
 

 

 

 
Teacher Education 

Journal  

of South Carolina



Teacher Education Journal of South Carolina, 2009 Edition 2 

 

 

This journal is published jointly by the South Carolina Association of Colleges for 

Teacher Education (SCACTE) and the South Carolina Association of Teacher Educators 

(SCATE).  Volume 9, No. 1 has been funded by both SCACTE and SCATE and has been 

printed by Indexx Printing of Greenville, SC.  Views expressed are those of the authors 

and not necessarily those of any organization or college/university. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Peer Reviewers for the Teacher Education Journal of South Carolina 

Christian Anderson, University of South Carolina Ā Bea Bailey, Clemson University Ā 

Judy Beck, University of South Carolina - Upstate Ā Jill Branyon, North Greenville 

University Ā Kathy Brown, The Citadel Ā Daria Cronic, Presbyterian College Ā Anita 

Dutrow, Presbyterian College Ā Keith East, Southern Wesleyan University Ā Sharon 

Feaster-Lewis, Southern Wesleyan UniversityĀ Linda Fitzharris, College of Charleston Ā 

Barbara Habhegger, The Citadel Ā Dodi Hodges, Coastal Carolina University Ā Jill Hunter, 

Lander University Ā Charissa Marrah, College of Charleston Ā Leonard McIntyre, South 

Carolina State University Ā Sandra McLendon, Southern Wesleyan University Ā Janis 

McWayne, Francis Marion University Ā Judi Neufeld, Lander University Ā Aaron 

Oberman, The Citadel Ā Holly Pae, University of South Carolina - Upstate Ā Loren Ryan, 

Columbia College Ā Sharon Sanders, Clemson University Ā Marla Sanders, Francis 

Marion University Ā Lucy Spence, University of South Carolina Ā Rebecca Stevens, 

University of South Carolina - Upstate Ā Diana Treahy, College of Charleston Ā Meg 

Walworth, Anderson University 

Editor  

Dr. Christopher Burkett 

Columbia College 



Teacher Education Journal of South Carolina, 2009 Edition 3 

The South Carolina Association of Teacher Educators 

Executive Committee 

 

President-Elect: Dr. Jeff Priest, University of South Carolina ï Aiken 

 

Secretary:  Dr. Christopher Burkett, Columbia College 

 

Treasurer:  Dr. Jill Hunter, Lander University 

 

Executive Director: Dr. Kathy Brown, The Citadel 

 

 

 

 

 

 

 

South Carolina Association of Colleges of Teacher Education 

Executive Committee 

 

President:  Dr. Cindy Johnson-Taylor, Newberry College 

 

President-Elect: Dr. Jennie Rakestraw, Winthrop University 

 

Secretary:  Dr. Sandra Wilson, Coastal Carolina University 

 

Treasurer:  Dr. Lienne Medford, Clemson University 



Teacher Education Journal of South Carolina, 2009 Edition 4 

 

TEACHER EDUCATION JOURNAL 

of  

SOUTH CAROLINA 
 

 

SUBMISSION GUIDELINES 

 

 

The TEJSC is a peer-reviewed, scholarly journal that, starting with the Fall 2009 Issue, 

will include articles based on thematic strands.  Articles sent to the TEJSC for publication 

consideration must adhere to the following guidelines: 

 

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

 

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

 

3). The TEJSC follows 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. 

 

 

Strands for the Fall 2010 Issue: 

 

Accreditation and Policy 

Administration  

Assessment 

Current Issues in Education 

Teaching and Learning across the Curriculum 

Technology 

 
The Teacher Education Journal of South Carolina is 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 

chrisburkett@columbiasc.edu 

mailto:chrisburkett@columbiasc.edu


Teacher Education Journal of South Carolina, 2009 Edition 5 

Contents 
 

7 Editorôs Note  

Christopher Burkett 

 

Current Issues in Education 
 

8 Diverse Pathways in Teacher Preparation: South Carolina 

Technical to 4-year College Teacher Certification Initiative 

Stephen Thompson and Jane Zenger 

 

17 The Pedagogical Implications of School Choice Initiatives in 

South Carolina 

A. Scott Henderson 

 

22 Perceptions of Required Elementary Education Courses for 

Special Education Majors 
Sharon Sanders and Paula Schubert  

 

30 Adding Citizenship Preparation to a Classroom Organization 

Plan 

Rebecca Stevens 

 

37 Teacher Demographics and Student Achievement in High 

Poverty Schools: What Makes a Difference? 

James Zachary Williams and Debra Smith Lee 

 

Administration 
 

44 Perceptions of Middle School Principals' Leader Behavior  

Jennifer C. Etheridge and Edward P. Cox 

 

Assessment 
 

52 Investigation of Screening Instruments in K-5 Programs 

Mary Steppling and Mihaela Sabo Sweeney 

 

58 Assessing Teacher Candidates: A Multi -Dimensional Approach 

Jill Branyon 

 

67 Does Inquiry Instruction Abet Standardized Test Score 

Increases? 

Rachel Teller, Meta Van Sickle, Dennis Kombe, Michelle Comen 

and George Tempel 



Teacher Education Journal of South Carolina, 2009 Edition 6 

 

 

 

77 Assessing the Whole ChildðBeyond the Borders of Testing 

Dolores Stegelin and Paula Schubert 

 

Technology 
 

85 Clicking from College to K-12 Schools: Engaging preservice 

teachers with technology 

David Marlow, Pamela Wash, Jeannie Chapman and Timothy Dale 

 

93 The Age of Technology: Computer Literacy and the Non-

Traditional College Student 
Jacqueline McClary 

 

99 Technology as Tool for Learning and Building Communities in 

Early Elementary Settings 

Brenda Richards and Beth Powers-Costello 

 

Teaching and Learning across the Curriculum 
 

106 Preparing Students to Teach in the "Real" Diverse Worlds 

Nur Tanyel, Laura Hooks, Lori Tanner and Kela Goodman 

 

113 I Needed a Seventh Grader to Teach me that: Science and 

Engineering Graduate Studentsô Experience in a Middle School 

Classroom 

Michelle Maher and Stephen Thompson 

 

120 No Kidding about "Kiddie Lit ": The importance of Supporting 

Novice and Experienced Teachers in Using Childrenôs Literature 

to Enhance Literacy, Engage Critical Thinking, and Encourage 

Equity 

Linda Karges-Bone 

 

130 Teaching the Whole Child Through Project Based Learning 

Loren Ryan 

 

 

 

 



Teacher Education Journal of South Carolina, 2009 Edition 7 

Editorôs Note 

 

Welcome to the Fall 2009 issue of the Teacher Education Journal of South Carolina.  

ñTeacher Education in a Time of Changeò is the theme of the 2009 South Carolina 

Association of Teacher Educators Annual Fall Conference; it can also apply to this issue 

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

with less. The articles in this issue illustrate how South Carolina's teacher educators have 

risen to the challenge and continually produce world class teacher candidates who move 

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

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

perseverance- two traditional hallmarks of the teaching profession. 

 

Starting with this issue you may notice that 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.  The hope is that the use of strands will diversify the 

journal and its contents by allowing more authors to present their research and views.  

For this issue of the journal, I wish to thank all of the authors who submitted their work 

for consideration, as well as all the peer reviewers who volunteered their time to read 

submissions and provide insightful comments.  I would also like to thank the SCATE and 

SCACTE Executive Committees for their continued support, especially SCATE 

President-Elect, Dr. Jeff Priest, and SCACTE President, Dr. Cindy Johnson-Taylor.  

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 article for the 2010 issue or becoming a peer reviewer.  

Information on the submission criteria, as well as how to become a peer reviewer is 

located on page 4.  The journal can also be accessed through the SCATE website 

(www.scateonline.org).  

 

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

in teacher preparation across our state, who in this ñtime of changeò continue to mold our 

students into excellent teachers. 

 

All the best, 

 

Christopher Burkett, Ed.D. 

Editor 

Columbia College  
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Diverse Pathways in Teacher Preparation:  

South Carolina Technical to 4-year College Teacher Certification Initiative 

 

Stephen L. Thompson  

Jane F. Zenger 

University of South Carolina 

 

Abstract 

Developing technical to 4-year college teacher certification 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 expanding similar 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 needed such as specialized advisements, on-

site mentoring, support for course development, and expansion of clinical field 

experiences for technical college students. To this point twenty-eight South Carolina 

institutions responded to a call for expansion of this model, providing evidence of 

widespread interest in the development of such pathways.  

 

Introduction  

Nationally, public schools are striving to employ a highly qualified PreK-12 

teaching force that is diverse and demographically similar to student populations.  In 

many regions of the country teacher shortages have compounded the challenge of trying 

to establish diversity in the teaching force (McNulty and Brown, 2009).  Although 

commonly portrayed as a widespread problem, evidence suggests teacher shortages are 

primarily limited to certain states, districts, and schools (Committee for Economic 

Development, 2007). Communities most likely to be impacted by teacher shortages serve 

minority, low-income, and/or low-performing students (Guarino, Santibanez, and Daley, 

2006), which are predominantly found in central urban and rural small town areas (Jacob, 

2007).  

In spite of current economic factors reducing the number of unfilled teaching 

positions, South Carolina still faces a pending teacher shortage. Over the next 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, low-income, and/or low-performing students, and are in 

ñcritical needsò areas of math, science, early childhood and special education. This 

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 certified in the subject(s) 

he or she is teaching (Sawchuk, 2008; 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 ones (Alliance for Excellent Education, 2005). 

From a financial perspective, teacher shortages and attrition are conservatively estimated 

to cost South Carolina over 30 million dollars annually (2005). 
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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 Carolina K-12 student population is roughly 

45% minority. At the same time only a little more than 17% of K-12 South Carolina 

teachers are minorities (South Carolina Center for Educator Recruitment, Retention, and 

Advancement [CERRA], 2005). 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 Carolina does not have a statewide community college system. 

At the same time the existing technical college system is designed to prepare students for 

a specific set of careers through Associate Degrees in those areas (e.g., Infant and 

Toddler Care, Health Sciences, Business, Industrial Technology, and Information 

Technology).  Outside of the technical colleges featured in this article, students planning 

to transfer to a 4-year campus in teacher education are generally advised to pursue the 

Arts and Sciences Associate Degree that unfortunately do not match the studies 

completed by freshmen and sophomore education majors at four year campuses. Thus 

most students in South Carolina who transfer to a 4-year campus from the technical 

college lack prerequisites for junior and senior year coursework in teacher education. 

They must often add an additional semester or more to earn teacher certification. The 

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 Secondary minority students in South Carolina are most likely to begin their 

college careers at a technical college (South Carolina Commission on Higher Education, 

2006).  Many technical colleges in South Carolina are predominantly located in central 

urban and 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 other states 

reveal that over 85% accepted initial jobs within their major discipline and within their 

home state (Anton, Lubov and Associates, Inc, 2003; Illinois Community College Board, 

2004; New Hampshire Community Technical College System, 1997). 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 first teaching positions, the existing data is encouraging. A 2005 study 

revealed that over a four-year 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 upon graduation from high school (Boyd, Lankford, Loeb, Wyckoff, 2005). This 

including those in critical need fields such as science and math, regardless of whether 

they began a program of study at a 2- or 4-year college. These graduates also tended to 

search for teaching positions in familiar geographic regions or in school districts similar 

in nature to the K-12 school districts they attended.  
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This preference for geographic proximity and familiarity, in conjunction with the 

technical college entrance and graduate data previously discussed, point to technical 

colleges as a potential remedy that could ease the teacher shortage in our state. Many 

technical college students hail from the very communities most in need. As a result, they 

are better positioned to understand the local contexts and cultural norms than teachers 

from unfamiliar or distant areas (Boyd, et al., 2005). This leads one to ask, how do we 

recruit and train individuals from the poorest, most-isolated areas to become teachers in 

those same communities?   

 

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 respectively), have created regional ñtechnical to 4-year collegeò teacher 

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 transfer into an 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 2004 to over 140 in 2008 (Dickenson, Gilmore, 

Galande, & Bennett, 2008). These numbers include courses offered at both the technical 

colleges as well as cross-institutional courses offered at partner 4-year colleges. Further, 

Dickenson et al found that the number of 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  

 

1. Spring 2009 student transfer data not available at time of publication 
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Additionally, Dickenson et al found the number of technical college students who 

matriculated and graduated from teacher education programs increased significantly since 

project inception. For example, 15 students who transferred from technical colleges 

graduated from teacher education programs at USC during 2007-2008 and approximately 

20 are scheduled to graduate during 2008-2009. Similar trends were evident in the other 

regional partnership associated with 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 Superintendent of 

Education initiated the Diverse Pathways in Teacher Preparation Seed Grant Program 

(Seed Grant). The Seed Grant program provided support for technical and 4-year college 

faculty interested in developing plans for similar regional teacher certification 

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 nine 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 

eleven teacher certification partnerships is provided in Table 1. 

 

Table 1: Regional technical to 4-year college partnerships 
Institutional Partners Programs Targeted for Articulation 

1. Coastal Carolina 

University  
Horry-Georgetown Technical 

College 

Early Childhood, Elementary, Middle Grades, and Special 

Education 

2. Coker College  

Northeastern Technical 

College 

Early Childhood, Elementary, Middle Grades, and Secondary 

3. College of Charleston  

Trident Technical College 

Early Childhood, Elementary, Middle Grades, Secondary, 

Special, and Physical Education 

4. Francis Marion 

University 

Florence Darlington Technical 

College 

Northeastern Technical 

College  

Williamsburg Technical 

College 

Pee Dee Education Center 

Early Childhood 

5. Lander University   

Piedmont Technical College 

Early Childhood, Elementary, and Special Education 

6. Newberry College  
Midlands Technical College  

Piedmont Technical College  

Early Childhood 

7. USC Aiken  
Aiken Technical College 

Early Childhood, Elementary 
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8. USC Beaufort  
Technical College of the 

Lowcountry 

Early Childhood  

9. USC Columbia  
Midlands Technical College 

Orangeburg/Calhoun Technical 

College 

Early Childhood, Elementary, Middle Grades, and 

Secondary 

10. USC Upstate  
Greenville Technical College 

Spartanburg Community College 

Early Childhood, Middle Grades, and Special Education 

11. Winthrop University   

York Technical College 

Early Childhood, Elementary, Special Education, and 

Physical Education   

 

Action Plan 

The creation of regional technical to 4-year college teacher certification 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, are described. 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 degree program at 4-year colleges. The creation 

of such agreements is labor intensive and requires regular re-visitation to ensure 

curricular integrity and alignment. In the Diverse Pathways Project, technical and 4-year 

college faculty from a geographic region developed 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 technical college education majors wishing to enter an 

education program at partnership 4-year colleges as juniors.  

 

Course Development 

Although some general education courses are already offered at technical 

colleges, most courses specific to given education degree programs generally are not 

available at these sites. Further, technical college faculty may or may not have K-12 

teaching experience or formal training in relevant pedagogy. Thus, in some cases offering 

education courses at technical colleges will require technical college faculty to develop 

knowledge of K-12 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 to deal with these issues involves providing support so that technical 

college faculty members can audit education courses at the 4-year college prior to their 

teaching equivalent courses at the technical college. Throughout the semester faculty 

from both institutions also meet to work through related planning, instruction, and 

assessment issues. A second strategy involves offering cross-institutional courses to 

students at both the technical and 4-year colleges. Both of these options are consistent 
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with the Diverse Pathways model, which promotes regional decision-making 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 with small initial 

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 childrenôs literature, math manipulatives, and 

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 4-year colleges. 

In situations where the 4-year 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 optimum 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, 

as well 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. CERRAôs more recent efforts to develop high school chapters of the Future 

Educators Association (FEA) provide similar types of education experiences outside of a 

formal course setting. 

High schools which support an ethos of college-going by means of high academic 

expectations and college-preparatory curricula are more effective at focusing student 

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 

organizations. Some FEA events, such as the annual conference bring high school 

students onto a college campus to take part in education-related career exploration. 

Exposure to the college environment and teaching-related careers at this decision-making 

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 the 4-year college. Students are more likely to 

successfully transfer from a technical to 4-year college if they attended a technical 

college with experienced advisors and a system for promoting transfer (Handel, 2007). In 

our partnerships, Professional Learning Communities (PLC) designed to create just such 



Current Issues in Education 

Teacher Education Journal of South Carolina, 2009 Edition 14 

an atmosphere were established. Through the PLC, transfer students, faculty mentors, 

academic advisors, induction-year teachers, and teacher-mentors came together to 

support the development of the teacher candidates. Typical activities included 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 needed support 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 have shown 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 presenters, and interact 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 prior to 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 technical colleges into 4-year 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 transitioning into 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 

academic 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 for transfer 

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 literature the development 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 technical to 4-year college 

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 

mentoring, 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 technical to 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, creating such a system could provide a significant positive impact 

in many of our poorest communities. At the same time this initiative would help to 

alleviate the huge discrepancy between the demographics of our student and teacher 

populations.  

From an economic perspective, 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 on many of the stateôs most impoverished 

communities. Perhaps most importantly, it would ensure open-access to careers in 

education for all South Carolinaôs citizens. 
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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 based on SCT principles. These attempts, albeit 

unsuccessful, illustrate 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 contentious 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 Patten, 2006; 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 posited that a voucher 

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 findings (Buddin & Zimmer, 2005; Carr & Ritter, 2007). Instead, 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 control over education and the inability of students from low 

socio-economic groups to leave under-performing/failing schools. Teacher education 

programs are not directly involved in shaping policies in regard to either of these 

concerns. But best-practice imperatives suggest that teacher education programs should 

prepare prospective teachers to address the pedagogical issues raised by these school 

choice concerns. 

 

Recent School Choice Initiatives 

Like most children throughout the United States, students in South Carolina face 

limited choices in the schools they attend. Although the number of charter and magnet 

schools has increased modestly over the past decadeðand while the proportion of home 

schooled students has remained steady at approximately 1.5-2%ðmost South Carolina 

students must attend schools for which they are geographically zoned. The costs of 

private schools, both secular and religious, are beyond the economic means of many 

South Carolina families. 

Efforts to broaden options for the stateôs schoolchildren have dominated recent 

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 goals articulated by SCT supporters. 

It sought to (a) restore parental control of education, (b) improve public school 

performance, and (c) expand educational opportunities for children of families in poverty. 

Put Parents in Charge would have made tax credits available to parents who 

incurred costs associated with enrolling their children in public schools outside of their 

attendance districts; sent their children to an ñindependentò (private) school; or home 

schooled their children. Tax credits were also authorized for individuals or corporations 

making donations to non-profit organizations that provide need-based scholarships. 

 Lawmakers introduced a similar proposal, the South Carolina Educational 

Opportunity Scholarship Act, in February of 2007. Although it was not enacted, its 

supporters hoped to (a) put parents in charge of their childrenôs education, (b) assist 

parents who reside [sic] in unsatisfactory schools, (c) assist parents who have special 

needs children, (d) expand educational opportunities for children of families in poverty, 

(e) restore parental input in education, and (f) improve public school performance. The 

bill would have provided ñscholarshipsò (vouchers) for students to transfer to another 

school if they were zoned to attend a ñbelow averageò or ñfailingò one. Moreover, tax 

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 School Infrastructure 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 additional school-

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 return and paid part of a childôs 

school tuition. Tax credits were based on a percentage of the stateôs average per-pupil 

expenditure, with amounts ranging from 100% of the stateôs average for tuition paid for 

special needs students, 75% for students who were zoned to attend ñat-riskò or ñbelow 

averageò schools, and 50% for all other students. 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 the federal 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 as non-profit 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 parents with more control over the educational choices they 

make for their children. For proponents of SCT, increased parental control relies mainly 

on the ability to use public funds (either in the form of vouchers or tax credits) to help 

defray some or all of the costs associated with educating children at home or at any 

public or private school. 

The EOAôs supporters also utilized certain class-based arguments. They 

contended that poor, working, and even most middle-class families lack the financial 

resources to choose 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 schoolôs rating. The remedy proffered by SCTôs advocates was to provide students 

with the ability to transfer from unsatisfactory schools by giving their parents tax credits. 

Students whose parents did not earn enough to qualify for the EOAôs tax credits would 

have been eligible for scholarships, which SCT supporters hoped would materialize if 

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. Supporters, including South 

Carolina State Treasurer Converse Chellis (2009), maintained that the EOA would ease 

the taxpayersô burden by reducing the amount of money spent on education. Citing an 

analysis undertaken by former Director of the South Carolina Department of Revenue 

Burnet Maybank III, 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 the per-pupil 

allocations provided to school districts by the state). The South Carolina Board of 

Economic Advisors (2009), in a separate analysis, disagreed with Maybankôs estimates. 

Writing for the Board, Chief Economist William Gillespie calculated that the cost of tax 

credits would exceed savings by more than $16 million during the first year of the EOAôs 

operations; by 2013-2014 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 educational concerns that SCT highlighted. 

 

SCT and South Carolinaôs Teacher Preparation Programs 

As this review of recent legislative initiatives indicates, SCT supporters seek to 

increase parental control/involvement in education and to expand educational 

opportunities for low- and middle-income families. Regardless 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 Teacher Education (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 some of these concerns by establishing an 

Office of Public School Choice, which includes single-gender initiatives. 

As part of their adherence to the principles advanced by AACTE, NCATE, and 

NTASC, South Carolinaôs teacher education programs should address some of the 

pedagogical concerns that animate SCT supporters, even if it is not possible or 

appropriate for them to play a direct role in policy advocacy. This can occur in two broad 

areas. Teacher candidates should be able to incorporate strategies that promote parental 

involvement in schools and schooling. While such involvement has proven to be an 

important component of a studentôs academic success (Davies, 1991; Epstein, 1991; Fan 

& Chen, 2001), teacher candidates and veteran teachers often feel they that lack the skills 

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 educational opportunities, teacher education programs 

can provide valuable assistance to failing or under-performing schools. A significant 

percentage of students in these schools come from low-socioeconomic backgrounds, and 
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they often present challenges that teachers and administrators are ill-equipped to handle 

(Books, 2004; Crowe, Connor, & Petscher, 2009; Walker-Dalhouse & Risko, 2008). For 

this reason, teacher education programs should continueðand augmentðtheir efforts to 

prepare candidates to implement a wide variety of teaching methods to enhance learning 

outcomes for children who come from adverse financial circumstances. Efforts along 

these lines are already underway at some universities, with Francis Marion Universityôs 

Center of Excellence to Prepare Teachers of Children of Poverty being just one example. 

Although this will likely not satisfy choice supporters who advocate voucher programs, it 

is an appropriate strategy for teacher education programs that are obligated to help 

improve the quality of education for 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 responsibility of the stateôs teacher preparation programs to 

oppose or support SCT, but to assist teacher candidates in addressing the pedagogical 

issuesðsuch as parental involvement and the need to improve failing schoolsðthat SCT 

explicitly and implicitly identifies. 
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Abstract 

Approximately half of the students receiving special education services currently spend 

80% of their time in the regular classroom, often with the special education teacher 

acting as a co-teacher. The use of inclusion to provide access to the general curriculum 

for these students challenges institutions of higher education to revisit the preparation of 

future teachers. In this 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 general 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 special educators to model a collaborative relationship during university 

coursework to better prepare all teachers for working in inclusive classrooms.  

 

In 1970, before enactment of the Individuals with Disabilities Education Act 

(IDEA), American schools educated 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 categories of students, including those with "emotional disturbances" or 

"mental retardation."  In 1993, almost forty years after Brown v. Board of Education, 

segregation and an unequal education were still common for children with developmental 

disabilities. Despite IDEA, in 1993 forty-four 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 Congress 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 related services 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, such as Individualized Education Programs (IEPs), to 

better provide instruction to students of varying abilities. With the introduction of 

accountability standards and the emphasis on providing quality outcomes, the educational 

setting has changed drastically and quickly, requiring teachers of all programs to 

collaborate more on overall instruction instead of merely on preparation. As a result, 
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providing a quality education for all children in general education classrooms requires 

that both general and special education practitioners work together on program planning 

as well as implementation and evaluation. Thus, educational reform now emphasizes the 

importance of all educators using a common curriculum and accountability system 

(Hardman, 2009).  

There are many benefits to this approach. Researchers have confirmed that 

students with disabilities who spend the majority of time in general education classes 

have higher scores on achievement tests (Jordan, Schwartz, & McGhie-Richmond, 2009). 

Also, as Silverman (2007) stated, general and special education professionals benefit 

from viewing one another as mutually supportive colleagues in 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 

otherôs respective pedagogical knowledge. 

This widespread use of inclusion and/or co-teaching to provide access to the 

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 of both general education and special education teacher candidates in order to 

prepare them for this atmosphere of collaboration.  

However, one of the three areas of concern in personnel preparation of preservice 

teachers described by Mitchell (2009) is the separatism in the preparation of general and 

special education teachers (Mitchell & Hegde, 2007). Thus far, general elementary school 

classrooms have typically been 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 for future general 

education teachers.  

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 but, few studies were located that considered special 

education personnel preparation (Jordan, et al., 2009; Mitchell & Hegde, 2007; Edwards, 

Carr, & Siegel, 2006) or any efforts to provide collaboration between the two.   

This is an area of great concern because, as a recent survey found, only 57% of 

special education teachers felt they were ñveryò familiar with state required academic 

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 108-446, 2004) and The No Child Left Behind Act 

(NCLB; Public Law 107-110, 2001)  require that students with disabilities have access to 

the general 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 

preservice 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 little classroom 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 conducted at a mid-sized research university located in the 

southeastern region of the United States. The participants in this study were two groups 

of special education preservice teachers at different levels in their teacher education 

programs. Both groups had taken two elementary education methods courses, Teaching 

Elementary Science and Teaching Elementary Social Studies. One group comprised of 

special education preservice teachers in the second semester of the junior year. These 

special education junior preservice teachers had recently completed the two above-

mentioned elementary methods courses taught by the authors but had little actual 

classroom experience. The second group comprised of special education graduating 

seniors who had recently completed student teaching 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 survey tool, to provide easy access. Students were sent a notification email of 

the online survey and were asked to complete the survey in a timely manner. 

Participation was voluntary and responses were anonymous.  Approximately half of the 

subjects in each group responded; 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 scale 

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 

questions are relevant to this article and are listed in Table 1. The written explanations 

were analyzed qualitatively. 

 

Quantitative results.   

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 results from the survey are listed in Table 1. 
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Table 1:Questions and Descriptives from the Perceptions Survey (n=36) 

Question      Mean  Standard Deviation 

 

1a.  I feel that the course material presented in  EDEL 451 (Teaching Science in the 

Elementary School) contributed to knowledge that I will need to be an effective 

teacher. 

3.50              1.306 

 

1b Briefly explain your answer. 

 

2a.   I feel that the course material presented in  EDEL 478 (Teaching Social Studies in 

the Elementary School) contributed to knowledge that I 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 would see both content 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 only, F(1,34)= 11.442, p = .002, 

but it was because the special education juniors that valued this course as more necessary 

than the seniors. See Table 2 for the analysis between groups. 

 

Table 2:ANOVA Results for Differences Between Groups for the Two Courses 

________________________________________________________________________ 
Course     Type 3 SS  Df MS  F  Significance 

_____________________________________________________________________________ 

1a  I feel that the course material presented in  EDEL 451 (Teaching Science in the 

Elementary School) contributed to knowledge that I will 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  I feel that the course material presented in  EDEL 478 (Teaching Social Studies in the 

Elementary School) contributed to knowledge that I 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 distinctions 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 who rated the necessity of the science 

course very low were that the course ñneeded more focus on specialized educationò and 

ñThere was no instruction about how to teach this directlyò. A student who rated the 

social studies class low (a score of 2) commented that ñI learned how to research, but not 

to deliver instruction.ò  Two students commented on the fact that the science course used 

hands-on learning and inquiry explorations stating that, ñThe pedagogical content was 

more inquiry based, making it unsuitable for students with disabilities.ò 

Conversely, a student who rated the science course highly commented, ñI feel that 

the science material really didnôt help as much as the teacherôs instructions. (The 

instructor) taught exactly what we needed to know as far as real life teaching.ò Another 

student who rated the social studies class as being necessary to their teaching career noted 

that, ñI felt that we actually learned practical strategies for the classroom. It was a great 

hands-on course!ò 

Several students rated both courses as being very low in necessity stating ñNot 

relevant to my majorò and ñall of this doesn't seem to contribute directly to what a special 

educator would do in elementary school.  I really felt like I was wasting my time.ò 

Although the data analysis did not find a significant difference based on 

classroom experience, one student who had completed student teaching ranked both 

courses as being necessary noting that ñI was able to help when my students in resource 

had tests in scienceò and ñI had to help with [social studies] study guides during 

resource.ò Another recently graduated student remarked in an informal follow up 

interview that during recent job interviews the principal had asked about her knowledge 

of standards. He also remarked that he 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 for self-contained classrooms, were looking 

for special education inclusion teachers to assist in the general education classroom.  

 

Limitations of the study 

There are some limitations to this study. First, data were collected from a small 

sample with only a 50% response rate. Second, the responses may not be representative 

of all special education majors pursuing dual certification. Third, 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 originated from conversations between the authors, the two university 

instructors of these methods courses, regarding an apparent lack of interest or motivation 

concerning course content as exhibited by the students in the two classes. One of the 

authors had previously taught 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 that the researchers acknowledge bias in their beliefs that 

course content knowledge is necessary for special education teachers and that these 

preservice teachers will likely be working with general education teachers in their 

studentsô classrooms. This belief is founded upon many combined years of recent 

experience as teacher educators and past experience as classroom teachers. The studentsô 

lack of this perspective was apparent throughout the courses and surfaced in the survey in 

such comments as, ñNot relevant to my major.ò  This suggested to the researchers a basic 

unfamiliarity with the emphasis currently in the education field for collaboration and 

standards accountability for all students, both with and without disabilities. 

Typical special education courses have, in the past, tended to focus on analyzing 

studentsô strengths and weaknesses and on providing instructional strategies to address 

weaknesses and support skill development. This is a foundational tenet of special 

education and one that has afforded teachers much success in assisting 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 general education 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 practicum students 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 candidates with more 

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 in self-contained 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 special education 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 after graduation; some in resource situations 

and some in self-contained 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 their time in the regular classroom, often with the 

special education teacher as a co-teacher. It is essential, then, that the special education 

teacher recognizes course content and content standards as the main focus in todayôs 

general education classrooms. Recent accountability emphases dictate that students with 

disabilities have access and make adequate progress in the general education curricula 

and are tested on the general education curricula. Even when writing Individualized 

Education Plans (IEPs), most states currently 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 comfortably step 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. Collaboration between general and special 

education is identified as a method of teaching with another professional to manage 

studentsô learning (Jones, Michael, Mandala, Colachico, 2008).  Jones (2008) points out 

that in a collaborative arrangement, the general educator and special educator assume 

joint responsibility for the instruction that takes place within the setting. She also states 

that to make collaboration effective in a classroom setting the two teachers must share the 

knowledge in the classroom as well as the decision making process. Therefore, the 

teachers must be comfortable working together and must value the different skills and 

abilities brought to the relationship. This is a lot to ask of two new teachers who have just 

graduated but neither of whom have an 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 this apparent 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 campus and would 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 at various points 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 exiting college. Cooperative 

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 of higher education preservice teacher preparation programs 

would serve to provide future teachers of all types with skills to better prepare them for 

working in inclusive classrooms. This would also provide opportunities for a general 

education teacher to learn instructional methods that work for all students and would 

ensure that all teachers provide an effective 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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Abstract 

There are two areas of content in schools, academic and social.  The academic content is 

driven by standards, the social content by public educationôs mission to prepare young 

people for citizenship.   A dilemma for teachers is how to teach all that needs to be 

covered in class.  "How can education for citizenship and democracy be added to an 

already overburdened school curriculum?"   Education for democracy includes the 

acquisition of a body of knowledge, intellectual and participatory skills (National 

Assessment Governing Board, n.d.)  and civic dispositions (Carnegie Corporation of New 

York & CIRCLE, 2003).   This paper describes why and how this content can be blended 

into a classroom organization plan, which I teach in my Organizing & Managing 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 responsibility.  Democracy education in schools 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 limited body of 

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 foundations field asks ñwhether classroom management can be 

made to further the democratizing project of schoolsò (Butchart 1995, p. 167).   This 

article brings this foundationôs lens to democracy education and classroom organization, 

adding to a growing body of conceptual and practitioner literature on democracy in the 

schools (Garrison, 2008; Meier, 2008; Neumann, 2008).   

 

History of Schools and Democracy 

Public education serves many purposes for children ï academic achievement, job 

readiness, social and civic skills development, and personal fulfillment (Goodlad, 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 lived in a democracy 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 constitutions of 40 states mention the 

importance of civic literacy among citizens, and 13 of these states specify that ña central 

purpose of their educational system is to promote good citizenship, democracy and free 

governmentò (Carnegie Corporation of New York & CIRCLE, 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 academic and religious to 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 the 18
th
 century changed the focus of 

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

19
th
 century brought vocational education and job readiness to schooling.  The 20

th
 

centuryôs advancement of political enfranchisement, civil rights and individualization has 

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, 2006, President Bush presented the American Competitiveness 

Initiative to ñkeep America the most innovative and competitive economy in the worldò 

by, among other initiatives, strengthening education and workforce training (Office of 

Science and Technology Policy, 2006, p. 1).   At the same time the U. S. Department of 

Education published Strengthening Education: Meeting the Challenge of a Changing 

World (2006).  This document begins with ñmore needs to be done to ensure that students 

graduate from high school with the skills they need to be successful in college or the 

workforce.  [é] To meet this challenge and improve our economic security and national 

security, America must continue to improve and innovative the nation's schoolsò (p. 1).   

Improving the nationôs schools is about preparing graduates for the challenges of the 21
st
 

centuryôs global economy and technology.   

The South Carolina Department of Educationôs concurs with this purpose of 

education, to ñgive businesses the workforce they need to competeò (South Carolina 

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 21
st
 century careers.  The EEDAôs Personal 

Pathways to Success ñgives students the guidance and experience they need to take full 

advantage of real opportunities in the South Carolina economy through study that focuses 

on high academic standards, enhanced opportunities to explore career options, and 

building real-life working skillsò (Ibid., p. 1).   

 

Testing 

Throughout the grades, student achievement is measured and monitored with 

testing.  The consequence of this testing is student learning that is valued is what is 

tested.  Reading, writing and math 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 & Jacobson, 2006). A 2001 analysis of test data ñfound positive effects 

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 

behaviorsò (Rothstein & Jacobson, 2006, p. 265).   Our democratic society requires 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 

ñacquire and learn to use the skills, knowledge, and attitudes that will prepare them to be 

competent and responsible citizens throughout their livesò (Carnegie Corporation of New 

York & CIRCLE, 2003, p. 4.).  Knowledge of the concepts of citizenship, democracy, 

and government are important for children to be active members 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.  Intellectual skills 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 community ï 

classroom or society.  Dispositions in a democracy 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; National Assessment Governing Board, n.d.).    

The National Assessment of Educational Progress (NAEP) assesses what 

America's students know and can do in reading, mathematics, science, writing, U.S. 

history, civics, geography, and the arts.  The 1988 NAEP Civics Report Card revealed 

that students tended to have only a superficial knowledge of civics; furthermore, the 

knowledge of civics that they did possess had declined since 1976 (National Assessment 

Governing Board, n.d.).   The NAEP focus on knowledge, though important and 

necessary, is not sufficient.  ñSome of the most important outcomes of civics education 

are attitudes and skills, results that are not measured well by standardized testsò 

(Carnegie Corporation of New York & CIRCLE, 2003, p. 15).  A challenge is 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 

Engagement (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.  They agreed on ñthe importance of school-based civic education, especially 

now, as our nation faces new and complex challenges including terrorism, war, and the 

forces of globalization and economic changeò (Carnegie Corporation of New York & 

CIRCLE, 2003, p. 9).    

Their recommendations included structuring schools to increase student 

participation by, for example, providing more opportunities for students to be involved in 

the management of their classrooms and schools.  ñIncreasing 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 students have no voice in the administrationò   

(Carnegie Corporation of New York & CIRCLE, 2003, p. 16).  Such a comprehensive 

approach to civics education infuses democracy education throughout the school 
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environment so that students are able to ñlive what they learnò about civic engagement 

and democracy.  Of particular importance is how the adults in a school treat children.  

Flanagan and Faison (as cited in Carnegie Corporation of New York & CIRCLE, 2003) 

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

their commitment and actions for equality, tolerance, and critical consideration of social 

issues increases.   An additional recommendation is for teacher preparation programs to 

strengthen the civic dimensions of pre-service education for teachers. 

 

The Classroom Organization Plan 

A classroom organization plan that is aligned with the characteristics given above 

can bring education for citizenship and democracy into the classroom.  I teach pre-service 

elementary education candidates this approach or plan in my Organizing & Managing 

Diverse Classroom course.  The course, in addition to providing theory for organizing 

and managing the elementary classroom, includes hands-on activities for candidates to 

learn and practice the principles and skills for democracy.  Course assignments require 

candidates to bring democracy to their current clinical 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.   John Dewey wrote, ñany education given by a group tends to 

socialize its members, but the quality and value of the association depends upon the 

habits and aims of the groupò (Dewey, 2000, p.101).  The classroom should embody the 

ideals, practices and language consistent with a democratic society.    

The foundation of the classroom organization plan for democracy is the social 

curriculum.  ñThe Social Curriculum is comprised of the knowledge, skills, beliefs, 

emotions and attitudes which are deemed necessary for people to work productively and 

live harmoniously together in the classroomò (Powel, McLaughlin, Savage & Zehm, 

2001, p. 23).   The purpose of the social curriculum is to establish individual 

responsibility (self-caring and self-control) and cultural solidarity (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 a learning community and foster democracy. Steps are taken to create an ethos of 

democratic ideals such as concern for the rights and welfare of others, social 

responsibility, tolerance and respect, and a belief in the capacity to make a difference 

(Carnegie Corporation of New York & CIRCLE, 2003).  This includes creating a 

classroomôs physical environment to support the development of a classroom community.  

Group tables or desks in pods will help build classroom community by positioning 

students to easily assist, 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 curriculum.  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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diversity.   Social responsibility will be fostered by delegating 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, 2001).   

 

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, for example social curriculum lessons and a social contract.  

Social curriculum lessons give students the knowledge and skills needed for democratic 

living.  These lessons are taught intensively at the beginning of the year and then 

occasionally after that.  Citizenship in the classroom community requires more than 

knowing and thinking, it requires responsible participation in the governance of the 

classroom.   ñStudents can and should begin in the earliest grades to acquire the 

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

citizenshipò (National Assessment Governing Board, n.d., p. 22).   The social contract 

(Powel, et. al, 2001) provides just such an opportunity for children.  It is a model of 

classroom organization that involves students in establishing classroom rules and 

consequences.  The teacher sets down her or his proposals for classroom rules and 

studentsô delineate their expectations for the teacher.  This important step conveys the 

concept of shared power and legitimate 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.   It is also 

important to support and guide students in developing 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, conflict resolution and community building, among other 

topics.   A goal of these lessons is to cultivate  a deeper understanding and tolerance for 

diversity as well as foster friendships, a bedrock of solidarity.  Self responsibly is 

developed as children are active participants 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 components of this 

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 provide additional 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 behavior deemed 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 sections ï set up; 

maintain; intervention.  For each strategy, details need to be given as well as the 

rationale/s (why), and the outcome/s (goals).  These requirements are designed to prompt 

candidates to consider what each strategy looks like and how to implement it.  Students 

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 intervention strategy 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 citizenship, but provide the ñcommunities in which young people 

learn to interact, argue, and work together with othersò (Carnegie Corporation of New 

York & CIRCLE, 2003, p. 5).  This second component, the community and its concurrent 

organization or management, is uniquely necessary for citizenship education.   ñA long 

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

management of their own classrooms and schools builds their civic skills and attitudesò 

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

the classrooms and school is particularly important in enhancing studentsô citizenship. 

A classroom organization plan for democracy can provide the civic knowledge, 

intellectual skills, participatory skills and dispositions needed for full citizenship in the 

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

teacher preparation programs (Carnegie Corporation of New York & CIRCLE, 2003) will 

prepare pre service teachers with the knowledge and skills to develop a classroom 

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

into classrooms.  
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Abstract 

With the implementation of the 2001 No Child Left Behind Act, teachers are expected to 

achieve ñHighly Qualifiedò status. This designation requires full certification, a 

bachelorôs degree, and subject competence. It is designed to identify teachers who have 

the knowledge and skills to positively impact student learning outcomes. However, 

national studies indicate a lack of ñhighly qualifiedò teachers in high poverty schools. 

Yet there are high poverty schools where students exhibit high academic achievement. 

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

student achievement in a sampling of high-achieving, high poverty and low-achieving, 

high poverty schools in South Carolina.   

   

Over the past 20 years, the United States Census has identified the South as one of 

the most poverty-stricken areas in the nation.  The Southern Education Foundation 

Research Report (2007) found that in 1989, 37% of public school children in 15 southern 

states were identified as residing in low-income 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 percentage of low-income 

students in the South would 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 of public school children are 

identified as members of low-income families.  In a 2004-2005 survey, 10 states 

nationwide reported a majority of low income students in public schools. Nine of these 

were Southern states. By 2007, this list increased to 12 states nationwide, 11 of which 

were southern states (Southern Educational Foundation, 2007). 

Research indicates that poverty impacts studentsô educational achievement in 

significant ways.  According to the Southern Educational Foundation (2007), low-income 

students begin at a disadvantage and continue to fall behind their peers.  For example, on 

the National Assessment of Educational Progress (NAEP), students identified as low SES 

(socio-economic status) scored between 20 to 30 percentile points lower than middle and 

upper-class 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, Hanushek, & 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 years later, depending on the level of teacher quality in those 
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three years (The Education Trust, 2007). Fallenôs research in 2003 reinforced these 

findings and indicated that a teacherôs influence is 20 times greater than any other single 

factor. However, Loeb & 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 schools in the highest poverty schools in the South were twice as likely 

to receive their education from a first year teacher or a teacher identified as ñlow qualityò 

as their counterparts in low-poverty areas nationwide. In these schools, one in four 

students was being taught by professionals who initially failed their certification tests or 

were teaching out of their field of expertise. According to this study, the academic impact 

for these low SES students in high poverty areas began to show as early as third grade, 

with the achievement gap increasing through their elementary, middle, and high school 

years. 

In attempts to address this unequal access to quality teachers, the No Child Left 

Behind legislation (NCLB) was passed.  The legislation stipulates that all students 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. (The Education Trust, 2007) 

However, the legislation also required a definition of a ñhighly qualifiedò teacher.  

Thus NCLB legislation further identified the following three criteria. To be ñhighly 

qualifiedò teachers must (1) have full certification by passing all required tests and entry 

requirements, (2) attain a bachelorôs degree at a nationally accredited institution, and (3) 

demonstrate competence in specific subject knowledge and teaching (U.S. Dept. of 

Education, 2003). Data on school districtsô compliance in this area are to be reported 

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 ñhighly qualifiedò teachers within a particular school district.  However, this 

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, students or school officials.  ñHighly qualifiedò status only 

recognizes those teachers that meet the criteria as outlined by the NCLBôs three 

descriptors.  

The term ñhighly qualifiedò did not suddenly emerge from the 2001 NCLB 

legislation.  The term is the evolutionary result of numerous bills, acts, and legislation 

over the past fifty years.  The 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 development of qualified teaching personnel. The Education 

Professionals Development Act (1967) sought to strengthen programs for the 

ñimprovement of the qualifications of teacherséto provide a better foundation for 

meeting the critical needs of the nation for personnel in these areasò (Hess, Rotherham, & 

Walsh, 2004, p. 57).  

In 1998, President Clintonôs Presidentôs Summit on Teacher Quality stated that 

ñevery community should have a talented and dedicated teacher in every classrooméif 

we recruit promising people into teaching and give them the highest quality preparation 

and trainingò (Hess, Rotherham, & Walsh, 2004, p. 62).  This quote sums up a majority 

of thinking behind teacher quality discussion in the last half of the 20
th
 century.  The 
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consensus was that to have effective teachers, there must be a call for quality preparations 

through training programs.  National accreditation standards were developed for higher-

level educational institutions in order to receive federal funding.  Licensing examinations 

were implemented to test subject knowledge, and rights were given to parents to know 

the qualifications of the teachers within their childôs school (Hess, Rotherham, & Walsh, 

2004).  All of these events culminated in 2001 with the NCLB act and designation of 

ñhighly qualifiedò 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 public.  These reports 

provide school ratings, test scores, and demographics. Data include (1) a schoolôs 

adequate yearly progress status (AYP), (2) the disaggregation of the Palmetto 

Achievement Challenge Test (PACT) scores by gender, race/ethnicity, socio-economic 

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 specific school 

report card categories.  The absolute rating of a school is the overall rating of the 

schoolôs academic achievement within a specific school year.  The improvement rating 

measures the progress of the schoolôs test scores from one year to the next.  These ratings 

are in relation to the South Carolina Performance Goal that states ñby 2010, South 

Carolinaôs student achievement will be ranked in the top half of the states nationally.  To 

achieve this goal, [South Carolina] must become one of the fastest improving systems in 

the countryò (School Report Cards, 2005). Based on this, schools are rated annually using 

five terms: Excellent, Good, Average, Below Average, and Unsatisfactory.  For a school 

to be rated as ñExcellent,ò the school must substantially exceed the standards for progress 

toward the South Carolina Performance Goal. The ratings incrementally decrease to 

ñUnsatisfactoryò: a school that lacks the ability to meet the SC Performance Goal. 

The rating of a school is based primarily on student PACT scores. This 

standardized test is administered to students in the third through eighth grades each May.  

It is a state developed, criterion-referenced test and assesses a studentôs ability to perform 

functions and tasks that are taught in the respective grade level.  Students are scored on a 

rating scale of Advanced, Proficient, Basic, and Below Basic.  It is the goal of teachers, 

school administrators, and districts to have 100% of students to score either ñProficientò 

or ñAdvanced,ò meaning that students met or exceeded expectations and are prepared to 

work at the next grade level.  Students who score ñBasicò can advance to the next grade, 

but a ñBelow Basicò score requires local school board policies to determine if a student 

may progress to the next grade level (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 schoolôs ability to attain its adequate yearly progress.  

By definition, the Adequate Yearly Progress (AYP) ñspecifies that the statewide target is 

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 Educationò (School Report Cards, 2005).  This is based on objectives set for each 

school in relation to the groups listed above.  The number of objectives varies between 

schools due to the difference in demographics and school population.  The objectives 

include performance and participation of students in the different groups. 
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Methodology 

After reviewing the literature on the relationship among poverty levels, teacher 

quality, and academic achievement, my research questions focused on high poverty 

schools and teacher demographics in South Carolina. Specifically I looked at (1) whether 

there is a difference in selected teacher demographics between high-achieving, high 

poverty schools (HA, HP) and low-achieving high poverty schools (LA, HP) and (2) if 

so, are these demographics as identified on the state school report cards? Thus this study 

looks at teacher demographics and student achievement in a sampling of high-achieving, 

high poverty and low-achieving, high poverty schools in South Carolina.  

Under the No Child Left Behind Act, student achievement goals were to be met 

beginning 2004-2005. Thus, data from this time frame were used to establish a baseline 

for future studies. I then purposefully selected a sample of schools that demonstrated high 

academic achievement (i.e. schools with ñGoodò or ñExcellentò absolute ratings) and are 

located in high poverty districts during 20024-2005.
1
 I also selected schools that 

demonstrated low academic performance (i.e. schools with ñUnsatisfactoryò absolute 

ratings) and are located in high poverty districts. I then disaggregated the PACT reading 

scores of the students within these schools in terms of the percentage of students who 

received subsidized meals.  All total, there were three schools in the first group of HA, 

HP schools. There were eight schools in the second group of LA, HP schools. 

Using data from each of these schoolsô report cards, I selected the following 

teacher demographics: length of teaching experience, advanced degrees, continuing 

contract teachers, ñhighly qualifiedò status and returning teachers. Finally, I analyzed the 

teacher demographics of schools in the HA, HP group and the LA, HP group to look for 

trends and patterns.  

  

  Results 

Of the three schools that scored ñExcellentò on the absolute rating (HA, HP), 70% 

of students scored either ñProficientò or ñAdvancedò on the English Language Arts 

section of the PACT.  These schools had at least 81% of students who received 

subsidized meals.  The teaching personnel had an average of 15 years of teaching 

experience.  Two of the schools had 95% of teaches categorized as ñhighly qualified.ò  

The third school reported 100 % of their teachers as ñhighly qualifiedò.  A minimum of 

86 % of teachers at these schools were returning teachers and 75% or more planned on 

continuing their 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 ñProficientò or ñAdvancedò level on the English Language Arts 

section of the PACT.  Seven of the eight schools had at least 85% of students who 

received subsidized meals. The teaching personnel had an average of 13.6 years of 

teaching experience.  Six schools had at least 86% of their teachers identified as ñhighly 

qualifiedò. Six schools had a minimum of 83% of their teachers returning from the 

previous year.  The other two schools had a minimum of 72% returning. With the 

exception of one school, the %age of teachers continuing their contracts ranged 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 teachers who return from the previous year are 

approximately the same for both groups.  Second, the average years of teaching 

experience is approximately the same for both groups. Third, there are fewer ñhighly 

qualifiedò teachers in the LA, HP group than in the HA, HP group; although not the 

discrepancy one might expect.  Seventy-five% of LA, HP schools had at least 86% of 

teachers classified as ñhighly qualifiedò versus 95-100% in the HA, HP schools. Fourth, 

the percentage of teachers with advanced degrees shows a similar 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 degrees, similar to the 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 contact.  The other 

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 

that can be measured and quantified. According to NCLB legislation, ñhighly qualifiedò 

teachers affect student learning and thus should be an indicator of highly effective 

schools. However, in this study, the majority of low-achieving, high poverty schools had 

approximately the same %age of ñhighly qualifiedò teachers as did the high-achieving, 

high poverty schools. Thus there was no pattern that suggested that, in these schools, 

teachers who have full certification, a bachelorôs degree at a nationally accredited 

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 ñhighly qualified,ò and were returning from the 

previous years. Many had advanced degrees.  It appears 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: ñWhat are the critical characteristics of ñhighly 

qualifiedò teachers; ones that impact student achievement?ò ñCan these characteristics be 

generalized to all teachers or are there different characteristics for teachers working in 

different contexts?ò ñDoes a continuing contract have any impact on teacher 

effectiveness and student achievement?ò 

According to these findings, being ñhighly qualifiedò as defined under NCLB, 

doesnôt appear to make the difference in student academic success. When looking at the 

schools from this research, there is no data that strongly indicate that schools with more 

ñhighly qualifiedò teachers have higher student achievement levels. In fact, low-

performing schools had similar numbers of ñhighly qualifiedò teachers.  
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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 critical 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 in-service teachers receive? It may be just as, if not more, 

important for teachers in high- poverty 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, climate and 

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 decisions in the 

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 less definable that contribute to a teacherôs 

effectiveness in high poverty schools. Is it possible that a truly effective teacher canôt be 

identified by general %ages and statistics?  Can teacher quality, which is applicable to all 

students, all teachers and all contexts, be defined and reported by categories and charts? 

Or does it have more to with a teacherôs ability to connect, relate, and apply his/her 

knowledge, skills and interpersonal relationships in various teaching contexts. 

Additional research is critical to address these questions. While some conclusions 

can be made 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 yearsô data and more schools 

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 disaggregated further than is provided on 

the report card. For example, ñyears of teaching experienceò could be analyzed to 

identify the range of years, not merely an average. Other variables that affect student 

achievement, such as parental involvement, could be researched 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.  

  

References 

The Education Trust. (2007). Teacher quality provisions of NCLB.  Retrieved November 

17, 2008 from http://www2.edtrust.org/EdTrust/Press+Room/TitleIITestimony.htm. 

Fallon, D.  (2003). Case study of a paradigm shift: the value of focusing on instruction. 

Education Research Summit: Establishing Linkages, University of North Carolina.  

Retrieved November 17, 2008 from 

http://www2.edtrust.org/EdTrust/Press+Room/TitleIITestimony.htm. 

Hess, F. M., Rotherham, A. J., &Walsh, K. (Eds.).  (2004). A qualified teacher in every 

classroom? Appraising old answers and new ideas.  Cambridge: Harvard Education. 



Current Issues in Education 

Teacher Education Journal of South Carolina, 2009 Edition 43 

Loeb, S. & Miller, L. C.  (2006). A federal foray into teacher certification: assessing the 

highly qualified teacher provision of NCLB.  Retrieved November 17, 2008 from 

http://devweb.tc.columbia.edu/manager/symposium/Files/98_LoebMiller_%20Nov%

201.pdf. 

Rivkin, S. G., Hanushek, E. A., & Kain, J. F. (2002). Teachers, schools, and academic 

achievement: University of Texas-Dallas Texas schools project.  Retrieved November 

17, 2008 from http://www2.edtrust.org/EdTrust/Press+Room/TitleIITestimony.htm. 

School Report Cards.  (2005). Retrieved October 14, 2008 from 

http://ed.sc.gov/topics/researchandstats/schoolreportcard/. 

Southern Educational Foundation. A new majority: Low income students in the southôs 

public schools. [Research Report].  Atlanta, GA. 

U. S. Department of Education.  (2003). No Child Left Behind: A parentôs guide.  

[Government Act] Jessup, MD: Rod Paige, Secretary. 

 

About the Authors: 

Zach Williams is a recent graduate of Presbyterian College in Clinton, SC with a 

Bachelors of Science in Early Childhood Education. 

 

Debra Smith Lee is an Associate Professor of Early Childhood Education and the Chair 

of the Education Department at Presbyterian College in Clinton, SC. 

 

  

 

 

 



Administration 

Teacher Education Journal of South Carolina, 2009 Edition 44 

Perceptions of Middle School Principalsô Leader Behavior 

Jennifer C. Etheridge                                                                                                               

Edward P. Cox 

Abstract 

This study utilized Kouzes and Posner's Leadership Practices Inventory (LPI) (2003) to 

measure perceptions of leadership behavior of South Carolina public middle school 

principals. Three data sets were analyzed: 1) self perceptions of principals' leadership 

behavior, 2) teachers' perceptions of their principals' leadership behavior, and 3) the 

congruence of principals' and teachers' perceptions of principals' 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 slightly more 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 satisfaction and 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 ñleadership is like beauty: Itôs hard to define, but you know it when you see itò 

(Bennis, 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 and indirectly 

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).  Self-assessment and professional 

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 

difference.  ñEffective leadership assessment must identify and recognize the leader who 

not only is distinguished in achieving local results, but has the capacity to improve 

education throughout the worldò(Reeves, 2004, p. 61).  Self-assessment that includes the 

perspective of colleagues, superiors, and subordinates, in combination with self-reporting 

provides the most valid information for growth.  Reed (2005) described this as a 

ñperception-centered leadership modelò. The Kouzes and Posner Leadership Practices 

Inventory (LPI) is indicative of the characteristics required in such an 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 awareness, their potential for success 

is greatly enhanced.   
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Principal self-perceptions can be negatively influenced by a lack of confidence or 

over-confidence during the various stages of a principalôs career. Teachers most value 

leaders who are clear and consistent in 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 understands what leadership 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 leadership behaviors 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 feel appreciated, 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 

teacher perception of that behavior has been heightened.  ñWithout good leadership, the 

potential contributions of other important people and conditions of schools and districts 

remain untapped, muted, or just plain fail to materializeò(Leithwood, Aitken & Jantzi, 

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 school principals 

rate their own leadership behavior?   2) How highly do South Carolina middle school 

teachers rate their principalsô leadership behavior?  3) How do the leader self-perceptions 

compare with teacher perceptions?   

 

Significance 

This research examines the relationship between self-reported 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 Leadership Practices Inventory (LPI)-the self for principals and the 

observer for teachers.  This research seeks to encourage principal self-reflection and 

advance the understanding of the perceptions of important stakeholders as a means of 

school improvement.  It should 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 programs.  

 

Principal Self-Assessment 

Effective self-assessment 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.  The principal 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 about self-assessment by 

school leaders, the actual formal tools for the task are not always clearly defined and have 

not reached an ideal quality (Reeves, 2004).  A school leader should examine the 

purpose-driven nature of their position.  Longevity requires a frequent return to the 

reason for entering the educational arena.  Self-assessment should be on-going for growth 

to continue.  Personal growth and well-being must be factored into any equation of a 

successful school administrator. 

 

Many school leaders take structured self-assessments like the Leadership 

Practices Inventory (LPI) or the Myers Briggs Type Indicator (MBTI) 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 self-assessment 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.  There are six statements for each of The Five 

Practices.  Leaders complete the LPI-Self 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 Almost Never and 10 representing Almost Always. To acquire 

additional information, the leader asks others to complete the LPI-Observer.  

 

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 open and 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 providing opportunities for 

innovation, growth and improvement.  Leaders overcome the status quo through 

acceptance of mistakes and modeling of risk-taking as natural processes of growth 

(Kouzes and Posner, 2007). 

Enabling Others to Act: Empowerment through the building 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 celebrate strengths 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 Kouzes and Posner (2002) the 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 LPI.  As indicated by the mean scores, Enabling Others was rated 

highest and Inspiring a Shared Vision is the least frequently exhibited behavior.  

Challenging the Process and Encouraging the Heart have similar mean values (Kouzes 

& Posner, 2002).    

 

Table 1: LPI Norms: Means and Standard Deviations 

Leadership  Category    Leader (Self)   SD  Direct Report    SD      

Model the way       47.0   6.0   47.2    9.5 

Inspire a shared vision 40.6   8.8  42.4            11.4 

Challenge the process       43.9   6.8    44.3    9.9  

Enable others to act 48.7   5.4   48.2       9.3        

Encourage the heart        43.8   8.0    44.5     11.5     

 

Sample Group 

The sample group for the research presented here consisted of 128 public middle 

school principals serving grades 6-8 in 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 level.  Fifty-two principals 

responded to the survey.  

 

Research Question One: The first question addressed how highly South Carolina 

middle school principals rate their own leadership behavior.  Total scores were divided 

into the five leadership categories identified by Kouzes and Posner (2003).  Principalsô 

responses were analyzed as a collective sample and are presented in Table 2.  The 

maximum possible score for each category is 60. 

 

Table 2: Principalsô Perceptions: LPI-Self 

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 highly on each 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 category of Model the Way with 

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 category of Challenge the Process with a 

mean score of 50.13, a minimum score of 33, and a maximum score of 59.  Principals 

appear to view their overall leadership behaviors very favorably.   

 

These results differ from previous self-reported leader norms.  The LPI norms 

reported by Kouzes and Posner (2003) from previous administrations of the LPI (Table 

1), rated Enable Others to Act the highest and Inspiring a Shared Vision lowest. Notably, 

all self-reported leadership behavior categories for middle school principals were higher 

than the previously reported Kouzes and Posner norms.  The lower standard deviations 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 Two: The second question addressed how highly South 

Carolina middle school teachers rate their principalôs leadership behavior.  The survey 

responses of 243 teachers from the 52 middle schools were analyzed and are presented in 

Table 3.   

 

Table 3: Teachersô Perceptions:  LPI-Observer 

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 in the Enabling Others 

to Act category with a mean score of 52.17.  They rated their principals lowest in the 

Inspiring a Shared Vision category with a mean score of 50.77.  Standard deviation was 

much higher in each category, indicating greater variability in scores.  The teachers 

appear to view their principalsô overall leadership behaviors very favorably.   

 

These results are more consistent with previous LPI results.  The LPI observer 

means for those direct reports as reported by Kouzes and Posner (2003) from previous 

samples (Table 1) indicate that they also rated Enable Others to Act highest and Inspire a 

Shared Vision lowest. Teachers rated all observer-reported leadership behavior categories 

higher than the Kouzes and Posner direct report norms.  The standard deviation for the 

teachers sample was similar to those previously reported by Kouzes and Posner for direct 

reports.  

 

Research Question Three: The third question addressed how the leader 

perceptions compare with the teacher perceptions.  South Carolina middle school teachers 

rated their principalsô leadership behavior equal to or slightly lower than the principalsô 
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self-reported scores.  A Pearson correlation revealed no statistically significant 

relationship between the principalsô perceptions and their teachersô perceptions of 

principal leadership behavior.   

Both the principalsô and teachersô mean scores were above 50 on all five areas of 

principal leadership.  There was however, much greater variability in the teachersô ratings 

with 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 smaller 

standard deviation for the principal suggests greater consistency among their answers.  

The greater variability in the teachersô observer ratings of their principalsô leadership 

behavior may indicate a more realistic perception of the principal leadership behavior.   

 

Conclusions 

The purpose of this study was to determine if principal leadership behavior is 

perceived similarly by principals and members of their faculties.  These results indicate 

that it is and that both groups view the principalsô leadership behavior more highly than 

the norm.  The self-awareness that would drive a principal to rate personal leadership 

more discriminately on a self-assessment would likely result in higher perceptions of 

leadership behavior on assessments completed by observers. The principalsô self-reported 

scores on all 30 survey statements reflected slightly higher means than did the teachersô 

observer-reported means.  There was greater variability in the teachersô ratings with 

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 responses might suggest a more realistic perception of the 

principalsô leadership behaviors than the less discriminating principal self-reported 

responses. The standard deviations for teacher perceptions were also more consistent with 

the Kouzes and Posner norms. Teachersô perceptions of their principalsô leadership 

behaviors may suffer less of the halo effect sometimes experienced by leaders. According 

to Luo and Najjar, ñone of the most effective methods in assessing principal leadership is 

to examine the teachersô perceptions.ò (2007, p. 1)   

 

Understanding Leadership Behavior 

The principalôs confidence in their own leadership contributes greatly to the way 

that they are perceived.  Successful school leaders capitalize on their strengths and are 

generally perceived as more confident and self-aware.  Identifying and understanding 

leadership strengths and limitations is important to effective leadership and to improved 

self-awareness.  Principals perceived as effective leaders by their teachers exemplify the 

Kouzes and Posner (2002) leadership tenets: Model the Way, Inspire a Shared Vision, 

Challenge the Process, Enable Others to Act, and Encourage the Heart.   

 

Transformational leadership affords more opportunities for teachers to experience 

and better understand the leadership behaviors.  Principals who frequently demonstrated 

leadership behaviors more explicitly than others were likely to be scored higher by 

teacher observers.  The paired responses of principals and teachers as a parameter of this 

research may have contributed to the overall scores that were higher in all categories than 

the Kouzes and Posner norms.  Principals and teachers who were likely to respond 

voluntarily to a survey may likely feel strongly about their knowledge level and their 
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ability to evaluate leaders.  A lack of discrimination between leadership behavior 

categories was particularly evident in the principalsô self reported results, perhaps 

indicating more limited self-awareness. 

 

There clearly exists a perception of strong leadership practices across categories 

by both the principals and teachers. The consistently high principalsô ratings of their own 

leadership behavior may in part be a result of the increased pressures of accountability 

under The No Child Left Behind Act.  Unusually high self-perceptions may also be a 

result of the principalsô genuine desire and belief that they are doing the best work 

possible for their schools. This, despite South Carolina traditionally being among the 

lowest ranked for educational quality and the labeling of many South Carolina schools as 

failing.  The inflated perceptions indicate the need for continuous, detailed, and multi-

sourced leadership assessment for increased self-awareness.  Barbuto and Burbach (2006) 

proposed that a more realistic result would indicate a self-aware leadersô humility and a 

link between low self-awareness and higher motivation.  Comprehensive analysis of 

leadership behavior through multiple assessments may provide a clearer picture of 

individual leadership strengths and limitations.   

 

Analysis of individual questions resulted in some common high and low scores 

for individual questions from both principals and teachers.   Both groups rated the 

principal asking for feedback about the impact of principal actions on other peopleôs 

performance the lowest of all individual questions.  Ideally, research such as this may 

serve principals in their efforts to improve their leadership behavior.  The principalôs 

treating others with dignity and respect rated highest of all questions by both principals 

and teachers.  The common perceptions of principalsô dignified treatment of subordinates 

suggest that participating principals consciously lead with a respectful demeanor and an 

awareness of the importance of tactful 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 importantly the willingness to learn from feedback.   

 

References 

Barbuto, J.E., & Burbach, M.E. (2006). The emotional intelligence of transformational 

leaders: A field study of elected officials. The Journal of Social Psychology, 146(1), 

51-64. 

Bass, B. & Avolio, B. (1994) Improving organizational effectiveness through 

transformational leadership. Thousand Oaks, CA: Sage.   

Bennis, W. G.(1989) On becoming a leader. Reading, MA: Addison-Wesley. 

Cox, E. (2006). What personality inventories and leadership assessment say about 

aspiring principals. ERS Spectrum, 24, 13-20.  

Goleman, D. (2006). The socially intelligent leader. Educational Leadership,64(1), 76-

81. 

Holloway, T.M. (2006). The effect of principalsô leadership style on student growth and 

teacher behavior in the accountability era. (Doctoral dissertation, The University of 

Southern Mississippi, 2006). Retrieved October 1, 2007, from ProQuest Digital 

Dissertations database. (Publication No. UMI 3225222). 



Administration 

Teacher Education Journal of South Carolina, 2009 Edition 51 

Kelley, E.A. (1980). Improving school climate. Virginia: National Association of 

Secondary School Principals.  

Kouzes, J.M. & Posner, B.Z. (2002). Leadership practices inventory: Theory and 

evidence behind the five practices of exemplary leadership. Retrieved July 24, 2007, 

from http://media.wiley.com/assets/463/74/lc_jb_appendix.pdf 

 

Kouzes, J.M. & Posner, B.Z. (2003). Encouraging the heart: A leader's guide to 

rewarding and recognizing others.  San Francisco: Jossey-Bass.  

Kouzes, J.M. & Posner, B.Z. (2007). The leadership challenge,(4th ed.). San Francisco: 

Jossey-Bass.  

Leithwood, K., Aitken, R. & Jantzi, D. (2006). Making schools smarter: Leading with 

evidence (3
rd

 Edition). Thousand Oaks, CA: Corwin Press. 

Luo, M. & Najjar, L. (2007). The Chinese principal leadership capacities as perceived by 

master teachers. Academic Leadership. Retrieved February 20, 2009, from 

http://www.academicleadership.org/emperical_research 

Reed, T. G. (2005). Elementary principal emotional intelligence, leadership behavior, 

and openness: An exploratory study. (Doctoral dissertation. The Ohio State 

University. 2005). Retrieved May 31, 2008, from ProQuest Digital Dissertations 

database. (Publication No. UMI 3197801). 

Reeves, D. (2004). Assessing educational leaders: Evaluating performance for improved 

individual and organizational results. Thousand Oaks, CA: Corwin Press. 

Sergiovanni, T. (2006). Rethinking leadership: A collection of articles. Thousand Oaks, 

CA: Corwin Press. 

 

About the Authors: 

Dr. Jennifer C. Etheridge is currently the principal of Kershaw Elementary in the 

Lancaster County School District of South Carolina and an adjunct faculty member in the 

Department of Educational Leadership at Winthrop University. 

 

Dr. Edward P. Cox is a former principal and superintendent of schools.  He is currently 

an Associate Professor in the Department of Educational Leadership and Policies at the 

University of South Carolina. 

 

 



Assessment 

Teacher Education Journal of South Carolina, 2009 Edition 52 

Investigation of Screening Instruments in K-5 Programs 

Dr. Mary Steppling,  

Mihaela Sabo Sweeney 

Columbia College 

 

Abstract 

This study compared two speech and language screening 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. Ninety-six children were administered both of the screenings and received either 

a Pass or Fail score. The screening results were compared with the studentsô academic 

performance as recorded on subsequent report cards. Statistics were performed to 

evaluate correlations between the studentsô screening results and their academic 

performance. Statistical 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 screening protocol, the ñSouth Carolina 

Curriculum Screenerò appears to be a more adequate choice, as its assessment of speech 

and language is tailored to the general education curriculum.  

 

Introduction  

Many federal laws and policies have impacted education over the years. Public 

Law 94-142, the Education for all Handicapped Children Act passed 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. Included in the landmark 

legislation were requirements for identifying children with special needs. PL 99-457 

(1986) extended the boundaries of the Education for All Handicapped Children Act by 

supporting early intervention assistance for children. In 2001, the No Child Left Behind 

Act (PL 107-110) expanded the role of the federal government in education and added 

requirements in the areas of standards, accountability and assessment. In addition, the 

reauthorized Individuals with Disabilities Education (Improvement) Act of 2004 has been 

the impetus for Response to Intervention (RTI) models which focus on attempts to 

maximize student performance and minimize academic failure in the school setting. RTI 

is a multi-level process put in place to provide services to students who struggle with 

learning. The first intervention is classroom level, with more intense interventions offered 

if the child is not succeeding; progress is monitored at each stage of assistance. Ongoing 

monitoring assists decision-making regarding the need for further research-based 

instruction and/or intervention in general education, in special education or in both 

(Ehren, 2007).  

Evidence has long been available that preschool children with speech and 

language difficulties are at-risk for academic difficulties 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). Identifying children at risk for academic difficulties in order to reduce academic 

failure in the later grades has become a key focus in the schools and with that, the role of 

the speech professional in the schools has evolved from treatment to early intervention 
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and prevention. Speech-language 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 

and literacy 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 

were completed by speech-language pathologists (SLP) in 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 as RTI practices are 

becoming more common (Harn, et.al. 1999).  Lenkarski notes the benefits of screening as 

contributing to improved child-parent interactions and to greater therapy success by 

intervening early. Potentially negative aspects of screening could result in inaccurate 

labeling due to the screeningôs brevity as well as the possibility of overlooking less 

severe disabilities (2001). Although there is evidence that screening children as young as 

two can be effective, the predictive value of screening is still questioned, as mass 

screenings can lead to over referral (Klee, 2000). A critical review of 51 speech and 

language screening tests for mass screening of preschool children evaluated the 

professional time required, comprehensiveness, available norms and reliability/validity. 

The authors reported that of the instruments evaluated, only two provided data that had 

any predictive value (Sturner et.al, 1994).  

The current educational landscape requires curriculum-based assessment and 

intervention as standard practice in all special services provided to children. In further 

discussing changing roles of SLPs in the schools, Harn et. al. (1999) state the need for 

considering knowledge of the curriculum as part of the evaluation process in order to 

assist students in succeeding in schools. In addition, as speech and language interventions 

have become curriculum based, SLPs find themselves working in classrooms rather than 

ñpulling outò children for services. SLPs are now called upon to analyze a studentôs 

language in the context of grade-level expectations and literacy and curriculum standards. 

Screenings can be a useful and important first step in this work. SLPs are particularly 

suited to using a diagnostic approach that assesses students' strengths and weaknesses 

within the context of classroom performance and addressing them specifically in 

treatment (Ehren, 2007). 

In an effort to help speech-language pathologists working on RTI teams identify 

those children who may be at risk for academic failure due to decreased speech and 

language skills, this study set out to evaluate the ability of speech-language screening 

tests to predict academic delays. The screening instruments compared in this study were 

the SpeechEase Screening Inventory and the South Carolina Curriculum Screener 

(SCCS). The SpeechEase is a nationally normed screening test for articulation, language, 

and fluency. The South Carolina Curriculum Screener (SCCS) was developed in South 

Carolina and is based on the South Carolina State Department of Education curriculum 

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 and language 

development that contribute to aspects of academic success. The results provide 

important information to classroom teachers and other professionals working in the 

school setting for children with communication disorders.  



Assessment 

Teacher Education Journal of South Carolina, 2009 Edition 54 

 

Method 

Ninety-six children age five 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 in two schools. Different schools were chosen based on their Adequate Yearly 

Progress (AYP) ranking. One school met AYP, the other did not. This choice was made 

in order to offer the possibility for further study between the studentsô academic 

performance and their socio-economic status (based on multiple studiesô claims that 

students attending schools that do not meet AYP come from low-income families). In 

order to obtain optimal student focus, the speech and language screenings were 

administered on two different days at the beginning of the school year. Students were 

screened by the three investigators; in addition, three trained speech-language pathology 

students administered screenings on the first day. All were trained in administering 

screenings and all the screeners previously agreed on similar scoring criteria for 

reliability purposes.  

Both instruments were administered to each participant. Screening results were 

recorded and quantified based on a non-weighted point system. In the second and fourth 

quarters 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: Personal and Social Standards, Language Arts Standards, and 

Mathematics Standards. Among personal and social standards assessed were: a studentôs 

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 words to 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 were graded using a ñ+ò or ñïò symbol (indicating Passing/Failing of 

the standard). Report card data were recorded and quantified the same way as screening 

data, using a non-weighted, point-based system. Next, all data obtained were compiled in 

spreadsheet form. Screening results were compared with kindergarten report card data 

collected at the midpoint and end of the school year. Data was used to determine which 

subtests of each instrument best predicted communication delays that would impact 

academic success. 

 

Results and Discussion 

Results of correlation and multiple regression measures show that both screening 

instruments have moderate power for predicting academic performance. Correlations 

between vocabulary and articulation subtests on both screening instruments show modest 

correlation to the first report card data in particular. Additional data comparing all subtest 

correlations to both report card one (RC1) and report card two (RC2) are also presented 

below.  

Statistical analysis results shows that second- and fourth-quarter report cards were 

moderately correlated with each other (r=0.761), which yields an r2 =.579, [F (2.88) 

=23.4, P<0.01]. This means that 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 

higher correlation between the two report cards (they measure the same childôs 

performance within four to five months), these results are not surprising, as childrenôs 

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 screening instruments predicted academic performance on the second-

quarter report card [r(71)=0.46, P<0.05 between the SpeechEase and RC1 and r(71) 

=0.54, P<0.05 between the SCCS and RC1]. The screening instruments also predicted 

academic performance on the fourth quarter report card: r(71)= 0.30, P<0.05 between 

SpeechEase and RC2. Also, r(71)= 0.45, P<0.05 between the SCCS and RC2. Based on 

r
2
 values, it follows that the SpeechEase accounted for 20% of the variance in academic 

performance on RC1 and for 10% of the 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 second-quarter report card because 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 between the Articulation 

section of the SpeechEase and the same section of the SCCS; specifically, it was found 

that the two subtests correlated 0.581. Considering that both subtests measured the same 

childôs speech at the same point in time, this correlation is considered low. This might be 

explained by two factors: first, the SpeechEase and the 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 two of the target phonemes being underlinedða 

model was provided if the child didnôt fill in the blank correctly). On the other hand, the 

SCCS asks that students produce the target phonemes when presented with picture cards, 

with no other cues being offered by the clinician.  

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 and 

abilities. While the SpeechEase is a traditional screening test aiming at identifying 

ñtypicalò speech or language problems, the SCCS was designed to identify curricular 

weaknesses that can be helped by speech-language professionals.  

Statistical analyses looked not only at connections between the two report cards, 

but also at connections between particular subtests on the screenings and overall 

performance in the classroom setting as recorded on report cards. Investigators thus 

found that the vocabulary subtest of either screening was the most highly correlated with 

academic outcomes as recorded on RC1 (second quarter report card), with r= .48 between 

the ñVocabularyò section of the SpeechEase and RC1 and r = 0.41 between the 

ñSemanticsò section of the SCCS and RC1. These findings indicate that with the 

vocabulary sections accounting for 23% (SpeechEase) and 17% (SCCS) of the variance 

on academic performance, vocabulary appears to be of critical importance to a young 

studentôs academic success. While the ñVocabularyò section on the SpeechEase and the 

ñSemanticsò section on the SCCS correlated the highest (r =0.48), no other subtests 

correlated higher. It thus appears that both screening procedures have moderate to low 

predictive value with regards to academic delay.  
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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 early intervention procedure 

to reliably and independently help identify children at-risk for academic delays. In 

helping therapists decide which of the two screening tests to use, it is important to 

consider the different nature of the SpeechEase as compared to the SCCS. While the 

SpeechEase is a traditional screening instrument that assesses student performance from 

the perspective of a speech-language pathologist only, the SCCS was designed to be 

curriculum-oriented. Though some of its subtests might be matched to those of the 

SpeechEase, the 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 general education setting. In 

the current environment where the role of the speech-language pathologist is being 

redefined as an active member of the Response to Intervention team and as a critical 

influence on studentsô academic success, further review of current screening instruments 

and possible changes in the scope and format of screening instruments appear to be 

valuable areas of study.  

Results of the statistical measures presented in this study indicate that the two 

screening instruments have low to moderate ability 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 research sample (N=71) that is representative mainly of South 

Carolina students. Additionally, the study necessitates follow-up, as it considered 

academic outcomes of students only through first-grade. The research, however, is 

compelling because it raises awareness among teachers and speech-language 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 remain a valid tool in the early identification and intervention 

process that is being implemented through response to intervention.  
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Abstract 

Assessing teacher candidates is complex and difficult. A multi-dimensional approach 

allows faculty the opportunity to use multiply assessments to determine the candidateôs 

proficiencies of knowledge, skills, and dispositions. Utilizing a prolonged and intense 

approach to field experience, North Greenville Universityôs College of Education faculty 

are able to produce multiply assessments that clearly define a teacher candidateôs ability 

to affect k-12 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, developing, and 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 candidates as evidenced by Principalôs surveys and exit survey data.  

 

The Complexity of Assessment 

The complexity of assessing teacher candidates or novice teachers is evident to all 

who try to evaluate those entering the teaching profession (Mitchell, Robinson, Plake & 

Knowles, 2001, Wise, Ehrenberg & Leibbrand, 2008). While many states require 

particular licensure tests, a set of tests do not tell the whole story of the complex set of 

knowledge, skills, and dispositions required of teachers (Rennert-Ariev, 2005). Taking a 

high stakes single test is a far cry from the tasks teachers perform on a daily basis 

(Alvalos, Shaver, Pazos-Rego, Massey, Cuevas, 2006) Schools and Colleges of 

Education need to use multiple forms of evidence in making decisions about quality of 

teacher candidates. (Mitchell, Robinson, Plake & Knowles, 2001).  Authentic assessment 

can be used to pinpoint the particular knowledge base, skill sets, and dispositions teachers 

need to know and use in their particular teaching contexts (Rennert-Ariev, 2005).  

 

A Multi -dimensional Approach 

North Greenville Universityôs College of Education uses a multi-dimensional 

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 

strengthened by clear scoring guides and rubrics (Elliott, 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 background 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 assessments. 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 

candidates in 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 Program encounter their first field 

experience in the Introduction to Education course. During this field placement, 

applicants observe and assist in a k-12 classroom. Field Experience 2 takes place when 

applicants have become admitted to the Teacher Education Program and begin 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 a k-12 classroom. Simultaneous 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 candidate is observed teaching by the 

supervising teacher, an on-site 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 standards for practice. The Elementary Education 

Field Experience Evaluation is tied to the conceptual framework, Strongeôs Qualities of 

Effective Teachers (2007), Association for Childhood Education International, and the 

South Carolina teacher evaluation system called ADEPT (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 Evaluations 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 in k-12 classrooms related to the Junior Block 2 methods 

courses. Candidates must complete 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 a k-12 classroom beginning early in the fall. The 

expectation is that the candidate 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 prolonged involvement in a single classroom has led to great satisfaction for 

candidates as they build relationships with k-12 students, supervising teachers, on-site 

mentors, and cooperating teachers.  Faculty are satisfied with the outcome and the data 

reveals that candidates are able to impact k-12 student learning utilizing the South 

Carolina k-12 curriculum standards. The focus groups and exit surveys indicate that 

candidates find the prolonged involvement in public classrooms meet their needs for 

intense field experiences.  

 

Using Templates and Rubrics 

In addition to the intense and diverse field experiences, candidates are engaged in 

particular assessments related to planning, teaching, and assessment.  A lesson plan 

template and rubric are used in the Junior 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 Professional Development, 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, candidates 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 candidates understand the standards for teaching and 

learning as well as meeting the NCATE (National Council for Accreditation of Teacher 

Education) standard that candidates impact k-12 student learning (Wise, Ehrengberg, & 

Leibbrand, 2008).  

Candidates are also assessed on their 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 candidates will 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 as candidates relate to peers and also to k-12 students and personnel.  

 

Using Data from Multiple Sources 

Further candidate data is collected through the Principalôs Survey carried out on 

graduates who are employed. Through the use of facebook and other social networks, 

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 opened in the 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 distinct decision points, and at various levels of 

intensity. Candidates have input into the assessment system as well through the 

evaluation of instructors, courses, on-site mentors, cooperating teachers, and an exit 

survey on the program.  Below find a table that lists the types of assessments that 

represent the multi-dimensional assessments used by the College of Education. Table 1 

below shows the Candidate Assessments.  
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Table 1: Candidate Assessments  
Candidate 

level 

Knowledge  Skills  Dispositions 

Junior Block 1 Course grades 

Minimum GPA and course 

grades 

Lesson Plans 

 

Field Experience Evaluations 

by supervisors, on-site mentors 

and cooperating teachers 

Assessment of Dispositions in 

courses and k-12 classrooms 

Graded by instructors, mentors, 

and cooperating teachers 

Junior Block 2 Course grades 

Minimum GPA and course 

grades 

Lesson plans 

Field Experience Evaluations 

by supervisors, on-site mentors 

and cooperating teachers 

Assessment of Dispositions 

in courses and k-12 classrooms 

Graded by instructors, mentors, 

and cooperating teachers 

Senior Block  Course grades 

Minimum GPA and course 

grades 

Unit plans 

Field Experience Evaluations 

by supervisors, on-site mentors 

and cooperating teachers 

Assessment of Dispositions 

in courses and k-12 classrooms 

Graded by instructors, mentors, 

and cooperating teachers 

Clinical 

Experience 

ADEPT Notebooks 

Minimum GPA 

Course grades 

TWS graded by supervisor and 

cooperating teacher 

Field Experience Evaluations 

Assessment of Dispositions 

in courses and k-12 classrooms 

Graded by instructors, mentors, 

and cooperating teachers 

 

All candidates complete all parts of the licensure exam for South Carolina, which 

is the Praxis II series, prior to clinical experience. The pass rate for all candidates is 

100%. Candidates also maintain a minimum of 2.5 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 pre-service teachers. 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 assessments and the data 

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

Qualified Teachers for k-12 schools. The data are aggregated by program and by 

assessment type to create a clear portrait of the candidatesô knowledge, skills, and 

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 meet specific 

criteria at various benchmarks to move on to the next program level. The Faculty receive 

specific data on candidates for acceptance into the program which is called Benchmark 1, 

at which time, the candidates are reviewed and received by recommendation. The 

Teacher Education Committee, comprised of College of Education Faculty, Arts and 

Science Faculty, k-12 partner representatives, and community representatives meet each 
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semester to review the candidates for admission. During these meetings, candidate 

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.  Table 2 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 

for the University Requirements and beyond. The Principalôs Survey is recorded in this 

benchmark even though all candidates are not evaluated. See Table 3. Some candidates 

do not enter the teaching profession immediately, but may enter into a similar profession 

like substitute teaching. A concerted effort has been instituted in recent years to collect 

data on graduates. See Table 4 for results.  

While the Praxis I & II data is collected and used as an indicator of competency, 

the test data is only one piece of the assessment system. In order to assess teacher 

candidatesô preparation and competency for teaching requires a multi-dimensional 

program like the one used by North Greenville University. The process includes data 

gathering, analysis, and making changes to the programs based on analyzed and 

aggregated data. Just as public school teachers need to use multiple, authentic 

assessments with k-12 students, colleges and universities need to plan and utilize 

multiple, authentic assessments with teacher candidates. In short, colleges 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 entire scope of the work of a teacher.  A multi-dimensional 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 of Education: Individual Student Record: Elementary Education 

Name:.............................................................  Student No............................................. 
Assessment Benchmark 1 Benchmark 2 Benchmark 3 Benchmark 4 

Effective Practitioner     

GPA GPA GPA GPA GPA 

Core Content Courses Math 

Eng 

Hist 

Science 

Math 

Eng 

Soc St 

Science 

  

Praxis 1/Praxis 2 

 

 

Read: 

Write: 

Math: 

PLT: 

Elem: 

 

  

ADEPT Portfolio (APS 1-8) 

 

 

 

 

 

 

 

  APS 1: 

APS 2: 

APS 3: 

APS 4: 

APS 5: 

APS 6: 

APS 7: 

APS 8: 

 

Teacher Work Sample 

 

 

 

 

  Elem1: 

Elem2: 

Elem3: 

Elem4: 

Elem5: 

 

Field Experience Evaluations 

 

1. Jr1 

Jr2 

Sr 

  

Caring Leader     

Assessment of Dispositions 

(Average) 

AOD: AOD: AOD: AOD: 

ADEPT: APS 9   APS9  

Chapel Ch Ch Ch Ch 

Lifelong Learner     

Electronic Portfolio El. Port:    

Technology  Tech:   

ADEPT APS 10: Professional 

Affiliations 

  APS10:  

Principalôs Survey    PS 

Exit Survey   ExS  

Cultural Events CE CE CE CE 

 

Comments:.............................................................................................................................

................................................................................................................................................ 



Assessment 

Teacher Education Journal of South Carolina, 2009 Edition 64 

 

 

 

 

 

Principals' Ratings of Graduates on the Dimensions of Teaching 

Student Name  Graduation Date 

Scoring Categories: 3 = Above other entry-level candidates 

 2 = About the same as other entry-level candidates 

 1 = Below other entry-level candidates 

  SCORE   

 3 2 1   

EFFECTIVE PRACTITIONER       

Planning (Long-Range and Short-Range)      

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 Other-Educators      

        

Principal's Name Date   

       

School's Name      

   

 

TEACHER EDUCATION PROGRAM 

NORTH GREENVILLE UNIVERSITY  

The Standard of Excellence  
in Teacher Preparation  
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Table 3: Summary of Principalôs Ratings 
Summary of principalôs ratings 2007-2008  (Based on SC ADEPT standards for Professional Teaching) 

    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 Content 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 Learner    

 Reflective decision making 11 6  

 Personal and Professional development 13 4  

 Collaboration with peers  16 1  

Summary of principalôs ratings 2006-2007 
    23 responses received 3 2 1 

 Effective Practitioner    

2006- Planning (Long and short range) 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 Organization 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  

 Collaboration with peers  19 4  

Summary of principalôs ratings 2005-2006 

    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  

 Expectations for 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 
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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 and K-12 teachers were partnered 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 implementation by assessing the ability of 100 

of the participating teacherôs students to use content gained through inquiry-based 

instruction to answer questions on state mandated tests.  Results suggest that this inquiry 

teaching resulted in test score improvements with all disaggregated groups (gender, 

race/ethnicity, and tracking) improving approximately 10 percent. Professional 

development with an emphasis on the inquiry-based teaching strategy may have played a 

role in elimination of the bias between mean test scores. 

 

Introduction  

The task of adequately preparing young people to understand and use information 

and technology in the twenty-first century is complex and difficult. In a system guided by 

standards, experts emphasize the importance of inquiry learning as a way 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 setting. There are concerns that students may not link hands-on 

activities to written activities of the topics being studied (Atkinson, 1990; Hodson, 1996; 

Wellington, 1998).  Our research findings, however, suggest that efforts by science 

teachers in South Carolina schools to implement the inquiry instructional technique 

improve standardized test scores of students of all demographic groups.  

 

Inquiry Learning  

Several recent, publicly funded, national initiatives propose a major turnaround of 

science education toward science literacy for all students (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 apply knowledge 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 engage in inquiry (Bransford, Brown, & Cocking, 2000; 

Layman, Ochoa, & Heikkinen, 1996; Metz, 1995; Renninger & Hidi, 2002; Schneider, 

Krajcik, Marx, & Soloway, 2002).   
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Inquiry teaching is characterized by greater student engagement, participation in 

science classes, promoting higher-level thinking and by implication posits standardized 

test score increases. With inquiry teaching there is a shift from teacher centeredness 

toward student-led activities which presupposes self-regulating 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 interpret the 

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 & Hidi, 2002).  

 

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 South Carolina. 

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 which ranged from 

marine science to neuroscience.  The collaborating partners formed the Lowcountry 

Partners for Inquiry Teaching and Learning, (National Science Foundation GK-12 # 

DGE-0139313). The science graduate student for this study was a masterôs level 

environmental studies candidate. The educator was a sixth grade science teacher at a 

Middle School for the Creative and Scientific Arts.  The educator and science graduate 

student pair and the Lowcountry Partners for Inquiry Teaching and Learning Program 

are herein referred to as the Partners and the Project, respectively. 

Goals of the Project included creating a culture of cooperation between K-12 

classroom teachers, students and the scientific community, and providing students and 

educators with opportunities to 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 partnerôs field of work. During the summer months, the teacher, working at the 

graduate studentôs lab, gained hands-on experience and was exposed to ways by which 

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 reversed and the science 

graduate student had an opportunity to spend time with their teacher partner in the 

classroom, participating in inquiry-based science instruction. The Project offered the 

science graduate student opportunities to share her knowledge of and excitement for 

science with K-12 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 

 ñMany teachers lack a strong belief in the effectiveness of constructivist teaching 

methods in the classroom and are thus unlikely to use these practices.ò (Beamer, Van 

Sickle, Harrison & Temple, 2008.)  For those willing to implement inquiry practices, 

however, the professional development (PD) programs on the subject are too few, short 

lived and inadequate as a means to helping them ñrethink and discard or transform 

thinking and beliefs on their prevailing classroom practicesò (Dempsey, 2002; Loucks-

Horsley, 2003.)  This is especially surprising given data over time has shown that 

students benefit greatly from inquiry-based learning and that after only 30 minutes per 

week of inquiry-based instruction, studentsô science test scores improve significantly 

(Holdzkom & Lutz, 1984).  

To address this concern, partners were enrolled 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 students using the New Bloomôs Taxonomy, gain classroom 

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 acquaint the partners to inquiry teaching methods, and help them develop confidence 

in its implementation in the classroom setting.  

 

Purpose of the Study 

The ability of students exposed to inquiry-based instruction to correctly answer 

questions on a written test was examined.  The instrument 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 been exposed to an extended professional 

development emphasizing inquiry 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 study with a similar theme, 

documents a need for ñempirical evidence that links inquiry-based instruction with 

success on science achievement testsò (Schneider et al., 2002, p. 411). 

 

Methods 

School Setting 

A middle school for creative and scientific arts located in 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.  The school had an overall statewide absolute 

rating of ñGood,ò but the improvement level was ranked ñBelow Average,ò on the 2004 

Annual School Report Card from the stateôs Education Oversight Committee. At the time 

of the study, the enrollment was approximately 60 percent white and 40 percent non-

white, primarily African-American. 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 population. 

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 ótrackedô into two honors classes and two general/resource classes.  This 

tracking system was loosely based on the studentsô previous yearôs score on the PACT. 

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 students, 23 African-

American students, 5 Asian-American 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 the local district FOSS 

trainers and supplemented by the six graduate credit hours of PD. For this study, the 

partners taught the Magnetism and Electricity Module, which consists of five sequential 

investigations, each designed to introduce or reinforce concepts in science. The unit 

activities were modified to produce a compact set of activities for use in the science 

classrooms. While it typically requires 6-8 weeks to complete a FOSS kit unit, the 

partners and students working in 90 minute block sessions, found it possible to complete 

the revised kit materials and activities in a three week time frame.  The reformat included 

topics on Magnetism, Electricity, Circuits and Electromagnetism. In as much as there 

were reading and response assignments for homework two or three nights per week, the 

majority of class time was spent engaged in hands-on inquiries and collaborative 

investigations based on the FOSS.  

Though other forms of testing may have been more effective in determining 

student knowledge, test items drawn from 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 state and is based on the South Carolina Science 

Academic Standards (2005), the Benchmarks (AAAS, 1993) and the National Science 

Education Standards (1996). It has two sections: multiple choice and constructed-

response. The students were given science items from the practice test bank pool to 

ascertain content gain or loss. In addition to the 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 battery powered 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 had completed their PD and the teacher had 

the benefit of the summer laboratory experience and the science graduate student had 

experience in the teacherôs classroom for one semester. The Partners were the primary 

facilitators of the lessons. The pre/post-test instrument 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 incomplete answer, and no points were awarded where there 

was no response. Percentage points were then calculated based on the maximum 

allowable points on the test.   
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Statistical Analyses  

The pre- and post-test scores were analyzed using GraphPad Version 4 Software 

for Macintosh (http://www.graphpad.com, San Diego, CA).  Descriptive statistics based 

on studentsô percentage points earned on the tests were calculated for each category. 

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 one-tailed paired t test was performed for the pre-test versus post-test 

percentage scores for each matched pair sample in the categories described above.  A 

one-tailed P-value was used because scores are hypothesized to increase after a lesson 

has been taught. A two-tailed unpaired t test with Welch's correction was performed for 

the femalesô pre-test versus the malesô pre-test scores, and for the post-tests scores for 

females versus males.  This same analysis was also performed for the honors versus 

general pre-tests scores and post-test scores. 

 

Results 

Data suggests an average increase in overall post-test scores of approximately 10 

percent (P< 0.05) (Table 1). 

 

Table 1:  Comparison of all participants: Pre- and Post-test scores. 

Group N Mean SD  

Pre-Overall 100 82 10 
P < 0.05 

Post-Overall 100 92 6 

 

  The use of inquiry learning during the unit presentation resulted in a 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 to males (7 percentage 

points).  

 

Table 2: Male and female Pre- and Post-test scores. 

Group N Mean SD  

Pre-Male 51 86 8 
P < 0.05 

Post-Male 51 93 5 

     Pre-Female 49 78 11 
P < 0.05 

Post-Female 49 91 6 

 

Pre-test versus post-test scores disaggregated based on race/ethnicity suggested a 

significant increase in post-test 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, performance of all racial groups showed 

no significant differences and tended to fall at 93 ±1. (Table 3.) 
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Table 3: Race/ethnicity Pre- and Post-test scores. 

Group N Mean SD  

Pre-Caucasian 70 82 10 
P < 0.05 

Post-Caucasian 70 93 6 

     Pre-African 

American 
23 82 11 

P < 0.05 
Post-African 

American 
23 91 6 

     Pre-Asian American 5 81 12 

P = 0.07 Post-Asian 

American 
5 93 5 

     Pre-Mexican/Latin 

Am 
3 87 10 

P = 0.21 
Post-Mexican/Latin 

Am 
3 94 3 

 

Disaggregating performance based on class track showed significant differences 

in means of pre- versus post-test scores (P< 0.05) for both general and honors students.  

The students tracked ñgeneralò improved their test scores by an average of nearly 11 

percentage points.  Post-test scores for honors students increased approximately 10 

percent (Table 4).  Post unit performance of general and honor students were not 

significantly different. 

 

Table 4: Tracking on Pre- and Post-test performance on general and honor students. 

Group N Mean SD  

Pre-General 53 80 10 
P < 0.05 

Post-General 53 91 6 

     Pre-Honors 47 84 10 
P < 0.05 

Post-Honors 47 94 5 

 

Disaggregating based on PACT label showed significant differences in means of 

pre- compared to post-test scores (P< 0.05) for each category (Table 5).  The Advanced 

students increased post-test 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 post-test scores by over 11 percent. 
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Table 5:  Pre- and Post-test scores of students based on 2003 PACT science score 

Group N Mean SD  

Pre-PACT 

Advanced 
19 82 11 

P < 0.05 
Post-PACT 

Advanced 
19 94.1 4.08 

     Pre-PACT 

Proficient 
25 84 10 

P < 0.05 
Post-PACT 

Proficient 
25 93 4 

     Pre-PACT Basic 31 80 11 
P < 0.05 

Post-PACT Basic 31 90 6 

     Pre-PACT Below 

Basic 
11 81 10 

P = 0.05 
Post-PACT Below 

Basic 
11 93 6 

 

Analysis 

Although derived from a small population, data suggest that studentsô 

performance improved significantly after the unit was delivered using inquiry instruction.  

The fact that each disaggregated group increased their post-test scores by approximately 

10 percent suggests that the inquiry method of instruction, as utilized in these four 

science classes, reached the students equally with no group of students having a selective 

advantage because of the teaching method.   

The results also suggest that the inquiry-based teaching strategy helped to 

eliminate the bias between mean test scores for males and females. Although both 

groupsô test scores improved significantly, the gap between the scores for the males and 

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

These data are consistent across several samples e.g. units on light, simple machines, and 

plants though only data from the electricity and magnetism unit are reported. 

The collaborative nature of lesson delivery was important. The presence of the 

graduate student motivated and engaged students by relating learning to life outside the 

classroom and exposing them to knowledge and practice from the laboratory. This 

enabled the students to see how ñrealò people use scientific information in relevant and 

interesting ways.   

 

Conclusions 

This study was conducted to find out what impact extended teacher 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 efforts of a practicing 

middle school science teacher and a graduate environmental studies student, and their 

quest to implement inquiry teaching in the science classroom. The findings suggest that 

inquiry instruction had a positive effect on studentsô scores on a standards-based and 

summative assessment.  As an instructional strategy, inquiry teaching reached a broad 
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spectrum of learners as shown by increases in post-test scores regardless of 

disaggregation of the data.  The implications of these findings with regard to bridging the 

gap between gender achievements in the sciences are significant, although much more 

investigation is necessary. Follow-up controlled studies are a possible next step in this 

area of research.  

Data from the classroom suggest that South Carolina educators should be 

encouraged to give their students the opportunity to learn science content and practice by 

having them to play an active role in their science instruction via inquiry. Successful 

implementation of inquiry teaching methods, however, require time and commitment and 

methods garnered through PD sessions need to be put into practice over time. Science 

teachers will find self-reflection to be beneficial as they strive to enhance their 

instructional methods to meet the needs of their students.  
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Abstract 

The issue of assessment continues to be significant; this article focuses on the evolving 

definition of assessment, risks associated with assessing younger learners, and strategies 

for assessing the whole child. The focus of the article is the younger learner and the 

strategies described are presented as a helpful tool to teacher educators of pre-service 

students. Assessment strategies presented here reflect best practices in the U.S., other 

countries, and educational settings that value developmental and cultural differences.  

 

Introduction  

From a teacher education perspective, preparing pre-service teachers for the 

gauntlet of assessment procedures, outcomes, and consequences that await them is a 

challenge (Hyson, 2003; Bredekamp & Copple, 1997). This article focuses on the 

evolving definition of assessment within changing contexts; the risks associated with 

assessment of younger students; and emerging strategies for assessing the whole child 

and going beyond the borders of formal testing. While many of these issues relate to the 

learner in general, this article focuses on the younger learner from pre-k through primary 

age. 

 

Defining Assessment within 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 focus on assessment 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 National Association 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 assessment of young 

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 assessment a central part of all 

 early childhood education programs. To assess young childrenôs strengths, 

 progresses, and needs, use methods that are developmentally appropriate, 

 culturally and linguistically responsive, tied to childrenôs daily activities,  

 supported 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; and helping programs improve their educational and 
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 developmental interventions (NAEYC-NAECS/SDE, 1990, p. 22). 

Position statements are helpful tools for teacher educators to share with pre-service 

teachers. Pre-service teachers have a range of experiences prior to their enrollment in 

formal certification programs, and the use of position statements can provide a forum for 

class discussions, debates, and decision-making relevant to their own field experiences. 

Organizations providing assessment guidelines and position 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 tool in pre-service teacher education courses, we can deconstruct the general 

statement into more discrete statements that inform the pre-service teacher about 

important dimensions of assessing the youngest of learners. 
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Table 1: Assessment Dimensions and Examples for Younger Learners 

Assessment 

Dimension* 

Preschoolers Kindergarten-Primary  

Assessment is tied to 

childrenôs daily activities 

During free play in learning centers, 

teacher records frequency and duration of 

time that each child spends in centers to 

determine childôs interests and need for 

additional center materials and resources. 

First grade teacher establishes a science center 

with multiple activities and hands-on 

experiences. She records the length of time 

and selection of activities of each child in 

the science center for 3 weeks to determine 

their interests and possible additional 

resources for the center. 

Assessment that is 

supported by professional 

development 

Pre-K teachers in a school district engage 

in a systematic training provided by the 

district on the use of a state-level 

preschool assessment tool. 

Teachers in the second grade of a local school 

district study together how to administer the 

language arts/reading assessment. They are 

provided a mentor by the school district. 

Assessment that is 

inclusive of families 

Teacher invites parents to a classroom 

activity involving the display of 

childrenôs art work focusing on their 

homes and neighborhoods. 

During an Open House in a first grade 

classroom, parents are invited to view their 

childrenôs math portfolios and to complete an 

at-home math experience with their children 

to include in the portfolio. 

Assessment that is used to 

make sound decisions 

about teaching and 

learning 

During beginning weeks of the school 

year, 4K teacher assesses language 

development of each child in the 

classroom formally and informally and 

then makes decisions about pre-reading 

and early literacy activities on a daily 

basis in the classroom. 

A second grade teacher notices that students 

in her class are struggling with the chosen 

reading textbook. She consults with her 

supervisor and other second grade teachers 

and selects another textbook that is reflective 

of the cultural diversity of the children in her 

classroom. 

Assessment that is used to 

identify significant 

concerns that may require 

focused interventions 

4K teacher in a state-funded child care 

center refers a child for language 

assessment after determining the child has 

a limited vocabulary and has difficulty 

speaking in social settings. 

A third grade teacher observes that one of the 

boys in her class is being bullied and 

frequently socially excluded on the 

playground. She requests assistance from the 

school counselor in completing observations, 

anecdotes, and in developing a plan for 

intervention for the child and the classroom. 

Assessment that is used to 

help programs improve 

their educational and 

developmental 

interventions. 

4K teacher determines that the cultural 

diversity of her classroom (Latino, Asian, 

and African American) requires a more 

diverse early literacy curriculum and a 

stronger home-school program related to 

literacy. 

First grade teacher notices that children seem 

bored and uninterested in the math 

curriculum. She asks for assistance from the 

curriculum coordinator and, together, they 

change the math curriculum to better meet the 

childrenôs interests and levels of readiness. 

*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 pre-service 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 their pre-service 

teachers, provide leadership in interpreting position statements, and engage pre-service 

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 and administrators recognize the unique problems when assessing young 

children (NCREL, 2007) that include over assessing of young children, teacher 

inexperience in administering tests, using testing procedures on very young children that 

are designed for older students, and lack 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 and childrenôs 

normal behavior is not considered. 

 There is a concern that children can be over-assessed and program personnel may 

suffer from assessment fatigue (NASBE, 2008). Since the passage of No Child Left 

Behind (NCLB, 2001), academic testing is required in all U.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 (NAEYC, 2008) schools continue to assess 

children at very young ages.  This has added 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 affected by the push for testing because of the change 

in kindergarten curricula towards early skill development. 

Another risk in assessing the younger learner is to inadvertently put pressure on 

the young child to perform. Preparation for assessments often includes parents and 

teachers encouraging children to ñdo their bestò. One characteristic of young children is 

that they are not developmentally able to be interested in ñdoing their bestò (NASBE, 

2008). In addition, preschoolers are developmentally not able to understand the 

consequences of testing. The classic assessment procedures used with older children are 

not considered developmentally appropriate for young children.  Reliability is another 

issue; the younger the child, the more difficult it is to acquire legitimate assessments that 

reflect consistency and predictability. NAEYCôs position statement includes policies to 

insure that assessment of young children is obtained in realistic or authentic settings 

(NAEYC, 2003).   

The early childhood years, which include prekindergarten through third grade, are 

characterized by variation in the development of the child (NAEYC, 2003). Children 

coming from different cultures and backgrounds influence their ability to express what 

they know. Principles and Recommendations for Early Childhood Assessments, a report 

to the National Education Goals Panel, noted that the younger the child, the more difficult 

it is to obtain reliable and valid assessment data. Early development is rapid and highly 

influenced by experience (National Institute 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 assessment of the childôs ability will 

not occur. Young children can easily be distracted and do not understand the purpose of 

assessments.  

Professionals unfamiliar with the developmental stages do affect the performance 

and outcomes of young children in the assessment process. NAEYCôs list of indicators of 

effective assessment practices includes ensuring that what is assessed is developmentally 

appropriate (NAEYC, 2003). Standardized tests are often administered by someone 

unfamiliar to the child and the assessment takes place in an unfamiliar setting (Hendrick 

& 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 successfully 

respond in testing situations. 

Omitting the use of parentôs knowledge about their child is a common occurrence 

during assessment procedures. One of the major purposes of assessment in programs for 

young children is to determine the child strengths and needs in order to provide 

appropriate instructional planning to support the childôs learning (NCREL, 2008). When 

teachers neglect to include parents in the assessment process, a very important 

component of the assessment process is omitted. Parents have a perspective about their 

childôs development and can also communicate to the teacher important developmental 

milestones the child has reached. In a recent interview with a parent, the parent was 

extremely frustrated because the school desired to retain her child. 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 the teacher was 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, Scott-Little, & Clifford, 2003; Bodrova & Leong, 

2003; Shepard, 1994). Historically, assessment procedures for younger children in pre-k, 

kindergarten, and primary grades have been aligned with developmental needs of these 

children. With the emergence and implementation of No Child Left Behind, the attention 

to alignment of assessment 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 is time 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 authentic forms of assessment that go beyond the usual borders of 

standardized and paper-and-pencil testing.  The strategies presented here reflect a broader 

definition of assessment as well as the use of qualitative and performance-based 

assessment approaches used 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. Strategies presenter here include the following: 1) Observational 

and anecdotal; 2) Portfolios; 3) Parent interviews; 4) Journals; and 5) Reggio-inspired 

forms of documentation. 

 

Observational and anecdotal records 

Teachers of young children need strong observational 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 cases, authorities. 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 need such as patterns of non-response to verbal prompts, 
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inability to climb or crawl, or examples of non-verbal behaviors when verbal behaviors 

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

conversations with children, documenting bruises and possible physical injuries, and 

recording other information to verify a teacherôs observations and concerns. Anecdotal 

records should be carefully recorded with the setting and date, and they should be 

systematically gathered and stored in a confidential place. These forms of assessment are 

frequently used to document for parents areas of teacher concern about a childôs 

development or behavior and with authorities in possible abuse cases. 

 

Portfolios 

Portfolios are an excellent example of authentic or performance-based assessment 

and are a collection of work samples, photo documentation, and other samples of 

childrenôs work. Portfolios are particularly appropriate in classrooms with cultural 

diversity because work samples are not language-dependent. The beginning teacher can 

build skills in portfolio construction by focusing on one content area, such as 

mathematics, science, or language arts, and then focusing on in-depth processes in that 

area throughout the school year. Young learners love to participate in portfolio 

construction and parents find portfolios to be meaningful examples of their childôs skill 

levels, interests, and changing development. There are many resources available to 

teacher educators and pre-service teachers related to portfolio development. 

 

Parent interviews 

Assessment with younger learners should be inclusive of parent involvement. 

When assessing a childôs language development, parent can be interviewed to determine 

typical words that the child uses at home, preferences for books and book reading 

routines, writing, and other language-based activities is especially helpful. Assessing a 

young childôs language development becomes much more complete when the lens 

includes the home setting also, and parents often have examples of language behavior 

that verify or challenge the teacherôs initial hunches and observations. 

 

Journals 

Maria Montessori advocated for early writing experiences (Morrison, 2007). 

Teachers of young children from pre-k through primary grades can utilize journaling 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 day. Kindergarten 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 become fluid journal writers when 

using a computer for part of their writing experiences. KidPix and other software 

packages allow the child to illustrate their journal entries and integrate art and creativity 

into the writing process. 

 

Reggio-inspired documentation 

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 on the childôs ability to express self in many different 

ways. Thus, the examples of documentation of childrenôs workðranging from portfolios 

to digital photography to 3D projects to murals and large-scale documentation panels---

provide teachers, parents, and young learners with rich visual representations of 

childrenôs work and expressions. From these multiple forms of documentation, teachers 

are able to assess concept development, vocabulary, fine motor skills, family dynamics, 

childrenôs interests, and possible problems or issues that need to be addressed.  

 

Summary and Implications 

Assessment and accountability continue to be hallmarks of American education 

and pre-service teacher education. The challenge to teachers of the youngest learners is to 

find developmentally appropriate means of assessing young children, their learning 

environments, and child-parent-family involvement and dynamics in order to assess 

beyond the borders of testing. Teacher educators in early childhood education rely on 

multiple sources for assessment information. Position statements are particularly helpful 

as a tool with pre-service 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 consequences of inappropriate forms of 

assessment with young learners is also discussed. Finally, contemporary forms of 

assessment that help the teacher educator and the pre-service teacher to reach beyond the 

borders of traditional standardized and paper-pencil 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 change and growth 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 to pre- and in-service 

teachers of the youngest learners is to match the assessment strategy with 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, journaling, photography, 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 student learning and 

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 must learn not 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 utilize ever-changing 

technology. Digital technology has been promising to change 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 implement technology in their classrooms. 

When technology is employed, it too often reinforces teacher-centered pedagogies ï 

reinforcing traditional styles instead of reinventing our pedagogy (Kennewell, et al, 

2008). Still most of our students have grown up with technology and, as Evans and 

Gunter (2004) suggest, preservice teachers can be instrumental in introducing technology 

into K-12 schools when appropriately prepared. Perhaps even more significantly, the 

National Council for Accreditation of Teacher Education (NCATE) 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 our students? A 

standard three hour óeducational technologiesô class, while a good thing in and of itself, is 

insufficient to fully prepare teacher candidates for the demands of their future 

classrooms. Preservice teachers need to be exposed to student-centered approaches 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 

studentsô awareness of educationally-based technology and their preparedness to 

implement pedagogically sound technical enhancements in the classroom should involve 

cross-disciplinary exposure and opportunities to reflect on multiple approaches across 

time and course content. This paper describes an interdisciplinary project involving the 
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classroom use of one particular educational technology enhancement: the personal 

response system. Designed to elicit real-time responses from students during class and 

flexible enough to apply to content at nearly any level within any discipline, this 

technology has become popular both in universities [where the variety commonly known 

as Clickers are used (e.g., Flynn & Russell, 2008)] and in K-12 schools [where the 

ActiVote system is preferred (e.g., Schmid, 2008)].  

Following an interdisciplinary overview of the literature related to response 

system technology and pedagogy, this paper explores the classroom experience of four 

instructors in distinct disciplines: Biology, Education, English Grammar, and Political 

Science. Each class described has 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 common applications 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 both exposed 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 

game-shows for many years, they have only recently entered the educational mainstream, 

first at the post-secondary level and now, increasingly, in K-12 schools. A classroom 

system integrates remote control devices, a receiver, response system software, a 

computer, and a projector. In classrooms equipped with Promethean Boards, only the 

remote controls may be evident. In any case, the system collects studentsô responses to 

spoken or board-based questions and then (optionally) projects the aggregate results for 

the entire class to see. Used to its fullest potential, response 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 technological teaching enhancements available to both 

K-12 and post-secondary 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 under $2,000. Second, it is widely available; nearly 

every school and university in the surrounding communities of this study has some 

variety of classroom response technology. Third, the technology is simple yet flexible; 

response prompts are created by instructors 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 in multiple ways 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 readily engage class content. 

Using these hand-held devices, students test their understanding anonymously and 

immediately in a low-risk environment which leads to a sense of ownership. This sense 

of ownership in turn often increases studentsô willingness to speak (Roschelle, 2003), and 

speaking can be used to heighten the quality of studentsô thought (Cuseo, Fecas, and 
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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 students, response technology enables teachers to 

immediately and accurately assess student comprehension. Instead of subjectively 

gauging studentsô understanding based on the relative glossiness of their eyes, teachers 

see objective data on how many students have 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 Word, PowerPoint, etc.) or in response to 

questions 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 South Carolina 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 pedagogy, classroom 

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 with a significant number 

of education majors. Even though each instructor applied 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 manuscript explores how 

employing response systems in higher education classrooms may impact preservice 

teachersô immediate and future approaches to content learning and instruction.   

 

Biology 

The scientist uses clickers in her Introduction to Cell and Molecular Biology 

course daily and for a wide variety of 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 class, she 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. She has found 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 classô comprehension and can modify lectures as needed.  

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 a button when the instructor activates the ñAttendanceò 

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 completely eliminated 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 

stimulates interest and discussion.  The ñAnonymousò function in the clicker software 

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 in action 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 roll call 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 without 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 transitions into the K-

12 classroom. One way to accomplish this goal is to use active white boards (primarily 

Promethean in many districts around South Carolina) and the supportive equipment, 

including ActiVote response technology, in the Education classroom. The National 

Science Education Standards (NSES) observes, ñThe goal of science is to understand the 

natural world, and the goal of technology is to make modifications in the world to meet 

human needsò (National Research Council, 1996, p.24). Thus, it is imperative to infuse 

technology into higher education classrooms 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 middle level/secondary 

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 II content exams. Students 

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 anonymous, preservice 

teachers feel comfortable submitting their answers. Many have indicated on end-of-

course evaluations that these practice questions are helpful in relieving test anxiety. 

In addition to practice test questions, both the instructor and preservice teachers 

use ActiVotes during presentations to engage the class through activities that prompt 

discussion, elicit predications, and check for comprehension. Preservice teachers report 

that using ActiVotes in the collegiate classroom raises their comfort level with this 

technology as they complete their practicum and directed teaching experiences. Teacher 

preparation institutions should strive to provide strong connections to K-12 classrooms. 

Implementing the same technology preservice teachers will to use eases the transition 

into the K-12 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 this course, and other teacher candidates often 

enroll as well. Students often approach this course with either anxiety or boredom, and 

these attitudes prompted the introduction of response technology into this course. Giving 

students some measure of control encourages engagement and higher-ordered thinking.  

In this course, PowerPoint slides serve as the medium in which response 

technology resides. Here, the instructor uses a response system daily to target the middle 

four levels of the Revised Bloomôs Taxonomy (Anderson & Krathwohl, 2001). Leading 

questions address understanding as students walk through a series of prompts which 

guide them to discover the grammatical logic and connections which drive syntactic 

rules. Probing questions, which require students to use their newly discovered 

grammatical knowledge, lead to applying on the taxonomy. Encouraging students to 

discuss the motivation for their answers to the leading and probing questions encourages 

analyzing. To stimulate evaluating, students partner with peers and negotiate single group 

answers to challenging questions in an electronic variation of Lymanôs (1987) Think, 

Pair, Share activity. As an added layer of intensity, one group may to respond to a prompt 

and other groups may ñagreeò or ñdisagreeò electronically.  

Responses comprise a significant portion of class time as approximately one-third 

of all course content involves voting. Students report that they enjoy voting and, more 

importantly, that it helps them assimilate the material (Marlow, 2009). Although 

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 internalizing grammatical 

structures through analysis and interaction rather than memorizing rules by rote is clear. 

Education majors who have taken this class should be better able to use response 

technology to target higher levels of Bloomôs taxonomy in their future classrooms.   

 

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 demonstrated firsthand 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 absorb and recall content better when it is demonstrated 

this way, and the constant interaction builds enthusiasm for the course, in students and 

the instructor alike. 

Response technology has proven particularly useful in teaching the introductory 

American Government 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 

participation in a class where the size typically prohibits class discussion and to make the 

subject more interesting and accessible to non-majors. Incorporating response technology 

helps to address both of these challenges. 
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As for the first challenge, student participation 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 students into a 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 demonstration of course concepts and phenomena through a natural 

process of class-wide experiment and discovery. 

The pedagogical usefulness of this technology is complemented by the interest it 

generates in students who are otherwise in class óbecause it is required.ô Students, like 

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 

often suggest possible questions for inclusion next year. Perhaps most significantly, 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 positive impact on 

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 teachers may also see how 

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 content and 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 influencing studentsô attitudes toward this technology and increasing 

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 with focus on preservice 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 subject areas and grade levels. While this 

exercise will embed most easily in a Technical Education Methods course, the authors 

believe that the greatest end effect will be stimulated by continued cooperation, 

discussion, and research by cross-disciplinary teams as they collaborate and explore each 

othersô ideas and methodology in an effort to provide the best possible education for all 

students.  
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Abstract 

The purpose of this qualitative study was to investigate the resources available at a 

flagship university to assist non-traditional college students who are not computer 

literate.  This southeastern institution has a traditionally-oriented campus, meaning the 

majority of the student population (approximately 92%) is between the ages of 18 to 24, 

according to the universityôs assessment office.  Since we live in the age of technology, 

traditional students typically enter college prepared to use technology with ease.  

However, non-traditional college students may not be as technologically knowledgeable.  

Based on the two major findings, implications point to the need for colleges and 

universities with traditionally-oriented 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 non-traditional college students who are not computer literate.  The 

large southeastern institution has a traditionally-oriented campus, meaning the majority 

of the undergraduate student population (approximately 92%) is between the ages of 18 

to 24, according to the universityôs assessment office.  Since we live in the age of 

technology, traditional students typically enter college prepared to use computers and 

technology resources with ease.  However, non-traditional college students may not be as 

technologically knowledgeable.   

My interest in this topic stemmed from the fact that I returned to the classroom 12 

years after initially graduating from college, and I was nervous and fearful about taking 

courses.  At that stage in my life, I lacked the study skills and the self-confidence to 

succeed.  Also, I was afraid that I would not be able to handle being a single parent, a 

full -time employee, and a non-traditional student.  With determination and support, 

however, I was able to navigate through these challenges.  Because of my experience as 

an adult learner who managed to overcome the challenges I faced, I feel that I can relate 

to other non-traditional students. 

I met my participant, an adult learner whom I shall refer to as Michael, on campus 

in the building he frequented to see his advisor.  As a 33-year-old African American 

male, Michael was a non-traditional 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 me during a brief conversation, and this valuable snippet of 

information as well as my concern for non-traditional students led me to my research 

question:  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 a fast-growing student 

population, and I believe their experiences in college warrant research.  Given my 

experiences and those of the non-traditional students I have worked with, I have found 

that many non-traditional students are exceptionally focused and dedicated to learning.  

Non-traditional students possess valuable knowledge gained through real-life experiences 

and they encounter many challenges customary to adult life.  Richardson and King (1998) 

found that even though adult students meet many challenges in higher education, they are 

often more effective learners than younger students because they are used to relying on 

and examining their previous life experiences as they make sense of new experiences.  

Still however, they face the challenge of balancing responsibilities such as employment, 

family, and other responsibilities of adult life.  According to Gold (2005), ñthe older 

student arrives in the evening, after having worked an eight-hour (or more) day and 

having hurriedly tended to family responsibilitiesò (p. 467).  Fear of failure and lack of 

confidence, study habits, and computer skills are other challenges they may confront as 

they return to school.   

Literature Review 

Researchers have conducted studies in the area of adult learners and the 

challenges they face returning to school (Corley, 2008; Gold, 2005; Silver-Pacuilla, 

2006).  The fact that most adult learners have been out of school for several years is a 

salient factor mentioned in research studies.  Richardson and King (1998) note, ñAdult 

students do not have recent experience of formal education; consequently, they may be 

out of practice in the art of learning and lacking in basic study skillsò (p. 70).  They 

identified two approaches to studying.  The ñdeepò approach is an orientation toward 

comprehending the meaning of the materials to be learned and the ñsurfaceò approach is 

an orientation toward merely being able to reproduce the materials for the purposes of 

academic assessment.  Conducting this study, I found my participant demonstrated the 

ñdeepò approach in his practice of improving his study skills and his computer literacy 

skills in his effort to overcome these challenges. 

In her study about what challenges were of greatest concern to non-traditional 

women students, White (2007) proposed that a campus-wide association be created to 

support non-traditional college students.  She listed four primary issues to be addressed 

based on the information she discovered from her participants.  For the purpose of this 

study, I 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 adult learners that should be addressed by the university, and this 

emerged as the focal point of this study. 

Also, Badke (2008) asserts, ñWhile few of them lack at least minimal computer 

skills any longer, the world of learning that they are entering has changed dramaticallyò 

(p. 48).  The fact that most adult learners have been out of school for several years 

explains their lack of technological skills.  Badke (2008) continues, ñFor those who last 

studied in the 1980s or early ó90s, technology was scarcely on their researching radar.  

Now you canôt accomplish much with informational research unless you use a computerò 

(p. 48).   
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Methodology 

Setting 

The flagship university is a Research One Institution with a non-traditional 

student population of approximately 1,593 students out of 19,765 undergraduates, as 

reported by the universityôs assessment office.  This university was a convenient location 

for me to conduct research and important to my academic concerns, which are non-

traditional students and the unique challenges they face, particularly regarding computer 

literacy. 

 

Participant 

I interviewed a 33-year-old African American male who was pursuing a 

bachelorôs degree.  For this study, the definition of a non-traditional student is an adult 

(25 or older) who returns to school full-time or part-time to pursue an associateôs degree 

or a bachelorôs degree while maintaining responsibilities such as employment, family, 

and other responsibilities of adult life.  My rationale for selecting my participant was 

because he met the above stated criteria.   

To fully understand Michaelôs challenges, it is important to provide a little 

background information about him.  In 2005, Michaelôs motivation to return to school as 

an adult learner was to earn a bachelorôs degree and then a Juris Doctor degree.  Ever 

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 high-school 

curriculum did not require students to take computer classes such as keyboarding.  Rather 

than matriculate directly into a four-year institution, he began working full-time and 

enrolled at a community college in 1996.  He was able to attend the community college 

for only two semesters because 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 Methods 

To gauge Michaelôs satisfaction levels using the universityôs technology 

resources, I asked him to complete a student technology satisfaction survey.  Moreover, I 

conducted three formal face-to-face interviews with him.  Once a month for three months 

(January, February, and March), I interviewed him in a small library on campus.  With 

his consent each interview session was audiotaped and transcribed verbatim.  I used a 

short list of general questions about his experiences at school and with technology, 

including, but not limited to, the following:  (a) What motivated you to return to school?  

(b) What academic challenges do you encounter?  And (c) What campus resources do 

you use to help you meet your challenges?  I expanded on these questions as we talked.  

In addition, I wrote reflection notes in a journal each week to assist me with later 

analysis.  Throughout the research process with Michael, I also engaged in informal 

interviews with university employees in adult student services, technology services, and 

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, data were coded, compared to additional information, 

and listed in categories.  Then I divided all coded data into categories based on broad 

themes.  Through this analysis, I came to the following two major findings:  (a) Although 

the university provided advanced support in core technologies used on campus such as 

Blackboard, Microsoft Office, Powerpoint, and Outlook, the university lacked 

introductory computer classes for such skills as keyboarding.  And (b) The participant 

was able to meet his computer literacy challenge because he possessed strong coping 

skills (unyielding self-determination and unremitting family support). 

 

Discussion 

Lacking introductory computer classes 

By contacting the universityôs adult student services office, I learned that non-

traditional students who have computer literacy challenges were referred to the campus 

technology services office.  This office provided online training to all of the universityôs 

faculty, staff, and students at no charge.  Shortly after we met, I informed Michael about 

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 tutorials they offered 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:   

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

I needed more things with keyboarding.  I didnôt see 

anything that would 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. 

 

Possessing strong coping skills 

Although he lacked proficient keyboarding skills, Michael was still able to 

complete his assignments.  He informed me that it was a time-consuming process, and, 

often, he received help from his friends and family members.  I discovered he possessed 

strong coping skills (unyielding self-determination and unremitting family support).  

Michael indicated that these coping skills helped him meet his computer literacy 

challenge.  He emphasized, ñI always grew up believing that you never leave a task 

undone, particularly one as great as getting a college degree.  So I decided to return to get 

my degree and go on to law school.ò 

Michael admitted that he was not as technologically knowledgeable as his 

classmates, but he was able to keep pace with them.  His steadfast willpower also helped 

him meet the academic challenges he faced as a non-traditional college student.  

Michaelôs younger classmates did not have to confront the same challenges as he did.  He 
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acknowledged, ñAcademic challenges, stuff that I learned in high school is outdated, or I 

didnôt learn it at all.ò  When Michael attended high school in the early ó90s, his high-

school curriculum did not require students to take computer classes such as keyboarding.  

It was an option.  While traditional students typically enter college with some level of 

keyboarding skills, Michael was ñhunting and pecking.ò 

Although it was taxing and time-consuming 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 keyboard, his handwritten 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 the different programs and 

software, what I did was went about it by trial and error.  I 

experimented with the different programs.  Saw what this 

could do, what this is for.  I went about it like that, and I 

learned it.  Itôs still a work in progress.  I havenôt mastered 

it all, no where near.  Iôm definitely not as fluent as my 

fellow students at this university. 

 

Implications 

Michael encountered an unconstructive experience with the technology services 

office I referred him to for help because the university did 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 necessary computer skills to enjoy the full 

richness of college, and I agreed with him.  So, although additional data from other non-

traditional students is needed, I believe implications point to the need for colleges and 

universities with traditionally-oriented campuses to provide introductory technology 

resources to better serve their non-traditional student population.   

As for non-traditional college students and coping skills, implications point to the 

importance of a support system - although continued research 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 demonstrate remarkable persistence, but he was 

fortunate to have constant family support.  For students 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 technology. 
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Abstract 

This article describes the experiences of two second grade classes as they used 

technology as a learning tool to enhance their Social Studies curriculum and build 

relationships with one another.  A lit review is included which addresses the use of 

technology in early education. Findings indicate that early childhood educators need to 

seek new ways of using developmentally appropriate technology to engage children in 

active learning experiences and thus expose them to the world beyond their classrooms.   

 

Introduction  

It is early in the morning in a primary school in a 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 graders, in a suburban school, are also 

watching and waiting. These two classes are going to ñmeetò today for the first time 

through the use of video-conferencing. As the screens light up, so do the childrenôs faces. 

They laugh, smile, and greet their new friends across the airwaves. This ñmeetingò was 

the culmination of a three month project called Social Studies Buddies, a 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 article describes the experiences of two second grade classes that used 

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, and work sampling over a three month period. Glesne (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 primary 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 with the Social Studies 

Buddies project. She relied 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 

technology was useful in enhancing and facilitating student learning. Findings 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 Learning in Todayôs Classrooms 

A review of literature reveals both the potential and pitfalls of technology 

enhanced education. Although there is increasing pressure to facilitate technological 

literacy for young children, the pressure to perform in this area has sometimes 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 rather than by an 

understanding of what children need to help them grow and develop to their full potential 

both intellectually and emotionally (Cordes and Miller, 2004). There is increasing 

pressure on teachers to incorporate technology for younger and younger children. Yet, 

research has shown that technology, like other learning tools, should be implemented in 

developmentally and culturally relevant ways. Cordes and Miller (2004) assert: 

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 concern is reflected 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 non-profit child advocacy 

organization for educators and medical professionals, published a report titled Tech 

Tonic: Towards a New Literacy of Technology. This report proposes a more broad 

definition of technological literacy. The goal is to foster ñthe mature capacity to 

participate creatively, critically, and responsibly in making technological choices that 

serve democracy, ecological sustainability, and a just societyò. They also assert that ñto 

be technologically literate requires that we judge technology's impact on our lives 

according to a set of values that transcends mere technical virtuosityò (Cordes and Miller, 

2004, p. 3).   

The Alliance for Childhood report proposes seven principles to guide 

developmentally appropriate implementation of technology for children from early 

childhood through high 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 community-based research and action at the heart 

of the science and technology curriculum; 5) declare one day a week an electronic 

entertainment-free zone; 6) end marketing now being aimed at children; and 7) shift 

spending from unproven high-tech products in the classroom to children's unmet basic 

needs. The Social Studies Buddies project addresses the first and fourth principle 

mentioned above. The following paragraphs describe research and literature that frames 

this project in developmentally appropriate, culturally relevant, and community 

committed ways.  

In her book, Experimenting with the World: John Dewey and the Early Childhood 

Classroom, Cuffaro reflects on Deweyôs assertion that children learn by doing (1995). 

She states that interaction and continuity are key points to providing meaningful learning 

experiences for children. Moreover, Dewey asserted that ñeducation is not preparation for 

life, it is life itselfò (Cuffaro, 1995, p. 10). If experience is to be a meaningful source of 
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learning and growth then we need to understand childrenôs needs and strengths in order to 

create safe, interactive environments that employ learning tools effectively. Technology 

is one tool that can potentially foster such growth.  

New (as quoted in Bers, 2008) asserts that technology is a tool in our childrenôs 

lives much like the pencil, the paintbrush or telephone. It is a part of their lives, and we 

must give wise guidance while exploring technological tools with them. Technology can 

be used 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 collaborate and integrate 

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 noted through observation that when children, in an early childhood 

classroom, were engaged in active learning experiences that were meaningful to them, 

their excitement and willingness to take responsibility for their learning increased.    

In todayôs global society, technology is a vital tool for student learning. Wang et 

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 utilized technology to support curriculum through the use of project based 

learning. The World Wide Web was a significant innovation that supported the project 

described in this article. 

Richardson (2006) challenges educators to rethink how the World Wide Web has 

had the ñpotential to radically change what we assume about teaching and learningò. He 

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 bring primary 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 considering how teaching and learning in 

elementary classrooms has changed, but also must consider how teacher education must 

evolve in order to meet these needs. Most of our in-service teachers did not experience 

the same level of technological advancement as children that their students are 

experiencing now.  Therefore, the gap between teachersô and learnersô technology skills 

and confidence can be wide. In order to teach effectively in the global world today, 

educators need to view education with new eyes. Richardson suggests 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 ñcoaches who model the skills that 

students need to be successful and motivate them to strive for excellenceò. 

5. Teachers who accept these challenges need to be ñchange agentsò in their field 
(2006, pp. 132-133). 
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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 relationship 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 enhance their 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 Buddies project and the curricula that was implemented.  

 

Technology and Active Learning 

The original Social Studies Buddies project was created by university faculty and 

graduate students who had the goal of helping their pre-service teachers engage in 

meaningful learning experiences with classroom teachers and their students. The 

university instructors collaborated with a second grade teacher, Mrs. Jones, in a rural 

community to align mini-lesson activities with second grade standards for her class.  

This interaction between the pre-service teachers and the second grade class led to 

active learning opportunities exploring Social Studies standards. South Carolina state 

standards for second grade are focused on Communities Here and Across the World. As 

the project developed, the primary author of this article offered her expertise to develop 

an additional aspect of the Social Studies Buddies project by connecting peers in different 

schools and communities through the use of new technologies. A second class, located in 

a suburban community and taught by Mrs. Winn, was invited to participate in this project 

by engaging in similar curricular activities. Their work was shared on a wiki website. 

Both class teachers collaborated and engaged in activities over a span of three months 

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 venture for both teachers as 

they learned how to utilize it by scanning the childrenôs work onto the site so that it could 

be viewed by both classes. The teachers commented that they enjoyed being ñstretchedò 

as they learned how to use new technology to enhance their studentsô learning. The 

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

enjoyed reading each othersô stories and seeing their drawings. The children were excited 

as they learned about each other and the similarities and differences of their communities.  

Another commonality the classes shared was the introduction of the Bellman Bear 

Book Series. The primary author is a co-author of the series with her daughter. She read 

the Bellman Bear books to each class on different occasions as lead-ins to active learning 

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

author used in her own classroom, ñtraveling the worldò. These books also include 

relevant facts and cultural details about the places that Bellman visits.  The first four 

books are: Meet Bellman The Traveling Bear, Bellman Visits South Carolina, Bellman 

Goes to Greece, and Bellman Goes to France. The authorsô purpose of writing these 

books is to help enlarge childrenôs worlds and enable them see beyond their own 

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 to celebrate and appreciate differences. 

Bellman is the tool used to ñhookò the readers as they explore the world outside their 

community. More and more teachers are recognizing the need to incorporate non-fiction 

books into their curriculum and use literature as an introduction to integrating curriculum 

with technology. The use of such books is crucial to the goal of creating successful 

readers and learners in the 21
st
 century. (Young & Moss, 2006). These books helped to 

enhance student learning for those who participated in the Social Studies Buddies project 

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 self-portraits and stories written by each child. The 

books were uploaded to a wiki where the project participants could view one anotherôs 

work. After sharing their books, the teachers decided to introduce their classes ñface to 

faceò through the use of video conferencing. The classes eagerly anticipated ñmeetingò 

the other class they had gotten to know through the wiki and class activities. Smiles 

erupted on both sides of the screen as they ñsawò each other for the first time. Students 

from each class described the communities around their school and shared comments 

about what they had learned through the Bellman Bear books. One student said, ñI like 

hearing about what is in the country, and I like telling them about what it is like in the 

city!ò  

A second child reflected, ñThis was a good way to help us get to know each other 

a little better.ò   

A third student said, ñI like that we finally got to ómeetô because weôve been 

waiting to ómeetô them for a long time!ò The excitement and interest was obvious as the 

students talked. The teachers enjoyed the interaction and planned to continue to connect 

their classes through the wiki and video conferencing as a means of cultivating 

friendships and sharing integrated curriculum in other areas of second grade. 

 

Findings 

After the video conference, one of the students said, ñIt was nice to see what their 

faces looked like instead of just looking at their names on the wiki!ò Positive comments 

from children in both classes about what they learned through the Social Studies Buddies 

project reinforced the value of active learning through the use of developmentally 

appropriate technology such 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 childrenôs work detailed specific distinctions of each 

area. Comparisons were made and discussions occurred between the classes noting the 

different ways of life in the two communities. 

Through their collaborative efforts, teacher-participants found that technology can 

be a useful and vital tool for the enhancement of learning in classrooms (Wang et al., 

2008). One teacher, Mrs. Jones, stated, ñThis activity brought what we have been reading 

in our Social Studies textbooks to life as the children actually talked and shared about 

what their different communities were like.ò Both teachers agreed that the use of 
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technology built relationships by ñflattening the wallsò of their two classrooms 

(Friedman, 2007). It enabled them to not only effectively address South Carolina Social 

Studies state standards but also to facilitate relationships between children of different 

kinds of communities. Both teachers 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 and the encouragement they received helped them to be willing to learn 

how to effectively use these new tools. 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 such tools. They are ñrethinkingò how they 

teach. 

The teachers agreed that this type of activity would benefit pre-service teachers. 

They thought that teacher educators need to include pre-service teachers in ñauthentic 

hands-on collaborations like Social Studies Buddiesò. Mrs. Winn shared ñpre-service 

teachers need to learn how to use the technology that is vital in the classroom to integrate 

curriculum, enhance learning and build relationships.ò Her comments confirm that such 

projects provide multiple benefits for children, in-service teachers and pre-service 

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 technology in 

developmentally appropriate and culturally relevant ways. The Social 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 to explore ways to 

use technology to build community relationships across the world. 
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Abstract 

This article presents a unique Early Childhood Program at the University of South 

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 six co-requisite 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 todayôs schools have strengthened the need to prepare 

preservice teachers to work in classrooms that are populated with students from diverse 

cultural backgrounds, varying abilities levels, or home structures that differ from the 

traditional family environment.  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 Childhood courses and 

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 successfully supported preservice teachers as they gain knowledge, 

and develop the skills and dispositions needed to work with diverse populations.   

 

Literature Review 

In the recent years, there have been significant changes in the demographics 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 also be diverse in language, 

culture, and/or religion.  Family structure is also changing with the increase of single 

parent households and more grandparents taking custodial responsibilities for their 

grandchildren. Teachers are needed who are competent and comfortable working with a 

student population that is increasingly diverse.  

In their position statements, The National Association for the Education of Young 

Children (2001) emphasize the importance of teacher education programs integrating the 

knowledge of diverse 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 of the diverse 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 dispositions expecting preservice teachers to demonstrate their ability to work 

with diverse populations. Although the research on this topic is still continuing, 
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integrating components of diversity into teacher preparation courses and providing field 

experiences with diverse children and families, as well as creating university-community 

partnerships, are considered important strategies in early childhood teacher education 

(Lim & Aôole-Boune, 2005).   

 

Integrated Curriculum and Diversity Education  

Integrated and interdisciplinary learning 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, but also within 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.  Therefore, this approach 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, 2001).  An integrated model creates the most appropriate 

learning environment.  Research indicates that the brain seeks patterns and resists 

fragmented information that is presented in isolation (Beane, 1997; Schramm, 2002; Ellis 

& Foutus, 2001; Wolfe, 2001). Consequently, information is learned more quickly and 

knowledge retained longer when constructed in a meaningful context that is connected 

among disciplines.  Integrated models not only improve higher-level thinking skills with 

less fragmented learning, but also provide a unified sense of process and enhance the 

mastery of content.   This approach shapes teacher candidatesô overall approach to 

knowledge acquisition by teaching them to adopt multiple points of views on issues 

(Beane, 1997; Schramm, 2002; Ellis & Foutus, 2001).           

Although research findings indicate that teacher education programs raised 

awareness of diversity among preservice teachers, the transfer of knowledge to practice 

has been challenging    ( McDonald, 2005; Boyle-Baise, 2005).   A survey conducted 

among 465 preservice teachers suggested that they lacked the knowledge, skills and 

dispositions to teach diverse students. This suggests that the teacher candidates should be 

engaged in classroom activities as well as community activities reflecting a wide range of 

multiculturalism and 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 are handled and implemented within the integrated model.  Candidates 

subsequently look for answers from different perspectives, utilizing different disciplineôs 

theoretical points of view and receive instant feedback further motivating both the teacher 

and the learner (Hardman, 2009; Hooks & Randolph, 2004; Ellis & Foutus, 2001).         

 

Setting / Background 

Ten years ago, Greenville County Schools sought to meet the needs of young 

children and their families by creating child development and family learning centers 

throughout the county.  These centers house four-year-old kindergarten classrooms, 

preschool special education classes, and in some cases Head Start classrooms and adult 

learning classes.  The number of students served and type of adult programs offered has 

changed over the last decade, but the over arching goal of helping to prepare the most at-
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risk children for school has not. The centers strive to provide services to children and 

their families that support literacy and school readiness (Hooks & Randolph, 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.   

Junior-level preservice teachers majoring in Early Childhood Education take co-

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 faculty.  University 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 morning, the 

students complete clinical experiences that are 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 backgrounds.  This center 

serves at-risk three- and four-year-old children and their families. The school population 

is 30% Caucasian, 30% African-American, 30% Hispanic, and 10% other.  The 

preservice teachers have the opportunity to begin their professional coursework in an 

environment that allows them to be a part of an integrated highly diverse. 

Preservice teachers are expected to develop an awareness and sensitivity to 

diversity in the classroom. Diversity includes: race, ethnicity, language, socio-economic 

status, gender, and (dis)ability.  It also encompasses individual differences: genetic 

inheritance, temperaments, learned behavior, and developmental levels.  Being aware and 

sensitive in dealing with diversity in the classroom is a never-ending process that requires 

study of current information and experiences, critical reflection, and plans for appropriate 

practical application.  Six classes provide preservice teachers with an opportunity to gain 

knowledge skills and dispositions needed to teach young children from diverse 

backgrounds.  The courses are designed to be 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 to learning in actual diverse settings.  Assignments within the courses are 

designed to give the preservice teachers the opportunity to gain theoretical knowledge 

and then apply that knowledge to real-life situations.  This experience gives the 

preservice teachers more confidence while helping to alleviate an anxiety they may have 

about working with children and families from diverse backgrounds. 

In particular, six of these formal practicum experience assignments enable 

preservice teachers to focus on issues of diversity, and determine ways to work with and 

involve families from a vast array of different backgrounds.  Preservice teachers are 

asked to create a developmental profile of one focus child (Child Study), research and 

present on a specific diverse family (Diverse Family Presentation), complete a home visit 

that includes a parent interview (Parent and Family Visit and Interview), plan and 

implement a family literacy night at their clinical site (Family Literacy Night), create a 

diversity portfolio (Diversity Portfolio), and participate and reflect on a game of Barnga 

(Barnga Game).  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 an integrated curriculum that focuses on the development 

of knowledge and understanding of diversity.  




