Based on experience with similar programs. it was decided to recruit three additional students, therefore
33 students were anwarded full stipends. and atl 33 assured the project director of their intention to par-
ucipate. However, onlv 48 students registered by June 3. Reasons for no-show revolved around school work
contlicts und medical problems. Of the 48 beginning students. one junior college student withdrew prior
to semester's end due to an automobile accident.

Although the intent was to recruit an equal number of high school and communityv/junior college participants,
the final ratio was 17 high school and 31 communityvijunior college participants.

Evaluation Qutcomes

With the exception of the one student who dropped out due to an automobile accident. alt who enrolled
completed the program. Most participants were advised to enroll for six semester hours. and 36 onginally
registered tor six or more semester hours. However, 20 of the 36 students eventually withdrew from one
J-credit-hour course. Stedents were required to obtain permission from the project director to withdraw
from a class. and both che director and counsclor advised students in this regard. They were encouraged
to obtain additional tutoring and to conference with the course professor before withdrawing from a class.
Most who withdrew from a course were overwhelmed by the amount of homework assigned and the tast-
paced course scheduling that characterizes summer school.
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A foltow-up questionnaire inguired about participants” intention to continue their college carcer, O the
36 who responded. 100% indicated that they plannced to continue their college career. That indication
is, perhaps. the most significant aspect of this project. It would appear that, given the proper introduction
te college tife on a tour-vear campus, students who traditionathy do not go to college or who do not pro-
zress bevond the commumity junior colfege tevel, will complete requirements for a degree when provided
the proper mtroduction,

The average GPA for the 48 participants was 2,53 based on g 4.0 sqale. Eight of the 48 participants com-
muted from Dallas and 30 resided on canipus. Commuting students” average GPA was 2,43 while resident
students’ mnverage GPA was 2,35, Community junior college transter students, with an average GRA of
2,75, did sugnificantdy better than their hugh school graduate counterparts whose average GPA was 2017,
Franster students were clearlh more nuture as 4 group than were the high school graduates, and age slone
nuv have accounted for the GPA ditference. One high school graduate was 17, one was 19 and the re-
marmng fitteen were 18, The voungest transter student was 19, but the oldest was 47, 'FThe average age
of all transter students was 23,5, Fourteen students made an .\ inat least one course. but three tailed a course,

Insights Gained

To assess part of the effectiveness of the program, the seaft conducted a project assessment session
i estigate pereeived areas of strength and weakness, A questionnaire was also developed and mailed to
cach participant. Fhirtyv-aix of the 48 students responded to the questionnaire. The following statements
represent judgments of both students and staft,

1. In the participants” opinion. the program was a success. Thirty of the 36 respondents indicated that
capectations were met or exceceded.

2. Fhe most enjovable aspects of the program, according to the participants. were meeting people and
the classes taken. 'Those responses would seem to confirm that the goals of the project o provide
1 successtul transter mto a major four-vear institution were accomplished.

3. 'Fhe weakest component of the program was the social aspect because project tunds could not be ex-

pended on social activities. Although staft personnel provided group outings to events such as the Ramses
Exhibit in Pallas and a Fourth of July parey at their personal expensae, other social acuvities were needed.
tt is through this socializing that students form studvy groups, find roommates. develop lasting friend-
ships. establish a strong group identity, and learn to provide emotional support. This component cannot
be underestmated and should by no means be accorded less importance.

4. Coursework during summer school is a very fast-paced experience for most students. However, 34
particpants thought their classes very beneficial and only two did not think thev bencfited from the
cyperience. Students were epcouraged to register for six semester hours, Of those whe did. many
find the ngorous reading and vutside assignments to be overw helming, Although 26 students enrolled
for six or more semester hours, only six completed both courses. Based on these results, it is recom-
mended that participanes” academic records be closely scrutinized and only those with eveepuional
academic aptitude be advised to enroll for six semester hours during a summer session.

"

The study skills workshop offered in two-hour blocks on Fridav mornings was perceived as helptul
by onh one-half the respondents. e may be that the negative responses were due more to the schedul-
ing of the workshop than the content itself. The mere academically prepared students indicated the
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workshops beneficial, while those who dropped courses and made below average course grades con-
sidered study skills unnecessary. The same tendency seen with study skills applied to the tutoring
sessions. Again. the higher achieving students found the sessions more helpful and the students who
stood to gain most from the experience found tutoring less helpful. Even though some students, the
high school graduates in particular, knew that they were achieving below average in class, they con-
tnued to see studv skitls as irrelevant to their success.

6. Living in a school dormitory was a new experience for most. if not all, participants. Most respondents
rated living on campus as 3 positive experience. but six found the conditions to be poor. This percep-
tion might be attributed to the lack of a strong social component at the very beginning of the program.
Of the six commuting students. five thought that their school performance could have improved 1t
rhey had fived on campus,

~3
.

I'he most important consideration of the program was whether project participants obtain an
undergraduate degree and state teacher certification. Twenryv-five reported that they would continue
their education at UNT, while 11 indicated their education woula be continued at another institution.
It should be noted that 100" of the respundents were enrolled in une tnstitution or another in the
succeeding fall semester of 1989, That response indicates that the summer bridge experience strength-
ened their commtment toward college completion and teacher certification.

The Next Step

“This is the only known experience where community/junior college students considering the teaching pro-
fession have been bridged into a four-vear institution. Although there were problems, as usually found
in anv new adventure, the overall results were deemed successful, [t seems the next logical step is to tund
a similar program. and fund it for more than one vear. With the experience gained from this program and
the experience accrued from many vears work with high school bridge programs siich as Upward Bound.
this institution could fine tune such a program in one or two additional yvears and make it an exemplary
model for teacher education programs throughout the nation. Minority teachers are desperately needed
in public schools. and many community/junior colleges in the Dallas:Fort Worth area have 2 high concen-
tration of minority students. Stetewide, only about 15% of those students ever matriculate to a four-year
institution (Rendon. 1989). It would appear that the percentage rate of actual transfers could be increased
to better match the transfer aspirations that range from 40% to 87% through a support program similar
to this one. Those two-vear institutions that offer introduction to education classes (usually a one-hour
credit course) should be targeted for recruitment. A model bridge program for community junior college
transfer students could be financed by four-vear institutions for a rather modest cost.

Recommendations

In order to enhance the preparation of an ethnicallv-diverse teaching force in Texas. the following recom-
mendations are intended for colleges of education in their efforts to develop and implement strategies for
ateracting an ethnicallv-diverse population into the teaching profession. These ideas are based on the findings
of this project as well as the documented barriers that currently preclude the realization of an ethnically-
diverse teaching force in Texas. The most important policy recommendations to Texas colleges of education
are as follows:

e Assign the problem of low transfer rates as a high priority for both two-vear institutions and colleges
of education.
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* Establish more effective programs jointly with community and junior colleges for sociahizing students
into the teaching profession.

® Provide a minimum of a summer transter/bridge experience for junior/cormmunity college students into

senior institutions that includes financial, scademic. and social support to better ensure a successful
first semester.

® Develop programs through alliances among the public schools. community colleges, and colleges of
education.

® Promote forgivable loan programs for those preparing to teach.
¢ Provide forgivable summer school stipends to students who matriculate in a teacher education program,

® ‘Farget older cthan average. non-traditional two-vear college populations to teaching.
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ADJUNCT CLASS SESSIONS: ASSISTING
ATRISK EDUCATION STUDENTS WITHIN
COURSE CONTEXTS
By Ruth M. Caswell

Texas Woman's Universaty

James R. King

Texas Woman's University

ondav. 4 great diversity of students in teacher education programs i a desirable goal. Unfortunatehy,

arcater diversity also means more under-prepared. prospective teacher educators. Less stringent

admission standards have increased the number of academically weak, poorly prepared college

stadents (ML ell, 1979, These students often lack study skills, pre-college skills, and general
sunt il strateames that underhe academic success.

Intended educanion pujors generalhv have lower Scb fastic Aptitude Fest (SATY scores than other fickds
tGrands . 19S9 Athough SV scores do not predice student success. when combined wich high school
aenes. the ST corrclates (for females) .37 to .63 with measures of academic success (Fincher. 1986),
Thus. students sich the cultural and social dis ersity desirable in teacher education also include nany under-
prepared students who require special assistance to succeed 1in acadenic courses.

\nother potential source of ditficulty for teacher education students and all college freshmen is the Texas
\cademie Skills Program CFASP). TASP requires college students to pass a pre-college skills test before
enrolhng in upper division courses. Prospective teachers represent many ethnie backgrounds. and ethnicity
has decidedis been i tactor affecting performance on these tests (Smith. 1984). Hispanic. Black. and Asian
students have passing races lower than those for Whites (Lindaht & Wholeben, 1985). The low minority
group pass rate is contradictory to the cffort to maintain greater diversity in teacher education. Minority
students, particutarhs prospective teacher educators, will need pre-college skill remediation to suceeed on
the mandated tests, o prerequnite for upper level coursenork.

Considenng the liberal college admission requirements., the frequency of fow SAT scores, and the low
passing rates on the pre-college skill teses. a pervasive and crucial need to provide assistance to education
students s indicated. Fhe term “at-risk”™ is often given to education students who need assistance with
pre-college skhills. Many colleges. if assistance is available, have followed the traditional format of offering
dev elopmental courses. cither through learning centers or departments. These courses generally focus either
on specific pre-college skills that are prerequisite to college study or scudy skills applicable to various courses.
In contrast. the less traditional adjunct class provides remediation within the context of ongomg courses.
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The concept of remediating pre-vollege skill deficiencies within the framework of required courses has
been successfully implemented by several universities (Harding, 1980: King. Stahl & Brozo. 1984; Ross
X Roe. 1986: Smith. 1984). The kevstone of these efforts is paired or adjunct classes integrated within
the required courses. These adjunct classes. or instructional sessions. focus on basic sKills related to the
regular academic courses, address studv skills necessary for general academic survival, and provide social
support for at-risk students. In addition. adjunct classes include two characteristics of successtul learning
impros ement programs (RKeimig, 1983). integration into the academic mainstream and comprehensiveness
of support services. These two features have been shown to improve students’ grade point 2verages and
retention, The adjunct class approach was the focus of the project described here tor remediating pre-
college skill needs of at-risk teacher education students,

Objectives

The on erall goal of this inten ention project was to repudiate the basic skills needs of prospective teachers
within the context of required undergraduate courses. The specitic objectives were:

I identifv at-risk education students in first semester enrollment at Fexas Woman's University CFWU),
2} mprove pre-college skill deficiencies of teacher education students:
3) improve exam performance in required courses; and

4} increase retention of at-risk students in teacher education.

Project Description

"The vear-long inten ention project was designed to provide assistance to teacher education students w ithin
the context of required courses. Three course strands were selected for both freshman and junior transter
students. ‘The course strands were math. English/language arts, and a course that required the application
of reading study skills such as history or learning theory. Introductory courses in math. composition. and
history were selected as targeted courses for freshmen. For junior transfer students, three professtonal
education courses —math methods. language arts methods, and learning theory —that paralicled the content
of the freshman courses were targeted. A learning specialist worked with each strand conducting adjunct
sessions and attending regular classes with the students. In the adjunct sessions, which met outside of
regular cliss time, the focus was on assisting at-risk students with effective study strategies and pre-college
<kill development as they related to course content, The model for this project s shown in Table 1.

Initially. the co-directors identified particular course seetions with participating professors and then con-
tacted department chairs who gave recommendations for the targeted course sections. Professors were
then contacted about participating in the project. The learning specialists (LSs), who had previously been
muatched with a math, language arts. or reading/study skills strand. met with their respective professors.
In collaboration. the LSs and course professors worked out the rudiments for attending classes. informing
students of the project. and attracting volunteers for adjunct sessions. The LSs also identified at-risk students
in cach class by using previously selected predictors [freshmen: high school average thsa). 2.35: 84T,
730 or American College Test (ACT). 161 juniors: grade point average (grade point average), 2.50: SAT.
730 or (ACTT). 16]. The at-risk identification was known only to the LSs and served to encourage students
to volunteer for adjunct sessions., but was never used tor anvthing but data collection. Nor were the wden-
tticd students coerced to participate in the project.
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Prior to implementing the project. the LSs also participated in training for their work with professors and
students. Each LS developed a large repertoire of general study strategies and noted particular prerequisit:
pre-college skills for their respective strands, In addition, the directors and LSs discussed professor and
LS interactions. giving particular attention to personal interaction strategics and noninterference in the
professor's course.

The project was implemented in two phases, phase one and phase two. which corresponded to fall and
spring semesters, respectively, During cach phase, adjunct sessions were held for cach of the six targeted
courses,

Adjunct Sessions

The LSs auended targeted courses beginning with the first dav of class and regularly throughout cach
semester. They took notes, simulating an effective student, but were not required to participate in class
discussions. ‘The adjunct session concept was explained at the second class session (the first class session
was reserved for the professor to introduce the course) with the particular form of introduction left to the
ingenuity of the professor and the LS. Thereafter, students were given repeated opportunities to attend
adjunct sessions on a voluntary basis.

During phase one, the LSs announced adjunct sessions in class, made personal contacts with students
in need, and, when appropriate, professors also reminded students about the assistance available. Adjunct
sessions started the third week of classes and continued throughout the semester.

During phase two, adjunct sessions were started immediately (during the first class week) rather than waiting
until the third week. The LS used the list of identified at-risk students along with the professors’ sugges-
tions as to possible targets for session awendance. Other students who were having difficulty with the course
also awtended volunuarily. Performing poorly on the first fest was a good motivator. Attendance was open
throughout the semester. Student contacts were often made personally (e.g.. a telephone call) with non-
threatening questions such as, "Are vou aware that help is available?™

The content of the adjunct sessions was determined by the LS and student input. Study strategics ap-
propriate to the course had previously been identified by the LS, and student input further helped the
LS to determine the final strategies used. Students also indicated they wanted the course content discussed
along with appropriate strategies. Thus, the adjunct sessions were a meld of study strategies and course
content, & very desirable approach from the student's perspecrive.

Adjunct sessions were initially planned to be scheduled once each week. Actually, there were so many
conflicts in students’ schedules that often two sessions for cach class were held per week. For one course,
students requested two sessions per week, one focusing on strategics and the other a facilitated study group.
In one instance, the LS held a few individual help scssions along with the adjunct session because of schedule
conflicts. An earnest cffort was made by cach LS to meet all of the students who volunteered for help;
many times the LS went “bevond the call of duty™ to meet students.

Results

The results are presented in two sections: (1) at-risk students and (2) program effectiveness. In the first
section, at-risk student identification, participation, and profiles are discussed. Program effectiveness., deter-
mined by looking at exam performance. retention, and adjunct session evaluations. is presented in section two,
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At-Risk Students

In this section. the percentage of students identified as at-risk for cach course is discussed. \exte, the pro-
ieet participation of these wentified students is presented. and lust, three suggested profiles that charactenze
at-risk students are gnen,

Atrisk student identification. At-risk students (ARS) tor the s targeted classes were ienufied by
proviowsiy selected predictors using hsa or GPA and SAT/ACT scores and by teacher or self referral. classified
here as volunteers. Fie volunteer category (ARS + VOL) permitted identification of many students o ho
needed assistance. but who were not identified by the selected predictors. Professors also considered some
students who did not have the requisite pre-college or study skills necessary for acadeniic suceess. s at-
risk for their class. Some students apparently also felt they were at-risk tor a particular course and wanted
to take advantage of the assistance available.

‘The percentages of the class enrollment identified by cither the ARS or ARS + VOL. categon are shown
in Tuble 1. Four of the sin freshman classes had over 3370 aterisk students ¢ 5225). Two of the six classes,
both in mathematics. had 60% or more ARS +VOL students. The pereeniages of ARS or ARS +VOL.
students for the junior classes were much lower, ranging from 49 to 13% for ARS and tfrom 18" to 73"
for ARS +\VOL studenes. During phase two (spring semester) for the math strand. inclusion of the volunteer
students greatdy increased the number of students identified and permitted more students to participate
in the project.

At-rish student participation. The percentages of identified students who elected to be participants (PARD)
or nonparticipants (NONPART) are also shown in Table 1. Fwo conclusions can be drawn trom the par-
ticipation data. First. many students made the decision to be nonparticipants. The program described above
was entirels voluntary for the at-risk students. Though ample opportunities existed to volunteer. several
chose not to da so. Second. the number of students participating in the adjunct sessions increased from
fall to spring semesters (phase one to phase tvok, Apparently. news of the successful assistance program
spread quickly and participation increased in the spring semester. Professors. who had experienced the
benefits of the program for their at-risk students during phase one and encouraged them to participate
during phase two. mav also have been a factor.

\s nuted above. the math strand classes had a high percentage of students participate in the adjunct sessions,
One possible explanation. based on student and learning specialist comments, may have been the high
math anxiety among these students. Several students, many of whom could be classified as returning. felt
underprepared for college math. For some. clapsed time since enrollment in a recent math course was
1 factor: others fele they had not taken the necessary college preparation courses while in high school.
Other unknown factors probably contributed to the students” anxiety. From experience with the program,
the adjunct session students (all female) clearly exhibited high levels of math anxiety.

At-risk student profiles. The identified students generally fit into three profiles. For case of discussion
and typification of the students in cach category. the terms. “lets go.” "ves. . .but.” and "no thanks™ were
selected to represent the three profiles.

The "let’s go” profile represents students clecting to participate in the adjunct sessions. These ARS or
ARS +VOL st fents desired academic success and because they volunteered for the adjunct sessions,
they apparenth aceded assistance to be successtul. Thev lacked one or more of the following: studv skills,
content background. awareness of the magnitude of college tasks, and independence with college academie
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work. For example. i the math sessions, students needed guidance to meerpret abseracthy the COnCCpts
presented concretely in class. In the history sessions. students requested o sessions per week, one with
4 tocus on study sKills required for the course and the second with a focus on application in content (e,
4 gunded study group). These students needed the tvpe of assistanee and guidance offered i the adjunct
sesstons toespenience success and found the sessions motiy ational and helpful.

The "ses .. but” profile represents those students who clected to participate i the adiunct sessions. but
who necded more than one semester to build the pre-college skills required for academic suceess. Conung
from both the ARS and ARS + VOL. identifier categorios. their common charactenstic was i large gap between
therr studs skills and content background and those required for collese success. Many of these students
Meended adpnct sessions throughout the semester but dropped the ollege course before a grading penn
was i etfecr. Several abe mode plans e re-cpeoll the tolloning cemester,

Fhe “no thanks™ profile mctuded students whao declined participation m the adjunct sessions, Maost of these
students were wdentified by the selected predictors: onlhy b few were denttied by professors as probabh
necding assistance tor suceess i the course. Phe learning specthists gave these students ample oppor-
tmties to velunteer through both personal comtaces and announcements m courses. Apparenth . these
stidents did not want to put forth the etfort or spend the ume regured. or they telt the help provaded
m the adiunct sessions was unnecessary . Many stadents dropped the Gorse soon atter their test scores
indicated problems with successtul complevon.

Program Effectivencss

Program ctfectiveness was determined through students” eaam performance. retention of students, and
ddpnct session evaluation. The results for these aspects are discussed in the follwing sections.

\ magor goal of the program was to help the at-risk student to suceced academically . One determmer.
theretore. of program effectiveness was the final course grade. Fable 2 presents the achicyement resudes
tor at-risk students Wenutied. both participanes (PART)Y and nonparticipants (NONPAR'T). tor project
courses. Veademie success for these ar-nsk students was detined as achieving a final grade of A, B, or
(L Unsuccesstul at-risk students recened grades of D or F. The data are based on freshman math and
history chasses and junior math methods classes for fall and spring semesters, an educational foundations
course tor spring semester., and a reading language arts methods course for fall semester.

For the treshman classes, 81%0 of the students in the adjunct sessions achicved scadenic suceess, 4%
withdrew. and 15%a of the students were unsuccesstul. Students who were non-participants in the project
but who were identificd as at-risk had a success rate of 37%. a failure rate of 39%, and a withdrawal rate
of 470, ‘The difference in the success rate between PART and NONPART is 4490, Thus. participation
i the adpunct sessions was beneficial for the freshman at-risk students.

Stirdents who came to the adjunct sessions, but were unsuccesstul. had poor attendance. These students
often attended only a few of the adjunct sessions, usually fewer thar 23% of the sessions offered. Clearly .
attendance at the adjunct sessions was necessary in order for the LS to provide assistance., and the students
had to make this commutment of ume and etfort to recene adjunct session help.

For the junior classes. 953% of the scudents i the adpunct dasses achiey ed academic success and 3" were
unsuccesstul, For the at-nsk students who did not particaipate in the project. 43% were successtul., 37
did not expenence success, and 30% withdrew from the course betore completion. Fifts pereent of the
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students who did not participate and who were having difficutty in the course opted to withdraw rather
than seck assistance. Similar to the freshmen student participants, the participating junior at-risk students
who were unsuccessful had very poor session attendance, fewer than 13% of the sessions offered. For
the juniors, the difference between the success rate for PART and NYONPART was 30%: that is, 50"
more students were successtul when participating in the adjunct sessions. Thus, participation in the ad-
junct sessions was beneficial for the jumor at-risk students.

A second determiner of program effectiv eness was the retention rate for students partcipating in the project.
Retention was based on continuation at ‘'T'WU the following semester: char s, for one scademic vear,
For the semester follow up., students participating in any adjunct session during the fall semester tphase
one) were contacted by telephone to verty eurrent enrollment and ro check on need for further ssistinge,
Enroliment status for students unreachable by telephone was verified by 'TWU registration records. Only
one person from the fall semester participants coutd not be confirmed tor retention. Al others were enrolied
and did not need further study assistance at the tme of contact.

A third determiner of program effectiveness was evaduation of the adjunct sessions. Each semester (phase
one and phase tvob at the end of cach course, the students evaluated their adjunct sessions. The LSs
sumnurized the student evaluations, both written and verbal, and then grouped them into categortes.

Three interrelated categories appeared most often in the student evaluative comments for the adjunct sessions.
The three categories —uscfulness of the sessions, enfargement of study skills repertoire. and transter to
other classes —are discussed together.,

The comment appearing most often was the helpfulness of the adjunct sessions. While commenting the
sessions were beneficial, students reported building or renewing a repertoire of skills and strategies helptul
for success in academic courses. As they were successtul. students gained self confidence about . eir work.
Suceessful application led to wider and independent use of the skills and strategies. and students transferred
application to other coursework. For example. students reported using vocabulary strategies (note cards
and three column approach), underlining or marking, note taking. and mapping in other courses. Some
students reported the LSs showed them how to use strategies when other help sources only recommended
their use. Ocher students discovered text structure in their course texts and used it as a study technique.
Strategies. such as mapping. thae provides a graphie representation of the information, were shared with
other students not attending the sessions.

Note wking sometimes brought two sides of an issue to focus. At times. scudents chimed they did not
need help with study skills. The LSs reported. however. some students were unaware of the underlving
competencies leading to effective use of higher level strategies. such as note taking, outhining, and
summuarizing. These students needed practice with skills such as idenufving important and usimportant
informaiion and fecognizing main ideas and supporting details. Because students were unable to select
the important information from the lecture. they wrote evervthing. As a result. they could not keep pace
with the instructor and failed to construct usable notes. As the LSs presented note taking and involved
the students in guided practice. the underlving competencies needed became apparent and students re-
cognized the value of note taking for academic success.

In general. students attending the study sessions were positive m their attitudes toward the sessions. A
few students had negative attitudes., but these students attended only a few sessions. Successful students.
who were regular session attendees, improved their test scores and connected the o occurrences. They
aained feehings of success which often improved self-confidence as well.
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In conclusion. adjunct sessions provided assistance to at-risk education students within the context of re-
quired courses. Since participation in the sessions was voluntary, some students declined the assistance
offered and chose to be non-participants. Participating students, however, improved their exam scores,
clearly an indication of academic success, and maintained =nrollment at the universiey. At-risk students,
learning specialists. and professors all perceived the adjunct sessions to be beneficial to student success.
Projects which provide help within required course contexts should be considered by college learning
assistince programs.
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AN AFFECTIVE MODEL FOR RECRUITING
MINORITY TEACHER CANDIDATES AT THE IHE
LEVEL: BUILDING THE SUPPORT STRUCTURE

By Irma Guadarrama
Texas Weslevan College

he quality of teaching that takes place in our schools is directly related o the qualies of the

teacher cducation programs in the institutions of higher education (IHEs). Mithough recent inno-

vations in the hiring and training of teachess suggese a different format for training teachers (such

as the alternative certification program), IHEs continue to bear the brunt of the responsibility
for recrviting and preparing teachers. "The need to reexamine the recruitment efforts by IHEs is prompred
by the statstical intormation provided by the state agencey, as well as by the voices of practtioners such
as principals. teachers. and even students, who have stoically expressed their concerns.

These concerns are rooted in the well-documented fact thae there is a critical shortage of teachers, par-
ticularly minonty teachers, who can more effectively reach and teach the grow ing minority student population.
For example, i a 1989 report in the 1990 SSCUS Annual. a survey of teacher placement officers in 48
states found that the ficld that has the highest teacher shortage index is bilingual education with a score
of 4.45 (3 =greatest demand, 1 =least demand). Qverall, the racial ethnic mismatch of teachers and children
varies deross the states, but generally teachers who are white significantly outnumber non-white teachers.
w hile minority student enrollment is steadily increasing, Some states atready have more non-white students
than white students. The Fexas public school population is now 49.72 percent minoriey (Texas Education
Agenecy Research Briefs, 1990),

Substantial empirical data on the ditect consequences of the minority teacher shortage on the education
of students has ver o surface. However. a strong case in favor of providing schools with a curniculum
that retlects che pluratistic nature of our society is commoniyv made by educators concerned with futuristic
issues. ‘The need for more minority teachers in our schools is seldom disputed. Nevertheless, IHEs ofien
lack the innovation and assertiveness to build appropriate inroads tonard an effectuve approach for recruiting
minoritics into teacher education programs. The summary of the recruitment component and the con-
cluding recommendations of a university project presented herein. address the development of 4 viable
maodel that can be replicated on other college campuses.

The affective focus of this model was based on the premise that minorits students have not had adequace
counseling on preparing tor college. either at home or school. Many of these nunoriey students lack substanual

support that includes careful consideration of their perception of themselves within their social and cultural
miticu. To best reach these students, an attempt must be made o relate to their aspirations and their
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social, cultural and economic problems, The goal of the project’s recruitment component was to provide
secondary and post-secondary Hispanic students an opportunity to engage in diafogue and other mean-
ingful activities: and to acquire insight on the importance of going to college and becoming a teacher.

To achieve this goal, a university teacher with a Ph.D. in education. Hispanic and female. a graduace of
one of the target high schools. and a former student of one of the warget junior colleges was selected as
discusston leader. It was proposed that her background experiences and achievements. as well as her in-
terests and sensitiviey toward ninonty student issucs, would have a defimte impact on the target students.
The target populations were high school and junior college Hispanic students. "The time allotted for the
project was siv months. The other staff member involved was a specally hired full-time coordinator, who
was responsible for making contacts with target school staff and arranging times and location of group
discussions. Emphasis was made on providing the Hispanic students wirh college and teacher bound infor-
mation through indiv iduals who served as role models. Fach of these activities is described below in more
derail.

Activity 1: Talking to Students in Their Classrooms

The project coordinator and the university teacher made arrangements with the target schools” principals
and or counsclors, and in some cases with teachers, for talking with the Hispanic students. "The group
Jiscussions were held with students who were usually in: 1) language labs. that provided concentrated
English language study: 2) the correlated language arts block. including extended study in reading and
the language arts for remedial students: and 3) in the case of junior college. the Hispanic and Spanish clubs,

The talks centered around four main points: 1) that education is one of the most important resources af-
fecting the quality of our lives; 2) that a college education can prepare them for a changing society and
make them compettve and productive: 3) that a college education is attainable even for students whoe
have hmited financial resources and average grade point averages: and 4) becoming a teacher is rot only
tulfilling. but also an avenue to help other minority students. The university teacher led the discussions
using an informal, ancedotat sevle. In some classes. the classroom teachers or counselor joined in the discus-
sion, adding to the conversation. The university teacher held approximately 10 group discussions in three
high schools and two junior colleges. Each discussion lasted about an hour,

Some evaluativ e observations were made by the university teacher and the project coordinator that have
a direct bearing on the project’'s implications. First, even though the students seemed very attentive. they
were hesitant to ask specific questions about the process of going to college. i.e.. how to select a college
or university, fill out an application and enroll, etc. bt was indicative of the need for the students to have
more extended sessions on that topic. One hour discussions may onlv serve as an inital introduction that
does not atlow for meaningful communication between students and a discussion leader.

Secondly, the discussions seemed isolated instances of support since the target schools generally did not
make the substantal etforts required to reach and motis ate students. 'The schools that accepted our invitation
to talk to students were for the most part agreeable to the need. However, there was very hittle concerted
effort to carry out other worthwhile activities similar to the project’s group discussions. Finally, whatever
impact the group discussion had on the students may have dissipated since lictle effort was made to follow
up and capitalize on the momentum. This can be corrected if a more comprehensive plan is organized
to involve more students and staff and have the timelines extended. For example. a plan could be designed
in the beginning of the school vear that: 1) identifies student and teacher participants: 2) prepares students
by providing weli-organized information on the procedure for selecting, applving and enrolling in college:
and 3) provides students with accessible resources to prepare for college entrance exams. Such a plan
is already in place in most schools, however, many minority students feel thev are not part of it
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Extra consideration needs to be made by the entire teaching staff to help minority students understand
that earning a college degree is a reality for cach of them. The comprehensive plan would include several
visitations by a university teacher who would serve as a role model and a second major activity described
in the neat secuon.

Activity 2: Inviting Students to the University Campus

Dunng the universitv-led group discussions., the students were invited to attend an informatis ¢, vet, informal
Saturday session at the universicy. The rationale was thae if students participated in meaningful acuvites
on the university campus with individuals who serve as role models. they would acquire relevant intorma-
tion as well as a sense of belonging. A full dav's schedule of activities included presentations by: 1) the
university's admissions counselor, who provided information about applving for financial aid and adnussion,
2) protessors from the education department who talked about what students must tearn to become teachers,
3} currently enrolled university students who talked about what it s fike o atend college. 4) Hispamic
school principals and teachers who spoke on the importance of getting an education and on becoming
a teacher, and 3) university students’ theater groups.

In one of the sessions, a bilingual teacher gave a motivating talk to the students and chen sang and plaved
the guitar. The agenda also included a luncheon and a campus tour. The day finished with a group discus-
sion led by the university teacher. The students expressed their opinions about the dav's acuvities and
asked questions. Four Saturday sessions were scheduled with approximately 135 Hispanic students attending
each session. A teacher from each of the target high schools also attended one of the sessions.

Based on student comments and observations by the university teacher, project coordinator and uthcry
involved in the Saturday sessions. this activity met with partial success. Students enjoved the interaction

with presenters and with the university students, many of wham were Hispanic, and acquired a great deal

of information. However. lack of a follow up decreased the possibility of maintaining the students’ interest

in pursuing a college degree. especially in education. Students became more comfortable in the universiey

setting as the dav progressed and the interaction increased. Their questions at the end of the dav were
more specific and focused than the student questions at the target schools. "The only high school teacher
who participated offered transportation to some of his students. His presence and help was a kev factor
in his student’s positive actitudes towards participating in the Saturday event.

T'he six month project was brief but substantial in providing valuable insights into minornity teacher recruit-
ment issues and alternatives to the traditional methods of recruitment. The following list offers suggestions
for implementing a project such as the one described in this paper.

1)y University and target schools must develop a comprehensive, multiple-vear plan in which collaboration
will take place. Commitment must be established by both parties with high degrees of agreement on
important goals and objectives.

2y A contact person must be identified on cach campus. Communication lines should be kept open by
holding formal and informal meetings on pertinent topics.

3) Since it 1s unlikelv that the same university teacher may be regularly exempt from a full-time load
it is suggested that other university minority teachers take turns making campus visits on a rotating
basis. ‘This mav require more than one university to participate because of the low numbers of univ ersity
teachers who are minorities A consortium of universities willing to participate and share this respon-
sibility is highlv recommended.

n
~4

61



4) Personal contact is the kev to motivating students in this model. Therefore, participants should adopt
working principals that use the affective focus. Using role models who are familiar and sensitive to
the minority students’ concerns and who can interact with them in meaningful ways is essential.

In conclusion, the most important outcome of this brief project is the revelation that very few resources
are necessary to implement an alternative recruitment plan for minority teacher candidates. What is essential
and invaluable. however. is the commitment and concerted effort by key individuals at the public school
and IHE levels. Establishing a working relationship between schools and IHESs. setting goals, and allocating
existing resources builds a solid support structure and creates a brighter future for minority teacher can-
didates, and benefits all students.
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THE DEVELOPMENT OF TEXAS ACADEMIC
SKILLS PROGRAM TESTS IN MAINTAINING
ETHNIC DIVERSITY AT THE UNIVERSITY OF
TEXAS AT EL PASO

By Herbert K. Heger

The University of Texas at El Paso

Jon M. Engelhardt
The University of Texas at El Paso

his paper reports on the development of mathematics tests designed to predict: 1) student success
on the mathematics sub-test of the Texas Academic Skills Program (TASP), and 2) student
readiness for college level mathematics. This project was funded by the Texas Education Agency
under an ECIA grant for “attracting and retaining quality candidates in teacher education” and
is 3 dwect descendent of several earlier testing efforts by The University of Texas at El Paso (UTEP)
faculty (Heger & Salinger, 1985).

‘The University of Texas at El Paso serves an ethnically-diverse city on the United States-Mexican border.
University enroliment is more than 50% Hispanic and Hispanic enrollment in teacher education is even
higher. Consequently, UTEP has been very successful in preparing an ethnically-diverse teaching force.

The problem for UTEP faculty has been how to maintain this strong record of equal opportunity in the
face of testing mandates. given the fact that minority students tend to score lower on tests than white/anglo
candidates. ‘This fact led to the development of a testingradvising program for the 1984 Texas implemen-
tation of the Pre-Professional Skills Test (PPST). a basic skills entrance test for teacher candidates (Heger
& Salinger. 1985).

In the 1984 effort. prospective teachers were given locally developed predictor tests of reading and
mathematics and were advised on how to prepare for the PPST. This effort successfully avoided a decline
in minority teacher candidate enroliment (Heger & Salinger. 1983). Research with the UTEP predictor
tests confirmed that minority students would not score as well as white students. More importantly, the
rescarch verified the view that too many college students from all ethnic groups lacked basic skills (Heger
& Burns. 1988).

By the time the T'exas Higher Education Coordinating Board adopted the Texas Academic Skills Program
(I'ASP) (Texas Legislature, 1987; Alpert et al.. 1989), the UTEP faculty and administration were ready
to adopt a campus wide strategy of developmental diagnosis and instruction. An Academic Development
Center was established and. with the assistance of a grant from the [BM Corporation. a computer assisted
instruction network was installed.



The project reported here involved the development and initial validation of a mathematics predictor test.
in several forms, for use in advising high school, community college. and university students for TASP
preparation in advance of the need to take the actval test. It was hoped that the test could also serve
as a college level mathematics placement test.

The product of this project could be vsed as a minority teacher candidate recruiting tool. It could be used
by high school counselors to encourage promising sophomores and juniors to take more mathematics. These
tests would also help adult students who mav have forgotten their mathematics or who may have never
taken mathematics bevond Algebra 1.

The mathematics section of the TASP was seen by UTEP faculty as the hardest aspect of the 'TASP
because of the intention to assess readiness for college algebra. This represented an increase in standards
from the stated cighth grade level of the PPST, (Educational Testing Service, 1982) at a time when many
entering college students still lacked a full college preparatory mathematics background. This concern was
validated by an initial 74% campus wide mathematics failure rate at UTEP (Office of Institutional Studies.
Fall, 1989),

Participants in this development project included Dr. Ralph Ligouri. Dr. Richard Burns, Dr. Simon Bernau,
several educators from focal high schools and the El Paso Community College, as well as the authors.

Some Observations \bout Testing and the TASI

From a curriculum planning perspective. there are at least four testing functions:

1. assessing present competence:
2. predicung future performance:
3. student placement: and

4. disgnosing mstructional needs.

In other words, the staft of anv academic development service generally needs to use predictor, placement,
and diagnostic tests according to the demands of the situation.

Conceptually. tests such as the well-known Texas high school exit test. the Texas Educational Assessment
of Minimum Skills test (TEAMS) and the PPST are minimum competency tests. That is, the standards
of the test are not supposed to be set by a norm group. Rather, these tests aim to determine whether
specific skills do or do not exist on a minimum level.

Similarly, the 'TASP is a competency test. although it requires more advanced skills than eicher the TEAMS
or the PPST. The TASP minimum competency level is defined as readiness for college level mathematics.
ie.. college algebra. The published specifications (i.e.. competencies) of the TASP mathematics sub-test
suggest items that involve multiple skills. If one ignores the inductive reasoning competency. one finds
at least 63 distinct skill areas covered by the test (National Evaluation Svstems, 1988).

Since the 'TASP test is onlyv 40 items in length. it cannot fully assess cach and every skill. Consequently,
in the opinion of the UTEP project staff. the TASP test could only aspire to be predictively valid. In
other words, the TASP would not be able to assess a candidate’s present skills nor would it be uscful
for diagnostic purposes.
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From the university potnt of view. it would be helpful if the 'TASE were also a placement test. i.¢.. produce
enough detailed knowledge of performance to permit actual class placement. This, unfortunately, would
not be possible within the limitations of the TASP specification list and the 40-item test length. A place-
ment test would require additional test development.

Test Development Procedures

T'he TASP specifications were rewritten by project staft into 64 sub-skills. A pool of 290 items was written
to fit these sub-skills. This pool was reduced by project staff to 1530 items through a process of criticism
and rewriting. Pilot forms of the predictor tests were developed: Forms CL DL EC and F. Inorder to con-
tinue carlier basic skills research and to assist with temporary validation, several items were included from
older tests developed to predict success on the mathematics subset of the PPST (Burns, 19855.

Piloc test forms C. DL E. and F were administzecd 0 10 croups of hich schont, community college. and
university students during the late spring and early summer of 1989, Although the actual TASP is not
timed. these new UTEP tests were intended for use in conventional school settings. "Fypicallv. a de facto
time limit of 30 minutes exists in such advisory situations. Hence. both the pilot tests and final tests were
designed to be given in a period of 50 to 60 minutes. The total number of usable test scores obtamned
was 760. Demographic data on the students were collected and used as part of the data analvsis,

In the end. four forms of the final product were developed: Forms H. J. L. and M. Forms 1. and M are
confidential U'TEP campus editions. All forms contain only validated items and clones of validated items.
Forms H and | are predictor tests that parallel the structure of the TASP and are available for use by
high schools. community colleges, and other institutions free of charge.

Forms L and M are dual purpose tests. ‘They are intended to predict TASP passage and permit appropriate
student placement in developmental mathematics or college algebra. This was accomplished by reducing
the number of ‘TASP coded items to 36. This permitted an increase in items related to college algebra
course prerequisites. Of course, some of the 36 TASP related items may serve a dual purposce in this regard.

Recommended cutoff scores were established to place students in Math 3010, 3011, and College Algebra
on Forms L and M and to predict TASP passage on Forms H and J. These scores must be considered
tenrative until an adequate pool of subjects takes the UTEP tests and subsequently takes the actual TASP test.

Cutoff scores for the new tests were aimed at estimating the odds of a parucular student passing the
mathematics section of the TASP. The process developed for Form A of the Burns test in 1983 and ex-
tended to Form B was utilized (Heger, 1986). In addition. for the new tests, the process was extended
to iten-bv-item correlation of performance with previously collected data on items assessing the same skills
as collected during cartier PPST research (Heger. 1989).

It is interesting to note that the derived score for placement in college algebra is higher than the score
that predicts success on TASP, challenging the notion that TASP competencies were sufficient for entrance
to college algebra. Of course. policies and procedures regarding the use of these tests are the responsibility
of the UTEP Academic Development Center and Mathematics Department.

The Dream: Computer Adaptive Testing

An important part of the UTEP effort regarding the T'ASP requirement is computer adaprive testing (CA'D.
Computer adaptive testing has been interpreted by some. espectally vendors, as merely on-line administration
of tests. Actuallv, CA'T theory involves mucy more,
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With computer adaptive testing, test items are stored in item banks in a pre-validated item tree. much
like files in the tree of a computer hard disk directory. When students take a test, the computer first ad-
ministers a small number of “root” items. Student performance on the first items is matched by the computer
against pre-programmed criteria and subsequent items are selected and administered. Performance on the
second batch of items is assessed and new items are then assigned.

As the student progresses. the computer continues to select and re-select items through a process of suc-
cessive approximation. In theory. this process leads to the identification of the student’s exact performance
level in 4 much smaller number of items than would be required through conventional testing.

As a practical matter. CAT software exists and mathematics test items exist. But an extensive. laborious
amount of validation is required before a diagnostic tree can be established for particular applications.

The optimistic aspiration of the UTEP project was to have CAT operating on campus by fall. 1989. The
CAT software was installed on the Academic Development Center's IBM computer network served by
an AS400 and conventional tests were readied (Micro CAT. 1988). But the time it will take to validate
3 CAT tree is still unknown.

Test Availability

Maintaining ethnic-diversity in the teaching profession requires that special efforts be made to assure that
minority students succeed in all aspects of their education. One available tool for teacher educators and
others as they help minority students with basic skills is The University of Texas at El Paso TASP
Mathematics Predictor Test.

Universities. community colleges. and high schools wishing to advise students on their chances of passing
the mathematics portion of the TASP may use this test at no cost. The test should be especially useful
in advising high school sophomores or juniors on the mathematics course selection. Recommended cutoff
scores are provided along with the tests.
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JUMPING HURDLES: ATTRACTING AND
RETAINING QUALITY CANDIDATES IN
TEACHER EDUCATION

By Laura Bernstein
The University of Texas at Austin
Extension Instruction and Materials Center
Special Projects

ntroduction

In January 1989, The University of Texas at Austin’s Extension Instruction and Materials Comter
(EIMC)-Special Projects was anarded a grant by the Texas Education Ageney for an innovative pilot
project designed to increase the number and quality of candidates for teacher education,

"The design of the U1 Special Project’s program was significantdy different from other 'TEA grants avarded
in this program. The Special Projects’ target group would be primarily made up of high school sophomores,
juniors. and seniors — disproportionately high in minorites—who possessed the innate ability and the con-
tent knowledge to be trained as successful teachers, but who lacked the scademic system skills to cope
with the scries of assessment instruments that determine entry and progress toward certification. ft was
thought that if these students could get over the hurdle of passing standardized tests, they might start
to think about a career in teaching.

EINMC Special Projects was uniquely qualified to develop such a project because. in its refatively short
existence. it has an unparalleled record of achievement in developing traning and materials for test sup-
port and skills development. Special Projects was organized in 1986 initially to develop and produce a
review course for the Texas Examination of Current Administrators and Teachers (FECAT). More than
R6.000 teachers in 388 school districts were trained in 712 workshops using materials developed by
EINMC Special Projects. As a result. a strong network was formed with educators across the state.

Currenthy. Special Projects” primary focus is on conducting research and training on problems related to
education and producing instructional materials for students and teachers. Recent activities include con-
ducting Advanced Academic Training (AAT) and inservice seminars for educators on making a smooth
cransition from the Texas Educational Assessment of Minimum Skills (FEAMS) to Texas Assessmet
of Academic Skills C1"AAS) test: updating Mastering the TEAMS materials to incorporate the new TAAS
objectives: producing Examination for the Certification of Educators in Texas (ExCETY Skills Review
videotapes and workshops: and implementing an innovative summer program to prevent migrant student
dropouts which includes the Skill Building Series part of an enhanced independent fearning courses,
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EIMC/Special Projects Objectives

The objective of the pilot project was to remediate the thinking and testing skills necessary for success
on standardized tests {including TEAMS. Texas Academic Skills Program/Pre-Professional Skills Test
(TASP/PPST), and ExCET] —the series of required assessment instruments that mark the stages of academic
progress tonard certification.

No student should exit the educational svstem of vur state without the required level of competency and
a command of basic skills in reading, writing, and computation. This is a fundamentat goal of educational
reform in Texas, But chis is a svstemic goal. best achieved incrementally throughout the curriculum and
school system.

Individuals who have reached the late or post-secondary level without acquiring basie hteracy and com-
putazion skills are probably nut, in any imatediaee ‘uture, the boest candidates for raning the gualiy of
teaching in Fexas. However, if the students lucking these basic skills are not an appropriate audience tor
teacher training and certification programs. there s another. somewhat related. audience that is indeed
appropriate—students who have attained essential content skills but cannot demonstrate them on stan-
dardized tests,

Many students ac all levels possess good basice skills, even good at the intermediate or advanced level.
These students. however, do not possess them in a testable format. For a variety of reasons. theyv are
unable to applv or displav their skills and abilities tn a testing context.

¢ T'hese students are beset by test anxiety, poor preparation and planning, weak test-taking strategies.
deficient thinking skills: and

® thev fail at task analvsis, problem solving techniques. comprehension skills. analysis and synthesis thinking
skills.

"Thus. the main objective of our proposal was to seek out these particular students and address these problems.

Recruitment of Students

A demographically balanced sample of 1,000 students from three geographic areas (South Texas/Rio Grande
Vallev: greater Houston area: and Central Texas) was sought.

The major requirement for participation in the pilot project was for students to be candidates for the
Spring' Summer administration of the TEAMS, TASP or PPST test. After an initial mailing inviting schools
to participate in the pilot project, the response was underwhelming. We had problems locating the ap-
propriate person to find and work with students in cach school or institution, Those schools. in turn, had
difficuley identifving those students who met our particular needs.

After follow-up mailings and telephone calls, however. we accumulated our diverse sample group of 1.000
sfuad s,

The Effective Test Performance Study Guide

The centerpiece of the pilot project was the production and distribution of a student study guide— The
Effective Test Performance Study Guide. It provided diagnostics. remediation. practice, maintenance. assess-
ment. and evaluation activities. The 300-page guide was formatted for either self-directed or, preterably,
assisted instruction and included the following sections:

66

hi



® Test taking skills and strategies:

® thinking and testing successtully in reading:

® thinking and testing successfully in writing: and
® thinking and testing successfully in mathemuatics.

Training Sessions

To prepare districtischool personnel in cach of the three geographic arcas chosen for the pilot project.
Special Projects staff presented a six-hour training workshop. Each district or institution that enrolled one
or more students was required to send at least one person to be trained. The training sessions, one for
cach geographic region. included orientation to the program’s objectives: review of procedures and logistics
for registering students: data collection and evaluations: and the long-term implications of the pilot program.
vhe curnicolum component of the training session included discussions on effective test-taking skills. and
thinking and resting in reading, writing. and math.

The training sessions were well-attended and the participants feft feeling extremely enthusiastic about the
goals of the project. The Effecmive Test Perfarmame Stucy Guide, and the data analvsis component of the program.

Data Management

After consultation with Guy Manaster, professor of educational psvchology at The University of Texas
at Austin, and Jason Chang, doctoral student in educational psvchologyitechnology. we developed a series
of questionnaires for students to fill out and a database svstem for collecting and analvzing their responses.
The questionnaires were:

® Profile form: This questionnaire solicited biographic and demographic information: academic background:
and testing history, including remediation intervention information. Students were also asked to sign
a release giving UL access to their previous standardized test scores.

® Pre-test questionnaire: Students were asked to complete this form just prior to taking a standardized
test. Information collected from this form included test preparation. prior remediation, test anxiety data,
and reaction wo The Fffecrive Test Performance Study Guide.

® Post-test questionnaire: Post-test data focused on how well the study guide prepared students for specific
parts of the test—reading, writing, and mathematics —and if. because of their use of the study guide.
the test questions and the subject matter covered were what thev anticipated.

® Supervisor's questionnaire: A questionnaire was distributed to school personnel who supervised the par-
ticipating students. This short form asked for their reactions to the study guide and written comments

about the pilot project.

Data Results

‘T'he information collected from the questionnaires was analvzed by Jason Chang of The University of Texas

at Austin. Aside from tabulating the biographical and demographical information, we asked Mr. Chang
to do a statistcal correlation on student’s standardized test scores prior to and after using The Effective
Tost Performance Study Guide. "The following is the result of this data collection and analvsis:
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Profile Data

Fluent in
Grude Level Sex Ethnic Background Native Languages Other Languages
2ua ich graders 59, females 37 Mispanic 344 Enghish 53% fluent in Spanwh
S4n 1ith graders 39 males 11% Caucasian 27" Spamish 187 fluent in French
27" P 2th pgraders 2% no response 294y, Black 14% no response 47% no response
670 collvse students 120 Other
A" o response 2% no responsg

Method Students Used to Prepare for TEAMS or TASP Test

(Respondents were asked to check the various methods they used to prepare for standardized tests. They
could check more than one item.)

56" prepared in the regular classroom
16%0 attended tutorials outside the regular classroom
36% attended special classes
253% had additional special material provided
34% studied on their own
34% studied on th
9% did no special preparation

College Aspirations

51 thought thev would go to college
23%a thought they would probably go to college
5% thought they were unlikely to go to college
11¥% thought they would not go to college
9tn did not respond

Teaching Aspirations

14%s said thev had a strong interest in teaching
9% had 1 moderate interest

13%s thought it was a possibility

11% had a minor interest

43% had no interest

8% did not respond

Studeat Pre-Test Quesucanaire

‘I'he pre-test questionnaire was administered to students. in most cases. just prior to the administration
of the TEAMS test. These statistics are based on 600 respondents. The drop-off in the number of
respondents was due to the simple fact that some schools, despite prodding from Special Projects. did
not return the pre- and post-test questionnaires.
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Studv Habirs

(Students could check more than one item.)

+4% studied alone

59% received instruction during regular classes

14% received individual instruction

19% received instruction during tutorials or counseling sessions.

Effectiveness of Study Guide

41" thought it was verv helpful
45" thought it was somewhat helpful
6%s thought it was not very helpful
S said it made no difference

3"s did not respond

After using the study guide, do vou feel you know how to handle this test?

R4% said ves
1% said no
5% did not respond

Have you previously taken the exit level TEAMS test?
86" said ves

11% said no

3% did not respond

Haze you had any prior TEAMS preparation or remediation prior to taking today's exam?

36% said ves
4(Ma said no
4% did not respond

For those responding ves. what type of preparation?
(More than one item could be checked.)
11% had previously had individual instruction

47% had classroom instruction
19% had tutonals or counseling instruction

What subject area do you consider the most difficult?
63% said math
- 10% said writing
18% said reading
9% did not respond
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How wounld you rate your ability to analyze test problems/questions?

4™ said excellent

44% said good

46"» said fur
3" said poor /
3"a did not respond /

In vour estimation, how well do you manage your study time?

6% said very well
39% said good
44% said fairly well
7% said poorly
4% did not respond

Are vou tense or anxious about taking this test?

20% were very tense

28% were somewhat tense

34% were a lictle tense
14% were not tense at all
4% did not respond

Was the study guide helpful in relieving test anxiety?
23% said verv helpful
39% somewhat helpful
22% a liccle helpful
11" said it made no difference
5% did not resgond

Did you use any other study material in preparing for this test?
56% said ves
40% said no

4% did not respond

Post-test Questionnaire

A total of approximately 337 students responded to the post-test questionnaire. Responses to some ques-
tions had to be disqualified because more than one box was checked.

Did the study guide adequately prepare you for the test?

30% very much

52% somewhat

11% not very much

4% made no difference
4% did not respond
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Based on the use of the study guide, were the questions and subject matter covered in the test what vou expected?
79% ves

17% no
4% did not respond

For math. how heipfil was the guide?
19% said very helpful

37% said helpful

1% said not helpful

13% did not respond”®

tor language arts, hote helpful was the guidef

20% said very helpful
41" said helpful

0% said not helptul
20y did not respond®

For the writing part of the test. how helpful was the guide?
12% said very helpful

33" said helpful

16" said not helpful

38" did not respond®

For overall test-taking skills, was the guide helpful?
23" said very helptul
539% said helpful
8" said not helpful
10% did not respond

Would you recommend continued use of the study gnidel?
64" said ves
16% said no

14% said ves, in conjunction with other study materials
6"» did not respond

Hindsight study habits. .

67% said they would study more next time
27% said they would studv the same

2%, said they would studyv less

4% did not respond

*Not all students took all parts of the exam. Some had to pass onlv math or language arts, not both.
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Supervisors’ Questionnaire

The following data is based on the responses of 20 high school supervisors whe participated in the pilot
project. Some schools returned the pre- and post-test questionnaires but not the supervisor's questionnaire.

Was the study guide helpful to students?
57% said verv helpful
31% said somewhat helpful
10%» said not very helpful
%o said it made no difference

University of Texas. Special Projects staff

73% said the staff was very helpful
21% said somew hat helpful

3% said not very helpful

1?0 did not respond

Based on vour experience, how would you rate the ETP study guide?

47% rated it excellent
47% good

3™ fair

1% did not respond

Would vou use this study guide on a regular basis?

32% said absolutely
31%» probably
5% not likely
5" in conjunction with other study material

How would vou use ETP in the future?
(More than one time could be checked.)

42% would use it in regular classrooms
26% would use it in tutonals

63" would use it in learning centers

63% would use it in one-to-one counseling.

Test Scores Before and After

Special Projects asked Jason Chang to do a statistical vorrelation on test scores before and after the pilot project.

Did Test Scores Improve?

Manv of the schools participating in the program returned their pre- and post-test questionnaires right after
the spring tests were administered but failed to send in the results of those tests when they became available.
This was due mostly to the fact that the May TEAMS scores were not released until after summer vacation
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had started. Manv of the counsclors and teachers participating in the program were off for the summer.
Efforts bv Special Projects (including letters and follow-up telephone calls) to convince schools to send
in the new scores were successful in some cases, but not many.

Follow-up continued when school resumed this fall. We have promises from many of the schools to send
in the Mav test scores of participating students. In the meantime, of the data we have collected, the resules
are as follows:

A median score of the prior test (Test #1) was calculated for each of the schools and then compared with
the median score for the Mayv 1989 test (Test #2). The results are broken down by subject—math and

language arts.

Mean Score Standard Deviation
TEST #1
Math 628.15 30,1499
Languvage Arts 663.38 31.485
TEST 22
Math 678,87 73116
Language Ares 707.55 35.044

It can be extrapolated tfrom the data that the The Effecrive Test Performance Study Guide contributed to the
improvement of participating student’s test scores.

Supervisors’ Comments

Special Projects also asked supervisors participating in the Pilot Project to record their thoughts about
the: studv guide and the project in general. The majority of supervisors found the project and the materials
more than satisfactory. Their comments included:

I feel this studs guide wis effective and came at o good time. Students have said they have enjoved it .
found the guide o be simple and casy to follow.,

Paty Corpus

McAllen High School

Our students were so grateful to receive this extra tool to help them. They all asked me to relav their
thanks. . . fthev] feel it mav make the difference in cheir receiving passing scores.

Elizabeth Walker

I..B.}. High School

The math teacher mentioned that there were too many test taking skills and not enough exercises to teach

the math concepts.
AMary Ellen Kiely
Round Rock High School

f like this study guide; che students also liked the matenal and the way «t is presented.
Wilda Vasques
Bastrop High School
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The only substantial criticism of the pilot project was that there was not ¢nough time for the students
to use the ETP. Thev had only six weeks from the time they received the study guide until the TEAMS test.

Really excellent. but students did not have enough time to use it. . . Book itself is fantastic.
Etaine H. Hatch
Marble Falls High School

Qur big problem was. . .not having the material long enough to use it to maximum benefit.
Patricia Stech
Watler High Schoot

Conclusion

‘I'he analvzed data supported our ariginal objective of helping certain students measure up to their poten-
tial on standardized tests. By using The Etfective Test Performance Study Guide. test scores of students
participating in this pilot project improved. It's just one hurdle they have cleared that eventually might
lead them to choose a career in education.

w17



[mplementation

THE TEACHER CONSERVATION PROJECT:
FIRST YEAR TEACHERS—EVERYBODY'S BUSINESS

By Teddy McDavid
Houston Independent School District
Extcnsion Instruction and Matcrials Center
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ader the direction of General Superintendent Joan Ravmond. the Houston Independent School

District has redesigned its professional development programs to be more responsive to the

diverse necds of all the district's various teacher populations. The district has recognized. however.,

that the most critical need of the overall professional growth and development program must
be o address the retention of first-vear teachers. the group in which teacher attritton 15 greatest.

tn collaboration with the University of Houston. the district field-tested a support and assistance program
for 300 first-vear teachers, pairing them with 300 support teachers during the 1988-89 school vear. Houston
ISD) expanded this universitv-district collaborative program to full pilot status in 1989-90, involving about
700 specially trained support teachers, each paired with a first-vear teacher,

Houston ISI) atso worked with the University of Houston to develop and implement an important sub-
component of this program: the Teacher Conservaticn Project. This project was added to the first-vear
teacher pilot program to provide more intensive assistance and support for new teachers in the district's
critical shortage areas: bilingual/ESL programs. early childhood programs. special education programs, and
for beginning minority teachers throughout Houston 1SD.

About 1.400 first-vear teachers and support teachers have participated in the distriet’s project. Targeted
teachers were those beginning a first vear of teaching. whether prepared by a Texas teacher training in-
stitution or an out-of-state institution. A subset list had been developed of minority teachers. bilingual/ ESL
teachers. early childhood teachers. and special education teachers with no experience as a teacher of record.
Included were akernative certification interns beginning their first vear as classroom teachers—25 with
special education assignments with severely handicapped pupils. 60 in bilingual classrooms., and 24 in ESL
assignments.

T'he support teachers selected had demonstrated superior abilities and competencies as classroom teachers.
Many of those selected had participated as support teachers in the district’s 1988-89 field test. A support
teacher for an alternative certification intern had to achieve Level I Carcer Ladder or better. Level 1
Carcer Ladder teachers were given preference for the other beginning teachers. A “job-alike™ or “same
categony” support teacher. paired for the school vear with each first-year teacher, received a $300 stipend
(funded by the pilot project). Although basically a collaborative relationship, the support teacher served
as team leader in working out this process. Whenever possible. the classrooms of the paired teachers were
conveniently close by, their non-instructional duty time was scheduled at the same period, and their teaching
ideologies were somewhat compatble.



The support teacher was the first-vear teacher’s on-site troubleshooter, preceptor. advocate, and sounding
board. The support teacher provided instructional assistance. peer counseling, and general guidance. By
promoting faculty acceptance of the new teacher. the support teacher brought the neophyie into the teaching
collegiality —a principal factor in maintaining a favorable school climate. By assisting the beginner to focus
on the work to be done. the support teacher served as the first-vear teacher's initial line of defense against
the depression and low morale often associated with the realities of teaching.

The support teacher was also th» beginning teacher's primary source of information on the special
characteristics of the district, the school. the community it serves. and its student population. Working
with the professional development specialist when appropriate. the support teacher served as the first-vear
teacher's haison and facilitator in accessing the resources of other components of the Houston 1SD profes-
sional development infrastructure.

In addition to shared conferencing time and some shared training, support teachers visited in the classrooms
of their first-vear partners each semester during regular teaching hours, and the novice teachers visited
in their support teachers” classrooms. Each observation session included a follow -up conference. The sup-
port teacher provided help and located resources to capitalize on the first-vear teacher's strengths and to
address hisiher weaknesses.

Through these observations and follow-up conferences, the support teacher assisted the novice teacher
in making appropriace instructional decisions. As needed, the new teacher was coached on content prioritics.
interpretation. up-dating, pacing, instruction techniques. and in the content being taught.

About twice monthly, first-vear teachers were scheduled for beginning teacher job-alike cluster meetings
tor an informal sharing of general concerns, experiences, and ideas. Support teachers and professional develop-
ment speciatists served as cluster facilitators. The third and sixth cluster meetings during each semester
featured a panel that included master teachers, district spectalists. supervisors. administrators. and university
staff members. Panel members’ insight dealt directly with the topics. questions. and concerns identitied
bv the first-vear teachers in previous ineetings. Support teacher cluster meetings for peer sharing followed
the same pattern.

Although their primary responsibility was training, the professional development specialists also facilitated
support teacher meetings (both scheduled and upon request). made on-site classroom observations, and
shared in support-teacher conferencing. One specialist was assigned to each of Houston ISDs administrative
districts. A specialist mav have assisted another specialist when needed.

Each specialist maintained a resource bank of books. periodicals, films. videotapes. and other instructional
media dealing with professional development. pedagogy (philosophy and application). and other areas of
interest for the beginning teachers. The specialist served as a limson and facilitator for all staff develop-
ment acuvities involving the support teachers and the novices. and as a resource person to the Teacher
Conservation Subcommittee.

The director of psvchological services designed a wav to interface the districts’ psyvchological/counseling
nemwork with this program. A personal support and assistance program (offered on-site and off-site) providing
psvchological assistance and practical help for the beginning teachers is available because many problems
fall outside the support teacher's domain. The first-vear teacher could privately request assistance, or the
support tcacher could make arrangements through the director of psvchological services, The doctoral
psvchologists, one in each Houston ISD administrative district. worked with the professional develop-
ment specialists. serving in training seegments, cluster meetings. and wich small groups on request.
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The specialists received training about twice eeklyv throughout the schoaol vear. Their training covered
program design. objectives and procedures. and presenting audience-specific workshops (e.g.. for univer-
sities. conferences. district and school administrators), Cross-training enabled them o become truly multidevel,
expanding the know ledge base to encompass other levels. As part of the training. cach protessional deselop-
ment specialist designed a growth plan for developing a speciality.

In preparation for the 1989-90 full pilot vear. the professional development specialists also participated
in six weeks of training during the summer. Every assistant superintendent (or designee) im obved with
any aspect of staff development participated in implementing this training. Further training was planned
tor the summer of 1990,

The director of district-university relations has conducted project-related training sessions for district
superintendents. instructional specialists, and principals. ‘This training integrated the first-vear wacher program
into the cffective schools design.

A traming and support team consisting of professional development specialists. curricutum spectalises, and
district administrators had provided the support teachers with training prior to their assignments with the
first-vear teachers. ‘Fraining topics have included: 1) communication and conferencing skills, 2) obserya-
tion techniques. 3) models of instruction. 4) the teacher's role in addressing the effective school correlates.
and 3} specialized training in the Texas Teacher Appraisal Svstem.

First-vear teachers served by the subcomponent (bilingual ESL.. special education, carly childhood. and
nunority) were ahbso receiving the training provided to all first-vear teachers through cthe pilot program.
Their additional training had been designed to meet specific needs as identificd by information from 1" AS
appraisals. mentor observations, and preservice records.

A support teacher workshop, an orientation workshop, and some of the cluster meetings have been held.
along with other district and campus level workshops. "The first-vear teachers also participated in Houston
ISD)s workshops for new teachers and those for all district teachers. Comprehensive planning focused on
continuity between induction activities and those of other staff development programs.

Specualists planned and implemented at least four scheduled, content-focused. mini-workshops each semester
for support teachers and the bilingual/ESL. spectal education, early childhood. and minority teachers. These
workshops were held after school in the administrative districts. In addition. the professional development
specialists provided classroom demonstrations and consultations on specific problems.

A major workshop was held in November for support teachers on the Effective Schools Model. The agenda
centered on: 1) the implementation of effective schools programs, 2) effective schools correlates relative
to the continuous assessment of students’ learning as 2 major contribution to their academic success. 3)
the learning needs and stvles of diverse student populations (especially minority, ESL/bilingual. spectal
education, and early childhood populations). and 4) innovative approaches. These topics embodied the
etfective school correlates: instructional leadership. instructional focus. teacher behavior. high Lxpectations.
school climate, and measurement.

Houston ISD and the ‘T'exas Cooperative Teacher Center Network hosted a conference on April 28, 1990,
focusing on teacher induction and featuring the Houstor project. In June. the project director and the prin-
cipal investigator, assisted by the Teacher Conservation Subcommittee, conducted an end-of-project
workshop. Houston ISD participants included members of the pilot's project advisory committee, the district's
Professional Developr -at Council, the professional des elopment specialists, support teachers, and first-
vear teachers.
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This workshop focused on: 1) presentations based on the Besr Practices Casebook. ) planning for distribution
of project information. 3) a presentation of the project videotape, and 4) evaluation activities. As profes-
sional development specialists worked with support teachers and support teachers with first-vear teachers.
they prepared and submitted best-practice narratives to the project director. The project director, assisted
by the Teacher Conservation Subcommittee, made the final selection of narratives for the Bese Practices
Casebook 1o be used in the end-of-project workshop.

Assisted by staff development and curriculum admunistrators., professional development specialises had
deseloped 42 draft packets for program use. These packets are research-based and tailored to district needs.
Each packet has been developed sccording o the essentials common to any effective traiming presentation.
Each packet has a prescribed sequential arrangement. accompanving scripts. handouts. and IrINSparency
masters.

Packets developed duning the field test stressed the need for a philosophicat base for support teacher and
tirse-vear teacher training. Many focused on theories relating to the learning needs and stvles of diverse
student populations, especiaily for thuse represented by the project’s special teacher categories. New packets
developed during the pitot vear have fucused on training applications. Those packets. which provide the
structure and tocus for furcher twacher training activities, are being maodified to reflect needed changes
as identified through the specialists” observations and participants’ feedback. The packets sre sclf-contained
units of protessional quality. Careful formatting and appropriate graphics add interest and ensure clarity.

The specialists are also fulfilling their growth abjectives by attending seminars, w orkshops. and conferences
refated to their chosen specialties. Their growth plans culminated in additional training packets. reflecting
therr specralties.

A presentation on the Houston project is being shown over the closed circuit network of school districts
served by Remion IV Education Service Center. A videotape has been made of the pilot vear, centering
on Houston ISIs support network activities, with a special focus on the program for first-vear weachers
in critical arcas. T'his videotape will be shown at participating area school districts and educational institutions.

A Direcrory of University Resourres has been developed by the University of Houston to profile faculty members
who have agreed to share their expertise. Information includes the name. tide, telephone and address of
cach faculty member and their area of expertise: 1) workshop presenters; 2) facilitators for cluster meetings.
and 3) technical assistance.

As workshop packets. the videotape. the casebook, and other instructional materials are developed. thev
are featured in the superintendent’s Buflerin. Copies are made available to the Texas Education Agency
and to overall project management.

A Teacher Conservation Subcommittee periodically reviews the activities of the Teacher Consersation
Project including: 1) the support teachers” program (selection. training and ongoing support). 2) the design
and schedule of training programs for first-vear teachers, 3) schedules for the support and tirst-vear teachers
meetings, 4) the interface of the project activities with district and pilot program activities, 3) the develop-
ment of training packets and other products. 6) the evaluation schedule, and 7) reviews of program
mplementation and expenditures.



The Teacher Conservation Subcommittee. chaired by the project director, includes the University of
Houston's associatc dean and Houston ISDs assistant superintendent for pupil services. director of
psychological services. director of early childhood programs. director of alternative certification. director
of special education program development and coordination, and the director of teacher training. The sub-
committee assists the project director with major events such as the Effective Schools Workshop. Adjunct
subcommittee members who serve in related matrers include university professors, the professional develop-
ment specialists. support teachers. and first-vear teachers (including some who were new teachers last
vear). District curriculum specialists participate as necded.

The professional development specialists are responsible for project activities in Houston's 14 administrative
districts. Each school principal with a first-vear teacher in this project is responsible for the administration
of entry-level teacher program activities on that campus and for providing requested informatien to project
administrators regarding support teacher candidates. The principal is apprised of support team activities
and serves as a resource person to the team, the support teachers and the first-vear teachers.

Dr. W. Robert Houston, the associate dean of the University of Houston's College of Education. has designed
and is conducting a detailed, ongoing evaluation of Houston's first-vear teacher program and this project.
The evaluation includes various approaches designed to increase the knowledge base of effective strategics
for assisting and supporting first-vear teachers. The resulting studies will be the basis for a series of research
re; TS,
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[mplementation

AN ANALYSIS OF SUPPORT TEACHER
INTERVENTION IN A FIRSTYEAR
TEACHER INDUCTION PROIJECT

By Frank Gonzales
Intercultural Development Research Association

This project has made a tremendous difference in my first year of teaching. It has
helped me become more confident because | know I can depend on my support teacher
for help or feedback. Bepire the project began I didn't share much about teaching
or classroom situations. Now, 1 feel okay about asking questions because | know
she wants to help.

he preceding quote came for a first-vear, bilingual education classroom teacher that participated
in a training'research project, Enhancing the Quality and Retention of Minority Teachers and Teachers
in Critical Shortage Arvas, developed by Intercultural Development Research Association in San
Antonio. TX.

Statement of the Problem

"The first vear of teaching is tough. Despite preparation in pedagogy. beginning teachers enter the real
world of teaching and find that the challenges are more complex than thev had ever imagined (Huling-
Austin. 1989). In many instances beginning teachers lose self-confidence, experience extreme stress and
anxiery. and often question their own competence as teachers and as individuals (Hawk, 1984: Hidalgo.
1986-87: & Rvan. A.. Newman. K.. Mager. G.. Applegate. J.. Lasiey. T.. Flora. R.. & Johnston, .. 1980).
"Feachers need help during their first vear of teaching.

One method of assisting beginning teachers throush this most difficult induct.cn period is to pair the beginning
teacher with an experienced teacher. The experienced teacher becomes a coach to the novice teacher.

Design of the Study

‘The project involved 14 campuses in four independent school districts in the San Antonio area from October
1989 to May 1990. Sixey teachers from Edgewood Independent School District. Harlandale Independent
School District. South San Antonio Independent School District. and Somerset Independent School District
(all in Bexar County) participated in the project. '

‘Thirty experienced bilingual education teachers were selected to serve.as support teachers. Their vears
of teaching experience ranged from 3 to 20 vears. The majority of the teachers had from 6 to 15 vears
of teaching experience (see Table 1),
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Table 1

Number of Years in Teaching
1-5 6-10 11-i8 16-20

Number of
Support Teachers 7 11 8 4

Support teachers were paid a stipend of $300 for the duration of the project. They agreed to fulfill the
following roles and responsibilities:
A.  Senve as a role model for the first-vear bilingual education teacher:

e Allow the first-vear bilingval teacher to observe in their classroom:

® coach the first-vear bilingual teacher in proven methodologies:

e demonstrate appropriate teacher-pupil interaction: and

e exemplify a positive attitude toward teaching limited-English-proficient students.

B. Serve as a resource for the first-vear bilingual education teacher:
® Provide information as to the school's policies and procedures;
® share instructional strategies with the first-vear teacher:
¢ share materials with the first-vear teacher: and

® share past experiences in the areas of decision-making.

. Serve as an instructional leader:

» Observe three lessons taught by the first-vear bilingual education teacher and provide constructive
feedback using coaching strategies:

® provide training to the first-vear teacher in the effective schools correlates; and

® provide training to the first-vear teacher on the learning styles of limited-English-proficient students.

School principals for the 14 campuses were asked to match the support teacher to a new bilingual cduca-
tion teacher. The beginning teachers agreed to cooperate with the support teachers and attended four,
one-half dav sharing sessions with their support teacher in November, January. February. and March.
Beginning teachers did not receive stipends. The districts provided release time for all teachers.

Methodology Used in Gathering Data

The support teachers were required to report all coaching interactions with their beginning teachers on
Support Teacher Intervention Forms. The form had sufficient space to write the reason for the intervention,
the outcome. any future plans, and additional concerns the support teacner might have. The support teachers
were asked to initiate one intervention per week with their beginning reacher.
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Between November 1989 and March 1990, a total of 359 interventions were recorded. Most interventions
ranged from 10 to 45 minutes in length. The majority involved about 15 minutes of the support teacher’s
work time.

Analysis of Results

The intervention reports were grouped into 14 catcgories. Table 2 provides a rank order summary of the
interventions reported by the support teachers on the 14 campuses.

Table 2
Number of Percentages

Rank Order and Topic of Intervention Interventions of Interventions
1. Instructional assistance and planning 60 16.7
2. Instruction materials 53 14.8
3. Texas Teacher Appraisal System (TTAS) 45 12.6

observations or evaluations

4. Classroom management decisions 40 13
5. Discipline management decisions 31 8.7
6. Professional advice or assistance 24 6.7
7. Campus or district procedures 20 S.6
8. New teacher anxiety 19 5.2
9. Observation of support teacher 18 5.0
10. Parent conferencing or parent involvement 15 4.2
1t. Testing or grading process 12 33
12. Instructional aides 9 25
13. Texas Education Agency audit/compliance 7 1.9
14. Reporting student progress 6 1.7
Total 359 100

Interpretation of the Results

‘The first three topics, instructional assistance and planning, instructional materials, and the TTAS lesson
cycle, account for almost 44% of the interventions. These three topics are instruction refated. They are
the basis for all the preparation processes that teachers must undergo. Yet they are the areas in which
teachers have che most difficulty.
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Instructional assistance and planning. Support teachers reported providing assistance with developing
instructional objectives. documenting mastery of the essential elements following the lesson cvele, revising
classroom schedules. grouping students for instruction, and reviewing lesson plans. Beginning bilingual
education teachers were often unclear about how to meet the state’s requirements for limited-English-proficient
(LLEP) students. Support teachers helped categorize students, grouped LEP students for primary language
instruction. clarified what was to be taught during ESL instruction, and made suggestions on how to incor-
porate cultural activities into the lessons.

Support teachers also provided assistance to beginning teachers in planning field trips, setting up learning
centers, planning instructional units every two weeks, organizing science fair displays. and organizing computer
assisted instruction. ‘F'he individual attention that each beginning teacher received often clarified misconcep-
tions about the learning process. We all recall that (Gagne (1962) emphasized that learning occurs from
the simple to the complex. from the concrete to the abstract. However. we often overlook the process
itself. One pre-K support teacher reported:

... iy concerned about her children not Knowing their numbers. | explained that if chev don't conserve numbers
and do not understand one-to-one correspondence, they are not readv for numbers. [ suggested mantpulative
and hands-on expernences. | let her borrow some materials to help her.

Often the support teacher put the beginning teacher in contact with the appropriate person on campus:

. . . felt that the computer sottware for third grade was too difficult for her students. [ suggested that she borrow
some programs from a second grade teacher friend of mine. She got the software. and it was better suited
to the necds of her students.

At other times the support teachers helped organize instruction. “\We talked about tyvping the essential elements
mto the umt of study.” "I reviewed her class schedule and shuffled some time slots to ensure that the best
nmee of the dav for tive-vear-olds was used for academic instruction.” . . .'s lesson plans had too much “flutf.”
I helped her write specific objectives and added extension and enrichment activities.” = . . needed help in gerting
the insecure and shy students to participate. My advice was to put those students in a smaller group and allow
more wa-time.”

Within a short period of time. a bonding began to occur. Support teachers began using plural pronouns
in therr interventions: “'The rapport between us is great. We enjov working together. She is picking up
on manv of mv ideas. L too. am getting new ideas from her.” . . .invited mv class to join hers for the
police officer’s visit, The children got to get into the police car and talk on the radio. The officer was
verv good with our children.” "We plan to visit each other's class cach week. We have become close.
and we both share ideas. | think she’s terrific.”

Instructional Material. Beginning teachers possess few or no instructional materials when they enter
teaching. ‘T'he first vears of teaching are an acquisition period. The beginning teacher has to teach a muititude
of concepts with limited equipment or instructional materials.

The support teachers reported assisting their beginning teachers in obtaining records. tapes. games. content
area books. big books. science kits. tilmstrips. prisms. manipulatives, pictures. bulletin board materials.
holidav decorations. scrap carpet. junk for art projects, cultural materials from garage sales and Goodwill
stores, and blocks of scrap wood. Some support teachers personally escorted their beginning teacher to
the district's resource center. book warchouses. and the often overlooked storage areas in their buildings.
One veteran teacher reported: =, . . didn't know how to use the thermofax. In a few short minutes. | opened
up a new world to her.”
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The beginning teachers often taught the support wacher new skills. One interyention stated: *. . . showed
me how to work with papiermache. She is an artist— very talented. We are sharing instead of the situation
being just one-sided. It makes her feel more comfortable.”

‘The teams not only shared ideas and skills. ‘Thev shared instructional matcrials: *HHoaned. . . my magnetic
fishing pole and vocabulary cards.” “I took . . .some Thanksgiving patterns this afternoon. She really ap-
preciated them.” . . .needed more bulletin board miaterials. 1 gave her some of mine. She was ¢lated.”

TTAS observations or evaluations. If the '1°TAS can cause anxiety and raise the blood pressure level
in experienced, confident, and capable teachers. it can be almost devastating to the beginning teacher.
The support teachers realized immediately that the beginning teachers were in need of help. Interventions
submitted in November mentioned TTAS: *I sent. . . some handouts for 'IDomain 1 Presentation of Subject
Matter.” She colored and posted them in her classroom to remind her of the lesson cycle.”

Support teachers also prepared therr teacher for the observation:

.. .requested a mock appraisal. I praised her on the classronm chimate. | suggested she use 2 variety of ac-
tivities, use more praise and related the content of the lesson to prior and future learning. T will help ber with
some learning games. She will do fine!

. . .was a bit nervous about the obsenvation. I made several suggestions on what had to be posted as 1 rule,
what the observer would look for and how she could add decoration o her room.

.. .plans to practice ieinforcement responses.
Support teachers were required to observe three lessons and provide constructive feedback to the beginning
teacher. Some responses were:

The overall lesson was good. . . . needs to watch her time in order to get crednt in all domains, . . . must correct
student behavior on the spot. [ have prepared her not to anticipate too many EQs the first time around —tather
to survive the process and not lose a domain.

I observed her social studies lesson on the three branches of government. “The students wese following well.
I teft her a note telling her how much | enjoved her teaching. Later we discussed the lesson, and | recommended
she hang a mobile with the three branches, She thought it was a great idea. We're becoming closer friends
and enjoy sharing ideas.

Those beginning teachers thar received EQs (exceptional quality) ratings on their observation can give
partial credit to the support teacher for the TLC (tender loving care) with which they were groomed.

The following topics account for more than 37% of the interventions. ‘These ropies require that the be-
ginning teacher make decisions.

Classroom management. Beginning teachers ofwen realize they have a problem with the management of
their classroom, but they may not be able to recognize the problem. This failure to recognize the problem
is no fault of their own. e may be due to lack of expericnce and even fear of being labeled incompetent
if they ask for help. The support teachers often made daily contact with their beginning teachers and were
able to suggest changes in the area of classroom management. Some of the suggestions included:

e ¢stablish a rules, rewards, and penalty svstem:

¢ set up learning centers where students can work independenthy or in small groups;

55 88



® set up a reading table and hbrary circle in low traffic areas:

® set up restroom breaks to minimize interruptions:

e take children to breakfast before instruction starts:

® implement magic circle:

® assign peer ttors;

® organize children’s folders:

e interact with students using global phrases rather than direct phrases:
e develop other activities rather than ditto sheets:

e rearrange the classroom; and

® change the seating arrangement periodically.

Often the support teacher would spot a problem area and would suggest a solution: ". . . has students by
academic ability. 1 suggested she group a high student with a low student and use a peer [ULOring Process-
ing.” “Students were having difficulty with creative writing due to poor spelling skills. Thev wanted. . .to
spell every word for them. I gave her a picture dictionary. She ran off copies for her students.”

Discipline management. The beginning teacher usually is assigned to teach the lowest ability group at
thzt grade level. ‘They also may receive students with learning disabilities, behavior problems. or emotional
problems. Beginning bilingual education teachers often find that in addition to having all the LEP students
at a particular grade level. they also have some or all of the above. The bilingual education classroom
often becomes a dumping ground for students that experienced teachers would rather not teach. One sup-
port teacher observed this occurring with her beginning teacher and came to her rescue.

. . . has discipline problems with six students that are more than one vear below grade leyvel. We had a grade-
level meeting and decided that the three experienced third grade teachers would exchange an on-grade-level
student for one of her below-grade-level students at the end of the first grading period. [ personalhy checked
folders of her students to ensure that they were of average or better ability. . . felt much better after she had
sent half of her discipline problems to other teachers.

Other support teachers reported interventions about insubordinate student behavior. students who steal
items in the classroom. students who fabricate lies and bully students. Many support teachers gave the
same advice: “1 suggested that. . . document discipline incidences with each problem child to use for a
conference with parents, the principals. and the counselor.”

Others guided the beginning teachers in setting up point systems for good behavior, ticket systems or
Ram dollar (school mascot) svstems to buy items from the school store or weekly prize drawings for good
behavior. One male support teacher reported: “when the student becomes uncontrollable, all. . .has to
do is walk across the hall. I keep the student in my room where he completes his work or until he decides
he can control his behavior.”

Teamwork had its advantages. Many of the teams worked together to resolve discipline problems.
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Professional advisor or assistance. Once beginning teachers reatized thev had a confidant. they asked
for advice on many tupics;

... 18 concerned about the Examination for the Certfication of Educators in Texas (EaCET) test. | suggested
she talk to others on campis who have taken it and reterred her to L.

s concerned about having to take the College Level Exammauon Program (CLEP) test in mathenrics
for alternative certitication. I got the personpel office 1o make arrangements tor a1 tutor.

. . . had & philosophical difference and a personalty contlict with an experienced bilinguat teacher. 'The expenienced
teacher wanted to boss the new teacher. | reassured. . thae her opinion was valued and that she was doing
an excellent job of teaching.

.. .wants te change to a higher grade level, She is concerned that she will be assigned again to a grade she
doesn’t want because she s low man on the totem pole. [ suggested she express her desire to change to the
principal so that she will be considered for an upper giade should one pecome availabie,

... has five reading groups, and | suggested she eliminate to of them. | gave her some artcles on learning
stvles and high expectations,

Support teachers also provided current articles for research papers, shared professional articles and books,
informed their beginning teacher about workshops and seminars, and encouraged the beginning teacher
to enroll in graduate programs.

Campus or district procedures. Support twachers know the established modus operandi on a campus or
district. Beginning teachers must learn the method of operation quicklyv in order to survive. Intervention
forms reported thar beginning teachers were provided with: 1) district flow charts and policy booklets t1at
explain discipline forms and districe forms, clarify the school movie policy and teacher presence at requred
functions: 2} information about filling out instructional goals and self appraisal forms: 3) explanations for
time and treatment guidelines for bilingual education and English as a Second Language: 4) idenufving
LEP students: 3) assessing language skills in Spanish and English: and 6) sharing grade book proced.ares
and lesson plan documentation.

A kindergarten suppeort teacher reported:

The children in the morning group are having difficuley arriving to school at 7:45 a.m. to start the morniag
session. Some of them come late, and they don't ear breakfast because they don't have time to go to the cafetera
before coming to class. Consequently, they are sleepy, hungry, and thev seem to be hay ing problems adjusung
to the dailv routing. | suggested that the teacher mde conld go and pick up milk and some tvpe of snack from
the cafeteria and try to feed these kids. We will have o talk to our principal and the cafeteria manager tv see
if this Kind ot approach wall be possible.

A pre-Kindergarten teacher reported:

All schools 1n the district are competing to get students to sign a pledge that thev wall stas in school and do
ther homework. .. osigned tor her students, Since this s not the approsed process, I made extra copes so
that ¢ach student could wign.

The support teachers probably saved the beginning teachers untold embarrassment and humiliaton during
the project period.
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New teacher anxiety. Some areas of concern expressed by the beginning teachers were: the low academic
progress of their class as a whole: the negative attitude of fellow teachers toward bilingual education: the
health conditions of some children (physically direy. wearing filthy clothing); the dishonesty of students:
the lack of parental involvement; the amount of paperwork required by the system; and having to deal
with problems that are not school related. A parent had been reported as negligent and accused the teacher
of having reported him to the social worker. The parent threatened the teacher. Another parent under
arrestraiming order tried to pick up his child from school. The principal intervened.

The role of the support teacher can best be summarized by the comment of one participant: "I realized
that. . . really appreciates it when | greet her. Sometimes simply waving at her while she is in class seems
to bring a sense of reassurance and uplifts her self-confidence.” The remaining topics account for onh
1870 of the intenentions,

Observation of support teacher. The beginning teacher had to observe the support teacher's classroom
on a regular basis. The following accounts are samples of those observations:

...came to myv room to vhserve. She saw me do both whole group and small group instruction. We met for
feedback. She liked the wav T utilized my aide for smult group instruction. Before the observation she was
unsure of how to manage her centers and direct teaching tme.

.. ovisited my mathematics class for 20 minutes. She noticed | was using cooperative learning.

Parent conferencing/parent involvement. The support teachers reported that they assisted their beginning
teachers in PTA programs. Texas Public School Week activities. parent conferences, telephone calls to
parents. home visits, parent volunteers in the classroom. parent involvement workshops, and Admission,
Review and Dismissal (ARD) meetngs.

Testing and grading process. In addition to testing for language proficieney and administering Texas Fduca-
tional Assessment of Minimum Skills Tests (TEAMS) and standardized achievement tests, support teachers
reported assisting with administering tests for gifted and talented. and Public Education Information Manage-
ment System (PEIMS).

Instruction aides. Instructional aides can often be more hindrance than help to the beginning teache:.
Teacher aides require training. Support teachers often provided that training:

.. .1s struggling with having to train her new teacher aide who doesn’t have any teaching experience. Her aide
is not able to stav after class to help set up the classroom for the next dav or te do lesson planning. The lack
of training becomes a conflict of working against each other. The aide sometimes sets up a negative tone in
the clissroom when she talks to children. This highlights negative behavior instead of the positve.

.. .wanted to know the dutics of our bilingual zide. | explained what she could do and will trv to get a memo
stating the aides duties for the bilingual program.

Texas Education Agency/compliance. Several schoels had 'TEA audit or compliance visits. Support teachers
prepared their beginning teacher for those visits: . . .is concerned about the Language Proficiency Ad-
visory Committee (LPAC) placement of two Spanish dominant students. | assured her they were placed
properly.” “The upcoming audit has. . . feeling very nervous. We discussed things that she should have
ready for it.” "We reviewed questions that TEA might ask during the audit.” "We reviewed the campus
improvement plan briefly for the audit.” "We met to correlate the lesson plans. the grade book and cur-
riculum guides in preparation for the audit.”

J1
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Reporting student progress. Support teachers offered guidance as grading periods approached: “The end
of the six weeks is approaching. I checked with. . .and everything was turned in. All codes were posted
in their grade book. | showed. . .how I was doing my averaging and getting my grades ready. This made
things a little smoother for ki, Il check on her later concerning her grade cards.”

Summary

"The intervention topics c.n be grouped into three areas: instructional, decision-making, and operational.
Table 3 provides a summary of the interventions in those categories.

Table 3
Area of Assistance Percentage of Interventions
Instructional (Topics 1-3) 4.1
Decision-making (Topics 4-8) 37.3
Operational (Topics 9-14) 18.6
Referencss

Gagne, R M. (1962). Article acquisition of knowledge. Prwvhological Review, 69, 355-356.

Hawk, P.P. (1984). Making a difference: Reflections and thoughts of a firse-year teacher. Greenville, NC: North Carolina
Universicy.

Hidalgo, F. (1986-1987). The evolving concerns of first-year junior high school teachers in difficult settings: Three
case studies. Artion in Teacher Eecducation, 8, 75-79.

Huling-Austin, Leslie. et al. (1989). Assisning the beginning teacher. Reston, VA: Association of Teacher Educators.
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Directory

PROJECT DIRECTORS—1987-1988

STRENGTHENING THE QUALITY oF CANDIDATES IN TE ACHER EDUCATION
ECIA, Chapter 2—Teacher Training

Our Lady of the Lake L oiversity Southwest Texas State University
Sister Fugenia Ann Stell, Ed.D. Dr. Leslie Huling-Austin, Dircctor
411 SW 24¢th Sereet LBJ Institute for the Improvement of
San Antonio. Texas 78285 Teaching and Learning
512/433-6711 SWTSU Station—Box 1002
San Marcos, Texas 78666

North Texas State University §12/245-3076
Dr. Gloria Contreras, Professor of

Secondary Education Texas Woman's University
P.O. Box 13407 Dr. Ruth M. Caswell, Director
Denton, Texas 76203 Learning Center and Asst. Professor.,
817/565-2826 Curricufum and Instruction

P.Q). Box 23925, 'TWLU' Station
Denton, Texas 76204
817/898-2045

PRoJECT DIRECTORS—1988-1989

ATTRACTING AND RETAINING QUALITY CANDIDATES IN TEACHER EDUCATION
ECIA, Chapter 2—Teacher Training

Edinburg CISD Texas Woman's University
Dr. Eva G. Laurel, Curriculum Director for Dr. Ruth M. Caswell
At-Risk Programs Associate Professor, Curriculum
101 North 8th Box 23029, 'TWU
Edinburg, Texas 78540 Denton, Fexas 76204
512/383-0731 Ext. 269 817/898-2045
Extension Instruction & Materials Center University of Houston
The University of Texas at Austin Dr. W, Robert Houston
Dr. Kathryn Allen, Director Associate Dean for Academic Affairs
P.O. Box 7218 4100 Cathoun
Austin, Texas 78713-7218 Houston, Texas 77204-2163
512/471-7716 713/749-3412
Region 10 ESC The University of Texas ac El Paso
Sandy Maddox, Dircctor for Dr. Jun M. Engleharde
Instructional Services 500 W. University Avenue
P.O. Box 831300 El Paso, T'exas 79968
Richardson, Texas 75083-1300 915/747-5572

214/231-6301

Texas Weslevan College

Dr. Irma N. Guadarrama, Project Director
P.O. Box 50010

Fort Worth, Texas 76105

817/531-4441 91 .('3



PROJECT DIRECTORS-1989-1990 and 1990-1991
ENHANCING THE QUALITY AND RETENTION OF MINORITY TEACHERS AND
TEACHERS IN CRITICAL SHORTAGE AREAS-ESEA, Chapter 2—Teacher Training

Edinburg CISD

Dr. Elva G. Laurel. Curriculum irector
P.O. Drawer 990

Edinburg, Texas 78340

512/383-0731 Ext. 269

FAX: 381-1522

Houston Independent Schoot District
Pr. Teddy McDavid

3830 Richraond Avenue

Houston. Texas 77027-3838
713/892-6300

FAX: 892-7510

Intercultural Development Research Association (HDRA)
Dr. Frank Goneales. Education Speciahist

5R35 Callahan Road. 2350

San Antonio. Texas 78228

512 '684-8180

FAX: 684-3389

Intercultural Development Research Assaciation (IDRA)
Ohverall Project Manager’Evaluator

Dr. Aurelio Montemavor

38335 Cailahan Road. #3530

San Antonio. Texas 78228

512 684-8180

FAX: 684-3389

Laredo State Unnersity

[)x. Romeo j. Romero
Visiting Asat. Professor

1 West End Washington Street
Laredo. Tevas 78040
512/722-8001 Ext. 463

FAX: 726-3405

NOTE: Further information regardinz the eleven projects on student recruitment and retention and the nine projects

Region 10 Educational Service Center
Ms. Manhn Price. Consultant
Instructional Services

P.O. Box 831300

300 E. Spring Vatlev Road
Richardson. Texas 75083-1300

(213) 231 6301

FAX: 231-3642

University of North Texas
Dr. Gloria Contreras

Box 13407

Denton. Texas 76203
817/365-2827

FAX: 563-4423

The University of Texas at £l Paso

\Mrs. Birdie Avant, Director Student Teaching

College of Education
500 West University
El Paso, Texas 79968
915/747-3217

FAX: 747-5111

Ysleta Independent School District

Alicia Parra, Seaff Development Director
Margarita Calderon. Asst. Project Director
Staff Development Department

9600 Sims

El Paso. Texas 79925

FAN: 395-5723

on teacher recruitment and retention mav be obtained from the Texas Education Agency's project manager:

Evangeling Gah dn Cuéltar
Educational Program Director
Division of Teacher Education

Texas Education Agency
170t North Congress Avenue

Austin. Texas 78701

512/463-9327

FAX: 43-9838
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ERIC

Aruitoxt provided by Eic:

Compliance Statement

TITLE VL CIVIL RIGHTS ACT OF 196+4; THE MODIFIED COURT ORDER, CIVIL. ACTION
3281, FEDERAL DISTRICT COURT, EASTERN DISTRICT OF TEXAS. TYLER DIVISION

Resiens of focal educstion agenaes pertaimmy 1o complunce with e VEC il Rights et ot 1964 and with speaitic requnremenss
of the Modified Coure Order, Civil Acton Noo 3281, Federal Phatics Court, Eastern Prserict of Tesas, Taler Deosion are con-
ducted pernmdicaliv: by atatf reprosentatnes of the Fosas Fducation Aeency. Phese teviens cover at Teast the followina polioes
ind practices

ch o scceptamee poicies o5 stdcht TEAsICrs [l Gaher solaonn Jistinots,
t2r operanion of school bus routes ar runs on a4 pon-serrerates? Dise:
£ nondisermunation i entrcurnoular activioes and the use of sohool tachines:

4 nondscnminators practices m the inng. asssezning, promatng. pavmg. demoning, reasssgming, of dismesmy of ticoin
and staff members who work withe childsen:

t3)  enrollment and assignment of students without discnninaton on the Dasn of race color, of natianda: ongm:
th) nondiscriminatorny practices relating to the use of g stedent's st linguage: and
(7% evadence of pubhished procedures tor heanmg complonts and gnesanees.

In sudition to conductmg resiens, the Teaas Education Agency statt sepresentaines check complangs of dscrmmnatin muade
by g atizen or citizens residing i g school distract where it s alicged disc nmamators practices hane oceurred or dre occurning

Where a viobition of Taie Vot the Cinod Rights Vet tound, the tindings are teported ta the Otfice tor Cinal Raghes, U8, Bepait-
ment ot Educauon,

It there o 2 direct violauon of the Court Order in Ciod Aciion No. 3281 that cannot be deared through negotidtion. the sanctions
reequired by the Coure Order are apphied.

TITLE VIL CIVIL. RIGHTS ACT OF 196+4; EXECUTIVE ORDERS 11246 AND 11375; TITLE
IX, 1973 EDUCATION AMENDMENTS: REHABILITATION ACT OF 1973 A% AMENDED: 1974
AMENDMENTS TO THE WAGE-HOUR LAW EXPANDING THE AGE DISCRIMINATION N
EMPLOYMENT ACT OF 1967: AND VIETNAM ERA VETERANS READJUSTMENT
ASSISTANCE ACT OF 1972 AS AMENDED IN 1974,

It s the policy of the Texas Educaton Agenay o comply tulls with the nondiscrimination provisions ot all federal and state v
and regutattons by assunng that no person shalt be excluded trom consideration tor recrgment, selection. sppointment. tramg,
promotion, retention, or any other personned action. of be denied any benchits or partcipation m any programs or scosties whach
it eperdtes on the grounds of race. cehigion, color. natienal sresn. sex, bandieap. sge, or veteran status feveept where age, sen.
or handicap constitute a bona tide occupational ualificaten necessans to proper and etficient admmstrationy. The Tesas Educa-
non Agency makes positne etforts to emphn and aduance s cmplovment all protedted groups.
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