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TheTEJSGis a peerreviewed, scholarly journal that, starting with the Fall 2009 Issue,
will include articles based on thematic strands. Articles sent tbEA8Cfor publication
consideration must adhere to the followingdelines:

1). Articles must be applicable to a particular strand of the Journal.

2). Submissions should be no longer than 3000 words in length.

3). TheTEJSCiollows the American Psychological Association standards for publishing
guidelines.

4). Articles should be submitted to the editor as an attachment in Word format. Each
article will be sent for peer review after the submission deadline has passed.

5). To be considered for the 2009 Issue, all articles must be submitted by June 30, 2010.

Strand for the Fall 2010ssue

Accreditation and Policy
Administration
Assessment
Current Issues in Education
Teaching and Learning across the Curriculum
Technology

The Teacher Education Journal of South Carolins now accepting applications for
peer reviews for the journal. Please email Dr. Chris Burkett for an application.

Send articles and requests to become a peer reviewer to:
Dr. Chris Burkett
1301 Columbia College Drive
Columbia, SC 29203
chrisburket@columbiasc.edu
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Edi tordos Not e

Welcome to the Fall 2009 issoéthe Teacher Education Journal of South Carolina

ATeacher Education in a Time of Changeo is t
Association of Teacherdticators Annual Fall Conferendecan also apply to this issue

of the journal. As teacher educet in South Carolina, we have all been asked to do more

with less. The articlem this issuellustrate how South Carolina's teacher educdtaxe

risento the challenge and continually produce world class teacher candidetesove

into classrooms atmd the country and change lives. In this time of economic hardship

and change, | feel we have all found that we can adapt through innovation and

perseverancawo traditional hallmarks of the teaching profession.

Starting with this issue you may noti¢et the journal has moved from one single theme

to providing different thematic strands. The strands are Accreditation and Policy,
Administration, Assessment, Current Issues in Education, Teaching and Learning across
the Curriculum, and Technology. Thege is that the use of strands will diversify the
journal and its contentsy allowing more authors to present their research and views.

For this issue of the journal, | wish to thank all of the authors who submitted their work
for consideration, as wedls all the peer reviewers who volunteered their time to read
submissions and provide insightful comments. | would also like to thank the SCATE and
SCACTE Executive Committees for their continued support, especially SCATE
PresidentElect, Dr. Jeff Priesand SCACTE President, Dr. Cindy JohnSaylor.

Lastly, thank you to Dr. Lienne Medford for assisting in having the journal copied and to
Mr. Ritch Brandon for his generous service in the format and layout of this issue. Please
consider submitting an acte for the 2010 issue or becoming a peer reviewer.

Information on the submission criteria, as well as how to become a peavees

located on page 4. Theurnal can also be accessed through the SCATE website
(www.scateonline.org

Again, thank ya to all members of SCATE and SCACTE, as well as all others who work

in teacher preparation acrossourstategi n t hi s fAti me of changeo c
students into excellent teachers.

All the best,

Christopher Burkefted.D.

Editor
Columbia Cdlege
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Current Issues in Education

Diverse Pathways in Teacher Preparation:

South Carolina Technical to 4year College Teacher Certification Initiative

Stephen L. Thompson
Jane F. Zenger
University of South Carolina

Abstract
Developing technical to-gear college teacher certifation pathways has the potential to
help alleviate South Carolina teacher shortages, especially in rural and high poverty
settings. This article describes one such partnership, Diverse Pathways in Teacher
Preparation, and provides rationale for expandsimilar partnerships across South
Carolina. Recommendations for implementation are included, beginning with creation of
course articulation agreements for education majors between institutions. In addition,
this article describes other support systems adexlich as specialized advisements, on
site mentoring, support for course development, and expansion of clinical field
experiences for technical college students. To this point tveggity South Carolina
institutions responded to a call for expansionhi$ imodel, providing evidence of
widespread interest in the development of such pathways.

Introduction

Nationally, public schools are striving to employ a highly qualified Pt8K
teaching force that is diverse and demographically similar to studengfpops. In
many regions of the country teacher shortages have compounded the challenge of trying
to establish diversity in the teaching force (McNulty and Brown, 208Bhough
commonly portrayed as a widespread problem, evidence suggests teaclageshand
primarily limited to certain states, districts, and schootni@ittee for Economic
Development, 2007 Communities most likely to be impacted by teacher shortages serve
minority, low-income, and/or lowperforming students3uarino, Santibanez, dbaley,

2006) which are predominantly found in central urban and rural small town aisseasb(
2007)

In spite of current economic factors reducing the number of unfilled teaching
positions, South Carolina still faces a pending teacher shortage.nevesit decade
projections indicate South Carolina will face a shortage of approximately 40,000 teachers
(South Carolina Department of Education, 2007). Currently, most vacancies occur in
schools serving minority, lomncome, and/or lowperforming studentsaand are in
Acritical needso areas of math, science,
situation is exacerbated in areas of high poverty where students are much more likely
than those in low poverty schools to have a teacher who is not cdrtifteel subject(s)
he or she is teachin@é&wchuk2008 Ingersoll, 2008) While the demand for teachers
continues, especially in critical need areas, the teacher attrition rate in poor schools is
roughly 50% higher than in wealthier onédliance for Exellent Education, 2005)

From a financial perspective, teacher shortages and attrition are conservatively estimated
to cost South Carolina ov80 million dollars annually2005)
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In addition to the problem of attracting and retaining highly qualified
teachers, South Carolina struggles to create a teaching force that resembles the population
of students served. For example, the South Carolitd@ Ktudent population is roughly
45% minority. At the same time only a little more than 17% df&KSouth Carotia
teachers are minorities (South Carolina Center for Educator Recruitment, Retention, and
AdvancementCERRA], 205). This trend continues as approximately 20% of new
teacher hires in South Carolina since 2004 have been minority candidates (CERRA,
2008, even though extensive efforts to recruit and retain minority teacher candidates
have been implemented.

An Informed Solution

Currently,South Carolinaloes not have a statewide community college system.
At the same time the existing technical college syssadesigned t@reparestudents for
a specific set of careers through Associate Degrees in those aredsfémgand
Toddler CareHealth Sciences, Business, Industrial Technology, and Information
Technology). Outside of the technical colleges fa&i in this article,tsidents planning
to transfer to a4ear campus in teacher educationgegerallyadvised to pursue the
Arts and Sciences Associate Degree that unfortundteipt match the studies
completed by freshmen and sophomore educationreajdour year campuses. Thus
moststudentsn South Carolinavho transfer to a-4ear campus from the technical
college lack prerequisites famior and senior year coursewarkteacher education
Theymustoftenadd an additional semester or moredmeteacher certificatiof.he
omission of teacher education course work at technical colleges is a major hurdle in the
expansion of recruitment and retention of viable teacher candidates in South Carolina,
particularly minority teacher candidates.

Post ®condary minoritystudents in South Carolina are most likely to begin their
college careers at a technical colle§eyth Carolina Commission on Higher Education,
2006) Many technical colleges in South Carolina are predominantly located in central
urbanand small town rural areas: the same regions most impacted by teacher shortages.
Although data on initial job location of graduates from South Carolina technical colleges
are not available, data on technical and community college graduates from otlser state
reveal that over 85% accepted initial jobs within their major discipline and within their
home state (Anton, Lubov and Associates, Inc, 2003is Community College Board,
2004 New Hampshire Community Technical College Syst&@97) Further these
graduates were most likely (over 60%) to accept their first job after graduation within the
region where they graduated from technical or community college.

Although little research has been conducted on where beginning teachers seek and
accept their firsteaching positions, the existing data is encouraging. A 2005 study
revealed that over a foyear period, beginning teachers in New York State were most
likely to take their first public school teaching job within 15 miles of the address they
listed uporgraduation from high scho@oyd, Lankford, Loeb, Wyckoff2005) This
including those in critical need fields such as science and math, regardless of whether
they began a program of study at-aP4-year college. These graduates also tended to
search ér teaching positions in familiar geographic regions or in school districts similar
in nature to the KL2 school districts they attended.
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This preference for geographic proximity and familigrityconjunction with the
technical college entrance agrhduatedata previously discussed, point to technical
colleges as a potential remedy that could ease the teacher shortage in our state. Many
technical college studentisil from the verycommunitiesnost in need. As a result, they
are better positioned to uastand the local contexts and cultural norms than teachers
from unfamiliar or distant areaBdyd, et al., 2005)This leads one to askow do we
recruit and train individuals from the pest, mostsolated area® become teachens
those same commui@s?

Diverse Pathways in Teacher Preparation

The University of South Carolina (USC) and the College of Charleston, in
collaboration with their local technical colleges (Orangeburg Calhoun, Midlands, and
Trident respectivel yicaltollpe &r cc elalt eged etge danlaé
certification programs. These partnerships, supported by a federal grant titled Diverse
Pathways in Teacher Preparation, allow education majors to begin a program of study at
technical colleges and then seamlessly tramsferan education program at their local 4
year college as juniors. By most accounts, these partnerships have been successful. The
number of students taking education courses offered through partnership technical
colleges increased from zero (0) in 2004ver 140 in 20080ickenson, Gilmore,
Galande& Bennett,2008).These numbers includeourses offered at both the technical
colleges as well as crogsstitutional courses offered at partneyefar colleges. Further,
Dickenson et alound that the numbef technical college students transferring to
teacher education programs at USC increased since the Diverse Pathways Project was
implemented (see Figure 1).

Figure 1: Semester of Transfer by Academic Year
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1. Spring 2009 sdent transfer data not available at time of publication
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Additionally, Dickenson et alound the number of technical college students who
matriculated and graduated from teacher education programs increased significantly since
project inception. For examgl 15 students who transferred from technical colleges
graduated from teacher education programs at USC duringZili& and approximately
20 are scheduled to graduate during 20089. Similar trends were evident in the other
regional partnership asso@dtwith the Diverse Pathways Project (the College of
Charleston and Trident Technical College).

In an effort to support the development of similar partnerships across the state
Diverse Pathways staff and representatives from the Office of the State Sarukm of
Education initiated the Diverse Pathways in Teacher Preparation Seed Grant Program
(Seed Grant). The Seed Grant program provided support for technicalyaad ebllege
faculty interested in developing plans for similar regional teacher cattdn
partnerships across South Carolina. As a result of this effort, plans were developed for
nine new regional teacher certification partnerships (defined as any combination of 4
year and technical colleges within a similar geographic region).

These nie additional teacher certification pathways, in conjunction with those
already established, would allow students from most geographic regions of the state to
pursue teacher certification within their local communities. Specific information for all
eleventeacher certification partnerships is provided in Table 1.

Table 1: Regional technical tey®ar college artnerships

Institutional Partners Programs Targeted for Articulation

1. Coastal Carolina Early Chilchood, Elementary, Middle Grades, and Special
University Education

Horry-Georgetown Technical
College

2. Coker College Early Childhood, Elementary, Middle Grades, and Secondat
Northeastern Technical
College

3. College of Charleston Early Childhood, Elementary, Middle Gresl Secondary,
Trident Technical College Special, and Physical Education

4. Francis Marion Early Childhood
University
Florence Darlington Technica
College

Northeastern Technical
College

Williamsburg Technical
College

Pee Dee Education Center

5. Lander University Early Childhood, Elementary, and Special Education
Piedmont Techigal College

6. Newberry College Early Childhood
Midlands Technical College
Piedmont Technical College

7.USC Aiken Early Childhood, Elementary
Aiken Technical College
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8. USC Beaufort Early Childhood
Technical @llege of the
Lowcountry
9. USC Columbia Early Childhood, Elementary, Middle Grades, and
Midlands Technical College Secondary
Orangeburg/Calhoun Technical
College
10.USC Upstate Early Childhood, Middle Grades, and Special Educatior
Greenville Technical College
Spartanburg Community Cotie
11 Winthrop University Early Childhood, Elementary, Special Education, and
York Technical College Physical Education
Action Plan

The creation of regional technical teydar college teacher itiication pathways
will require effort and investment. In the following sections actions to be completed, as
well as systems that must be created in order to recruit, retain, and advance students into
the teaching profession through this pathway, areribesl. These recommendations are
informed by previous work in this arena as well as related literature.

Articulation Agreements

Articulation agreements describe how the courses technical college students
complete will transfer into an education degreagpam at 4year colleges. The creation
of such agreements is labor intensive and requires regelitaion to ensure
curricular integrity and alignment. In the Diverse Pathways Project, technicayaat 4
college faculty from a geographic region dped articulation agreements for various
education degree programs, outlining necessary freshmen/sophomore coursework and
related experiences to be completed at the technical college sites. These agreements also
documented requirements for technicalegpd education majors wishing to enter an
education program at partnershiydar colleges as juniors.

Course Development

Although some general education courses are already offered at technical
colleges, most courses specific to given education degogegpns generally are not
available at these sites. Further, technical college faculty may or may not+i&ve K
teaching experience or formal training in relevant pedagogy. Thus, in some cases offering
education courses at technical colleges will requikrieal college faculty to develop
knowledge of k12 pedagogy (teaching strategies, practices, and theories). Commonality
of course objectives as well as development of coursework and key assignments, are also
issues that need attention.

One strategy toehl with these issues involves providing support so that technical
college faculty members can audit education courses atytbar4ollege prior to their
teaching equivalent courses at the technical college. Throughout the semester faculty
from both insitutions also meet to work through related planning, instruction, and
assessment issues. A second strategy involves offeringinstisstional courses to
students at both the technical angedr colleges. Both of these options are consistent
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with the Dverse Pathways model, which promotes regional deeis@king related to
degree program courses offered to partner technical college education majors.

Course Establishment

Experience indicates that support for initial and early course offerings must be
provided to ensure continuity and growth of the overall degree program. When courses
are not offered or eliminated because of low initial enrollment, growth of the program is
delayed or it does not occur at all. Support for faculty teaching courses withrstizl
enrollments must be ensured.

In many cases, establishing education coursework at technical colleges also
requires an investment in materials and resources that are not typically available at these
sites. Examples include a collection of childbesmn | i t er at ur e, mat h mani p
educational software just to name a few. Education majors at technical colleges must
have access to the same type and quality of materials as are available to education majors
at 4year colleges.

In situations wherehe 4year and technical colleges are not in close geographic
proximity, new clinical field experience sites may also need to be developed. These sites
are K-12 schools where education majors complete early practicum and field experiences.
To provide optimm learning opportunities, university faculty work along side teachers
in these sites to develop and implement appropriate experiences. This requires support for
such things as meetings to review curriculum, visits to identify appropriate clinical sites,
aswell as training of clinical supervisors and coaching teachers.

Professional Entree

In the Diverse Pathways Project student recruitment was supported to a large
extent by CERRA. Their Teacher Cadet Program has a history of success as a teacher
recruitment program, providing an introductory teacher education course and field
experience to high school juniors and seniors to enable them to explore teaching as a
career. CERRAGs more recent efforts to devel
Educators Assaation (FEA) provide similar types of education experiences outside of a
formal course setting.

High schools which support an ethos of collggéng by means of high academic
expectations and collegweparatory curricula are more effective at focusingestti
ambitions on higher education (McDonough, 1997). High academic expectations of
teacher education candidates are established and high school students are exposed to an
education focused college preparatory curriculum through FEA and Teacher Cadet
organzations. Some FEA events, such as the annual conference bring high school
students onto a college campus to take part in edueaiated career exploration.
Exposure to the college environment and teachétated careers at this decisioraking
juncture increases the likelihood that greater numbers of minority students will enter
college to pursue teaching careers.

At the technical college level advising and support systems must focus student
ambitions on degree completion at thgedr college. Studémare more likely to
successfully transfer from a technical tgelr college if they attended a technical
college with experienced advisors and a system for promoting transfer (Handel, 2007). In
our partnerships, Professional Learning Communities (Pe€igded to create just such
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an atmosphere were established. Through the PLC, transfer students, faculty mentors,

academic advisors, inductigrear teachers, and teacimentors came together to

support the development of the teacher candidates. Typioatiastincluded monthly

professional development sessions, service learning opportunities in education, and

participation in an annual statewide professional conference designed specifically for this

population. Through the PLC additional types of neexggport were also identified,

monitoring and advising of candidates occurred, and tutorial assistance was provided.
Programs which invite students to become engaged with their new institution and

academic advisor prior to application and/or admission khge/n great promise

(Thurmond, 2007). In the Diverse Pathways model, high school teacher candidates begin

to interact with their new institutions through the annual FEA conference. CERRA staff

plan the event while PLC members host, act as session presantéinteract with the

high school students. At the college level the PLC further supports this process, providing

opportunities for technical college students to interact with faculty and students from the

4-year institutions they will transfer into prito admission. In this way students are able

to build collegial relationships with peers, mentors, and advisors prior to admission.

Academic Advisement

Academic Advisement is a key factor in the success of students transferring from
community and techoal colleges into 4/ear universities (Handel, 2007; Thurmond,
2007; Wynn, 2008). High levels of attention to advisement, as well as knowledgeable
advisors, equate to greater numbers of students successfully completing degree objectives
and transitioningnto related careers. Training of academic advisors at both institutions
needs to occur and coordination between institutions becomes an essential component of
such a pathway. In order to provide technical college education majors the most accurate
acadent advisement, annual reviews and revisions of articulation agreements must also
be conducted.

The literature on community and technical college transfer students emphasizes
the importance of counseling, tutoring, and mentoring systems specifically fefietran
students (Wynn, 2008). Further, high levels of interaction between university staff/faculty
and transfer students is encouraged as a way to better identify and meet the needs of this
group of students (Handel, 2007). Across this body of literaturgetelopment of new
and innovative programs to support this student group is stressed and connecting students
to university staff/faculty prior to admission is accentuated.

Summary

This document describes the creation of regional technicayeadcollge
teacher certification pathways in South Carolina. The planning involved with creating
such pathways is one of the most labor intensive aspects of such an initiative. This article
highlights that the bulk of the needed planning has already been completed

Beyond the establishment of articulation agreements a human component is
argued for. Much of the literature discussed in this document stresses the importance of
high levels of student support not only in the area of academic advisement, but also
mentoing, career guidance, and professional development beyond traditional transition
periods. The authors of this article advocate that CERRA is uniquely qualified to play a
leadership role in this aspect of such an initiative.
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Creation of a statewide technii¢a 4-year college teacher certification pathway
has the potential to positively impact teacher shortages in central urban and rural small
town areas. Because South Carolina is a state disproportionally impacted by teacher
shortages and attrition, creagisuch a system could provide a significant positive impact
in many of our poorest communitiest the same time this initiative would help to
alleviate the huge discrepancy between the demographics of our student and teacher
populations.

From an economiperspective, such an initiative holds the potential to provide
significant return on investment. This benefit would be sustained and create the

possibility of a positive cascading effect o

communities. Perhaps mostportantly, it would ensure opetcess to careers in

education for all/l South Carolinaés citizens.
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and as an administratasrflarge partnership grants gives her special insight into using

collaboration to help meet the needs of students, teachers and teacher educators across the

state. She was also the project evaluator for the SC Department of Education Virtual

School for Adit Education statewide pilot. During the summer of 2009, Zenger taught

classes and conductedservice programs in inner city and rural schools in Zambia,

Africa.
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The Pedagogical Implications ofSchool Choice Initiatives in South Carolina

A. Scott Herlerson
Furman University

Abstract
School choice theory (SCT) is an important component of contemporary discussions
about educational reform. For the past several years, South Carolina lawmakers have
attempted to enact legislation basedS@T principles. fiese attempts, albeit
unsuccessfulllustrate recurring concerns and suggest a need for teacher preparation
programs to address more fully the pedagogical implications of school choice initiatives.

Introduction

Funding for public schools has been a cofiteis issue throughout American
history. Debates have often focused on whether taxes should be levied and/or increased to
support public education and, if so, how these revenues should be apportioned within and
among school districts (Pulliam & van Paite006; Wong, 1999).

Some educational reformers, commentators, and elected officials suggest that
current funding schemes should be based on the tenets of school choice theory (SCT).
Friedman (1955) was among the first proponents of SCT. He positedvibiatizer
system would provide parents with expanded choices in their role as consumers of
educational services. SCT supporters then and now have argued that these expanded
choices would create competitive pressures that would force all schools to improve,
which would promote gains in student achievement (Levin, 2001).

The purpose of the following examination is not to determine whether SCT
accomplishes its objectives; indeed, investigations of this question have provided
ambiguous finding$Buddin & Zimmer,2005; Carr & Ritter, 2007)nstead, this analysis
seeks to identify some of the underlying concerns that have prompted recent school
choice initiatives in South Carolina. Two concerns that have been predominant are the
need for increased parental contweér education and the inability of students from low
sociaeconomic groups to leave ungegrforming/failing schools. Teacher education
programs are not directly involved in shaping policies in gk¢aeither of these
concernsBut bestpractice imperates suggest that teacher education programs should
prepare prospective teachers to address the pedagogical issukbydisese school
choice concerns

Recent School Choice Initiatives

Like most children throughout the United States, students in &aurtilina face
limited choies in the schools they atterdthough the number of charter and magnet
schools has increased modestly over the past déaaudwhile the proportion of home
schooled students has remained steady at approximate2y/d.5nost Sout Carolina
students must attend schools for whtishy are geographically zonethe costs of
private schools, both secular and religious, are beyond the economic means of many
South Carolina families.

Efforts to broaden optenlavesiominatedretente st at e 0
educational discourse in South Carolina. In January of 2005 several House members
introduced the South Carolina Put Parents in Charge Act. Although it was ultimately
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defeated, Put Parents in Charge was consistent with goaldaaetithy SCT supporters.
It sought to (a)estore parental control of education, ifbprove public school
performance, and (c) expand educational opportunities for children of families in poverty.
Put Parents in Charge would have made tax credits avat@plarents who

incurred costs associated with enrolling their children in public schools outside of their
attendance districts; sent their children to
schooled their children. Tax credits were also authorizeohdfividuals or corporations
making donations to neprofit organizations that provide nebdsed scholarships.

Lawmakers introduced a similar proposal, the South Carolina Educational
Opportunity Scholarship Act, in February2d07. Although it was nanactedits
supporters hoped to (a) put parents in charg
parents who resideaif] in unsatisfactory schools, (c) assist parents who have special
needs children, (d) expand educational opportunities for childriamidlies in poverty,
(e) restore parental input in education, and (f) improve public school performance. The
bill would have provided Aschol arshipso (vou
school if they were zondditla nagtot eomde .a Miobreeloovw
credits would have been available to parents who home schooled their children or sent
them to an independent school. Unlike Put Parents in Charge, the Educational
Opportunity Scholarship Act would have established a Rural Sahivastructure Fund
to make loans to failing schools, urban or rural, for capital improvement projects.
Individuals and corporations could qualify for tax credits by contributing to this fund.

Building on previous efforts, lawmakers introduced additischabot
choice legislation in March of 2009. The South Carolina Educational Opportunity Act
(EOA), which did not contain any provisions explicitly stating its purposes, authorized

tax credits for all South Carolinians who filed a state tax returnangpaid t of a chi | c
school tuition. Tax credits were-piphsed on a
expenditure, with amounts ranging from 100%

special needs students, 75% for students who were zoned to dttriska tor fAbel ow
aver ageo0 508&oHooall btiser studentsl The EOA also provided tax credits of
up to $1,000 for parents who home schooled their children. Furthermore, the bill made
children from families whose incomes were 200% below ttiertd poverty level
eligible for tuition scholarships, though no funding was provided for these scholarships.
Individual and corporate tax credits were authorized for contributions to student
scholarship organizations, which were defined asprofit organizations that use 90%
of their annual revenues for scholarships.
Though the EOA was not enacted, its provisions illustrate continuing
support for SCT in South Carolina. The EOA, like its predecessor bills, assumed that
there is a need to provide parewith more control over the educational choices they
make for their children. For proponents of SCT, increased parental controhralidy
on the ability to use public funds (either in the form of vouchers or tax credits) to help
defray some or all of thcosts associated with educating children at home or at any
public or private school.
The EOAOG6s support er shased asgaments. Theyy zed cert ai
contended that poor, working, and even most midtiies families lack the financial
resources tehoose among a variety of schools, especially private ones. Children from
these families are compelled to attend the public schools assigned to them, regardless of
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the school 6s rating. The remedy pdentsf fered by
with the ability to transfer fronunsatisfactory schools by giving their parents tax credits.
Students whose parents did not earn enough t
have been eligible for scholarships, which SCT suppdntgped would materializé i
lawmakers enacted the EOA.

Although previous attempts to enact school choice legislation in South
Carolina have provoked arguments over accountability and church/state separation, the
EOA elicited debates primarily over fiscal consequences. Supponigtg]ing South
Carolina State Treasurer Converse Chellis (2009), maintained that the EOA would ease
the taxpayersd burden by reducing the amount
analysis undertaken by former Director of the South Carolina DeparoghBetvenue
Burnet Maybank 1ll, Chellis claimed that South Carolina would save $5.4 million during
it first year of implementation (tax credits would be offset by a reduction in theupdr
allocations provided to school districts by the state). ThehSatolina Board of
Economic Advisors (2009), in a separate anal
Writing for the Board, Chief Economist William Gillespie calculated that the cost of tax
credits would exceed savings by more than $16 million darihge f i r st year of t
operations; by 2022014 that figure would balloon to almost $128 million (Smith,
2009). This debate, while important from a fiscal perspective, shifted attention away from
some of the key educationalrazerns that SCT highligadl

SCT and South Carolinads Teacher Prepa

As this review of recent legislative initiatives indicates, SCT supporters seek to
increase parental control/involvement in education and to expand educational
opportunities for lav- and middleincome familiesRegardless of whether SCT
supporters are successful in introducing and enacting subsequent legislation, their general
concerns (as noted above) are consistent with the principles articulated by the American
Association of Colleges for Teacheducation (AACTE), the National Council for
Accreditation of Teacher Education (NCATE), and the Interstate New Teacher
Assessment and Support Consortium (NTASC). Current South Carolina Superintendent
of Education Jim Rex has attempted to address sorhesd# toncerns by establishing an
Office of Public School Choice, which includes singender initiatives.

As part of their adherence to the principles advanced by AACTE, NCATE, and
NTASC, Sout h Ceaducation pnogrérs shbudaresksame otthe
pedagogicatoncerns that animate SCT supporters, even if it is not possible or
appropriate for them to play a direct role in policy advocacy. @dasoccur in two broad
areas. Teacherandidates should be able to incorporate strategies that proaretegd
involvement in schools and schooling. While such involvement has proven to be an
i mportant component of a studentodsFamcademic
& Chen, 200}, teacher candidates and veteran teachers often feel they thiue atills
and knowledge to effect this goal (Chavkin, 1991; McAfee, 1987). Teacher education
programs are well suited to address these deficiencies, and their commitment to best
practices should impel them to do so.

With respect to expanding educationpportunities, teacher education programs
can provide valuable assistance to failing or usBforming schools. A significant
percentage of students in these schools come frorsd@iweconomic backgrounds, and
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they often present challenges that teachrtsadministrators are-équipped to handle
(Books, 2004; Crowe, Connor, Retscher2009; WalkerDalhouse & Risko, 2008). For

this reason, teacher ezhtion programs should contifuend augmeid their efforts to
prepare candidates to implement a wideetgirof teaching methods to enhance learning
outcomes for children who come from adverse financial circumstances. Efforts along
these |ines are already underway at some uni
Center of Excellence to Prepare TeacléiShildren of Bverty being just one example.
Although this will likely not satisfy choice supporters who advocate voucher programs, it
is an appropriate strategyrfteacher education programs that are obligaidelp

improve the quality of educatidor students who do not have the ability to transfer to
higher performing schools.

Conclusion
SCT will remain a problematic issue in South Carolina and throughout the rest of
the country. It is not the respgramsdoi bi |l ity of

oppose or support SCT, but to assist teacher candidates in addressing the pedagogical
issue® such as parental involvement and the need to improve failing séhthas SCT
explidtly and implicitly identifies.
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Perceptions ofRequired Elementary Education Courses for Special Education
Majors

Sharon Sanders, PhD
Paula Schubert, M.Ed
Clemson University

Abstract
Approximately half of the students receiving special education services currently spend
80% of their time in the regait classroom, often with the special education teacher
acting as a cdgeacher. Thaise of inclusion to provide access to the general curriculum
for thesestudents challenges institutions of higher educataevisit the preparation of
future teachers. Ithis article, results are presented from a survey administered to
special education majors by two university instructors. The results of the survey indicated
an apparent lack of understanding of the collaboration required between special
education and gesral education teachers and the role of content standards in this
relationship. One possible option for addressing these misconceptions is for education
majors to have more opportunities for field experiences. Another option is for university
general and gecial educators to model a collaborative relationship during university
coursework to better prepare all teachers for working in inclusiassroors.

In 1970, before enactment of the Individuals with Disabilities Education Act
(IDEA), American schooleducated only one in five students with disabilities (West,
2000). More than 1 million students were excluded from public schools, and another 3.5
million did not receive appropriate services. Many states had laws permitting exclusion
of certain categoriesf students, including those with "emotional disturbances" or
"mental retardation.'In 1993, almost forty years aftBrown v. Board of Educatign
segregation and an unequal education were still common for children with developmental
disabilities. Despé IDEA, in 1993 fortyfour states (including the District of Columbia
and Puerto Rico) educated less than 9% of their students with developmental disabilities
in general education classrooms (West, 2000).

In 1997, IDEA was reauthorized by the 105th Qasg shifting the focus of
education for children with disabilities from merely providing access to education to
ensuring quality outcomes. As a result, in the next school year, over 95% of students with
disabilities received special education and relatggices in regular school buildings,
and 54% remained in regular classes for more than 79% of the day (U.S. Department of
Education, 1999).

General education and special education teachers have long worked together on
various program components, suchradiidualized Education Programs (IEPs), to
better provide instruction to students of varying abiliti¥gh the introduction of
accountability standardsnd the emphasis on providing quality outcontleseducational
settinghaschangedlirastically and gickly, requiring teachers of all programs to
collaborate more oaverall instruction instead of merely preparationAs a result,
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providing a quality education for all children in general education classnemuses
thatboth general and special edtioa practitionersvork together oprogram planning

as well as implementaticand evaluationThus, educational reform now emphasizes the
importance of all educators using a common curriculum and accountability system
(Hardman, 2009).

There are many befis to this approactResearchrs haveconfirmed that
students with disabilities who spetite majority of time in general education classes
have higher scores on achievement tests (Jordan, Schwartz, & Me®hrmond, 2009).
Also, & Silverman(2007) stéed,general and special education professionals benefit
from viewing one another as mutually supportteieaguesn educating all students.
Collaboration among staff encourages a rapport that is beneficial not only for the
students, but for all involved@Communication and constructive, reflective discussion
provides educators the opportunity to not only learn from each other but support each

ot herdés respective pedagogi cal knowl edge.

This widespread use of inclusion and/ofteaching to provide accesstte
general curriculum for students with disabilities challenges general education and special
education teachers to work together and share the responsibility of planning and
delivering instruction for students who have been identified with special needs
(Hammond, 2003). This requires that institutions of higher education revisit the
preparation oboth generatducation and special education teacher candidateder to
prepare thenfor this atmosphere of collaboration.

However, one of the three arazsconcern in personnel preparation of preservice
teachers described by Mitchell (2009) is the separatism in the preparation of general and
special education teachers (Mitchell & Hegde, 200/As far, general elementary school
classrooms have typicallyeen the focus of studies to support the theory that effective
inclusion benefits all students (Jordan, 2009). In general, the consensus has been that
limited instruction in special education strategies has been available forgeneeal
educatiorteaters.

While reviewing research for this article, the authors found studies on the
preparation of elementary education preservice teachers to encourage effective teaching
practices that support all learners baty studies wre located that considerspecial
education personnel preparatidordangt al.,2009; Mitchell& Hegde, 2007; Edwards,

Carr, & Siegel, 20060r any efforts to provide collaboration between the.two

This is an area of great concern because, as a recent survey found, only 57% of
speci al education teachers felt they were
content. Even as late as 2004, just seven states require the Individualized Education
Programs (IEPs) for students with disabilities to include state content standards
(Cortiella, 2009). ). However, both The Individuals with Disabilities Education
Improvement Act (IDEA; Public Law 10846, 2004) and The No Child Left Behind Act
(NCLB; Public Law 107110, 2001) require that students with disabilities have access to
the geneal education curriculum and meet adequate yearly progress (AYP) on state
academic content standards. To ensure students reach these goals, special education
practitioners must have both content area knowledge and pedagogical knowledge (Leko
& Brownell, 2009).

To explore this topic further, the authors administered an informal survey to
ascertain the attitudes of special education preservice teachers toward the required
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general education content courses. These courses provide special education preservice
teachers with the content course requirements necessary to be designated as Highly
Qualified, while also providing content background and familiarity with the state
standards. In fact, before completing these two content courses, the special education
presevice teachers had little exposure to any of the content standards.

In this survey, the researchers were expecting to answer two questions:

1. Are there differences in perceptions of the relevance of the content methods
courses between the juniors, with littlassroom experiences, and seniors, who
had just completed student teaching?

2. Do the special education majors perceive the two methods courses to be relevant
in preparation to be effective special education teachers?

The Study
Method

The study was condted at a miesized research university located in the
southeastern region of the United States. @dréicipantdn this studywere two groups
of special education preservice teachers at different levels in their teacher education
programs. Both groups haaken two elementary education methods courges;hing
Elementary SciencandTeaching Elementar$ocial StudiesOne group comprised of
special education preservice teachers in the second semester of the junior year. These
special education junior prewice teachers had recently completed the two above
mentioned elementary methods courses taught by the authors but had little actual
classroom experience. The second group comprisgpeaial education graduating
seniors who had recently completgdden teacling at the time of this survey. These
students had taken the two methods courses earlier in their programs, during the second
semester of the junior year.

The survey was developed by the authors and was entered into Survey Monkey,
an online surveyabl, to provide easy accestudents wereent a notification emadlf
theonlinesurvey andvere askedo complete the survey in a timely manner.

Participation was voluntary and responses were anonymous. Approximately half of the
subjects in each groupsponded; n=17 (total=34) of the juniors and n=19 (total = 32) of
the seniors.

Instrument

The main part of the survey consisted of five Likert scale questions followed by a
dialogue box requesting a short explanation for the answer given. The Likert sca
offered choices on a scale from 1 to 5 as follows: 1=Strongly disagree, 2=Disagree,
3=Neither agree nor disagree, 4=Agree, 5=Strongly Agree. Only the first two survey
guestionsare relevant to this article and are listed in Table 1. The written explasat
were analyzed qualitatively.

Quantitative esults.

As an overall group, the special education majors differed on the value they
placed on the two methods courses, with science receiving a higher mean score than
social studies. The descriptive rdsu’tom the survey are listed in Table 1.
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Table tQuestions and Descriptivé®m the Perceptions Survéy=36)

Question Mean Standard Deviation
la. |feel that the course material presented in EDEL 451 (Teaching Science in the
Elementary Schoobontributed to knowledge that | will need to be an effective
teacher.
3.50 1.306

1b Briefly explain your answer.

2a. | feel that the course material presented in EDEL 478 (Teaching Social Studies in
the Elementary School) contributedkimowledge that | will need to be an
effective teacher.
2.90 1.155

2b Briefly explain your answer.

As to the differences between the two groups of participants, the authors had
anticipated that the special education seniors woultdaecontent courses as more
valuable than the juniors due to their field experiences during student teaching. There was
a significant difference for the science content course &iily34)=11.442p = .002,
but it was because the special educatioropgnihat valued this course as more necessary
than the seniors. See Table 2 for the analysis between groups.

Table 2ANOVA Results foDifferences Between Groups for the Two Courses

Course Type 3 SS Df MS F Significance

la | feel that the course material presented in EDEL 451 (Teaching Science in the
Elementary School) contributed to knowledge thaill need to be an effective teacher.

Science
Between Groups 19.286 1 19.286 17.872 .000
Within Groups 30.214 28 1.079
Total 49.500 29

2a | feel that the course material presented in EDEL 478 (Teaching Social Studies in the
Elementary School) contributed to knowledge that | will need to be an effective teacher.

Social Studies

Between Groups .343 1 .343 .250 .621
Within Groups 38.357 28 1.370
Total 38.700 29
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Qualitative Results
While analyzing the written explanations for the Likert Scale answers, researchers
noticed two distinct categories of comments concerning content emphases versus
instructional strategies; these distions were coded. Upon further review, the
researchers noticed that students appeared to rate the necessity of the courses based on
the instructional strategies received and not on the content focus in the course.
For example, comments from students wéied the necessity of the science
course very | ow eededmordfdtuasion speciaized educatisna n @ n
fiThere was no instruction about how to teach thisdirectly A st udent who r at e
social studies class low (a score of 2) commentédd learnéd how to research, but not
to deliver instruction 0 Two students commented on the f
handson | earning and inquiry egogiq@lcantewasons st at
more inquiry basednaking itunsuitald f or students with disabildi
Conversely, a student who r at éfdelthahe sci en
the science material reallydidit hel p as muioshructoss(Thehe t eacher o
instructor)taught exactly what we needed to know asafareal life teachingd Anot her
student who rated the social studies class as being necessary to their teaching career noted
t h al felt thafiwe actually learned practical strategies for the classroom. It was a great
handson coursed
Several studentsat ed both courses as being very |
relevant to my majad  a rl df thi¥ doesn't seem to contribute directly to what a special
educator would do in elementary school. | really felt like | was wasting myatime.
Although the dat analysis did not find a significant difference based on
classroom experience, one student who had completed student teaching ranked both
courses as bei nglwazablets lsepp when mystudenisgn réasduce i
had tests in sciende a Inhdd taihelp withjsocial studiesktudy guides during
resource 0 Another recently graduated student r el
interview that during recent job interviews the principal had asked about her knowledge
of standards. He also remarkedttha had noticed in recent interviews with special
education majors that they did not appear to be familiar with the standards. She also
stated that most interviews, other than those forcseifained classrooms, were looking
for special education inclumn teachers to assist in the general education classroom.

Limitations of the study

There are some limit@ns to this study. Firstata verecollected from a small
samplewith only a 50% response rateecond, the sponses may not be representative
of all special education majors pursuing dual certificafidntd, it is plausible that the
results are unique to the university where the study was conducted and results may vary
at other institutions of higher education.

Discussion
This study originateérom conversations betwedhe authors, thewo university
instructorsof these methods coursesgardingan appareniack d interest or motivation
concerningcourse conterds exhibited by thetudentsn the two classes. One of the
authors had previoustaught the methods courses to general education majors as well
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and noted that this attitude toward content and standards was obviously different in the
special education majors while taking the courses

It is important to note thahé researcheicknavledge biasn their beliefs that
coursecontent knowledge is necessary for special eductgarhers and that these
preservice teachers will likely veorking with general education teacharsheir
st udent s aThis betie§is foundedrupon macpmbined years of recent
experience agacher educatorsapda st experience as c¢classroom
lack of thisperspectivavas apparent throughout the courses and surfaced in the survey in
suchcommentsa s , ANot r el eo assugdested to thy reseaghanisasic
unfamiliarity with theemphasigcurrently in the education field faollaboration and
standards accountabilifgr all students, both with and without disabilities.

Typical special education courses have, in the, paistled to focus on analyzing
studentsod strengths and weaknesses and on pr
weaknesses and support skill development. This is a foundational tenet of special
education and one that has afforded teachers muchssuacassisting struggling
learners. Currently, however, anxious principals and district offices often define the role
of special education differently, sometimes requiring resource teachers to focus on review
and remediation of content covered in the gaheducation classroom rather than on
basic skill development. However, preparation of special education teachers usually
centers on instructional strategies and basic skill development, leaving content standards
to be learned in the field as practicumdsnts or in student teaching placements. This
could account for the obvious valuing of instructional strategies over course content
exhibited by the special education students.

The data do not show, as the authors expected, that teacher candidatesevith mo
field experiences valued course content more than those without such experiences.
However, the authors believe that much of this is due to the fact that many of the field
experiences had taken place insmlhtained classrooms as opposed to resource or
inclusive settings where the content and collaboration issues would have been more
important and obvious.

Whatever the cause, it does appear that these students do not understand the level
of collaboration and communication that must exist between sgeltiahtion teachers
and general education teachers in schools today.

Implications for Special Education Teacher Preparation

These 68 preservice special education students will soon enter the workforce.
Most will choose special education positions aftadgation; some in resource situations
and some in selfontained classrooms. The reality of special education today, as
previously mentioned, is that about half the special education students (around 50%) will
spend at least (if not more) 80% of theireiim the regular classroom, often with the
special education teacher as aeacherlt is essential, then, that the special education
teacher recognizes course content and conten
general education classrooms. Re@atountability emphases dictate that students with
disabilities have access and make adequate progress in the general education curricula
and are tested on the general education curriEv@n when writing Individualized
Education Plans (IEPs), mosttsiscurrently require special education teachers to utilize
grade appropriate content standards. It is important, then, that institutions of higher
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education provide a background that ensures teachers entering the workforce upon
graduation could comfortapktep into a classroom and anticipate this new level of
collaboration between special educators and general educators.

One idea is to create a partnership between general education and special
education instructors at the university level. Collaboratiemvben general and special
education is identified as a method of teaching with another professional to manage
students6é |l earning (Jones, Mi chael, Mandal a,
that in a collaborative arrangement, the general eduaatbspecial educator assume
joint responsibility for the instruction that takes place within the setting. She also states
that to make collaboraticgffective in a classroom settitige two teachers must share the
knowledge in the classroom as well asdeeision making process. Therefore, the
teachers must be comfortable working together and must value the different skills and
abilities brought to the relationshiphis is a lot to ask of two new teachers who have just
graduated but neither of whom hae understanding of the requirements of the
relationship. However, if this level of cooperation began at the university level, future
teachers of all majors would benefit from training in collaborative techniques.

Another suggestion for addressing thipagent disconnect is to provide more
field experience opportunities for all education majors. While spending time in
classrooms and working with supervising teachers, teacher candidates would learn to
recognize useful information when presented on campdisvauld gain more experience
in a collaborative environment. This is difficult logistically, to be sure, but would give the
teacher candidates a better understanding of the realities of the classroom. Other
disciplines have cooperative assignments abuarpoints in their programs; perhaps
education would be well served to require these, too.

Conclusion

In general, all education students should participate in as many field experiences
as possible in order to be well prepared teachers upon exitingedlleoperative
assignments in local schools could be one way to accomplish this and perhaps extra
course credit could be earned for these.

Also, general and special education university faculty modeling collaboration
during the coursework dfigher educabn preservicdeachepreparatiorprograms
would serve tgorovide future teacherd all typeswith skills tobetter prepare them for
working in inclusiveclassroors. This would also provide opportunities for a general
education teacher to learn instroctal methods that work for all studeatsd would
ensure that all teachers providedadfective level of instruction whether the student is in
the general education classroom or receiving individualized instruction with a special
education teacher.
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Adding Citizenship Preparation to a Classroom Organization Plan

Rebecca L. Stevens
University of South Carolina Upeste

Abstract
There are two areas of content in schools, academic and social. The academic content is
driven by standards, the social content by p

people for citizenship. A dilemma for teachers is how to tetthat needs to be

covered in class. "How can education for citizenship and democracy be added to an
already overburdened school curriculum?ducation for democracy includédse
acquisition of a body of knowledge, intellectual and participatoryss{ilbational
Assessment Governing Board, n.dnd civic dispositionsGarnegie Corporation of New
York & CIRCLE 2003). This paper describes why and how this content can be blended
into a classroom organization plan, which | teach in my Organizing &adarg Diverse
Classroom course.

Adding Citizenship Preparation to a Classroom Organization Plan

None of us is born knowing how to be a citizen in our democratic society; we
must be educated to fulfill this social responsibiliBremocracy education inisgols has
been manifested primarily in academics (Meier, 2009; Westheimer, 2008) and service
learning (Levine, 2009). Less prevalent has been its infusion in the classroom
management or discipline plan (Bolmeier, 2006; Pass, 2007). There is a lintitedfbo
literature on the theoretical consideration of the classroom management or discipline plan
and democracy, particularly from a philosophical or social foundations perspective

(Butchart 1995). The foundati ocashef i el d ask
made to further the democratizing project of
article brings this foundationds | ens to den

adding to a growing body of conceptual and practitioner literature onalaayan the
schools (Garrison, 2008; Meier, 2008umann, 2008).

History of Schools and Democracy

Public education serves many purposes for childr@cademic achievement, job
readiness, social and civic skills development, and personal fulfillrGaad|ad, 1979).
The history of public education in the United States is grounded in the understanding that
an educated citizenry is essential to sustain and enhance American democracy. Thomas
Jefferson saw education as essential for citizens who livadlemocracy organized with
representative institutions (Gutek, 2005). Schools, providing the knowledge and skills
citizens need to participate in such a society, played a critical role in sustaining and
strengthening the democracy. Today the congiitgtof 40 states mention the
i mportance of <civic |Iiteracy among <citizens,
purpose of their educational system is to promote good citizenship, democracy and free
g o v e r n(@Gaenagie &orporation of New York & RCLE, 2003, p. 5).

Nonetheless, the explicit goals of schooling have changed over the years in
response to adjustments in the economic, political and social needs of society. For over
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200 plus years, education goals have shifted from academicl@olueto vocational

and social to personal self realization (Goodlad, 1979). During the colonial era the

limited education available comprised basic literacy to enable individuals to read the

Bible. The founding of the new country in thé™&@ntury dianged the focus of

education to national socialization and patriotism, then, the industrial revolution of the

19" century brought vocational education and job readiness to schooling. he 20
centuryodos advancement of htsandindividalEationdhasf r anc hi
changed the goals of schools to personal fulfillment and helping individuals reach their

potential.

Schools Today
Today the predominant goal of education is to prepare young people to enter the
job force. In February, 2008resident Bush presented the American Competitiveness
I nitiative to fikeep America the most innovat
by, among other initiatives, strengthening education and workforce training (Office of
Science and Technology Poli006, p. 1). At the same time the U. S. Department of
Education publishe8trengthening Education: Meeting the Challenge of a Changing

World( 2006 ) . This document begins with fAmore
graduate from high school withe skills they need to be successful in college or the
wor kf orce. [ ] To meet this challenge and i
security, America must continue to I mprove a
| mpr ovi ng sthhots isatmut preparidgsgraduates for the challenges ofthe 21
centuryos gl obal economy and technology.

The South Carolina Department of Educati o
education, to fAgive businessewhCarbliea wor kf or c e

Department of Education, n.d., p. 3). In May 2005 Governor Mark Sanford signed the

Education and Economic Development Act (EEDA), the goal of which is to prepare

students for post secondary study and@e nt ury career s. The EEDAG
Pat hways to Success fAgives students the guid
advantage of real opportunities in the South Carolina economy through study that focuses

on high academic standards, enhanced opportunities to explore career options, a
buildingreall i f e working skillso (lbid., p. 1) .

Testing

Throughout the grades, student achievement is measured and monitored with
testing. The consequenctthis testing is student learning that is valued is what is
tested. Reading, writing amdath have received a huge boost of time in the curriculum
because these subjects dominate the tests. Instructional and classroom time has been
taken away from other curricular areas (Carnegie Corporation of New York & CIRCLE,
2003; Rothstein & Jacobsom) D 6 ) . A 2001 analysis of test d:
of higher math and reading standards, but these gains were offset by losses in other areas,
especially in activities that developed citizenship, social responsibility, and cooperative
b e h a v i othsteand& J4cdbson, 2006, p. 265pur democratic societyequires more
from our schools than just creating a workforce. It needs our schools to sustain and
strengthen our democracy. Adding citizenship preparation to a classroom organization
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plan will allow schools to more completely fulfill their role in supporting and extending
democracy.

Civics Education Standards

Civics education includes the curriculum and the experiences for students to
fiacquire and learn to use the skills, knowledge, andiddtst that will prepare them to be
competent and responsible citizens throughout theirdiveg Car negi e Cor por ati
York & CIRCLE, 2003, p. 4.).Knowledge of the concepts of citizenship, democracy,
and government are important for children to bezaanembers in their classroom
community. It is necessary for the development of their intellectual and participatory
skills which enable students to apply civic knowledge in their classroom, and later as a
citizen in our democratic society. Intellectséllls enable one to understand classroom
organization issues and interact with classmates to solve problems. Participatory skills
are required for participation in the governance and organization of the cominunity
classroom or society. Dispositionsardemocracy are both personal and public.
Personal dispositions are about the rights and responsibilities of individuals, and public
dispositions relate to the support and enhancement of the group (Carnegie Corporation of
New York & CIRCLE, 2003;Nationd Assessment Governing Board, i.d.

The National Assessment of Educational Progress (NAEP) assesses what
America's students know and can deeading mathematicssciencewriting, U.S.
history, civics, geographyandthe arts The 1988 NAEP CivicReport Card revealed
that students tended to have only a superficial knowledge of civics; fudherthe
knowledge of civics that they did possess hadided since 1976 (National Assessment
Governing Board, n.d.). The NAEP focus on knowledge, thamgortant and
necessary, is not sufficient. inSome of the
are attitudes and skills, results that are n
(Carnegie Corporation of New York & CIRCLE, 2003, p. 15). A chagkers to validate
these outcomes of civics education that are not possible to assess with standardized tests
(Rothstein & Jacobson, 2009).

Recommendations for Civics Education

In 2002 the Center for Information and Research on Civic Learning and
Engagemet (CIRCLE) and the Carnegie Corporation of New York, in consultation with
the Corporate for National and Community Services convened a series of meetings to
define civic education, to consider effective programs, and what is most feasible to
implement. hey agreed on ft hbasedcimipeducatiamespecialyf s c hoo
now, as our nation faces new and complex challenges including terrorism, war, and the
forces of globalization and economic changeo
CIRCLE, 2003, p9).

Their recommendations included structuring schooisdease student
participation by, for examplg@roviding more opportunities for students to be involved in
the management of their classrooms and schdirgreasing student voice in school
governance may be the best approach, because it is difficult to impart democratic skills or
attitudes to young people in schools where s
(Carnegie Corporation of New York & CIRCLE, 20@8,16). Such a comprehsive
approach to civics educatiamfuses democracy education throughoutdtieool
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environment so that students are able to Al
and democracy. Of particular importance is how the adults in a school treagrchildr

Flanagan and Faisdas cited inCarnegie Corporation of New York & CIRCLE, 2003

found thatresearch has revealed when all students are seen to be treated equally in school

their commitment and actions for equality, tolerance, and critical consateaditsocial

issues increasesAn additional recommendation is fteacher preparation programs to

strengthen the civic dimensions of {g@rvice education for teachers.

The Classroom Organization Plan

A classroom organization plan that is aligned wiié characteristics given above
can bring education for citizenship and democracy into the classroom. | teasnpce
elementary education candidates this approach or plan @rganizing & Managing
Diverse Classroomourse. The course, in addititmproviding theory for organizing
and managing the elementary classroom, includes f@andstivities for candidates to
learn and practice the principles and skills for democracy. Course assignments require
candidates to bring democracy to their curadinical practice with social curriculum
lessons. The classroom management plan prepares candidates to bring democracy to
their future classrooms.

A classroom organization plan for democracy begins with framing the classroom
as a civic community.Jom Dewey wrote, fAany education giyvV
socialize its members, but the quality and value of the association depends upon the
habits and aims of the groupo (Dewey, 2000,
ideals, practices and languagmnsistent with a democratic society.

The foundation of the classroom organization plan for democracy is the social
cur r i cTié Socral Curridulum is comprised of the knowledge, skills, beliefs,
emotions and attitudes which are deemed necessgpgdple to work productively and
' ive harmoniousl y t(Roget MdlLaughlini Savagel®&&ehm,| as sr oo mo
2001,p. 23). Theurpose of the social curriculum is to establish individual
responsibility (seHcaring and seltontrol) and cultural saarity (social caring and
social control), create a community in the classroom, and to affirm diversity while
finding common ground for all.

Classroom Prepartion

The first part of the management plan lists steps for preparing the classroom to
create dearning community and foster democracy. Steps are taken to create an ethos of
democratic idealsuch as concern for the rights and welfare of others, social
responsibility, tolerance and respect, and a belief in the capacity to make a difference
(Carnege Corporation of New York & CIRCLE2003). This includes creating a
classroombébs physical environment to support
Group tables or desks in pods will help build classroom community by positioning
students to easilgssist, collaborate and share with each other. Some students may not
have the knowledge and skills to be successful with this classroom arrangement and
expectations for social interactions. The full classroom organization plan will develop
the social cuiculum. A classroom environment that nurtures respect for individual and
cultural differences is antiracist and antidiscriminatory and will include décor and
instructional resources that are inclusive of gender, ethnic, linguistic and dis/ability
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diversty. Social responsibility will be fostered bglegating as much responsibility as
possible to build independence in students. Procedures that involve students in
noninstructional tasks (lunch count, attendance, classroom jobs) help meet this goal
(Bolmeier, 2006; Meier, 2009; Powel, et. al, 2R01

Maintenance

The second section of the management plan deals with strategies and procedures
to maintain classroom organization with routines. This comprises daily and weekly
routines and procedures, foragmple social curriculum lessons and a social contract.
Social curriculum lessorgive students thertowledge and skills needed for democratic
living. These lessorare taught intensively at the beginning of the year and then
occasionally after thatCitizenship in the classroom community requires more than
knowing and thinking, it requires responsible pap@étion in the governance of the

cl assroom. AStudents can and should begin

intellectual and participatory sls requisite for informed, effective, and responsible

citizenshipo (National Assessment Governing

(Powel, et. al, 2001provides just such an opportunity for children. Itis a model of
classroom organizationdhinvolves students in establishing classroom rules and
consequences. The teacher sets down her or his proposals for classroom rules and
studentsé delineate their expectations for
concept of shared power alegjitimate authority. Students then set classroom
expectations and consequences for each other. The social contract is based on the
premise that law and government rely on the consent of the governed. Itis also
important to support and guide studentsleveloping democratic dispositions such as
tolerance, solidarity and self responsibility. Organizing students heterogeneously for
cooperative learning provides rich opportunities to teach social curriculum lessons on
diversity, communication, conflicesolution and community building, among other
topics. A goal of these lessons is to cultivatdeeper understanding and tolerance for
diversity as well as foster friendships, a bedrock of solidarity. Self responsibly is
developed as children are aetiparticipants in creating classroom rules which they
follow and revise as necessary.

Intervention

The third component of the classroom management plan details strategies to
respond to problems between and with students in the classroom. The comgpbtiesits
section are consistent with the others, being cognitive in orientation. Here one recognizes
that some children will need additional instruction and practice to master the skills for
democratic living in the classroom. These strategies will geoadditional knowledge
and skills fostered throughout the plan, such as communication, cooperation, and self
responsibility. The social contract, built in the maintenance part of the organization
plan, will have provisions for responding to behavicgrded inappropriate by the
students and teacher. Students may receive tutoring in conflict resolution skills, or
listening. Attention is also given to the necessary dispositions of civility, respect for
diversity, and solidarity.
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Course Assignment

The classroom management plan that candidates complete as a course assignment
is formatted as an outline or chart. This is so that when it is picked up the plan is easy to
follow. The plan includes specific strategies for each of the three seictahsp;
maintain; intervention. For each strategy, details need to be given as well as the
rationales (why), and the outcome/s (goals). These requirements are designed to prompt
candidates to consider what each strategy looks like and how to implemenidgntS
are to be consistent throughout the plan. For example, it would be unacceptable to have
the class make a social contract but to not refer to the social contract as an intervention
strategy. Likewise, it would be illogical to have as intervensivategy peer mediation if
there is no mention of social curriculum lessons on peer mediation.

Conclusion
Public schools reach nearly every young member of society and so can deliver not
only the content for citi z evmchioungpeodgleut pr ovi d

l earn to interact, ar guGarnegia GodporationrokNew o get her
York & CIRCLE, 2003, p. 5). This second component, the community and its concurrent
organization or management, is uniquely necessary for citizeasthip c at i o n . nA

tradition of research suggests that giving students more opportunities to participate in the

management of their own classrooms and schoo

(Ibid., p. 6). More broadly, establishing a democrathos that permeates the culture of

the classrooms and schoopisar t i cul ar |y i mpor tciazenshipi n enhanc
A classroom organization plan for democracy can provide the civic knowledge,

intellectual skills, participatory skillanddispostions needed for full citizenship in the

classroom community and our democratic society. Expanding the civics dimension of

teacher preparation prograif@arnegie Corporation of New York & CIRCL.2003 will

prepare pre service teachers with the knowledgeskills to develop a classroom

organization plan for democracy, which is an ideal way to bring citizenship education

into classrooms.
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Teacher Demographics and Student Achievement in High Poverty Schools:
What Makes A Difference?
James Zachary Williams

Debra Smith Lee
Presbyterian Ct#ge

Abstract
With the implementation of the 2001 No Child Left Behind Act, teachers are expected to
achieve fAiHighly Qualifiedod status. This desi

bachel ords degr ee, Itiandesignes to meneheachers whmipaget e n c e .
the knowledge and skills to positively impact student learning outcomes. However,
national studies indicate a | ack of Ahighly
Yet there are high poverty schools where students exhibit highrazadehievement.

This research looks at that issue and focuses on selected teacher demographics and

student achievement in a sampling of kagiieving, high poverty and leachieving,

high poverty schools in South Carolina.

Over the past 20 yearsgthnited States Census has identified the South as one of
the most povertgtricken areas in the natioithe Southern Education Foundation
Research Report (2007) found that in 1989, 37% of public school children in 15 southern
states were identified assiding in lowincome families. This was 8% higher than the
remaining regions of the country. In these states, the average income for a family of three
was less than $1,600 annually. Between 1995 and 2007, the percentagénobiomw
students in the Soutlould grow from 45% to 54%.

Not only has the numbers of children living in poverty increased, but the socio
economic discrepancy between southern families and the rest of the nation continues.
Today the South is the only region in which the majority oflipidzhool children are
identified as members of leimcome families.In a 20042005 survey, 10 states
nationwide reported a majority of low income students in public schools. Nine of these
were Southern stateBy 2007, this list increased to 12 statesonwide, 11 of which
were southern states (Southern Educational Foundation, 2007).

Research indicates that poverty i mpacts s
significant ways.According to the Southern Educational Foundation (2d6W:income
studens begin at a disadvantage and continue to fall behind their gearexample, on
the National Assessment of Educational Progress (NAEP), students identified as low SES
(sociceconomic status) scored between 20 to 30 percentile points lower than mdidle a
upperclass counterparts in math and reading.

With the implementation of the No Child Left Behind Act of 2001, there has been
recognition of the need for and effects of teacher quality in closing the achievement gap
in high poverty schools. Rivkin, Hasliek, & Kain (2002) found that the impact of low
SES can be minimized by having a high quality teacher during the elementary years.
Third grade students who are relatively at the same level of achievement can be separated
by 50 percentile points three ysdater, depending on the level of teacher quality in those

Teacher Education Journal of South Caroliz®09 Edition 37



Current Issues in Education

three years (The Education Trust, 2007) . F
findings and indicated that a teacherds in
factor. However, Lole & Miller (2006) found an absence of high quality teachers in low
income areas of the nation. This has devastating implications for low SES students.
Loeb and Miller also studied low SES students in the South. They found that
students attending schoolstire highest poverty schools in the South were twice as likely
to receive their education from a first year
as their counterparts in lepoverty areas nationwide. In these schools, one in four
students wasding taught by professionals who initially failed their certification tests or
were teaching out of their field of expertigecording to this study, the academic impact
for these low SES students in high poverty areas began to show as early as thjrd grad
with the achievement gap increasing through their elementary, middle, and high school
years.

al
fl

In attempts to address this unequal access to quality teachers, the No Child Left
Behind legislation (NCLB) was passedhe legislation stipulates that all dents are
entitled to (1) qualified teachers proficient in their respective subject areas, (2) a fair and
equal distribution of qualified teachers to schools, and (3) public access to information
that details teacher expertise and qualifications. (ThediducTrust, 2007)

However, the | egislation also required a
Thus NCLB |l egislation further identified the
gualifiedo teachers must (lfeduired testseandfentry | certi
requirements, (2) attain a bachel orés degreece

demonstrate competence in specific subject knowledge and teaching (U.S. Dept. of
Education, 2003Dat a on school idihisdreanreto lseGepatedmp | i anc e
annually and publicly as part of the published school report cards. On these reports, a
section is dedicated to teacher profiles. This allows parents and the public to view the
%age of Ahighly qgu a HicularisehabobdistticeHoweleg, this wi t hi n a
classification of teachers gives only a partial description of the teacher demographics
within schools. The term does not encompass the retention rate of teachers or the ratings
of teachers from parents, studemtschool officials.An Hi ghl y qual i fiedo st a
recognizes those teachers that meet the crit
descriptors.

The term Ahighly qualifiedo did not sudde
legislation. The term is the evolutiary result of numerous bills, acts, and legislation
over the past fifty yearsThe Higher Education Act of 1965 primarily targeted the
inequities found in high poverty schools and instituted federal funding for the training of
teachers and the developmehqualified teaching personndlhe Education
Professionals Development Act (1967) sought to strengthen programs for the

Ai mprovement of the qualifications of teache
meeting the critical needs of the nation for parsoe | in these areaso (He:
Walsh, 2004, p. 57).

Il n 1998, President Clintonds Presidentoés

Afevery community should have a talented and
we recruit promising peopletimteaching and give them the highest quality preparation

and trainingo (Hess, R o This guoth sums up &mawiaty s h, 200
of thinking behind teacher quality discussion in the last half of the@6tury. The
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consensus was that tave effective teachers, there must be a call for quality preparations
through training programd\ational accreditation standards were developed for higher
level educational institutions in order to receive federal fundingensing examinations
were inplemented to test subject knowledge, and rights were given to parents to know
the qualifications of the teachers within th
2004). All of these events culminated in 2001 with the NCLB act and designation of
Ahhlgy qualifiedod status.
In order to comply with federal requirements, and monitor student academic
achievement and progress, the South Carolina State Department of Education annually
publishes individual school report cards to parents and the general ptidise reports
provide school ratings, test scores, and den
adequate yearly progress status (AYP), (2) the disaggregation of the Palmetto
Achievement Challenge Test (PACT) scores by gender, race/ethnicity,esocmmic
status, subject matter, and achievement level, (3) a summary of teaching personnel
demographics and (4) a report from the principal and school improvement council.
In order to clarify terms used in this research, it is helpful to define specificlschoo
report card categorieS heabsolute ratingdf a school is the overall rating of the

school 6s academic achi ev e flemprovementhaiing a speci
measures the progress of the scThesematingss t est s
are in relation to the South Carolina Perfor
Carolinads student achievement wil lTobe ranke

achieve this goal, [South Carolina] must become one of the fastesvimpsystems in
the countryo ( Sch BasedoRthip schools ataated annuall ki ) .
five terms: Excellent, Good, Average, Below Average, and Unsatisfadtarya school
to be rated as fAExcel | ent dtbe starfdads focptogress mu s t
toward the South Carolina Performance Goal. The ratings incrementally decrease to
AUnsatisfactoryo: a school that | acks the ab

The rating of a school is based primarily on student PACTescaiis
standardized test is administered to students in the third through eighth grades each May.
It is a state developed, criterione f er enced test and assesses a
functions and tasks that are taught in the respective gaele Students are scored on a
rating scale of Advanced, Proficient, Basic, and Below Bdsis.the goal of teachers,
school administrators, and districts to have
or AAdvanced, 0 me amekcaeged exbextations and arepnepased tm e t
work at the next gradelevebt udent s who score fABasicoO0O can a
but a ABel ow Basico0O score requires | ocal sch
may progress to the next gradede(School Report Cards, 2005). Scores are broken
down by subject matter, ethnicity, gender, SES, and the four score ratings listed above.

These data determine the school 6s ability
By definition, the Adequate Yeal y Pr ogress (AYP) fdspecifies t
met for all students and for the following subgroups: Racial/Ethnic, Subsidized Meals,
Disability, and Limited English Proficiency as required by the United States Department
of Educat iRepporoCardsS200b1 hoslis based on objectives set for each
school in relation to the groups listed aboVéne number of objectives varies between
schools due to the difference in demographics and school populé@tierobjectives
include performancand participation of students in the different groups.
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Methodology

After reviewing the literature on the relationship among poverty levels, teacher
guality, and academic achievement; rasearch questions focused on high poverty
schools and teacher demaghics in South Carolina. Specifically | looked at (1) whether
there is a difference in selected teacher demographics betweeachighing, high
poverty schools (HA, HP) and leachieving high poverty schools (LA, HP) and (2) if
so, are these demographs identified on the state school report caifds® this study
looks at teacher demographics and student achievement in a samplingacinghng,
high poverty and lowachieving, high poverty schools in South Carolina.

Under the No Child Left BehinAct, student achievement goals were to be met
beginning 2004005. Thus, data from this time frame were used to establish a baseline
for future studiesl then purposefully selected a sample of schools that demonstrated high

academic achievement (i.,e.ecbh |l s wi t h AGoodod or AExcell ento
located in high poverty districts during 2062805 | also selected schools that
demonstrated | ow academic performance (i . e.

ratings) and are located in higbverty districts. | then disaggregated the PACT reading
scores of the students within these schools in terms of the percentage of students who
received subsidized mealall total, there were three schools in the first group of HA,

HP schools. There weright schools in the second group of LA, HP schools.

Using data from each of these school sd re
teacher demographics: length of teaching experience, advanced degrees, continuing
contract t eacher wsandrdturngdtéaghers. &imallyj | Bnalgzedddhe s t
teacher demographics of schools in the HA, HP group and the LA, HP group to look for
trends and patterns.

o]

Results

Of the three schools that scored AEXxCce
ofstudents scored either AProficiento or naAd
section of the PACTThese schools had at least 81% of students who received
subsidized mealsThe teaching personnel had an average of 15 years of teaching
experienceTwodod t he schools had 95% of teaches cat
The third school reported 100APfInNimUnot heir t ea
86 % of teachers at these schools were returning teachers and 75% or more planned on
continuing thei contracts.Teachers with advanced degrees comprised over 50% of the
teaching faculty at all three institutions.

In the LA, HP group of schools, none of the schools reported more than 25% of
students scoring in the fPEngishLanguageArts or A Adv
section of the PACT Seven of the eight schools had at least 85% of students who
received subsidized mealghe teaching personnel had an average of 13.6 years of
teaching experienceSix schools had at least 86% of their teachedse nt i f i ed as fih
gualifiedo. Si x schools had a minimum of 83%Y
previous year.The other two schools had a minimum of 72% returning. With the
exception of one school, the %age of teachers continuing their coménagéesl from 45
to 55% of the teaching personnel. In all eight schools, teachers who had advanced
degrees ranged from 30 to 50%.
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Analysis of state school report card data for these schools suggests several overall
trends. First, the percentages of teache/ho return from the previous year are
approximately the same for both grouf&econd, the average years of teaching
experience is approximately the same for
gualifiedo teacher s i HA HPg®uplakhpughhBtthgr o up
discrepancy one might expe@eventyfive% of LA, HP schools had at least 86% of
teachers classified d860%inhhe g HPyschqols.aFburtH, i e d
the percentage of teachers with advanced degrees sheiwilar pattern. Schools in the
LA, HP group generally had fewer teachers with advanced degrees than did the HA, HP
group of schools. However, the range among LA, HP schools was broad. Some schools
had 50% of their teachers with advanced degreesasitoithe HA, HP schools. Others
had 30% of their teachers with advanced degrees.

The only area of consistent difference between the HA, HP and LA, LP groups of
schools was in the continuing contract criteria. Only one LA, HP school was similar to
the HA,HP group in terms of percentage of teachers continuing their coftaetother
seven schools had significantly lower percentages of teachers continuing their contracts;
45 to 55% for LA, HP schools versus over 75% for HA, HP schools.

Discussion
A large body of research has been devoted to identifying and defining
characteristics of teachers that impact student growth and achievement, especially ones

bot
t han

0O ve

that can be measured and quantifikde c or di ng t o NCLB | egi sl ati on

teachers affécstudent learning and thus should be an indicator of highly effective

schools. However, in this study, the majority of lashieving, high poverty schools had
approxi mately the same %age of -atheviggh!l y ¢
high povety schools. Thus there was no pattern that suggested that, in these schools,
teachers who have full <certification, a
institution, and competence in specific subject knowledge made the critical difference for
these students.

Neither did other commonly measurable teacher demographics such teaching
experience and advanced degrees. On the school report cards, teachers in both HA, HP
and LA, HP schools looked very similar in these areas. Teachers averaged comparable
years of experience, were classified as
previous years. Many had advanced degrétemppears that the only significant
difference between teachers in these two groups was that in HA, LP schools there were
more teachers on continuing contracts than in LA, HP schools.

Therefore, questions remain: AWhat ar
gual i fiedo teachers; ones that i mpact st
generalized to all teaehs or are there different characteristics for teachers working in
di fferent contexts?0 fiDoes a continuing
effectiveness and student achievement ?o0

According to these findings, beBi ng A
doesndét appear to make the difference in
schools from this research, there is no data that strongly indicate that schools with more
Ahighly qualifiedo teachers hatvosv- hi gher
performing schools had similar numbers o
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Perhaps what this study does suggests is that, while education, certification
examinations, and content knowledge may be core to knowing what to teach, there may
be other critial factors that affect students living in poverty. Could the difference lie in
how teacher education programs prepare future teachers? Could it be the mentoring and
professional development-Bervice teachers receive? It may be just as, if not more,
important for teachers in higlpoverty schools to know not only what and how to teach
but to know each student, his/her context and how to differentiate instruction to meet
specific needs.

Or perhaps these findings indicate the importance of culture, clandte
consistency in the school. Is it the school leadership and school culture that makes a
difference in the %age of continuing contract teachers in these high performing, high
poverty schools? Could it be teachers who are encouraged to make decidiens in t
interests of their students become involved in the community and have administrative
support have a commitment not experienced by other teachers?

Or perhaps there are characteristics
effectivenessinhighpper t y school s. l's it possible
identified by general %ages and statisti€3@n teacher quality, which is applicable to all
students, all teachers and all contexts, be defined and reported by categories and charts?

€SS

t hat

Ordoes it have more to with a teacheroés abil

knowledge, skills and interpersonal relationships in various teaching contexts.

Additional research is critical to address these questions. While some conclusions
can be mde from this study, the data suggest continued research is needed to determine
the teacher characteristics critical to student achievement, particularly in high poverty
schools.

Further Research

The study could be expanded to include additional §earsl at a and mor e

in the sampling to provide additional data and power to the study. Statistical analysis
could also be utilized to determine any quantitative relationship between and among the
reported variables. In addition, data could be disaggeedgfurther than is provided on
the report card. For example, fAyears of
identify the range of years, not merely an average. Other variables that affect student
achievement, such as parental involvement, coul@$sarched in the context of high
poverty schools, student achievement and continuity of teaching personnel. Finally,

interviews with administrators, teachers, students and parents on the impact and influence

of school climate and culture could be conducted
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Perceptions of Middle School Principal

Jennifer C. Etheridge
Edward P. Cox

Abstract
This study utilied Kouzes and Posner's Leadership Practices Inventory (LPI) (2003) to
measure perceptions of leadership behawioBouth Carolina public middle school
principals. Three data sets were analyzed: 1) self perceptions of principals' leadership
behavior, 2) tachers' perceptions of their principals' leadership behavior, and 3) the
congruence oprincipals' and teachers' perceptiongprincipals' leadership behavior.
The thirty LPI statements were divided among five behavioral areas: 1) Model the Way,
2) Inspire a Shared Vision, 3) Challenge the Process, 4) Enable Others to Act, and 5)
Encourage the Heart. Principals rated their leadership behaviors slighbise positively
than their teachers and scores from both principals and teachers were higher than the
instrument norms.
Introduction

If there is a single tool which the principal should have, it is a mirror. Looking in
that mirror, the principal can find the person who, more than any other, is both
responsible for and accountable for, the feelings of setisfaand productivity for staff,
students, and patrons. (Kelley, 1980, p. 53)

Is leadership as pretty on the outside as it is on the inside? Warren Bennis wrote
that fAl eadership is |ike beauty: Il tés hard t
(Benns, 1994, p. 1). Just as beauty is in the eye of the beholder, exemplary school
leadership is judged differently by various stakeholders. The range of duties that a
principal assumes in running a school are scrutinized by those both directly andlindirect
affected. The school leader should be aware of this scrutiny at all times.
Transformational leaders recognize the importance of strong leadership skills and seek to
better understand themselves (Bass and Avolio, 1994).aS&dssment and professibna
development lead to personal growth that they might better understand others to better
lead others.

The school leader who grows personally and professionally certainly can make a
di fference. AEffective | eadertseleaderwacs s e s s men
not only is distinguished in achieving local results, but has the capacity to improve
education throughout t he-asgessniert thdtiRotudesthes, 200 4
perspective of colleagues, superiors, and subordinates, in caiobiwith selfreporting
provides the most valid information for growth. Reed (2005) described this as a
Apercephtened | eadership model 6. The Kouzes
Inventory (LPI) is indicative of the characteristics required rhsan assessment
instrument. Effective school leaders need to play to their strengths while still being
aware of, and addressing their weaknesses. If a leader is courageous enough to consider
honest feedback and continually seek improved self awarg¢hesgyotential for success
is greatly enhanced.
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Principal seHperceptions can be negatively influenced by a lack of confidence or
overconfidence during the various stages of a
leaders who are clear and consisia their expectations, communicate effectively and
treat people fairly. Teachers also work harder at their assigned duties when they believe
in the leadership ability of their principal (Holloway, 2006).

The emotionally intelligent leader understandsieadership behaviors to
utilize based on personal strengths and behaviors of colleagues in both routine and novel
situations (Goleman, 2006). Armed with this intelligence, the transformational leader
inspires positive change by exhibiting leaderstepaviors that empower and encourage
others. In such a setting, the principal is simultaneously and continually reflective,
thoughtful, encouraging, demanding, and collegial. Teachers working with emotionally
intelligent principals become secure and tggbreciated, yet feel effectively challenged
and have a clearer understanding of the vision of the school leading to high levels of
student achievement.

Problem

In an era of school accountability, the interest in principal leadership behavior and
tec her perception of that behavior has been
potential contributions of other important people and conditions of schools and districts
remain untapped, muted, or just prtzagin fail t
2006, p. 59). The research presented here sought to determine if principal leadership
behavior is perceived similarly by principals and members of their faculties. It
addressed three questions: 1) How highly do South Carolina middle schogigdsnci
rate their own leadership behavior? 2) How highly do South Carolina middle school
teachers rate their principal soé-pdreeiah®r shi p b
compare with teacher perceptions?

Significance

This research examinesethelationship between sekported principal leadership
behavior and perceived leadership behavior as reported by teachers in South Carolina
middle schools. Principal leadership behavior was determined by the results of the
Kouzes and Posner LeadersRifactices Inventory (LP¥he self for principals and the
observer for teachers. This research seeks to encourage princhoeflsetion and
advance the understanding of the perceptions of important stakeholders as a means of
school improvement. It sluld be beneficial to practicing school leaders interested in
strengthening the partnership between school leaders and their faculties. Further, the data
and the conclusions should be helpful in organizing principal induction and professional
growth progams.

Principal Self-Assessment
Effective selfassessment requires an educational leader to be open and confident
enough to directly confront the need for improvement in areas of weakness. Learning
and growth are the paramount purposes of schools. riffegal leads this quest.
According to Sergiovanni it is the quality of the followers that tells the most about the
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success of the principal (2006). While much has been written abocassesment by
school leaders, the actual formal tools for th& ta® not always clearly defined and have
not reached an ideal quality (Reeves, 2004). A school leader should examine the
purposedriven nature of their position. Longevity requires a frequent return to the
reason for entering the educational arenaf-&sessment should be-going for growth

to continue. Personal growth and wedling must be factored into any equation of a
successful school administrator.

Many school leaders take structured ssl§essments like the Leadership
Practices InventoryLPl) or the Myers Briggs Type Indicator (MBT]I) periodically
throughout their career. While it is possible for the results to change over time as a leader
works to improve on their weaknesses, the strengths relied on are unlikely to change.
While a selfassessment tool may not directly impact student learning, the school leader
who grows personally and professionally can make a difference in student achievement.
Successful school leadership has not been directly correlated to a certain leadership style,
but administrators who capitalize on their strengths are generally perceived as more
confident in their work (Cox, 2006).

Methodology
The Leadership Practices Inventory (LPI) is formatted as a questionnaire
with thirty behavioral statements. Thene six statements for each of The Five
Practices. Leaders complete the{3@lf by rating themselves on the frequency with
which they believe they engage in each of the behaviors. Each item is rated on a 1 to 10
scale with 1 representing AlImost Nevedal0 representing Almost Always. To acquire
additional information, the leader asks others to complete th©bBérver.

Components of the Leadership Practices Inventory (LPI)

Modeling the Way: Setting an example for the desired behavior expected from
others. Leaders are clear and consistent in their beliefs and portray these beliefs through
their daily actions (Kouzes and Posner, 2007).

Inspiring a Shared Vision: Communicating and forging a clear and unified
purpose for the future. Leaders are opeth articulate about their vision and their ideas
for achieving these goals. They include others in all steps from planning to evaluation as
integral parties with a united purpose (Kouzes and Posner, 2007).

Challenging the Process: Searching for and progidpportunities for
innovation, growth and improvement. Leaders overcome the status quo through
acceptance of mistakes and modeling of-teng as natural processes of growth
(Kouzes and Posner, 2007).

Enabling Others to AcEmpowerment through tHauilding of trust and
collaboration. Leaders share their power and help others develop as decision makers
(Kouzes and Posner, 2007).

Encouraging the Heart: Nurturing acts to support the improvement of weaknesses,
recognize contributions and celebratesgths and successes. Leaders enable others to
feel the importance of their contribution toward the organizational vision (Kouzes and
Posner, 2007).
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Internal reliability and validity of the LPI are strong (Kouzes & Posner, 2002).
According to Kouzesrad Posner (2002)e results are significantly correlated with
various performance measures making it useful for predictions about leadership
effectiveness.

Table 1 presents the mean score and standard deviation from previous
administrations of the LPIAs indicated by the mean scor&snabling Othersas rated
highest andnspiring a Shared Visiois the least frequently exhibited behavior.
Challenging the ProcessndEncouraging the Hearttave similar mean values (Kouzes
& Posner, 200R

Tablel: LPI Norms: Means and Standard Deviations
LeadershipgCategory Leader (Self) SD Direct Report SD

Model the way 47.0 6.0 47.2 9.5
Inspire a shared vision 40.6 88 424 11.4
Challenge the process 43.9 6.8 44.3 9.9
Enable othersto act  48.7 54 48.2 9.3
Encouragéhe heart 43.8 8.0 445 115

Sample Group
The sample group for the research presented here consisted of 128 public middle
school principals serving grades36n South Carolina and ten teachers from each of their
respective schools. Teachers were randomly selected from the school website by the
researcher and represented at least three teachers per grade levéoFpfincipals
responded to the survey.

Research Question OnEhe first question addressed how highly South Carolina
middle school principals rate their own leadership behavior. Total scores were divided
into the five leadershipategories identified by Kouzes and Posner (2003).i nci pal s 6
responses were analyzed as a collective sample and are presented in Table 2. The
maximum possible score for each category is 60.

Table 2 Principal® Per c e pSelf ons: LPI

Leadership category Mean Standard Deviation
Model the way 53.50 4.408
Inspire a shared vision  50.75 6.262
Challenge the process  50.13 5.875
Enable others to act 53.29 4.456
Encourage the heart 51.56 6.282

N=52

Table 2 indicates that the principals rated themselves very roghdach of the
five leadership behavior categories. Their mean scores for each category were between
50.13 and 53.50. Answers for individual questions ranged from a low of 1 to a high of
10.
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Principals rated themselves most favorably in the catexfdviodel the Wayvith
a mean score of 53.50, a minimum score of 41, and a maximum score of 60. Principals in
the study rated themselves least favorably in the categ@galfenge the Procesgith a
mean score of 50.13, a minimum score of 33, and a maxiswore of 59. Principals
appear to view their overall leadership behaviors very favorably.

These results differ from previous sediported leader norms. The LPI norms
reported by Kouzes and Posner (2008)n previous administrations of the LPI (Tab
1), ratedEnable Others to Ac¢he highest anthspiring a Shared Visiolowest Notably,
al self-reported leadership behavior categof@saniddle school principals welggher
than thepreviously reporte¢Kouzes and Posner norm§he lower standardeviations in
each leadership category for the middle school principals also indicate far less variability
in scores than the Kouzes and Posner norm groups.

Research Question Twdhe second question addressed how highly South
Carolina middle schooleec her s rate their principal és | ea:i
responses of 243 teachers from the 52 middle schools were analyzed and are presented in
Table 3.

Table 3T e a c lPeraeptidns: LRObserver

Leadership category Mean Standard Deviation
Model the way 51.00 9.655
Inspire a shared vision  50.77 10.895
Challenge the process  50.98 10.651
Enable others to act 52.17 10.081
Encourage the heart 51.15 11.888

N= 243

Table 3 indicates that the teachers also rated their principals highly on each of the
five leadership behavior categories. Their mean scores for each category ranged between
50.77 and 52.17. Teachers rated their principals most favorably Em#i#ingOthers
to Actcategorywith a mean score of 52.17. They rated their principals lowest in the
Inspiring a Shared Visionategory with a mean score of 50.77. Standard deviation was
much higher in each category, indicating greater variability in scoresieglchers
appear to view their principalsd6 overal/l | e a

These results are more consistent with previous LPI restits.LPI observer
means for thosdirect reportsas reported by Kouzes and Posner (208 previous
samples (Table lhdicate thathey also rateénable Others to Adtighestandinspire a
Shared Visiormowest Teachers rated atbservetreported leadership behavior categories
higher than the Kouzes and Posdeect reporinorms. The standard devian for the
teachers sample was similar to those previously reported by Kouzes and Posner for direct
reports.

Research Question Threkehe third question addressed how the leader

perceptions compare with the teacher perceptions. South Carolina miuutbéteachers
rated their principalsd | eadership behavior
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selfreported scores. A Pearson correlation revealed no statistically significant
relationship between t he prb npceirpcaelpstd opnesr coefp t
principal leadership behavior.

Both the principalsdéd and teachersdé mean s
principal | eader ship. There was however, mu
with standard deviations betwe@r655 and 11.888 when compared to the principal self
reported perceptions with standard deviations between 4.408 and &l&82maller
standard deviation for the principal suggests greater consistency among their answers.

The greater variabilityinteeacher s6 observer ratings of th
behaviormay indicatea more realistic perception of the principal leadership behavior.

Conclusions

The purpose of this study was to determine if principal leadership behavior is
perceived simarly by principals and members of their faculties. These results indicate
that it i s and that both groups view the pri
the norm. The selfawareness that would drive a principal to rate personal leadership
more discriminately on a sedssessment would likely result in higher perceptions of
|l eadership behavior on assessmentregporiedb mpl et ed
scores on all 30 survey statements reflected slightly higher means than didhhe teac 6
observerreported means. Therewgs eat er variability in the te
standard deviations between 9.655 and 11.888 when compared to the principal self
reported perceptions with standard deviations between 4.408 and 6.282. The greater
disparity among teacher responsaght suggesa more realistic perception of the
principal sd odrsehandthe tessidiscpminatgdneipaliselfreported
responses. The standard deviations for teacher perceptionalsgersoreconsistent vth
the Kouzes and Posnernorms Teacher sd6 perceptions of their
behavioramay suffer less of the halo effect sometimes experienced by leAdessding
to Luo and Najjar, Aone of the mdesshipisef f e
to examine the teachersé perceptions. 0o (

Understanding Leadership Behavior

The principal ds confidence in their own
that they are perceiveduccessful school leaders capitalize on theergjthsandare
generallyperceived as more confidesatd sefaware Identifying and understanding
leadership strengths afithitationsis important to effective leadership andrtgoroved
selfawareness Principals perceived as effective leaders by teachers exemipy the
Kouzes and Posner (2002adershigenetsModel the Way, Inspire a Shared Vision,
Challenge the Process, Enable Others to Act, and Encourage the Heart.

Transformational leadership afforadsreopportunities for teachers tomience
andbetter understal the leadership behaviors. Principals who frequently demonstrated
leadership behaviors more explicitly than others were likely to be scored higher by
teacher observers.h& paired responses of principals and teachers aamgi@r of this
research may hawontributed to the overadicores that were higher in all categories than
theKouzes and Posneorms. Principals and teachers who were likely to respond
voluntarily to a surveynaylikely feel strongly about their knowdigelevel andtheir
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ability to evaluate leadersA lack of di€riminationbetween leadership behavior
categories wapatrticularlyevidentinthggr i nci pal s6 sel f reported r
indicating more limited selawareness

There clearly exista peception of strong leadership practices across categories
bybotht he principals and teachers. The consi st
leadership behavior may partbe a result of the increased pressures of accountability
underTheNo Child Left BehindAct. Unusuallyhigh selfperceptions may also be a
result of the principalsdé genuine desire and
possible for their school$his, despite South Carolina traditionally being among the
lowest ranked foeducational quality and the labeling of many South Carolina schools as
failing. The inflated perceptiaindicatethe need for contiraus,detailed and mult
sourcedeadership assessméat increasd selfawareness. Barbuto and Burbach (2006)
proposedhat a more realistic result woultdicateaselfa war e | eader sé humi | i
link between low selawareness angighermotivation. Comprehensive analysis of
leadership behavior throughultiple assessmestmay provide a clearer picture of
individual leadership strengths afithitations

Analysisof individual questions resulted somecommon high and low scores
for individual questiongrom both principals and teacher8oth groups ratethe
principal asking for feedback about the impactohprii pal acti ons on ot her
performancehe lowest of all individual questionsdeally, research such as this may
serve principals in their efforts to improve their leadership behavior The pr i nci pal ¢
treatng others with dignity and respectedhighest of all questions by boghincipals
and teachersThe common perceptiomsf  p r i digoifiegtradtneeid of subordinates
suggest that participating principagnsciously lead with a respectful demeanor and an
awareness dhe importance dfactful interactions.That should be encouraging to those
seeking to improve education in South Carolina. As Kouzes and Posner (2002) note,
leadership does not depend on mystical qualities, but rather on the capacity to know
oneself and most importantlyetwillingness to learn from feedback.
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Investigation of Screening Instruments in k5 Programs

Dr. Mary Steppling,
Mihaela Sabo Sweeney
Columbia College

Abstract
This study compared two speech and languageesing instruments (The SpeechEase
and the South Carolina Curriculum Screener) to determine which screening protocol was
more accurate in identifying preschoolers at risk for academic delays in elementary
school. Ninetysix children were administered badhthe screenings and received either
a Pass or Fail score. The screening results
performance as recorded on subsequent report cards. Statistics were performed to
eval uate correl ati on sngiealtsare ¢theiratatleeicst udent s 6
performanceStatistical measures showed that both screening instruments have moderate
ability to predict academic outcomes in kindergarten children. While the screenings can
be used independently as part of an early scregmingo t o ¢ 8duth Carolina i
Curriculum Screenér appears to be a more adequate cho
and language is tailored to the general education curriculum.

I ntroduction

Many federal laws and policies have impacted education begrears. Public
Law 94142, theEducation for all Handicapped Children Agassed by Congress in
1975, not only mandated education services for all children regardless of ability, but also
offered rights and protections to both parents and children dedlin the landmark
legislation were requirements for identifying children with special needs. 2589
(1986) extended the boundaries of Bdhication for All Handicapped Children Aoy
supporting early intervention assistance for children. In 200INeh€hild Left Behind
Act(PL 107110 expanded the role of the federal government in education and added
requirements in the areas of standards, accountability and assessment. In addition, the
reauthorizedndividuals with Disabilities Education (Improvemt)Actof 2004 has been
the impetus foResponse to InterventigRTI) models which focus on attempts to
maximize student performance and minimize academic failure in the school $&fiing.
is a multilevel process put in place to provide servicesudesits who struggle with
learning. The first intervention is classroom lewath more intense interventions offered
if the child is not succeeding; progress is monitored at each stage of assistance. Ongoing
monitoring assists decisiemaking regarding & need for further researtiased
instruction and/or intervention in general education, in special educatiooth
(Ehren 2007).

Evidence hatongbeen available that preschool children with speech and
language difficulties are sk for academidifficulties in elementary school (Byrd et al.
1994). For example, the early development of strong vocabulary skills is considered one
of the critical aspects of successful educational achievement in the later grades (Qi et al,
2006).ldentifying childrenat risk for academic difficulties in order to reduce academic
failure in the later grades has become a key focus in the schools and withetinale tof
the speech professional in the schools has evolved from treatment to early intervention
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and preventin. SpeecHanguage pathologists play a key role in identifying and treating
communication disorders, particularly (historically) speech and language delays. An ever
growing research base has clearly established connections between oral language skills
andliteracy skills and by extension, academic success or failure. (Justice et. al., 2005).

Identification of children with speech and language delays has long been the
domain of speech language professionals in the schools. Traditionally, mass screenings
werecompleted byspeecHanguage pathologists (SLP)order to identify children
requiring those services. The once quite common practice of mass screening children for
speech language difficulties is no longer routinely done in schools gsr&lices are
becoming more commafiHarn, et.al. 1999). Lenkadisnotes the benefits of screening as
contributing to impoved childparent interactionandto greater therapy success by
intervening earlyPotentially regative aspects of screenicguld result innacairate
| abeling due t o asWweladbepossimlityofovgriblangllessevi t y
severe disabilities (2001Although there is evidence that screening children as young as
two can be effective, the predictive value of screening is still questjas mass
screenings can lead to over referral (Klee, 20R@yitical review of 51 speech and
language screening tests for mass screening of preschool children evaluated the
professional time required, comprehensiveness, available norms and rehebidiity .

The authors reportetiat of the instruments evaluated, only two provided data that had
any predictive valuéSturner et.al, 1994).

The current educational landscape requitgsaulum-based assessment and
interventionas standard practice all special services provided to children. In further
discussing changing les of SLPs in the schools, Harn et. al. (1999) stetaneed for
considering knowledge dlfie curriculumaspart of the evaluation process in order to
assist students in succéaglin schoolsln addition, aspeechandlanguagenterventiors
have become curriculum based, SLPs find themselves working in classrooms rather than
Apul |l ing out o0 .SHkBarder enno W ocra Isleerdv iucpeosn t o anal
language in the coext of graddevel expectations and literacy and curriculum standards.
Screenings can be a useful and important firstistés work SLPs are particularly
suited to using a diagnostic approach that asseisdsnts' strengths and weaknesses
within thecontext of classroom performance and addreskieg specifically in
treatmen{Ehren 2007%.

In an effort to help speedanguage pathologists working on RTI teams identify
those children who may be at risk for academic failure due to decreased spkech an
language skills, this study set out to evaluate the ability of sgaaghage screening
tests to predict academic delays. Blaeeening instruments compared in this study were
the SpeechEas8creening Inventorgind theSouth Carolina Curriculum Screener
(SCCS). TheSpeechEasks a nationally normed screening test for articulation, language,
and fluency. Th&outh Carolina Curriculum ScreenCCS)was developed in South
Carolina and is based on the South Carolina State Department of Edecationlum
standards for each age/grade level. This research is important for several reasons: There
are currently limited data to support the predictive value of screening instruments. The
research provides data that assist in identifying areas of speech andjéangua
development that contribute to aspectacddemic success. The results pdevi
important information to classroom teachers and other professionals working in the
school setting for children with communication disorders.
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Method

Ninety-six children agdive were initially selected for participation. Due to the
fact that all children could not complete both tests and to attrition over the academic year,
71 children actually completed the study. The children were drawn from six kindergarten
classrooms itwo schoolsDifferent schools were chosen basediogir Adequate Yearly
Progresg(AYP) ranking One school met AYP, the other did not. This choice was made
in order to offer the possibility for furthe
performance ahtheir socieeconomicstatu based on mul tthag!l e studi ec
studentsattendingschools that do not meet AYcome from lowincome families)In
order to obtain optimal student focus, #eech and languagereenings were
administered on two diérent days at the beginning of the school year. Students were
screened by the three investigators; in addition, three trained sipegclage pathology
students administered screenings on the first day. All were trained in administering
screenings and alhe screeners previously agreed on similar scoring criteria for
reliability purposes.

Both instruments were administered to each partici@neening results were
recorded and quantified based on a-ma@ighted point system. In the second and fourth
guaters of the academic year, report card data were collected, measuring student
performance on meeting specific curriculum standards. The report cards consisted of
three sections titled®ersonal and Social Standardsanguage Arts Standargdand
Mathematis Standards Among per sonal and social standa
ability to follow classroom rules and routines, to interact easily with other children, and
to know his/her birthday, address, and phone number. Language arts standards included
naming upper and lower case letters, identifying beginning consonant sounds in words,
and using pictures and wath make predictions about stories. Mathematics standards
included counting from 1 to 20, collecting, displaying, and interpreting graphs, and
naming days of the week. Each section contained nine, fifteen, and twenty standards
respectively that wereymgbaldedi mndi o@t andg +Pa®s
the standard). Report card data were recorded and quantified the same way as screening
data, using a neweighted, poinbbased system. Next, all data obtained were compiled in
spreadsheet forngcreening results were compared with kindergaportcard data
collected at the midpoint and end of the school .y@ata was used to determiwlich
subtest®f each instrumertiest predicd communication delays that would impact
academic success.

Results and Discussion

Results of correlation and multiple regression measures show that both screening
instrumens havemoderate power for prediciracademic performance. Correlations
between vocabulary and articulation subtests on $m#eningnstruments show modest
correlation to the first report card data in particular. Additional data comparing all subtest
correlations to both report card ofiRC1)and report card tw(RC2) arealsopresented
below.

Statistical analysis results shows that seeand fourthquarter report cards were
moderately correlated with each other(.761), which yields arf =.579, [F(2.88)
=23.4, P<0.01]. This meatisat the second quarter report card (RC1) accounts for 58%
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of the variance on the fourth quarter report card (RC2). Though one might expect a
hi gher correlation between the two report ca
performance within fourto fiveméenhs) , t hese results are not s
academic performance at this age varies significantly from one grading period to the next,
based on constant changes in their learning and attention. In addition, correlation results
show that the scraeeng instruments predicted academic performance on the second
quarter report card(71)=0.46, P<0.05 between tispeechEasand RC1 and(71)
=0.54, P<0.05 between the SCCS and RChg screening instruments also predicted
academic performance ¢ime fouth quarter report card(71)= 0.30, P<0.0between
SpeechEasand RC2Also,r(71)= 0.45, P<0.05 between the SC&sl RC2Based on
r? values, it follows that th8peechEasaccounted for 20% of the variance in academic
performance on RC1 and for 10%tbé variance in academic performance on RC2. The
SCCS accounted for 30% of the variance on RC2 and for 20% of the variance on RC2.
Again, it is to be expected that the screenings would more accurately predict results on
the secondyjuarter report card begse this grading period immediately followed the
administration of the screenings, while the fourth grading period was nine months later
from the time the screenings were administered.
A correlation that calls for further inquiry was found betweenAttieulation
section of theSpeechEasand the same section of the SCCS; specifically, it was found
that the two subtests correla@881. Considering that both subtests measured the same
chil dés speech at the same @ddow.nThismightbe i me, t h
explained by two factors: first, tf&peechEasand he SCCS test different phonemes.
Second, in the administration of the SpeechEase, children are supposed to fill in the blank
(e.g.On your head you wear a ) with twoof the targephonems beingunderlined a
modelwas provided f t he child didndét fill in the bl al
SCCS asks that studemsoducethe target phonemes when presented with picture cards
with no other cues being offered by the clinmcia
Overall correlation for the two tests was not high: r=0.45, P<0.05, which accounts
for only 25.5% of the variance shared between the screening tests. This might be
explained by the fact that the screenings are designed to measure different standards an
abilities While theSpeechEasis a traditional screening test aiming at identifying
Atypical 6 speech or | anguage problems, the S
weaknesses that can helpedby speecHanguage professionals.
Statistical analyselooked not only at connections between the two report cards,
but also at connections between particular subtests on the screenings and overall
performancen the classroom setting as recoraedreport cards. Investigators thus
found that the vocabulagubtest of either screening was the most highly correlated with
academic outcomes as recorded on RC1 (second quarter report cardy, withetween
t he AVocabul a$8pegachEasend RGC1lamd = 0.41 betwhea the
ASemanti cs o <£8&andRGC.Mheseffindindgs endicat€that with the
vocabulary sections accounting for 23%péechEageand 17% (SCCS) of the variance
on academic performance, vocabulary appears to be of critical importance to a young
student 6s acMitcée mEodéabaotasyg 0 SgeechHBaseradithe on t he
ASemanti cs 0 s eairelatedithe highest (h=0.48f Go®®Ber subtests
correlated higher. It thus appears that both screening procedures have moderate to low
predictive value with regards to acadermelay.

Teacher Educationalirnal of South Caroling2009 Edition 55



Assessment

Conclusions

The outcomes of statistical measures indicate that both of the screening
instruments used in this research are moderate predictors of academic performance in
kindergarten students and that they can be used as part of an eargnitmarprocedure
to reliably and independently help identify childresriak for academic delays. In
helping therapists decide which of the two screening tests to use, it is important to
consider the different nature of tBpeechEasas compared tthe SCCS. While the
SpeechEasis a traditional screening instrument that assesses student performance from
the perspective of a speelemguage pathologist only, the SCCS was designed to be
curriculumoriented. Though some of its subtests might be matchédse of the
SpeechEasehe SCCS seeks to test speech and language abilities in light of the academic
curriculum, in order to identify those areas of speech and language that therapists can
target to help students improve academic performance in the bedecatiorsetting In
the current environment where the role of the spésmatpuage pathologist is being
redefined asnactive member of the Response to Intervention team and as a critical
influenceon studentsd academi c msceaniaginsttumantsr t her
and possiblehangsin the scope and format of screening instrumeptsear to be
valuable areas of study.

Results of the statistical measures presented in this study indicate that the two
screening instruments have low to modei@bility to predict academic outcomes in
elementary school students. However, these findings must be interpreted with caution, as
further research is warranted in order to validate them. One factor that reduces reliability
of the results is the small esrch sample (N=71) that is representative mainly of South
Carolina students. Additionally, the study necessitates falipyas it considered
academic outcomes of students only through-§rade. The research, however, is
compelling because it raises a®@ness among teachers and spémahuage pathologists
alike about the contribution of vocabulary skills to successful academics. Moreover, the
study emphasizes that although mass screenings are no longer routinely administered,
screening instruments reman valid tool in the early identification and intervention
process that is being implemented through response to intervention.
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Assesing Teacher Candidates: AV ulti-Dimensional Approach

Jill B. Branyon, Ed. D
North Greenville University

Abstract
Assessing teacher candidates is complex and difficult. A-di&nsional approach
allowsfaculty the opportunity to use multiply assessmen t o det er mi ne t he ¢
proficiencies of knowledge, skills, and dispositions. Utilizing a prolonged and intense
approach to field experience, North Greenvil
are able to produce multiply assessmentsthaétcar | y define a teacher ¢
to affect k12 learning. Among the strongest assessments used are the Assessment of
Dispositions, the Field Experience Evaluation, The Teacher Work Sample, the Licensure
Exams, and the ADEPT (Assisting, develgpand evaluating professional teaching
criteria used in South Carolina to evaluate teachers) Portfolio Notebook and
Presentation. In tandem, these measures give a clear and accurate picture for evaluating
teacher candi dat es asveysandeakiesarecegahtaby Pr i nci pal

The Complexity of Assessment

The complexity of assessing teacher candidates or novice teachers is evident to all
who try to evaluate those entering thadieing profession (Mitchell, Robinson, Plake &
Knowles, 2001 Wise, Ehreherg & Leibbrand, 2008While many states require
particular licensure tests, a set of tests do not tell the whole sttivgaimplex set of
knowledge, skills, and dispositiongjrered of teachers (Rennégktiev, 2005. Taking a
high stakes single test a far cry from the tasks teachers perform on a daily basis
(Alvalos, Shaver, PazeRego, Massey, Cuevas, 20@chools and Colleges of
Education need to use multiple forms of evidence in making decisions about quality of
teacher candidatesviitchell, Robinson, Plake & Knowles, 20P1Authentic assessment
can be used to pinpoint the particular knowledge base, skill sets, and dispositions teachers
need to know and use in thearticular teaching contex(RennerAriev, 20095.

A Multi -dimensional Approach

North Greenville UniversityimensioBadl | ege of
approach to the assessment of teacher candidates. The system design requires the use of
numerous authentic assessments, which are tied to various teaching contexts and
strenghened by clear scoring guides and rubieiéott, 2003; Mercer, 2008)
Candidates are informed about all of the assessments early in the program. Candidates
know the requirements and the scoring methods of each assessment and are given the
theoretical ckground and standard that each assessment measures. The Early Childhood
and Elementary Education Programs use a block system that allows the instructors of
various courses to utilize a single, more prolonged field experience for learning activities
and @sessments. Key assignments are given to each candidate such as planning and
teaching lessons for the Junior Block 1 candidates, followed by planning and teaching
lessons in each curriculum area and reflecting on the lessons for more experienced
candidatesn Junior Block 2, while Senior Block candidates design unit plans. A well
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designed and integrated field experience component adds credibility to the assessments
used.

Aligning the Assessments to Standards

Applicants to the Teacher Education Progranoenter their first field
experience in the Introduction to Education course. During this field placement,
applicants observe and assist in-d2classroom. Field Experience 2 takes place when
applicants have become admitted to the Teacher Education fragdabegin the Junior
Block 1. At this Benchmark, candidates will become part of a cohort. The cohort takes all
of the core courses together and has a thirty hour field experience that requires them to
dedicate a half a day per week to-axclassroom. igultaneous with the field
placement are set methods courses where candidates plan the lessons they will execute.
During the Junior Cohort for Early Childhood and Elementary Education programs,
candidates will plan and execute four lessons. The cand&dabsérved teaching by the
supervising teacher, an-aite mentor and cooperating teacher who have been trained to
observe and evaluate the lesson utilizing the Field Experience Evaluation. Each of the
instruments used are tied to theory and standargedotice. The Elementary Education
Field Experience Evaluation is tied to t
Effective Teachers (2007), Association for Childhood Education International, and the
South Carolina teacher evaluation system calP&PT (Assisting, Developing, and
Evaluating Professional Teaching).

The Early Childhood Field Experience Evaluation is aligned to the conceptual
framework, National Association for Educating Young Children (NAEYC) and ADEPT.
The Field Experience Evaluatis are a key element in evaluating teacher candidates. The
Field Experiences build upon each other. The Junior Block 2 Field Experience requires
candidates to teach lessons ihX classrooms related to the Junior Block 2 methods
courses. Candidates musimplete the Lesson Plan Template and reflect on the lessons
taught. During the Senior Block, prior to clinical practice (student teaching), candidates
spend two full days per week in &lR classroom beginning early in the fall. The
expectation is that éhcandidate will remain in the same classroom for clinical practice.
On rare occasions, candidates have had to go into other classrooms, but the goal is to
have the candidate fully integrated into a single classroom for an entire year. The results
of the polonged involvement in a single classroom has led to great satisfaction for
candidates as they build relationships withZkstudents, supervising teacherssaa
mentors, and cooperating teachers. Faaukysatisfiedvith the outcome and the data
reveals that candidates are able to impatRlstudent learning utilizing the South
Carolina k12 curriculum standard$he focus groups and exit surveys indicate that
candidates find the prolonged involvement in public classrooms meet their needs for
interse field experiences.

Using Templates and Rubrics
In addition to the intensand diverse field experiences, candidates are engaged in
particular assessments related to planning, teaching, and assessment. A lesson plan
template and rubric are used in thaior Blocks 1 and 2, while in the Senior Block
candidates plan a unit and are assessed using a rubric. Furthermore, during the Senior
Block, candidates take a variety of courses aimed at preparing them for the classroom.
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They are involved in Professidraevelopment, Classroom Management, Assessment
Planning, technology, and reflection. These core courses require specific tasks in the field
placement. Other practical assessments include resume writing and interviewing.

During clinical practice, candided record all of their experiences using the South
Carolina Adept System and prepare an ADEPT Portfolio Notebook. Additionally,
candidates develop and implement a Teacher Work Sample. Utilizing these advanced
assessments demonstrates that candidatesstamugthe standards for teaching and
learning as well as meeting the NCATE (National Council for Accreditation of Teacher
Education) standard that candidates impat® lstudent learning (Wise, Ehrengberg, &
Leibbrand, 2008).

Candidates are also assessedheir teaching dispositions. The Assessment of
Dispositions (AOD) is used throughout all programs. The instrument is aligned with the
conceptual framework and ADEPT. Two instruments have been created. One measures
the professional attitudes candidatel use in the University classrooms related to their
coursework and peer collaboration in the cohort. The other instrument was created to use
in k-12 classrooms to assess candidate interaction with diverse students. Two disposition
sets are required asnthdates relate to peers and also-tt?kstudents and personnel.

Using Data from Multiple Sources

Further candidate data is collected throu
graduates who are employed. Through the use of facebook and othenstwtaks,
graduates were contacted and asked to hand the Survey to their principals personally. The
return rate was the highest in any year. Graduates in recent years found it necessary to do
substitute teaching for their first year until a position openele district where they
wanted to work. Data from the surveys indicated that graduates are well qualified to teach
in k-12 classrooms.

The NGU assessment system assesses candidate knowledge, skills, and
dispositions in a variety of ways, at distinefcgsion points, and at various levels of
intensity. Candidates have input into the assessment system as well through the
evaluation of instructors, courses;site mentors, cooperating teachers, and an exit
survey on the progranBelow find a table thdtsts the types of assessments that
represent the mullimensional assessments used by the College of Educkabie. 1
below shows the Candidate Assessments.
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Table 1: Candidate Assessments

Assessment

Candidate Knowledge Skills Dispositions
level
Junior Blok 1 | Course grades Field Experience Evaluations | Assessment of Dispositions in

Minimum GPA and course
grades
Lesson Plans

by supervisors, osite mentors
and cooperating teachers

courses and-k2 classrooms
Graded by instructors, mentors
and cooperating éehers

Junior Block 2

Course grades

Minimum GPA and course
grades

Lesson plans

Field Experience Evaluations
by supervisors, esite mentors
and cooperating teachers

Assessment of Dispositions

in courses and-k2 classrooms
Graded by instructors, mentors
and cooperating teachers

Senior Block | Course grades Field Experience Evaluations | Assessment of Dispositions
Minimum GPA and course by supervisors, ogite mentors | in courses and-&R2 classrooms
grades and cooperating teachers Graded by instruors, mentors,
Unit plans and cooperating teachers

Clinical ADEPT Notebooks TWS graded by supervisor an( Assessment of Dispositions

Experience Minimum GPA cooperating teacher in courses and-#2 classrooms

Course grades

Field Experience Evaluations

Graded by instruors, mentors,
and cooperating teachers

All candidates complete all parts of the licensure exam for South Carolina, which
is the Praxis Il series, prior to clinical experience. The pass rate for all candidates is
100%. Candidates also maintain a minimoin2.5 GPA and maintain a C or better in all
education courses.

Through the use of multiple authentic assessments that integrate course work and
field experiences, the College of Education has a clear picture of the competencies of
their preservice teaatrs. The use of specific assignments, theory based scoring
instruments, rubrics, and multiple graders enhance the reliability of the assessment of

candidates.

Analyzing and Reporting Data
Furthermore, the Assessment Committee review all assessmernie atadet

gathered on candidates to ensure that the College of Education is producing Highly

Quialified Teachers for-k2 schools. The data are aggregated by program and by

assessment type to create a clear portrait o
dispositions. The College of Education Faculty meet during dedicated times throughout
the semester in order to review data on the candidates and the programs. The Assessment
Coordinator and the committee bring reports to the Faculty for discussion and make
recommendations for changes or improvements for review and voting. Details are kept in
the minutes of the College of Education of programmatic changes made based on the data
collected.

Additionally, as candidates move through the program, they must pesfic
criteria at various benchmarks to move onitte next program level. The Faculty reeei
specific data on candidates for acceptance into the program which is called Benchmark 1,
at which time, the candidates are reviewed and received by recomiaendae
Teacher Education Committee, comprised of College of Education Faculty, Arts and
Science Faculty,-k2 partner representatives, and community representatives meet each
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semester to review the candidates for admission. During these meetings,teandida
assessments are reviewed and a vote is taken based on those assessments.

Candidates who are being admitted into the clinical practice are also reviewed by
the Faculty and the Teacher Education Committee. The same is true for program
completers. Tabl2 is the individual record form used for Elementary Education. Each
program within the College of Education uses a similar record form. The form shows the
benchmark and the requirements for each benchmark. Benchmark 4 is the final checklist
fortheUnives i t y Requirements and beyond. The Prin
benchmark even though all candidates are not evalus¢edTable 35ome candidates
do nd enter the teaching profession immediately, but may enter into a similar profession
like sulstitute teaching. A concerted effort has been instituted in recent years to collect
data on graduates. See Table 4 for results.

While the Praxis | & Il data is collected and used as an indicator of competency,
the test data is only one piece of the assess system. In order to assess teacher
candidatesd preparation and -dimengyoeadi ency f or t
program like the one used by North Greenville University. The process includes data
gathering, analysis, and making changes to therpnog based on analyzed and
aggregated data. Just as public school teachers need to use multiple, authentic
assessments with 2 students, colleges and universities need to plan and utilize
multiple, authentic assessments with teacher candidates. Inchieges of education
must practice what they prescribe as best practice.

Narrow measures such as high stakes testing must be considered in conjunction
with detailed authentic assessments like the Teacher Work Sample and Portfolios that
showcase the emti scope of the work of a teacher. A mditnensional approach to
assessment gives educators the clearest data possible to make evaluations related to
teacher education.
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Table 2: Individual Student Record for Elementary Education Candidates

College ofEducation: Individual Student Record: Elementary Education

NN F=T 1 [T Student NO......cvviiieiieiee e,
Assessment Benchmark 1 | Benchmark 2 | Benchmark 3 | Benchmark 4
Effective Practitioner
GPA GPA GPA GPA GPA
Core Content Courses Math Math
Eng Eng
Hist Soc St
Science Science
Praxis 1/Praxis 2 Read: PLT:
Write: Elem:
Math:
ADEPT Portfolio (APS 18) APS 1:
APS 2:
APS 3:
APS 4.
APS 5:
APS 6:
APS 7:
APS 8:
Teacher Work Sample Elem1:
Elem2:
Elem3:
Elem4:
Elemb5:
Field Experience Evaluations 1. Jrl
Jr2
Sr
Caring Leader
Assessment of Dispositions AOD: AOD: AOD: AOD:
(Average)
ADEPT: APS 9 APS9
Chapel Ch Ch Ch Ch
Lifelong Learner
Electranic Portfolio El. Port:
Technology Tech:
ADEPT APS 10: Professional APS10:
Affiliations
Principal 6s Suryv PS
Exit Survey ExS
Cultural Events CE CE CE CE
(OF0] 0110 1=T 0] 530 PP
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Assessment

NCATE

The Standard of Excellence
in Teacher Preparation

Principals' Ratings of Graduates on the Dimensins of Teaching

Student Name
Scoring Categories:

Graduation Date
3 = Above other entrevel candidates
2 = About the same as other enfgyel candidates
1 = Below other entrevel candidates

SCORE

3 2 1

EFFECTIVE PRACTITIONER

Plaming (LongRange and ShefRange)

Assessment to Students (Formative/summative)

Expectations for Learners

Instructional Strategies (Variety)

Knowledge of Content and Management

Ability to Monitor Student Learning

CARING L EADER

Classroom Organization and Management

Interpersonal Relationship with Students

Sensitivity to Gender, Race, and Ethnic Differences

LIFELONG LEARNER

Reflective Decision Making

Personal and Professional Development

Collaboration with Peer and OthEducators

Principal's Name

School's Name

Date
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Table 3: Summary of Principal 0s
Summary of pr i n-200®(Bdsdll sn SCADEPT sasdardsdfdd Professional Teaching

Assessment

Rat

ngs

17 responses received 3 2 1
Effective Practitioner

2007 Planning (Long and short range) 13 4

2008 Assessment of Students (formal & informal) 11 6
Expectations for learners 14 3
Instructional Strategies 9 8
Knowledge of Contet and management 9 8
Ability to Monitor student learning 10 7
Caring Leader
Classroom Organization and management 13 4
Interpersonal relationship with students 13 4
Sensitivity to gender, race, and ethnic differences 14 3
Lifelong Leaner
Reflective decision making 11 6
Personal and Professional development 13 4
Collaboration with peers 16 1

Summary of prin@dpal 6s ratings 2006
23 responses received 3 2 1
Effective Practitioner

2006 Planning (Long and shorange) 14 9

2007 Assessment of Students (formal & informal) 15 8
Expectations for learners 19 4
Instructional Strategies 17 5
Knowledge of Content and management 17 5
Ability to Monitor student learning 16 6
Caring Leader
Classroom Qganization and management 18 4 1
Interpersonal relationship with students 18 5
Sensitivity to gender, race, and ethnic differences 20 3
Lifelong Learner
Reflective decision making 16 7
Personal and Professional development 17 6
Collabordion with peers 19 4

Summary of prin@ifal 6s ratings 2005
14 responses received 3 2 1
Effective Practitioner

2005 Planning (Long and short range) 11 3

2006 Assessment of Students (formal & informal) {n/a: 1} 9 4
Expectationdor learners 7 6 1
Instructional Strategies 10 4
Knowledge of Content and management 9 5
Ability to Monitor student learning 9 5
Caring Leader
Classroom Organization and management 12 2
Interpersonal relationship with students 8 6
Sensitivity to gender, race, and ethnic differences 11 3
Lifelong Learner
Reflective decision making 9 5
Personal and Professional development 6 8
Collaboration with peers 9 5
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Table 4: Graduate Information on job placement

Year # of graduates| Teaching| Subbing| Other jols Unkown

20032004 40 17 0 2 21

20042005 42 12 0 4 27

20052006 65 37 0 2 26

20062007 54 41 3 5 3

20072008 36 23 8 3 1
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Doeslnquiry Instruction Abet Standardized TestScore I ncreases?

Rachel Teller
Meta Van Sickle
Dennis Kombe
Michelle Comen
George Tempel
College of Clarleston

Abstract
The effectiveness of a local systemic effort in meeting the goal of improved science
literacy through the integration of inquiry teaching methods in classroom instruction was
assessed. Science graduate students ahd® teachers were parered and engaged in a
long-term professional development emphasizing inquiry practices. Data reported are the
result of the investigation of one teacher/graduate student pair. The study examined the
effectiveness of professional development implementayi@assessing the ability of 100
of the participating teachero6s -saseddents to u
instruction to answer questions on state mandated tests. Results suggbs itmediry
teaching resulted in test score improvements all disaggregated groups (gender,
race/ethnicity, and tracking) improving approximately 10 percent. Professional
development with an emphasis on the ingbmged teaching strategy may have played a
role in elimination of the bias between mean testesco

Introduction

The task of adequately preparing young people to understand and use information
and technology in the twenfirst century is complex and difficulln a system guided by
standards, experts emphasize the importance of inquiry learnengaag of having
students work together to solve problems. In the process, these students should discover
knowledge themselves and develop experimental and analytical skills necessary for life
outside of the school settinghere are concerns that studamisy not link handsn
activities to written activities of the topics being studied (Atkinson, 1990; Hodson, 1996;
Wellington, 1998). Our research findings, however, suggest that effortéehges
teachers in South Carolina schools to implementriteiry instructional technique
improve standardized test scoodsstudents of all demographic groups.

Inquiry Learning

Several recent, publicly funded, national initiatives propose a major turnaround of
science education toward science literacy for allestitgl(American Association for the
Advancement of Science [AAAS], 1990, 1993; National Resource Council [NRC], 1996,
2000). This science education reform places more value on higher order thinking skills,
problem solving abilities, and the ability to aphowledge and skills to settings that
transcend the classroom. Inquiry is the primary approach proposed to meet these goals
with evidence that students are able to attain deep foundational understanding of science
content and processes when they engagrequiry (Bransford, Brown, & Cocking, 2000;
Layman,Ochoa, & Heikkinen1996;Metz, 1995; Renninger & Hidi, 2002; Schneider,
Krajcik, Marx, & Soloway, 2002).
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Inquiry teachings characterized by greatgiudent engagemeiarticipation in
science clases promoing higherlevel thinkingand by implicatiorpositsstandardized
test score increases. With inquiry teaching there is a shift from teacher centeredness
toward studented activities which presupposes sedfjulating efforts by students, yet at
the same time offers more space for individual activities (Hartley & Benedixen, 2001).
The inquiry approach encourages students to ask and refine questions, to design and
conduct investigations, to gather and analyze data and information, and to inkerpret t
findings and draw conclusions. This approach also requires that the students report their
findings so they may be shared (AAAS, 1990, 1993; Krajcik, Marx, Blumenfield,
Soloway, & Fishman, 2000; Linn, Clark, & Slotta, 2003; NRC, 1996, 2000; Schneider et
al., 2002; Songer, Lee, & McDonald, 2002). Evidence suggests that this close and
meaningful relationship with the learning process helps students increase their interest in
science while enhancing content knowledge and process skills (Renninger & HRJi, 200

The Partnership

The study reported here was set up to meet the education goal of improved
student achievement in science (AAAS, 1990, 1993; NRC, 1996, 2000). Participating
teachers were drawn from a large, primarily urban school district in Southr@ar
These teachers were paired with science graduate students from the College of Charleston
(CofC) and the Medical University of South Carolina (MUSC). The graduate students
were all conducting research studies in their areas of specialization wigedriom
marine science to neuroscience. The collaborating partners formiealvtheuntry
Partners for Inquiry Teaching and Learnin@National Science Foundation GK #
DGE-0139313). The science graduate student f o
environmental studies candidate. The educator was a sixth grade science teacher at
Middle School for the Creative and Scientific ArfBhe educator and science graduate
student pair and theowcountry Partners for Inquiry Teaching and Learning Program
are ferein referred to as the Partners and the Project, respectively.

Goals of the Project included creating a culture of cooperation betwéén K
classroom teachers, students and the scientific community, and providing students and
educators with opportunitigée participate in inquiry teaching and learning. According to
AAAS (1997),improving the current system of education in science and mathematics
requires a concerted, cooperative effort of schools, parents, industry, government, and
science communities.

To make it a collaborative effort, the partners got a chance to find out the nature
of their partnerés field of work. During the
graduat e st ude non@serienaeband wgssekposedito ways mydwdich
scientists carry out studies in the laboratory environment, the similarities and differences
that existed between laboratory investigations and everyday science as practiced in many
K-12 classrooms. In the course of the school year, roles were reversbe anence
graduate student had an opportunity to spend time with their teacher partner in the
classroom, participating in inquilyased science instructiohhe Project offerethe
science graduate student opportuniteeshareher knowledge of and exement for
science with K12 students and educators while conveying the types of practices and
information used by scientists in the field to conduct investigations.
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Professional Development

AMany teachers | ack a st rnstnuagvisbteachinggef i1 n t |
met hods in the classroom and (Beameer,Yahus wunl i ke
Sickle, Harrison & Temple, 2008.) For those willing to implement inquiry practices,
however, the professional development (PD) programs on thecsalgetoo few, short
|l ived and inadequate as a means to helping t
thinking and beliefs on their prevailing cla
Horsley, 2003.) This is especially surprising given data overhaseshown that
students benefit greatly from inquibased learning and that after only 30 minutes per
week ofinquiryp ased i nstruction, studentsd science
(Holdzkom & Lutz, 1984).

To address this concern, partners warelled in six credit hours of graduate
level PD courses covering the theoretical aspects of inquiry instruction and its utilization
in the classroom. They learned how to: write and subsequently teach using learning cycle
lesson plans, question studenssiung t he New Bl oombés Taxonomy,
teaching strategies for inquiry learning, and observed teaching as the project directors
used these same tactics during the inquiry teaching training. The PD courses were meant
to acquainthe partners to ingoy teaching methodsind help them develop confidence
in its implementation in the classroom setting.

Purpose of the Study

The ability of students exposed to inqubgsed instruction to correctly answer
guestions on a written test was examined. Theunmgent was formatted to emulate the
sixth grade level of a standardized test given to all students in the state. Our purpose was
to examine the effect inquiry instruction would have on student performance on a
standardized test after teachers had beposed to aextended professional
developmenemphasizingnquiry in the classroom. We hypothesize that the teacher
exposure to and use of inquiry teaching in science classrooms would significantly
improve student achievement on standardized tests. A witidg similar theme,
documents a need f or @ e masedinstaudtionawithi dence t ha
success on science achievement testso (Schne

Methods

School Setting

A middle school for creative and scientific arts l@chin a suburban/rural section
of the southeast has a very diverse population of fifth through eighth grade students.
Although the school prides itself on an emphasis on the arts and sciences, there are no
special requirements or admission tests. Theddiad an overall statewide absolute
rating of AGood, 0 but the i mprovement | evel
Annual School Report Card from the stateds E
of the study, the enroliment was approximatéyp@rcent white and 40 percent non
white, primarily AfricarAmerican. That year, 26 percent of the student population
received subsidized meals and 11 percent were special needs students, the majority of
whom were fully mainstreamed in the general popoitati

A total of 100 students, 51 males and 49 females divided among four sixth grade
class periods participated in the inquiry science lessons component of the study. The
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students were O6tr ackedogerienalfresourtelasseshT@nor s c¢c| as
tracking system was | oosely based on the stu
The higher the rating on the standardized test, the higher the track into which the students

were placed. The racial breakdown of the participants was 69 white stupi@frican

American students, 5 Asialimerican students, and 3 from Latin America.

Science Curriculum

Full Option Science System (FOSS) kits used throughout the district were utilized
extensively in this classroom. The Partners were trained by thledistrict FOSS
trainers and supplemented by the six graduate credit hours &foPhis study, the
partners taught thglagnetism and Electricity Modulevhich consists of five sequential
investigations, each designed to introduce or reinforce concegtgence. The unit
activities were modified to produce a compact set of activities for use in the science
classrooms. While it typically requires8dweeks to complete a FOSS kit unit, the
partners and students working in 90 minute block sessions, fopossible to complete
the revised kit materials and activities in a three week fiiaree. The reformat included
topics on Magnetism, Electricity, Circuits and Electromagnetisras much athere
were reading and response assignments for homewortirtthioee nights per week, the
majority of class time was spent engaged in hamdsquiries and collaborative
investigations based on the FOSS.

Though other forms of testing may have been more effective in determining
student knowledge, test items drafkom the South Carolina Palmetto Achievement
Challenge Test (PACT) question bank were used. The PACT as an assessment tool is the
standard applied to all students in the stae is based on the South Carolina Science
Academic Standards (2005), the Benelnks (AAAS, 1993) and the National Science
Education Standards (199@)has two sectionsnultiple choice and constructed
response. The students were given science items from the practice test bank pool to
ascertain content gain or loss. In additionhi® tests, the partners considered artifacts
created by students during the unit. These included graphs of data collected, pamphlet
with diagrams showing the relationship between electricity and magnetism created on
Microsoft Publisher, and working battgppwered motors. Though these were not
included in the assessment data, they offered an alternative through which the partners
would assess practical student understanding of concepts they had learnt.

Procedures
Data were collected after the Partners hadmleted their PD and the teacher had
the benefit of the summer laboratory experience and the science graduate student had
experience in the teacherdéds classroom for on
facilitators of the lessons. The pre/ptsstinstrument questions covering the Magnetism
and Electricity unit were adapted from questions drawn from a PACT practice question
bank.Both tests were scored using the following rubric: three points for a correct
response, one point for an imopleteanswe, and no poirgwere awardeavhere there
was no respons@ercentage points were then calculated based on the maximum
allowable points on the test.
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Statistical Analyses

The pre and postest scores were analyzed usB@phPad Version 4 Software
for Macintosh fittp://www.graphpad.conan Diego, CA) Descriptive statistics based
on studentsd percentage points earned on the
Scores were analyzed overall, and disaggregated based on gender, race/ethnicity, track,
and on PACT score placement (Advanced, Proficient, Basic, or Below Basic) as
determined by their 2003 score on the science section.

A onetailed paired test was performed for the prest versus pogsest
percentage scores for each matched pair sampe icategories described above. A
onetailed Rvalue was used because scores are hypothesized to increase after a lesson
has been taughA two-tailed unpaired test with Welch's correction was performed for
t he f emtaed £ts 6v @ £ U stesttséoees, and forehe Pdess sceres for
females versus maled his same analysis was also performed for the honors versus
general preests scores and pésist scores.

Results
Data suggests an average increase in overaktesisscores of appxonately 10
percent (P< 0.05) (Table 1).

Table 1: Comparison of all participants: Prand Postest scores.
Group N Mean SD
PreOverall 100 82 10
PostOverall 100 02 6 P<005

The use of inquiry learning during the unit presentatesulted ina significant
increase in scores for both genders with elimination of differences in achievement
between males and females (P<0.05) (Table 2). There was, however, a greater overall
increase in points for females (13 percentage points) as compared t¢ hpdesentage
points).

Table 2:Male and female Preand Postest scores.

Group N Mean SD
PreMale 51 86 8
PostMale 51 93 5 P<0.05
PreFemale 49 78 11
PostFemale 29 o1 6 P<0.05

Pretest versus pogest scores disaggregated basedaze/ethnicity suggested a
significant increase in posest achievement for both Caucasian and African American
(P< 0.05) with both groups performing at approximately the same level. When post
presentation scores of the unit were compared, performémadleacial groups showed
no significant differences and tended to fall at 93 £1. (Table 3.)
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Table 3:Race/ethnicity Preand Postest scores.

Group N Mean SD
PreCaucasian 70 82 10
PostCaucasian 70 93 6 P<0.05
amerion 23 82 11
PostAfrican P <0.05
) 23 91 6
American
Pre Asian American 5 81 12
PostA_S|an 5 93 5 P =0.07
American
PreMexican/Latin 3 87 10
Am P =021
PostMexican/Latin '
3 94 3
Am

Disaggregating performance based on class track showedagnidifferences
in means of preversus postest scores (P< 0.05) for both general and honors students.
The students tracked figeneral o i mproved thei
percentage points. Petstst scores for honors students inceglapproximately 10
percent (Table 4). Post unit performance of general and honor students were not
significantly different.

Table 4:Tracking on Preand Postest performance on general and honor students.

Group N Mean SD
PreGeneral 53 80 10
PostGeneral 53 91 6 P<0.6
PreHonors 47 84 10
PostHonors 47 94 5 P <0.05

Disaggregating based on PACT label showed significant differences in means of
pre- compared to podest scores (P< 0.05) for each category (Table 5). The Advanced
studets increased posest scores by an average of over 12 percent, the Proficient
students over 9 percent, the students labeled Basic improved almost 10 percent, and the
students ranked Below Basic increased their-festtscores by over 11 percent.
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Table5: Pre and Postest scoresf students based on 2003 PACT science score

Group N Mean SD
PrePACT
Advanced 19 82 1 P < 0.05
PostPACT '
Advanced 19 94.1 4.08
PrePACT 25 84 10
Proficient P <005
PostPACT )
L 25 93 4
Proficient
PrePACT Basic 31 80 11
PoStPACT Basic 31 90 6 P<0.05
PrePg;:;l’iCBelow 11 81 10
POStPACT Below P=0.05
. 11 93
Basic
Analysis
Al t hough derived from a smal/l

The fact that each disaggregated group increased theitggbstores by approximately
10 percent suggests that the inquiry method of instruction, as utilized in these four
science classes, reached the studemislly with no group of students having a selective

advantage because of the teaching method

The results also suggest that the incnaged teaching strategy helped to
eliminate the bias between mean test scores for males and feiiddesgh both
significantly,

ggoupso

females was reduced significantly after the unit was delivered using inquiry methods.

test

SCOr es

I mproved

These data are consistent across several samples e.g. units on light, simpiesnanti
plants though only data from the electricity and magnetism unit are reported.

The collaborative nature of lesson delivery was imporfEm. presence of the
graduate student motivated and engagiadentsy relating learning to life outside the
classroom and exposing themknowledge and practice from the laboratdrigis
enabled thstudents o

interesting ways.

inquiry

i nstruct.

see

how

ireal o

Conclusions
This study was conducted to find out what impact exd¢dridacher exposure to
inquiry teaching methods and practices would have on student achievement on
standardized test scores when the teacher incorporated such practices in the science
classroom. The paper spotlights findings from the collaborative effbagpracticing
middle school science teacher and a graduate environmental studies student, and their
guest to implement inquiry teaching in the science classroom. The findings suggest that

on

had
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spectrum of learners as shown by increases intpesscores regardless of

disaggregation of the data. The implications of these findings widlideqg bridging the

gap between gender achievements in the sciences are significant, although much more
investigation is necessarfyollow-up controlled studies are a possible next step in this
area of research.

Data from the classroom suggest that S@adtolina educators should be
encouraged to give their students the opportunity to learn science content and practice by
havingthem to play an active role in their science instruction via inquiry. Successful
implementation of inquiry teaching methods, hoesre require time and commitment and
methods garnered throu@tD sessions need to be put into practice over time. Science
teachers will find selfeflection to be beneficial as they strive to enhance their
instructional methods to meet the needs of thaotents.
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Assesgig the Whole Childd Beyond the Borders of Testing

Dolores A. Stegelin
PaulaK. Schubert
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Abstract
The issue of @@ssment continues to be significahis farticle focuses on the evolving
definition of assessmemisks associated with agssing younger learnerand strategies
for assessinghe whole child. The focus of thdicle is the younger learner and the
strategies described are gsenteds a helpful tool to teacher educasasf preservice
students. Assessment strategies presenére reflect best practices in the U.S., other
countries, and educational settings that value developmental and cultural differences.

Introduction

From a teacher education perspective, preparinggmace teachers for the
gauntet of assessmeptrocedures, outcomes, and congences that await themas
challenggHyson, 2003; Bredekamp & Copple, 199This article focuses on the
evolving cefinition of assessment within changiogntexs, the risks associated with
assessment gbunger students; araimerging strategies for assessing the whole child
and going beyond the borders of formal testing. While many of these issues relate to the
learner ingeneral, this article focuses the younger learner from pkehrough primary
age.

Defining Assessmentvithin a Changing Context

Defining assessment within a changing social and political context is a continual
challenge for educators. In order to address the need to define assessment for teacher
educators and other professionals, organizations focusessasent procedures,
policies, and issues. Position papers are currently available from key professional
organizations that support and inform the teacher education community. In the field of
early childhood education, two organizations are the Natiorsd@dation for the
Education of Young Children (NAEYC) and the National Association of Early
Childhood Specialists in State Departments of Education (NAECS/SDE). In this section,
we highlight key concepts and recommendations related to the assessmengof you
learners ages 3 to 8 years.

According to the joint position statement of NAEYC and NAECS/SDE (1990),
the major recommendation related to assessment of young learners includes the
following:

Make ethical, appropriate, valid, and reliable assessmertteatpart of all

early childhood education programs. To as
progresses, and needs, use methods that are developmentally appropriate,
culturally and |inguistically responsi ve,

suppoted by professional development, inclusive of families, and connected
to specific, beneficial purposes: making sound decisions about teaching and
learning; identifying significant concerns that may require focused intervention
for individual children; ad helping programs improve their educational and
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developmental interventions (NAE¥YRAECS/SDE, 1990, p. 22).
Position statements are helpful tools for teacher educators to share wstmpce
teachers. Prservice teachers have a range of experiepgesto their enroliment in
formal certification programs, and the use of position statements can provide a forum for
class discussions, debates, and decisiaking relevant to their own field experiences.
Organizations providing assessment guidelinespsition statements include NAEYC
& NAECS/SDE (2002); NAEYC & NCTM (National Council of Teachers of
Mathematics, 2002); and NAEYC & IRA (International Reading Association, 1998).
Using the above recommendations by NAEYC and NAECS/SDE as an
assessment tbn pre-service teacher education courses, we can deconstruct the general
statement into more discrete statements that inform theegpvece teacher about
important dimensions of assessing the youngest of learners.
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Table 1: Assessment Dimensions ana@tEples for Younger Learners

Assessment Preschoolers Kindergarten-Primary

Dimension*

Assessment is tied to During free play in learning centers, First grade teacher establishes a science ce
chil dren6s (teacherrecords frequency and duration with multiple activities and hanesn

time that each child spends in centers t
determine chil dobés
additional center materials and resourcg

experiences. She records the length of time
and selection of activities @ach chidl in

the science center for 3 weeks to determing
their interests and possible additional
resources for the center.

Assessment that is
supported by professiona
development

PreK teachers in a school district engag
in a systematic training provided by the
district on the use of a stalevel
preschool assessment tool.

Teachers in the second grade of a local sch
district study together how to administer the
language arts/reading assessment. They ar
provided a mentor by the school district.

Assessmenhét is
inclusive of families

Teacher invites parents to a classroom
activity involving the display of
childrenbds art
homes and neighborhoods.

wor

During an Open House in a first grade
classroom, parents are invited to view their
chidrebs math portfoli
athome math experience with their children
to include in the portfolio.

Assessment that is used
make sound decisions
about teaching and
learning

During beginning weeks of the school
year, 4K teacher assesses lagg!
development of each child in the
classroom formally and informally and
then makes decisions about peading
and early literacy activities on a daily
basis in the classroom.

A second grade teacher notices that studen
in her class are struggling withe chosen

reading textbook. She consults with her

supervisor and other second grade teachers
and selects another textbook that is reflectiy
of the cultural diversity of the children in her
classroom.

Assessment that is used
identify significant
conerns that may require
focused interventions

4K teacher in a statinded child care
center refers a child for language
assessment after determining the child
a limited vocabulary and has difficulty
speaking in social settings.

A third grade teacher obpres that one of the
boys in her class is being bullied and
frequently socially excluded on the
playground. She requests assistance from t
school counselor in completing observation
anecdotes, and in developing a plan for
intervention for the child ahthe classroom.

Assessment that is used
help programs improve
their educational and
developmental
interventions.

4K teacher determines that the cultural
diversity of her classroom (Latino, Asiar
and African American) requires a more
diverse early ligracy curriculum and a

stronger homeschool program related to

literacy.

First grade teacher notices that children seg
bored and uninterested in the math
curriculum. She asks for assistance from th
curriculum coordinator and, together, they
change the nth curriculum to better meet thg
chil drends interest g

*Assessment Dimensions adapted from the NAEYC & NAECS/SDE Joint Position Statement (1990).

We recommend that teacher educators utilize position statements as key elements
in their preservice teacher education courses. Position statements provide current
definitions and descriptions of assessment and assessment processes. In this way, faculty
members model the use of professional resources on assessment to-gewipee
teachers, provide leadership in interpreting position statements, and engagevice
teachers in discourse with faculty members, peers, and cooperating teachers in about the
multiple dimensions of early assessment.
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Risks of Assessing the Younger Learner

Teachers anddministrators recognize the unique problevhen assessing young
children (NCREL, 2007)hatinclude over assessing of young childreacher
inexperience in administering testising testing procedures on very young children that
are degined for older students, afatk of parent involvement in the assessment process.
Shepard (1994) described the negative history of standardized testing of children as one
where expectations for children during testing sessions are inappropriate arel chids
normal behavior is not considered.

There is a concern that children can be e@ssessed and program personnel may
suffer from assessment fatigue (NASBE, 2008). Since the pasthigeChild Left
Behind (NCIB, 2001, academic testing is required ih@d.S. public elementary through
high schools beginning in third grade (Hendrick & Weissman, 2006). Even though formal
standardized tests for young children should be limited to situations where children with
potential disabilities may be identified (NAEY 2008) schools continue to assess
children atvery young ages. This hadded stress because of the amount of time needed
to administer tests by teachers who are already dealing with heavy workloads. Early
childhood programs have also been affectethbypush for testing because of tharute
in kindergarten curricultowards early skill development.

Another risk in assessing the younger learner is to inadvertently put pressure on
the young child to perfornRreparation for assessments often includesenis and
teachers encouraging children to fedi® their b
that theyare not developmentally able to be interestelim i ng t heir best o ( N.
2008).In addition, peschoolers are developmentatliyt able taundestand the
consequences of testing. The classic assessment procedures used with older children are
not considered developmentally appropriate for young childratiability is another
issue; he younger the child, the more difficult it is to acquiretietate assessmerttsat
reflect consistency and predictability NAEYCO0s position statement
insure that assessment of young children is obtained in realistighenticsettings
(NAEYC, 2003).

The early childhood yeara/hich include prekindergarten through third gradee
characterized by variation in the development of the ¢NEEYC, 2003). Children
comingfrom different cultures and backgrouridfuencetheir ability to express what
they know Principles and Recommendatioms Early Childhood Assessmenésreport
to the National Edeation Goals Panel, noted thhé younger the child, the more difficult
it is to obtain reliable and valid assessment data. Early development is rapid and highly
influenced by experience (Natidrastitute for Early Education Research, 2004). Giving
children assessments where they are required to sit for long periods and/or focus their
attention on one activity increases the risk that a true assessrhentt he chill dés abi
not occur. Younghildren can easilpe distracted ando not understand the purpose of
assessments.

Professionalsinfamiliar with the developmental stagesadfect the performance
and outcomes of young children in the assessment proceBsSAEY Co6s | i st of i n¢
effective assessment practices includes ensuring that what is assessed is developmentally
appropriate (NAEYC, 2003). Standardized tests are often administered by someone
unfamiliar to the childand the assessment takes place in an unfamiliar setting (Elendri
& Weissman, 2006). Young children may not be able to demonstrate what they know
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and can do because of difficulties in reading, writing, and communicating. Children who
have limited experiences with books and writing materials will be unable to sudisessf
respond in testing situations.
Omittingtheusegp ar ent 6 s knowl edge about their <c¢h
during assessment procedures. One of the major purposes of assessment in programs for
young children is to determine the child strengthsree®ts in order to provide
appropriate instructional pl anning to suppor
teachers neglect to include parents in the assessment process, a very important
component of the assessment process is omitted. Parentsgergpective about their
chil dés development and can also communicat e
milestones the child has reachkda recent interview with a parent, the parent was
extremely frustrated because the school desired to retaahifer The teacher felt the
child needed more time in kindergarten to improve her readiness skills. The parent shared
that all the concerns such as writing her name, recognizing letters of the alphabet and
counting were being observed at home and thénézagas unaware of this.

Strategies for Assessing the Whole Child

Teacher educators with a background in early education are particularly sensitive
to the assessment process (Kagan, Sctike, & Clifford, 2003; Bodrova & Leong,

2003; Shepard, 1994).isforically, assessment procedures for younger children #g,pre
kindergarten, and primary grades have been aligned with developmental needs of these
children. With the emergence and implementatioN@{Child Left Behingdthe attention

to alignment of asessment with the developmental levels of younger learners has been
diminished and the practice of more frequent standardized testing and the broader
reporting and use of testing outcomes has become common practice. The authors take the
position that it igime to return to a more balanced view of assessment and an alignment

of assessment methods with the developmental levels of the students involved.

Taking a developmental and holistic perspective, the authors present and advocate
for the use of more authtic forms of assessment that go beyond the usual borders of
standardized and papandpencil testing. The strategies presented here reflect a broader
definition of assessment as well as the use of qualitative and perforiresext
assessment approachesd in many European schools (Edwards, Gandini, & Forman,
2003). We believe that much can be learned from our professional peers and students in
other countries where assessment is historically defined within a broader and more
developmental context. &tegies presenter here include the following: 1) Observational
and anecdotal; 2) Portfolios; 3) Parent interviews; 4) Journals; and 5) Reggied
forms of documentation.

Observational and anecdotal records

Teachers of young children need strong oletesnal skills and the ability to
record those observations frequently and systematically. Anecdotal records are informal
recordings of child behaviors that can provide important documentation to parents, other
teachers, administrators, and, in some gamdhorities. Examples of appropriate uses of
anecdotal records include 1) social interactions of a preschool child to assess frequency
and types of verbal and physical interactions in play settings; 2) behaviors that might
indicate a delay or medical reesuch as patterns of noasponse to verbal prompts,
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inability to climb or crawl, or examples of namerbal behaviors when verbal behaviors

are expected; and 3) documenting suspected abuse through anecdotal recording of

conversations with children, docuntang bruises and possible physical injuries, and
recording other information to verify a teac
records should be carefully recorded with the setting and date, and they should be

systematically gathered and storadhiconfidential place. These forms of assessment are
frequently used to document for parents area
development or behavior and with authorities in possible abuse cases.

Portfolios

Portfolios are an excellent exampleanithentic or performandeased assessment
and are a collection of work samples, photo documentation, and other samples of
childrendéds work. Portfolios are particularly
diversity because work samples are not langulegpendent. The beginning teacher can
build skills in portfolio construction by focusing on one content area, such as
mathematics, science, or language arts, and then focusingdeptim processes in that
area throughout the school year. Young learnerstimparticipate in portfolio
construction and parents find portfolios to
levels, interests, and changing development. There are many resources available to
teacher educators and gervice teachers relatedportfolio development.

Parent interviews
Assessment with younger learners should be inclusive of parent involvement.
When assessing a childbés |l anguage devel opmen
typical words that the child uses at home, prefegsiior books and book reading
routines, writing, and other languabased activities is especially helpful. Assessing a

young childbés |l anguage devel opment becomes n
includes the home setting also, and parents often have ksaaiganguage behavior

that verify or challenge the teacherds init.i
Journals

Maria Montessori advocated for early writing experiences (Morrison, 2007).
Teachers of young children from pkehrough primary grades can utiliggurnaling as
an important form of assessment. Young children can create their own journals, include
their own doodles and drawings, and develop a love for writing through the journaling
process. Journal topics can be diverse, focused, or day to dayrdértda children who
open their journals each morning at 9:30 and write for 15 minutes on a selected topic are
establishing important writing routines and dispositions. Technology can be used to
enhance the journaling experience, and many children bedoichgolurnal writers when
using a computer for part of their writing experiené@dPix and other software
packages allow the child to illustrate their journal entries and integrate art and creativity
into the writing process.

Reggieinspired documentain

The Reggio Emilia Approach (Gandini, Edwards & Forman, 2003) provides
educators with innovative ways to assess young learners. Reflective of the Italian culture,
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these preschools place a high value ton the c
ways. Thus, the exampl es @ franging fcompatioliosat i on o f
to digital photography to 3D projects to murals and lacme documentation panels
provide teachers, parents, and young learners with rich visual representations of

chil drends work and expressions. From t hese
are able to assess concept development, vocabulary, fine motor skills, family dynamics,
childrenbés interests, and possible probl ems

Summary and Implications

Assessment and accountability continue to be hallmarks of American education
and preservice teacher education. The challenge to teachers of the youngest learners is to
find developmentally appropriate means of assessing youlugeshitheir learning
environments, and chipgarentfamily involvement and dynamics in orderassess
beyond the borders of testinfeacher educators in early childhood education rely on
multiple sources for assessment information. Position statemreraricularly helpful
as a tool with preservice teachers who are just beginning to understand the complexity of
the learning environments in which they will be teaching. Risks of assessing very young
learners are addressed, and the research on consesj@émappropriate forms of
assessment with young learners is also discussed. Finally, contemporary forms of
assessment that help the teacher educator and terpiee teacher to reach beyond the
borders of traditional standardized and pgpeanmcil tests are discussed briefly. Not only
do these qualitative and authentic forms of assessment better match the developmental
levels of the learner but they also offer a creative and imaginative avenue for the
classroom teacher to document the constant chemdygrowth of his/her young students.

Assessment is a fixed component of American education and takes on new
dimensions over time. The challenge to teacher educators and emgrieservice
teachers of the youngest learners is to match the assessaegysivith the purpose of
the assessment, to be sensitive to the cultural and language differences of the young
learner, and to inspire the young learner to demonstrate his/her diverse skills through
work samples, art and creative expression, journgtihgtography, and other diverse
means of expression. Assessment of our youngest learners should be a dance between the
teacher, the child, the parent, and the evolving growth and development of the child.
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Abstract
This article details the classroom use of personal response systems in four different
disciplines. It highlights the versatility of these systems, the effect on stuateirideand
how their use in college classrooms may influence preservice teachers in their future
classrooms.

Introduction

Education at any level is complex, but the complexity multiplies when the student
will soon be a teacher. Preservice teachers mast leot only the content of their
discipline, but also a plethora of instructional methods and skills. Among the greatest
challenges is to prepare these future educators to effectively utilizelemeging
technology. Digital technology has been promigmghange the way we teach and learn
for over 30 years with a seemingly infinite supply of technological teaching
enhancements, but many inservice (Hoban & Herrington, 2005) and preservice (Wright
& Wilson, 2005) teachers report reluctance to implemaetirtelogy in their classrooms.
When technology is employed, it too often reinforces teachetered pedagogi@s
reinforcing traditional styles instead of reinventing our pedagogy (Kennewell, et al,
2008). Still most of our students have grown up withrietbgy and, as Evans and
Gunter (2004) suggest, preservice teachers can be instrumental in introducing technology
into K-12 schools when appropriately prepared. Perhaps evensigaitcantly, the
National Council for Accreditation of Teacher Educatiol€@® E) strongly recognizes
the need for technologically astute teacher candidates by including some form of
technology awareness in five of their six unit standards (NCATE, 2008).

What, then, can be done to address the technological education of outsstuen
standard three hour O6educational technol ogi e
insufficient to fully prepare teacher candidates for the demands of their future
classrooms. Preservice teachers need to be exposed to stewtenéd appaches to
technology in multiple classes across the entire scope of their college career, not only in
their Education courses but also in other disciplines (c.f. Aiken, 1980). Maximizing
student s6 awar e-bases technofogyantl theirgptepdress sl | y
implement pedagogically sound technical enhancements in the classroom should involve
crossdisciplinary exposure and opportunities to reflect on multiple approaches across
time and course content. This paper describes an interdisciplinaryt pnojgeing the
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classroom use of one particular educational technology enhancement: the personal
response system. Designed to elicit4tgak responses from students during class and
flexible enough to apply to content at nearly any level within anyglisej this
technology has become popular both in universities [where the variety commonly known
as Clickers are used (e.g., Flynn & Russell, 2008)] and 12 Kchools [where the
ActiVote system is preferred (e.g., Schmid, 2008)].

Following an interdis@linary overview of the literature related to response
system technology and pedagogy, this paper explores the classroom experience of four
instructos in distinct disciplines: Biology, Education, English Grammar, and Political
Science. Each class descdld®as a significant percentage of Education majors, and the
pedagogical focus for response systems varies for each class. In these narratives the
instructors share their motivations for incorporating response technology into their
pedagogies, some commappéications used in their classrooms, and what they
anticipate students may apply from the various approaches to their own classrooms in the
future. The paper concludes with indications for future research on ensuring preservice
teacher candidates are bettposed to and comfortable with the application of this and
other teaching technologies.

Personal Response Technology

Although personal response systems have been used by legislatures and television
gameshows for many years, they have only recentlgmt the educational mainstream,
first at the possecondary level and now, increasingly, iflK schools. A classroom
system integrates remote control devices, a receiver, response system software, a
computer, and a projector. In classrooms equippedRvitinethean Boards, only the
remote controls may be evident. I n any case,
spoken or boarthased questions and then (optionally) projects the aggregate results for
the entire class to see. Used to its fullest pa@kmesponse technology enables learner
centered instruction by facilitating meaningful interactivity, reducing anxiety, supporting
higher order thinking, and encouraging students to take ownership of their own learning.

From among the myriad technologl teaching enhancements available to both
K-12 and possecondary education, the authors chose to investigate response system
technology for four primary reasons. First, response system technology is affordable; a
classroom system may be secured for u8@¢000. Second, it is widely available; nearly
every school and university in the surrounding communitie¢lis study has some
variety of classroom response technology. Third, the technology is simple yet flexible;
response prompts are created by uttirs and can be used in many ways. Finally, this is
a comfortable technology for students of all ages; ActiVote "eggs" and "clickers" are
similar in both size and function to television remotes.

Response systems can enhance classroom teaching inenulys at multiple
levels. Students are comfortable with handheld technology, most having grown up with
remote controls, iPods, cell phones, and video game controllers. Giving them a similar
device puts them in familiar territory where they may more hgadigage class content.
Using these hanbeld devices, students test their understanding anonymously and
immediately in a lowrisk environment which leads to a sense of ownership. This sense
of ownership in turn oft e mrak(Roschelea26808)sandst udent
speaking can be used to heighten the quality
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Thompson, 2007). Perhaps most importantly, students view the voting as fun, and they
learn surreptitiously.

In addition to the benefits for stants, response technology enables teachers to
immediately and accurately assess student comprehension. Instead of subjectively
gauging studentsodé understanding based on the
see objective data on how many studéatge grasped a given concept and can make
their lesson content contingent on student understanding (Jenkins, 2007). Student
responses can also be tracked for later analysis. Because response systems can be used
with virtually any software program (MS WaqrBowerPoint, etc.) or in response to
guestions posed orally or written on the whiteboard, this technology can address any
topic. Some response systems allow students to respond with full word or sentence
answers, but the sets currently used in most SBathlina schools are limited to single
selection multiple choice responses. This is the style employed in all classrooms
described below.

Responding in Preservice University Classrooms

Preservice teacher education often focuses on expertise in pedelgegsgom
management, and the application of instructional techniques, but content knowledge
deserves equal attention (Totten, 2008). To examine the blend between these two areas,
the authors evaluated their use of response systems in classes withaastgmiimber
of education majors. Even though eaustructorapplied response system technology in
a different way, all of the applications are relevant to the teaching preservice candidates
will undertake after graduation. The remainder of this manusexgores how
employing response systems in higher education classrooms may impact preservice
teachersdé i mmediate and future approaches to

Biology
The scientist uses clickers in her Introduction to Cell and Molecuddods/
course daily and for a wide variety purposes. Although she first implemented them to
stimulate class participation and engagement, she quickly found that they added to the
classroom experience in many more ways.
To encourage engagement in clate embeds clicker questions in her
PowerPoint lectures. Students are asked to respond to prompts which are related to
material covered in class that day. They earn a percentage of their total correct responses
as bonus points for the semester grade. 8hddund that students pay more attention to
the material when they know that they may earn bonus points at any moment by
answering a question on material just covered. More importantly, she uses this tool to
gauge the cl ass®d comgrestaemeedéedon and can modi f
Clickers have also simplified routine tasks such as taking attendance and
administering quizzes, tests, and exams. Instead of squandering class time on calling the
roll, students simply click Atthandamceden th
function. The use of clickers has also streamlined weekly quizzes in terms of both time
and paper. Students view the quiz as a PowerPoint slide and enter their responses on their
clickers rather than on paper. The use of clickers has compdditeipated the use of
costly Scantron® sheets and saves valuable time in grading.
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Though Biology course lectures seldom invite discussion of personal opinion,
polling the class on controversial topics such as stem cell use or genetic engineering

stimulaes i nterest and discussion. The AAnonyme

allows students to express their opinions on sensitive issues while maintaining their
privacy. Students feel more at ease expressing their opinion on the matter by clicking a
button rather than raising their hand or expressing a viewpoint verbally. Many are
surprised to see wide differences of opinion coming from their classmates and great
classroom discussions often follow this type of polling.

This exposure to clickers intan should help preservice teachers see the myriad
advantages that clickers offer. Primarily, clickers encourage classroom engagement and
active learning, but time management is an issue in every classroom, and clickers save
valuable time by digitizing bcall and quizzes. As an added and important bonus, this
digitization saves money by eliminating the use of paper and/or Scantron® sheets for
these purposes. Lastly, clickers provide a mechanism for students to express opinions on
controversial topics whout fear of reprisal or peer pressure.

Education
Teacher preparation institutions are charged with arming preservice teachers with
the necessary knowledge, skills, and dispositions to make seamless tramgioms Kk
12 classroom. One way to accdmb this goal is to use active white boards (primarily
Promethean in many districts around South Carolina) and the supportive equipment
including ActiVote response technolqgy the Education classroorfhe National

Science Education StandardSES)ols er ves, A The goal of sci
natural world, and the goal of technology is to make modifications in the world to meet
human needso (National Research Council,

technology into higher educati@lassrooms as a model for future teachers. On a
practical level, technical proficiency is also required for obtaining and retaining
employment in public schools across South Carolina.

In the science methods courses for both elementary and middledeveldsiry
education majors, active white boards and ActiVotes are utilized during each class
meeting. One strategy embedded into the courses is the use of practice questions for the
Principles of Learning and Teaching (PLT) and the Praxis Il content esanuents
respond to random questions from various test preparation guides using the ActiVotes.
The data is then displayed and discussions take place regarding the question, the correct
answer, and potential misconceptions. Since each response is anory@sersjce
teachers feel comfortable submitting their answers. Many have indicated-ofr end
course evaluations that these practice questions are helpful in relieving test anxiety.

In addition to practice test questions, both the instructor and preseraateers
use ActiVotegduring presentations to engage the class through activities that prompt
discussion, elicit predicationand check for comprehension. Preservice teachers report
that using ActiVotes in the collegiate classroom raises their corafaet With this
technology as they complete their practicum and directed teaching experieasgser
preparation institutions should strive to provide strong connectionsl® ¢fassrooms.
Implementing the same technology preservice teachers will teasss the transition
into the K12 setting as it enhances classroom interaction and improves their mastery of
course concepts.
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English
The English course included in this study focuses on grammar. Middle Level
English Language Arts majors must take ttosirse, and other teacher candidates often
enrollas well. Students often approach this course with either anxiety or bgraddm
these attitudes prompted the introduction of response technology into this course. Giving
students some measure of contral@irags engagement and higherdered thinking.
In this course, PowerPoint slides serve as the medium in which response
technology resides. Here, the instruaiees a response system daily to target the middle
four | evels of t he ARmrdersos&kKtath®Rdhlp200hpeading a x o n o my
guestions addressderstandings students walk through a series of prompts which
guide them to discovehe grammatical logic and connections which drive syntactic
rules. Probing questions, which require students#their newly discovered
grammatical knowledgéead toapplyingon the taxonomyEncouraging students to
discuss the motivation for their answ&yshe leading and probing questions encourages
analyzing To stimulateevaluating students partner witheers and negotiate single group
answers to challenging questions in an el ect
Pair, Share activity. As an added layer of intensity, one group may to respond to a prompt
and other groups mawonicalgr eeo or fAdi sagreeo e
Responses comprise a significant portion of class time as approximatehjirdne
of all course content involves voting. Students report that they enjoy voting and, more
importantly, that it helps them assimilate the material (Marlow, 200€)oAgh
pedagogical approaches to teaching grammar cannot be a focal point in this course which
draws students from Business, Communications, Spanish, and other disciplines as well as
Education, student responses indicate that the importance of intergaiammatical
structures through analysis and interaction rather than memorizing rules by rote is clear.
Education majors who have taken this class should be bettdpaiske response
technol ogy to target higher dcassmdnms. of Bl oo mb

Political Science

The content of most political science courses lends itself to response technology.
Teaching students about political participation, behavior, and polling is easier when
students see related concepts and phenomena deatedsirsthand through their own
participation in polls in the classroom. Students are typically eager to share their views on
issues in the form of a poll and excited to see the aggregated class responses immediately
displayed. Students also seem to absord recall content better when it is demonstrated
this way, and the constant interactimnlds enthusiasm for the course, in students and
the instructor alike.

Response technology has proven particularly useful in teaching the introductory
American Govenment and Politics course. Because the course is a general education
requirement, enrollment is high (120 students), and most of the students are not political
science majors. Thus, the two biggest challenges for teaching this course are to encourage
paricipation in a class where the size typically prohibits class discussion and to make the
subject more interesting and accessible tomajors. Incorporating response technology
helps to address both of these challenges.
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As for the first challenge, studepérticipation in polls draws students into
discussions from which they would otherwise abstain. Polling students on subjective
issues, like presidential job approval, demonstrates that differences of opinion exist in the
classroom. This draws studenttia discussion about these differences. After
participating in polls, students are also more interested in asking questions about why
opinion is divided the way it is (along gender lines, for example). In this way, response
technology enables demonstratiof course concepts and phenomena through a natural
process of claswide experiment and discovery.

The pedagogical usefulness of this technology is complemented by the interest it
generates in students who ar edStodertselikewi se i n ¢
most Americans, have an innate interest in polls, and want to see how everyone else
answers particular questions. On days when no polling questions occur in class, students
oftensuggest possible questions for inclusion next year. Perhagtssignificantly, the
large classes which use response technology average 90% attendance rate.

Because many students in this introductory class plan to become teachers, some
social studies teachers, the use of response technology should have a pgsioien
their teaching in the future. In particular, these students should understand the value of
response technology for encouraging discussion and demonstrating social science
concepts. Having experienced response technology, preservice teachersonsay &low
other pedagogical challenges can be addressed through creative applications of
technology.

Conclusion

As the narratives above indicate, the authors all approach response technology
with a similar motive- to involve students in course contand encourage them to
think. While each implementation of response technology differs significantly from the
others, all find the tool effective in the classroom. Moreover, each envisions their
pedagogy positively i nf | ustecknologgandincreasiagnt sd a't
the likelihood that they will use some similar technological enhancement in their own
future classrooms. The purpose of this article has been to explore the implementation of
response technology across four disciplines withgaoupreservice teachers and how
various classroom experiences might affect their future teaching. The next step is to ask
students to reflect on their experiences and explore for themselves how they might
employ response technology in their own subjeeasiand grade levels. While this
exercise will embed mostsilyin a Technical Education Methods course, the authors
believe that the greatest end effect will be stimulated by continued cooperation,
discussion, and research by crdssciplinary teamsstheycollaborae and exploe each
othersé ideas and met hodology in an effort t
students.
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The Age of Technology: Computer Literacy and the NosTraditional College

Student

Jacqueline M. McClary
University of South Carolina

Abstract
The purpose of this qualitative study was to investigate the resources available at a
flagship university to assist ndgraditional college students who are not computer
literate. Thissoutheastern institution has a traditionatbyiented campus, meaning the
majority of the student population (approximately 92%) is between the ages of 18 to 24,
according to the universityés assessment
traditional students typically enter college prepared to use technology with ease.
However, noftraditional college students may not be as technologically knowledgeable.
Based on the two major findingmplications point to the need for colleges and
universities with traditionallyoriented campuses to provide a range of support to assist
returning adults with their academic journey.

Introduction

This in-depth case study investigated the resources available at a flagship
university to assist netraditionalcollege students who are not computer literate. The
large southeastern institution has a traditioratignted campus, meaning the majority
of the undergraduate student population (approximately 92%) is between the ages of 18
to 24, accordingtotheunier si t yéos assessment office.
technology, traditional students typically enter college prepared to use computers and
technology resources with ease. Howevermaditional college students may not be as
technologically knowldgeable.

My interest in this topic stemmed from the fact that | returned to the classroom 12
years after initially graduating from college, and | was nervous and fearful about taking
courses. At that stage in my life, | lacked the study skills andetheanfidence to
succeed. Also, | was afraid that | would not be able to handle being a single parent, a
full-time employee, and a ndraditional student. With determination and support,
however, | was able to navigate through these challenges. Bewfany experience as
an adult learner who managed to overcome the challenges | faced, | feel that | can relate
to othemontraditiond students

| met my participant, an adult learner whom | shall refer to as Michael, on campus
in the building he frequéed to see his advisor. As a-$8arold African American
male, Michael was a netnaditional student at the university, and the issue of computer
literacy was relevant to him because he lacked proficient keyboarding skills. He
mentioned this detail to enduring a brief conversation, aridst valuable snippet of
information as well as my concern for paditional students led me to my research
guestion: What resources are available at the university to help adult learners become
computer literate?
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Theoretical Frame

My broad area of interest is adult learners. They are @fasting student
population, and | believe their experiences in college warrant research. Given my
experiences and those of the rtcaditional students | have worked with, | ledfound
that many nottraditional students are exceptionally focused and dedicated to learning.
Non-traditional students possess valuable knowledge gained througliereaperiences
and they encounter many challenges customary to adult life. Richaaddding (1998)
found that even thougddult studentsneet many challenges imgher education, they are
often moreeffectivelearners thayounger students because theywsed to relying on
andexamining their pevious lifeexperience as theynake sase of newexperiences
Still however, they face the challenge of balancing responsibilities such as employment,
family, and other responsibilities of adul't
student arrives in the evening, after having workedighthour (or more) day and
having hurriedly tended tFeardffaloreahdiackofe sponsi bi
confidence, study habits, and computer skills are other challenges they may confront as
they return to school.

Literature Review

Resarchers have conducted studies in the area of adult learners and the
challenges they face returning to school (Corley, 2008; Gold, 2005;-Biharilla,
2006). The fact that most adult learners have been out of school for sever& gears

salientfacto menti oned in research studies. Ri cha
students do not have recent experience of formal education; consequently, they may be

out of practice in the art of | earning and |
identifi ed t wo approaches to studying. The fAdee

comprehending the meaning of the materials t
an orientation toward merely being able to reproduce the materials for the purposes of
acagkmic assessment. Conducting this study, | found my participant demonstrated the
Afdeepo approach in his practice of improving
skills in his effort to overcome these challenges.
In her study about what challengesre of greatest concern to ntyaditional
women students, White (2007) proposed that a caswmmles association be created to
support nortraditional college students. She listed four primary issues to be addressed
based on the information she discovdiredn her participants. For the purpose of this
study, | accentuated the issue she listed about petitioning the university for specific
services that are relevant to adult learners. In particular, computer literacy is a specific
issue relevant to adultdeners that should be addressed by the university, and this
emerged as the focal point of this study.
Al so, Badke (2008) asserts, AWhile few of

skills any longer, the world of learning that they are entering has chdnge@i mat i cal | y o
(p. 48). The fact that most adult learners have been out of school for several years
explains their | ack of technologi cal skil |l s.
studied in the 1980s or e arirlegearéhth@radar. t ec hnol o
Now you canét accomplish much with informatdi
(p. 48).
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Methodology
Setting
Theflagship universitys a Research One Institution with a rieaditional
student population of approximately @5students out of 19,765 undergraduates, as

reported by the universityods assessment of fi

for me to conduct research and important to my academic concerns, which-are non
traditional students and the unique tdrades they face, particularly regarding computer
literacy.

Participant
| interviewed a 33/earold African American male who was pursuing a
bachel or Bosthisdstudy,rthe definition of a n@raditional student is an adult

(25 or older) who retus to school fultime orparit i me t o pursue an assoc

or a bachelords degree while maintaining res
and other responsibilities of adult lifdly rationale for selecting my participant was
because hmet the above stated criteria.

To fully understand Michael 6s chall enges,
background information about hi m. I n 2005,
an adult | earner was t oaduasmDoctoradegoea.cEhee| or 6 s de
since he took a class called Street Law when he was a sophomore in high school, he had

the desire to go to law school.
Michael graduated from high school in 1994. At that time, his-bajiool
curriculum did not require stedts to take computer classes such as keyboarding. Rather
than matriculate directly into a foyear institution, he began working faline and
enrolled at a community college in 1996. He was able to attend the community college
for only two semestersaoause of family obligations and work responsibilities, but he
always had the desire to earn a college degree and go to law school. Even though he took
a break from college, Michael was determined to complete his educational endeavors.

Data Collection Méhods

To gauge Michael 6s satisfaction | evels
resources, | asked him to complete a student technology satisfaction sMiepver,|
conducted three formal fate-face interviews with himOnce a month for three months
(January, February, and March), | interviewed hira amalllibrary on campus With
his consent each interview session was audiotaped and transcribed verbatim. | used a
short list of general questions about his experiences at school and with technology
including, but not limited to, the following: (&Yhat motivated you to return to school?
(b) What academic challenges do you encounferd (c) What campus resources do
you use to help you meet your challenges? | expanded on these questiondiedwe ta
In addition,| wrotereflection notes in a journal each week to assist me with later
analysis. Throughout the research process with Michael, | also engaged in informal
interviews with university employees in adult student services, technologgeserand
the assessment office.
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Data Analysis

Data analysis involved transcribing the audiotaped interviews, reading-and re
reading the transcripts, and writing reflection notes about conversations and interviews.
Based on my research question, dateeveeded, compared to additional information,
and listed in categories. Thedividedall coded data into categories based on broad
themes. Through this analysis, | came to the following two major findif@#lthough
the university provided advancedpport in core technologies usadcampus such as
Blackboard, Microsoft Office, Powerpoint, and Outlptike university lacked
introductory computer classes for such skills as keyboardkmgl (b) The participant
was able to meet his computer literatyallenge because Ipessessed strong coping
skills (unyielding seHdetermination and unremittirfgmily support).

Discussion
Lackingintroductorycomputerclasses
By contacting the universityds adult stud
traditiond students who have computer literacy challenges were referred to the campus
technol ogy services office. This office pro
faculty, staff, and students at no charge. Shortly after we met, | informed Mibloag! a
this campus resource in an effort to help him with his technology challenge.
In turn, Michael called the office and was referred to their website for online

training. Unfortunately, the online tutorialsethoffered did not help him because they
provided support in core technologies used on campus such as Blackboard, Powerpoint,
and Outlook. While training was available in several software programs, the university
lacked introductory classes or tutorials for basic computer literacy skills such as
keyboarding. As Michael noted, he lacked proficient keyboarding skills so the campus
resources were not beneficial to him

| went to the website and it had online tutorials, but for me

|l needed more things with keyboarding.

anything that wou help me learn keyboarding skills.

They had tutorials that would help you learn how to use

Blackboard, school related things. My biggest deficit is

with keyboarding.

Possessingtrong coping skills
Although helacked proficient keyboarding skills, Miakl was still able to
complete his assignments. He informed me that it was aceim&uming process, and,
often he received help from his friends and family members. | discovered he possessed
strong coping skills (unyielding setfetermination and unratiing family support).
Michael indicated that these coping skills helped him meet his computer literacy

challenge He e mipahvays grexvembelieving that you never leave a task
undone, particularly one as great as getting a college degrdale&ided to return to get
my degree and go on to | aw school . 0

Michael admitted that he was not as technologically knowledgeable as his
classmates, but he was able to keep pace with thenstddidfast willpowealso helped
him meet the academic challesgee faced as a ndraditional college student.
Mi chael 6s younger classmates did not have to
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a c k nowl Acadgnecdchallefiges, stuff that | learned in high school is outdated, or |
di dndét Il.eWhenMichael attehdetiagh schooi n t he BRishighy 690s,
school curriculum did not require students to take computer classes such as keyboarding.
It was an optionWhile traditional students typically enter collegéh some level of
keyboarding skil s , Mi c huatiad andapacking id
Although it was taxing and timeonsuming for him to type his papers, Michael
completed his assignments. He would write his information on a legal pad and then type,
by hunting and pecking on the computer keyboaihandwritten papers. Also,
Michael depended on family members to type his papers for him, as well as his own
process of trial and error. He revealed to me:
With the question at hand, the computer literacy, the typing
skills, the familiarity with all tle different programs and
software, what | did was went about it by trial and error. |
experimented with the different programs. Saw what this
could do, what this is for. | went about it like that, and |
|l earned it. ltds shditl maswer kdi
itoal |, no where near. Il 6m def i
fellow students at this university.

n
ni

Implications

Michael encountered an unconstructive experience with the technology services
office | referred hinto for help because the univessdid not offer any introductory
computer classes. He suggested to me that the university assess the student population
who have significant deficiencies in keyboarding and technology training, and then
provide a means for these students to gain the sagesomputer skills to enjoy the full
richness of college, and | agreed with him. So, although additional data from other non
traditional students is needed, | believe implications point to the need for colleges and
universities with traditionalhpriented campuses to provide introductory technology
resources to better serve their ricaditional student population.

As for nontraditional college students and coping skills, implications point to the
importance of a support systeralthough continued search would be beneficial here as
well. Michael was able to meet his computer literacy challenge because he possessed
strong coping skills. Not only did he demonstraimarkable persistenceut he was
fortunate to haveonstanfamily support. For stdents like Michael and for students
without strong support systems at home, it is vital that colleges and universities provide a
range of support to assist them through their academic journey and beyond, so that they
will be competitive in this age of tenology.
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Technology as Tool for Learning and Building Communities
in Early Elementary Settings

Brenda Richards
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Abstract
This article describes the experiences of two seconcegragsess they used
technology as a learning tool to enhance their Social Studies curriculum and build
relationships with one anotheA lit review is included which addresdég use of
technology irearly educationFindings indicate that early chittbod educatorseed to
seek newvays of using developmentally appropritsgehnology to engagehildren in
active learning experiences atftlis expose them to therld beyond their classrooms.

Introduction

It is early in the morning in a primary schawola rural southern community.
Twenty-three second graders have their eyes fixed on a television screen at the front of
the room. Thirty miles away seventeen second graeasuburban school, are also
watching and waiting. These two classes aregbing imeet 06 t oday for the
through the use of videconferencing. As the screenslightgpo do t he chi |l dr en
They | augh, smile, and greet their new frien
the culmination of a three month projeatled Social Studies Buddiea project designed
to help children learn about themselves as learners and how to build community with
others. It provides an example of how technology can be used to enhance learning and
build relationships.

This articledesribes the experiences of two second grade claélsatased
technology as a learning tool to enhance their Social Studies curriculum and build
relationships with one another. Data collection included observations, interviews with
children and teachers, @mwork sampling over a three month periGdesne (2006)
asserts that multiple data collection methods contribute to the validity of a qualitative
research project. Therefore the authors engaged in these strategies to ensure validity and
reliability. The pimary author used discussion via email and private blogsite
conversations with the teachers to triangulate the data. The primary author spent time
observing both classes as they engaged in activities associated VticihkeStudies
Buddiesproject. Sheelied on her descriptive field notes to generate questions for
interviews with the students and teachers. A wiki was used in a work sampling analysis to
ascertain the effectiveness of the project. All data was coded and analyzed to determine if
technoloy was useful in enhancing and facilitating student learritirglings reveal the
potential for technology to be used as a tool to teach meaningful content and facilitate
relationships both within and between school sites.
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Technology and Active Learningh  Todayods Cl assr ooms

A review of literature reveals both the potential and pitfalls of technology
enhanced educatioAlthough there isncreasing pressure to facilitate technological
literacy for young children, the pressure to perform in this area haetisoes led to the
misuse of this tool. Some Early Childhood advocates assert that while standards proclaim
that technology must be employed in developmentally appropriate ways, many
technology programs are guided more by what children can do ratherythan b
understanding of what children need to help them grow and develop to their full potential
both intellectually and emotionall{Cprdes andViller, 2004). There is increasing
pressure on teachers to incorporate technology for younger and youngenchktre
research has shown that technology, like other learning tools, should be implemented in
developmentally and culturally relevant wag@ordes and Miller (200Q4assert:

Technology education should be guided not by a focus on tools, but rather by
activities that help children develop their full capacities. This, in turn, will govern what
tools they should use at different ages.

Miller cautions educators not to push children to engage with technology until
they are developmentally ready. This concemeikected by the fact that all too often
technology is used in superficial ways that divert children from meaningful learning
rather than enhancing it.

In 2004, the Alliance for Childhood, an international +poafit child advocacy
organization for edutars and medical professionals, published a report fltésh
Tonic: Towards a New Literacy of Technolo@is report proposes a more broad

definition of technological |l iteracy. The go

participate creatively, critally, and responsibly in making technological choices that
serve democracy, ecological sustainability,
be technologically literate requires that we judge technology's impact on our lives
according to a set ofalues that transcends mere technical virtuosity( Cor des and Mi
2004, p. 3).

The Alliance for Childhoodeportproposesavenprinciples to guide
developmentally appropriate implementation of technology for children from early
childhood through hig school. These principles are: 1) make human relationships and a
commitment to strong communities a top priority; 2) color childhood green to emphasize
children’s relationships with the rest of the living world; 3) foster creativity every day,
with time for the arts and play; 4) put communligsed research and action at the heart
of the science and technology curriculum; 5) declare one day a week aontect
entertainmentree zone; end marketing n@ being aimed at children; andl $hift
spending fom unproven highiech products in the classroom to children’'s unmet basic
needs. Th&ocial Studies Buddigsoject addresses the first and fourth principle
mentioned aboveT he following paragraphs describe research and literature that frames
this projectin developmentally appropriate, culturally relevant, and community
committed ways.

In her book Experimenting with the World: John Dewey and the Early Childhood
Classroom Cuf faro reflects on Deweyds assertion
She sttes that interaction and continuity are key points to providing meaningful learning

experiences for children. Mor eover, Dewey as

i f e, it is life itselfo (Cuf f alrsaurceot 995, p .
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|l earning and growth then we need to under st a
create safe, interactive environments that employ learning tools effectively. Technology
is one tool that can potentially foster such growth.
New(asqot ed in Bers, 2008) asserts that tec
lives much like the pencil, the paintbrush or telephone. It is a part of theirdive:sve
must give wise guidance while exploring technological tools with them. Technology can
be ued as a tool to create a rich environment where children can interact with their world
and one another. It can also be used as a tool to integrate experiences and help children to
connect knowledge and skills. Technology can help teachers collaborattegnadte
curriculum.
Helm (2008) suggests that children see the value of new skills and have
opportunities to practice them as they investigate topics of interest through project based
experiences. Helm notedrough observatiothat when children, in agarly childhood
classroom, were engaged in active learning experiences that were meaningful to them
their excitement and willingness to take responsibility for their learning increased.
I n todaydés gl obal soci et ylearing.dMangetl ogy i s
al. (2008) assert that not only can such tools help to create a learner centered classroom
but also promote relationship building between children, families, and their community.
The authors utilizé technology to support curriculum thigluthe use of project based
learning. The World Wide Web was a significant innovation that @ueg the project
described in this article
Richardson (2006) challenges educators to rethink how the World Wide Web has
had the fipotentiwdlatt aver adiswanlel mbohda ge achi nc¢
asks:
What needs to change about our curriculum when our students have the ability to
reach audiences far beyond our classroom walls? What changes must we make in our
teaching as it becomes easier to bringhpry sources to our students? How do we need
to rethink our ideas of literacy when we must prepare our students to become not only
readers and writers, but editors and collaborators as well? (p. 5).
Educators not only face the challenge of consideringteashing and learning in
elementary classrooms has changed, but also must consider how teacher education must
evolve in order to meet these needs. Most of ogemice teachers did not experience
the same level of technological advancement as chiltedritieir students are
experiencingiow. Thereforethe gap between teach@and learnei@echnology skills
and confidence can be wide. In order to teach effectively in the global world today,
educators need to view education with new eyes. Richardggests five actions that
teachers can take to support technology enhanced experiences for children. These
include:
1. Teachers need to see themselves as connectors of people and content.
2. Teachers need to become content creators themselves and learn to use
technology effectively in their teaching.
3. Teachers need to become collaborators with their students and with each other.
4. Teachers need to think of themselves as
students need to be successful and motivate themto strive®ox c el | enc e 0.
5. Teachers who accept these challenges nee
(2006, pp. 132A33).
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These actions align with the principles suggested by the Alliance for Childhood in
that the teacher is seen as a facilitator of human resdtip and an innovative curriculum
creator. These actions and principles encourage teachers to actively engage technology as
tool for learning.

These sources of research affirm that technology is a tool that teachers need to use
more effectively to enhandkeir curriculum. It allows them to connect standards with
active learning which gives them the opportunity to collaborate within the walls of their
classroom as well as with the world. The following section describes the context of the
Social Studies Butiesproject and the curricula that was implemented.

Technology and Active Learning

The originalSocial Studies Buddigsoject was created by university faculty and
graduate students who had the goal of helping theis@mnace teachers engage in
meanngful learning experiences with classroom teachers and their students. The
university instructors collaborated with a second grade teddingrJonesin a rural
community to align miniesson activities with second grade standards for her class.

This interaction between the peervice teachers and the second grade class led to
active learning opportunities exploring Social Studies standards. South Carolina state
standards for second grade are focuse@ammunities Here and Across the WoAd.
the progct developed, the primary author of this article offered her expertise to develop
an additional aspect of tt@ocial Studies Buddigsojectby connecting peers in different
schools and communities throutjte use ohew technologies. A second clakxaedin
a suburban communignd taught by Mrs. Winrwas invited to participate in this project
by engaging in similar curricular activitieSheirwork was sharedn a wiki website.
Both class teachers collaborated and engaged in activities over a $ipaae shonths
asking children to write and draw about themselves, their families, their school, their
communities, their state, their country and a country they were learning about in the
world.

The introduction of an educational wiki was a new venturédth teachers as

they | earned how to utilize it by scanning t
be viewed by both classes. The teachers c¢comn
as they learned how to use new technology to enhancesther d ent sé | ear ni ng.

children responded by writing as a class on the discussion page about how much they

enjoyed reading each othersé stories and see

as they learadabout each other and the similarities difterences of their communities.
Another commonality the classes shared was the introduction Bethean Bear

Book SeriesThe primary authois a caauthor of the series with her daughter. She read

the Bellman Bear books to each class on differeaasions as leaitts to active learning

assignmerst The Bellman Bear books feature Bellman, a teddy bear that the primary

author used inherown| assr oom, i t & Thasedodksadso ibclude wor | d

relevant facts and cultural details about the @dbat Bellman visits The first four

books areMeet Bellman The Traveling Bear, Bellman Visits South Carolina, Bellman

Goes to Greec@andBellman Goes to Francd h e  a u trgose ofsvitingothese

bookss t o hel p enl aanglenabetheméedbeyndheirowm r | d s

community
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Technological advances have made the world more interconnected than ever
before, and the book authors believe it is crucial to teach children about diverse world
cultures and places in order to encourage them tbregéeand appreciate differences.
Bell man is the tool used to Ahooko the reade
community. More and more teachers are recognizing the need to incorpordieionn
books into their curriculurand use literature @ introduction to integrating curriculum
with technologyThe use of such books is crucial to the goal of creating successful
readers and learners in the'2kntury. (Young & Moss, 2006These book&elped to
enhance student learnifigy thosewho paticipated in theéSocial Studies Buddigsoject
and revealed the importance of using multiple modalities to teach children.

The Bellman books inspired the children and teachers to create their own books.
These books included hand drawn gmiftraits andstories written by each child. The
books were uploaded to a wiki efe the project participantcsoul d vi ew one anot
wor k. After sharing their books, the teacher
facedo through the Ube of assdesoeageféyenat ngi
the other class they had gotten to krthvough the wiki and class activitieSmiles
erupted on both sides of the screen as they
from each class described the commiasitround their schoahd shared comments
about what they had learned through the Bellman Bear book®ne st udent sai d,
hearing about what is in the country, and I like telling them about what it is like in the

city!o

A second c hThiswas a gobdlwayda helplus gefito know each other
a little better.o

A third student said, #Al |ike that we fin
waiting to O6meetd them for a |l ong time! o The

students talkedThe teachers enjoyed the interaction plaghned tacontinue to connect
their classes through the wiki and video conferenamg means of cultivating
friendships and sharing integrated curriculum in other areas of second grade.

Findings

Afterthevid® conf erence, one of the students s
faces looked like instead of just looking at their naorethe wikl Bositive comments
from children in both classes about what they learned throudbaoitial Studies Buddies
projectreinforced the value of active learning through the uskewélopmentally
appropriateechnologysuch as video conferencing, blogging and a wiki which allowed
for the sharing of classroom thoughts and ideas through written conversations and work
sampling

Work sampling provided evidence of the recognition of differences between rural
and suburban communities as the childrends w
area. Comparisons were made and discussions occurred between the classes noting the
different ways of life in the two communities.

Through their collaborative efforts, teactparticipants found that technology can
beauseful and vital tool for the enhancement of learning in classrooms (Wang et al.,
2008). One teacher, Mrs. Jones, stated hi s acti vity brought what
in our Social Studies textbooks to life as the children actually talked and shared about
what their different communities were | ike.o
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technology builtattehatnigonslei pvalbpw ofnfof their
(Friedman, 2007). It enabled them to not only effectively address South C&otiz

Studiesstate standards but also to facilitate relationships between chofddgiferent

kinds ofcommunities Both teackrs shared that they were challenged by learning new

technology as they both used a wiki and a blog for the first time. They commented that

peer teaching antthe encouragement they received helped them to be willing to learn

how to effectively use thesewedools. They also acknowledged that they will look for

other ways to utilize both a wiki and a blog within their curriculum as they see the value

of engaging children in |learning through suc
teach.

The teachers agrdéhat this type of activity would benefit peervice teachers.
They thought that teacher educators needtoinclude e vi ce teachers in 0
handson collaborations lik&ocial Studies Buddies Mr s . Wi n-gerviseh ar ed fApr e
teachers need to lemhow to use the technology that is vital in the classroom to integrate
curriculum, enhance | earning and build relat

projects provide multiple benefits for children;sarvice teachers and pservice
teachers.

Conclusion

The challenge is clear. Educators need to seek new ways of using technology as a
tool to engage children in active learning experiences and thus expose them to the world
beyond their classrooms. However, care must be taken to incorporate égghinol
developmentally appropriate and culturally relevant ways.Sdwal Studies Buddies
Project stands as one example of technology being used as a tool to effectively enhance
student learning in meaningful ways. Additional research is needed toewaygs to
use technology to build community relationships across the world.
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Preparing Students to Teach in the fARe

Nur E. Tanyel, Laura M. Hooks, Lori K. Tanner and Kela Goodman
University of South Carolina Upstate

Abstract
This article presents a unique Early Childhood Program at the UniverEBpuoth
Carolina Upstate in partnership with Dunbar Child Development and Family Learning
Center. An integrated course work and field experiences created for the preservice
teachers to understand and comfortably work with diverse students. The preservice
teachers are expected to take sixequisite classes and complete clinical experiences
simultaneously. Furthermore, the preservice teachers will complete the required
assignments focused on developing sensitivity to diversity in the classroom.

Introd uction

Changing demographics in todayds school s
preservice teachers to work in classrooms that are popwatedtudents from diverse
cultural backgrounds, varying abilities levels, or home structures that differtir®
traditional family envionment. Universities are charged with creating programs that
enable preservice teachers to both understand diverse populations and feel comfortable
working with the students who are in their classrooms. Early Childhoodesocams!
field experiences at the University of South Carolina Upstate have effectively
incorporated components of diversity through a decade long partnership with Dunbar
Child Development and Family Learning Center. This article presents assignments and
experiences that have successfullypportedpreservice teachers as they gain knowledge,
and developheskills and dispositions needed to work with diverse populations.

Literature Review

In the recent years, there have been significant changes in tlog@gmics and
characteristics of children in the United States. According to the National Center for
Education Statistics (2005), 43% of children under the age of five are of a race or
ethnicity other than White. Furthermore, those children may alstvéesd in language,
culture, and/or religion. Family structure is also changing thighincrease afingle
parent households and more grandparents taking custodial responsibilities for their
grandchildren. Teachers are needed who are competent and tedshef@rorking with a
student population that is increasingly diverse.

In their position statement§he National Association for the Education of Young
Children (2001) emphasize the importance of teacher education programs integrating the
knowledge of dierse needs and characteristics of children, families and their
communities in order to create meaningful learning environments for all children.
Consequently, an interdisciplinary approach that includes an integrated curriculum
emphasizing the needs oktliverse learners and their families are among their
recommendations. The National Council for Accreditation of Teacher Education
(NCATE, 2008) devotes one standard to the inclusion of the development of knowledge,
skills, and dispositiongxpectingoresrvice teachers to demonstrate their ability to work
with diverse populations. Although the research on this topic is still continuing,

Teacher Educationalirnal of South Caroling2009 Edition 10€



Teaching and Learning across the Curriculum

integrating components of diversity into teacher preparation courses and providing field
experiences with diverse chir and familiesas well as creating universibtpmmunity
partnershipsare considered important strategies in early childhood teacher education
(Li m &Boane,dq008).

Integrated Curriculum and Diversity Education

Integrated and interdisciplinarydming has been a part of the progressive
educational movement since the beginning of the twentieth century. An integrated
framework in teacher education indicates not only an intentional coordination and
overlap of course materials and assignments, Ibatveithin field experiences (Hardman,
2009; Ellis & Foutus, 2001). Such models provide the knowledge and skills for
preservice teachers to explore information in more than one subject area at a time as well
as across content disciplines. Thereforis,dpproach to learning is more holistic and
provides interactive meaningful experiences for students.

Advocates of integrated curriculum also point to the area of brain function (Ellis
& Foutus, 2001 Wolfe, 200). An integrated model creates the most appate
learning environment. Research indicates that the brain seeks patterns and resists
fragmented information that is presented in isolation (Beane, 1997; Schramm, 2002; Ellis
& Foutus, 2001Wolfe, 200). Consequentlyinformationis learned more quikty and
knowledgeretained longer when constructed in a meaningful context that is connected
among disciplines. Integrated models not only improve hifgval thinking skills with
less fragmented learning, but also provide a unified sense of procemstamte the
mastery of content. This approach shapes
knowledgeacquisitionby teaching them to adopt multiple points of views on issues
(Beane, 1997; Schramm, 2002; Ellis & Foutus, 2001).

Although reseatt findings indicate that teacher education programs raised
awareness of diversity among preservice teachers, the transfer of knowledge to practice
has been challenging ( McDonald, 2005; Belse, 2005). A survey conducted
among 465 preservice teach suggested that they lacked the knowledge, skills and
dispostions to teach diverse studerniis suggest that the teacher candidates should be
engaged in classroom activities as well as community activities refiectvide range of
multiculturalismand diversity (Warner, Williams & Davis, 2008). Field experiences are
also an integral part of integrated models, which provide balanced opportunities to
translate theory into practice. Such experiences become even more valuable when
classroom issues@handled and implemented within the integrated model. Candidates

t

subsequently | ook for answers from different

theoretical points of view and receive instant feedback further motivating both the teacher
andthe learner (Hardman, 2009; Hooks & Randolph, 2004, Ellis & Foutus, 2001).

Setting / Background
Ten years agdsreenville County Schools sought to meet the needs of young
children and their families by creating child development and family legqua@nters
throughout the countyThese centers house feygarold kindergarten classrooms,
preschool special education classesl in some cases Head Start classrooms and adult
learning classes. The number of students served and type of adult profjexetshas
changed over the last decallat the over arching goal of helping to prepare the mest at
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risk children for school has ndthe centerstrive to provide services to children and

their families that support literacy and school readiness (H&dkandolph, 2004). It

was within one of these centers where the University of South Carolina Upstate
developed a partnership that has been in existence since Dunbar Child Development and
Family Learning Center opened in 1999.

Juniorlevel preservice tehers majoring in Early Childhodelducationtake ce
requisite courses of curriculum, growth and development, language development,
assessment and management, parent and family involvement, and a clinical course taught
each semester by university facultyniversity classes meet on site at Dunbar Child
Development and Family Learning Center for course lectures and discussions. Then for
one hour each day, Monday through Thursday, at rotating times in the maineing
students complete clinical experiendeattare integrated into the early childhood settings
(Hooks & Duarte, 2003)Assignments include opportunities to interact and work with
young children and their families who come from diverse backgrouHls.center
serves atisk three and fouryearold children and their families. The school populatio
is 30% Caucasian, 30% Africakmerican, 30% Hispanic, and 10% othdihe
preservice teachehave the opportunity to begin their professional covosk in an
environment that allows them to be a mdrén integrated highly diverse.

Preservice teachers are expectedeeelop arawargessand sensitiity to
diversity in the classroom. Diversity includeace, ethnicity, language, so@gonomic
status, gendeand (dis)ability. It also encompassedividual differences: genetic
inheritance, temperaments, learned behagiod developmental levels. Being aware and
sensitive in dealing with diversity in the classroom is a neweling process that requires
study of current information and experienaadtical reflection, and plans for appropriate
practical applicationSix classes provide preservice teachers with an opportunity to gain
knowledge skills and dispositions needed to teach young children from diverse
backgrounds. The courses are desigioebe integrative in nature and allow professors
to support learning across the curriculum by supporting overlapping topics. This type of
design allows preservice teachers to experience learning that is both integrated and
applicable tdearning in actal diverse settings. Assignments within the courses are
designed to givéhe preservice teachdirse opportunity to gain theoretical knowledge
and tken apply that knowledge to rdie situations. This experience gives the
preservice teachers more cagince while helping to alleviate an anxiety they may have
aboutworking with children and families from diverse backgrounds.

In particulay six of thesdormal practicum experien@ssignments enable
preservice teachers to focus on issues of diversitydatsmtmine ways to work with and
involve families from a vast array of different backgrounds. Preservice teachers are
asledto create a developmental profile of one focus cl@ldild Study, research and
present on a specific diverse famiBiyerse Fanly Presentatioly complete a home visit
that includes a parent intervieRgrent and~amily Visit andInterview), plan and
implement a family literacy night at their clinical siteafnily LiteracyNight), create a
diversity portfolio Diversity Portfolio), and participate and reflect on a game of Barnga
(Barnga Gamg These experiences provide preservice teachers with the opportunity to
learn more about diverse families and also interact with them on a personal level. The
following assignments support artegrated curriculum that focuses on the development
of knowledge and understanding of diversity.
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