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A Collaborative Approad to Preparing Field-Based
Teacherg/Supervisorsfor Standards-Based
Accountability Systemsin Teacher Education

Beverlee-Ann Powell
Warwick School Department, Warwick, R.1.
Peggy Szlosek
Providence School Department, Providence, R.I.
ThomasFlaherty,
Lynne Ryan
Providence College

Abstract

Preparing college supavisors/cooperating teachersto
suppott teacher candidatesOperformance usng standardsis a
challengefor teacher preparation programs. This pape will
describe a professional devel opnent program collaboratively
developal by representatives of the state department of educa-
tion, ingitutionsof highe eduaation,andK-12 schools. The
implementation of themodd by oneof the state@ ingtitutionsof
highe educationwill also be described.

Using standads-driven performance-based systems to de-
velop and assess teacher candidatesCknowledge, skills and
dispostionshas been a chdlengefor thos involved in the
preparation of beginning teachers, paticularly when consder-
ing thefield-based component of candidatesOpreparation. The
importance of thefield experience cannotbe overstated. As
Wilson, Floden and Ferrini-Mundy (2001, p.17) nate,

(Ee xperienced and newly certified teachers alike see clinical
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experiences (induding student teaching) as a powerfulN
sometimes the single most powerfulN component of teacher
preparation.ORecognizing theimportance of thefield experi-
ence in the preparation of teachers, professiond organizations
and state departments of eduction have identified standards
for field experiences (e.g., Guyton & Byrd, 1999;INTASC,
2001;NCATE, 2002)

A critical elementin thequdity of thefield experienceis
the suppott provided to theteacher candidae by the college
based supeavisor and the schoolbased coopeating teacher/
mentor. Stansbury and Zimmerman (2000)place this suppot
on acontinuum which movesfrom persond and emotiond
suppot, to specific task or problem suppot, and extendsto
critical self-reflection. The Nationd Counal for the Accredita-
tion of Teacher Education (NCATE ) (NCATE, 2002) and the
Interstate New Teachers Assessment and Suppot Consortium
(INTASC) (INTASC, 2001) require schools, colleges and de-
partments of teacher education to prepare mentor and supavis-
ing teachers to providethis suppot to teacher candidaesin
thar field experiences.

How can teacher education programs ensure that the faculty
members who suppot teacher candidaesin thefield, induding
thar preK-12 partne's, have theneeded knowledge skillsand
dispostionsto supavise teache candidaes in this standads
driven, performance-based system? During thelast two dec-
ades anunbe of mentor teache preparation programs have
been developed to prepare field-based teachers (Villani, 2002.
After conduding asubgantia review of the existing research
on mentoring, Wang and Odd| (2002 have questioned
whether the prevalent mentor suppot practices are consi stent
with a standads-driven modd of teaching and learning. They
note that the prevalent focus of mentoring has been onthe per-
sond, emotiond, specific task or problem-solving end of the
mentor suppot continuum, with little attention pad to the
teaching and learning espousd in the standards-based move-
ment. They note, Mentors should engage novices in examin-
ing therr bdiefs aboutteaching and learning to teach, chdlenge
them to congruct new images of practice and hdp them to de-
velop relevant dispostionsfor learning to teachO(Wang &
Oddl, 2002,p. 533) Developas of coopeating teacher/mentor
professiond development programs are baeng encouraged to
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indudeinformation aboutteacher standardsand the kind of
teaching, learning and professiond behavior inheent in the
standads-based reform movement in thar professiond devel-
opment activities (Standury & Zimmerman, 2000.

The State Context

Over thelast ten years the Rhodel dland Department of
Education (RIDE) hasfacilitated a collaborative effort between
the state@ eight colleges of teacher education and thar K-12
patners. This collaborative effort is designed to ensure that all
stakeholders have an oppotunity to contribute to the devel op-
ment of tomorrow teachers, a key component of effective
organizationd change(Fullan, 1993) Using a concept of de-
signteams, the state engaged the key stakeholder groupsin a
systemic reform process that addressed each area of the profes-
siond development continuumfor state licensure (Center for
Improving Teacher Qudity, 2003) with the ultimate god of
improving student achievement. These variousteams func-
tionad in away similar to wha Cashman, Linehan and Rosser
(2007) arereferring to as Communities of Practice. Communi-
ties of Practice are an approach to solving complex educationd
problems by engaging stakeholdersin collaborative problem
solving. In Communities of Practice state |leaders use thar lev-
erageto engage stakeholdersin learning and acting togeher,
rather than acting as the experts and disseminaing information
to stakeholders. The participants in the Community of Practice
share knowedgeand expertise, develop action stepsto take to
solve common areas of concern and implement the practices
recommendeal. Thevariousdesign teams developdl: (a) the
Rhodeldand Beginning Teaching Standads(RIBTS) (RIDE,
1995)tha are aligned with Interstate New Teacher Assessment
Suppot Consortium@ Modd Standardsfor Beginning Teacher
Licenaure (INTASC, 1992; (b) apeformance-based program
approvd process (RIDE, 1997) and (c) arecertification proc-
ess based onindividud plans(I-Plans) connected to the teach-
ing standads (RIBTS) and theindividud & schoolimprove-
ment plan, i.e., children@learning (RIDE, 2005. A list of the
RIBTS s provided in the Appendix.

AILACTE Journal 3



Powell, Szlosek, Flaherty and Ryan

Anothe component of these collaborative efforts has been
to design assessments and assessment systemsto evaluae the
performance of teacher candidates onthe state@ RIBTS (e.g.,
RIDE, 1997. In 1999a group of four teacher educators and
four K-12 teachers worked with a RIDE facilitator to create a
more systematic program for preparing coopeating teachers
and college supeavisors to suppot and review teache candi-
datesOperformance in away tha was congstent with type of
teaching and learning espoused in the Rhodeldand Beginning
Teachea Standads The state saw thisinitiative asimportantin
its redesign of teacher preparation and recertification to a per-
formance-based system and provided theleverage (the program
approvd standad related to the preparation of cooperating
teachers and college supevisors), and finanda and facilitator
resources. The participantsfromtheingitutionsof highe edu-
cation viewed thisinitiative asimportant in thar changeto a
performance-based approvd and accreditation system. Findly,
the school patners appreciated ther role in the preparation of
these preservice teache's, thar colleagues of tomorrow, but
aso in thedevelopment of ther districtsOindudion programs,
an initiative tha had recently been mandaed through state leg-
idation. Thus acommon need to undestand standads, suppot
beginning teachers, provide meaningful feedback and promote
professiond growth based on research-based practice brought
the stakeholdersin this and thefollow-up Communities of
Practice togeher.

Thedesign team members reviewed the former Regiond
Lab for Educationd Improvement of the Northeast and I's-
land<) M entoring: A Resource & Training Guidefor Educa
torsO(Newton et al., 1994) Using this doaument, coupled with
thar own knowledgeand experience, they developeal training
activities based on the Rhodeldand context. Theresulting pro-
fessiond development program was intended to suppott
teacher candidates in thefield as they learn to integrate theory
and practice and develop theknowledge skills and dispostions
expected of highly qudified teachers (RIDE, 1999. A critical
difference between the earlier guides, such asthe Regiond
L ab® guide and thework of this Rhodelsland design team,
was thefocuson a common vision of goodteaching defined by
theRhodelsland Beginning Teache Standards This common
vision of teaching would not only suppot teacher candidaesin
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thar professond development, butit could also suppot the
mentor/coopeating teacher® own development (Huling &
Resta, 2001) as well as create the conditionsto produce a
cadre of reform-minded school leaders who promote effective
practices in our K-12 schools (Kahne& Westhemer, 2000.

Facilitators from the Rhodeldand Department of Educa-
tion, induding two teacher fellows, teachers on leave from
thar digtricts to work for RIDE for two years, developed the
materials produced by thedesign team into a professiond ingi-
tute (RIDE 2001) Themain components of theinditute are
included in Table 1.

Table 1: Overview of Rhodeldand Department of Education
Coopeating Teache Inditute

Topics Critical QuestiongBehaviors
TheRhodeldand Be- What do they mean?What do they
ginning look like in teachersOwork? How

will | use them as a coopeating
Teache Standads teacher/ supevisor?

Samplesof TeachasO  Ingructiond PlanningN Why isit

Work important? Wha does the planning
of abeginning teacher look like?
How areingructiond planslinked
to student standards? How can in-
structiond plansprovideabasisfor
targeting areas of growth?
Implementing InstructionN How
are thelesson plansimplemented?
Wha is the connection between
implementation and the standads?
Wha observation skillswill hdp
the coopeating or mentor teacher
record teaching?How are the ob-
servationslinked to the standads
and how can they hdp theteacher
continueto grow?
Reflection on TeachingN How do
teachersreflect on thar own teach-
ing?Wha isthe connection be-
tween thereflectionsand the

AILACTE Journal 5




Powell, Szlosek, Flaherty and Ryan

Topics Critical QuestiongBehaviors

standards? Congdering plans im-
plementation and reflection, what
dowe learn abouta teacher? How
can these data beused asthebasis
for individud growth?

Evidence, Observations  EvidenceN Specific notes that serve

and Interpretations to capture thedatafromthe per-
formance (e.g., problem-solving
task with pi, @ donotallow calcu-
lator use.Q.
ObservationdN Specific behaviors
seen or heard. Students are seated in
groups butworking independently.
All students miss problem #5.
Interpretationsof Performancel
Professiond interpretationstha
synthesize the evidence and identify
paterns(e.g., Orheteacher conss-
tently asks studentsto justify their

reasoning.Q.
Questioning and How do| questionin amanner tha
Conferencing Skills fogersinquiry and self-reflection?

How do| shaetheevidencein a
way tha promotes growth?

Theingitute was piloted with approximately 240 coopeat-
ing teachers and college supeavisors fromthe eightingitutions
of highe education in the summers of 2000,2001and 2002.
The participants self-selected to attend thetraining. At theend
of each summer session the materials were revised based on the
inputof the participants. An important component of thetrain-
ing was theinduson of both the college supeavisors and coop-
erating teachersin this shared experience. This provided
oppotunities for reflection and feedback from both supevisory
rolesin the student teaching experience. It aso fodered en-
hanced communication and partnerships

Throughthevariousactivities, which induded reviewing
samples of candidatesOand children® work, andyzing video
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tapes and participaing in simulations coopeatingteachers and
college supavisors developal a better undestanding of the
expectationsfor teache's, the Rhodeldand Beginning Teacher
Standads They also developed strategies and skills: (a) for
reviewing student teaching performance with respect to the
standads (b) for identifying paternsof strengthsand weak-
nesses with respect to the standads (c) for providing feedback
and direction; (d) for hdping otherslearn to reflect on ther
practice; and (e) for hdping develop plansfor individud
growth. The expectation of this collaborative effort was tha the
eightingitutionsof highe education would then use these
training materials to develop thar own preparation activities
for coopeating teachers and college supevisors. Thiswould
enable them to fulfill the Rhodeldand Department of Educa
tion® program approva standad that states:

2.09 Recruit and Prepare Coopeating Teachers and In-
ternship Supeavisors. Approved programs recruit coop-
erating teachers, internship supevisors or mentors
whos practice is congstent with the Rhodeldand Be-
ginning Teache Standardsand who are committed to
suppoting the development of progective educators.
The programs provide professiond development oppar-
tunities to hdp these educators serve effectively in
these roles and other incentives to encouragethem to
assume responsbilities (RIDE, 1997,p. xx).

The Providence College Context

Providence College (PC), a primarily undegraduae ingitu-
tion, is oneof the state@ eight ingitutionsof highe education
tha prepares teaches. It averages approximately 140 program
completers ayear and has approximately 250 student teaching
placements a year. Thecriteriafor the college@ coopaating
teachers/supeavisors are: (a) have three years teaching experi-
ence; (b) demondrate a seriouscommitment to teaching and
represent a modd of teaching excellence; () possess knowl-
edgeand employ practices tha are congstent with the Rhode
Island Beginning Teacher Standads (d) have a clear unde-
standing of the Rhodeldand Beginning Teacher Standadsand
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how they apply to student teachers; and (e€) berecommended
by hig’her prindpd, depatment head or PC education depart-
ment faculty member.

Althougha few of Providence College® coopeating teach-
ers and supavisors self-selected to attend the state pilot train-
ing, PC and the other inditutionspreparing educators were
expected to prepare all coopeating teachers and supervisors.
Working with two of the coopeating teachers and oneof the
supervisors who had taken the state-spon®red training, the
college developeal a onecredit, graduae course which is of -
fered free of chargeto coopeating teachers/college supevisors
durnngtwo days in the summer or two Saturdays during the
semester. Thegods of the course are: (a) provideaunifying
vision of wha we expect teacher candidaes to know and be
ableto do (RIBTS); (b) provide oppotunities for mentors/
supeavisors/coopeating teachers to develop the knowledge
skills, and dispostionsneeded to support the performance of
teacher candidaesthat is consstent with the RIBTS; and (€)
provide practical experience in assessing teacher candidatesO
standards-based performance uang college-specific oberva
tionforms, rubrics, rating scales, etc.

Some of thetypical activities that take place during the
two-day training and thar purpose areincluded in Table 2.

Table 2: A Sampling of Providence College® Cooperating
Teache Course Activities

Activity Purpos
A Tale of Three Teachers Defineswha good
Written portfolios of three begin- teaching lookslike.
ning teachersOperformance on Serves asintrodudion to

mathematics lesson are presented. RIBTS.
Participants are asked to rank them

best to least in terms of mathemat-

ics teaching. Discussion focuses on

rationdes and connection to

RIBTS.

Matching RIBTSto Artifads of |dentify evidence of
Teaching RIBTS within multiple
Using variousteaching artifacts, materials typically

such as plan book, paent newdet-  available to cooperating
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Activity

Purpose

ter, astudent conference, unit plan,
etc., paticipantsidentify examples
of RIBTS.

Evidence vs. Judgnent
Powerpoint/discussion on evidence
vs. judgment tha emphasizes the
use of RIBTSin gathering evidence
from the student teacher@ work.

Conmponeants of a Quality Lesson
Participants review a sample of
lesson plans identify the compo-
nents of aqudity lesson and con-
nect them to theRIBTS.

Observation Strategies
Introdudion to variousobservation
strategies and ther purposes. Iden-
tify evidence of standadsthrough
obsrvationsof student teacher®
performance.

Questioning and Conferenang
Techniques

Introdudion to varioustypes of
conferendng, such as coaching,
collaborative and conaultative.
Practice questioning to beused in
varioustypes of conferences.

Putting It All Togeher

Participants gather paternsof evi-
dence of the standadsfrom review-
ing alesson plan, observingthe
lesson on videotape and reading the
reflection written after thelesson.
They identify standardstha should

teacher/college supevi-
sor. Reinforces RIBTS.

Gathering evidence that
is descriptive, notinter-
pretive, to beused to
assist student teachingin
identifying areas for
growth.

Practice reviewing les-
son plansfor evidence
of RIBTS. Identify areas
for growth.

Participants will unde-
stand the importance of
accurate observation and
recording of teaching
and the connection of
observationd evidence
to RIBTS.

Participants will unde-
stand appropriate ques-
tionsand dialogueto use
in conferenang with
student teachers.

Using multiple sources
to collect evidence of
thestandads Identify-
ing standadsin need of
improvement and devel-
opingaplanforim-
provement. Practicing
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Activity Purpos

bethefocusfor aplan of improve-  questioning and
ment and practice theconferencdng  conferenang skills.
skills they would use with the stu-

dent teacher.

Since theinception of the program in 2001, approximately
200 coopeating teachers and supavisors have participaed in
the course. Preferenceis given to those individuds who have
taken the course when selecting coopeating teachers and su-
pervisors. In addition, administrators in partner schools are
encouraged to invite teachers who have not been coopeating
teachers and who meet the criteriafor coopeating teachers to
take the course. Since theinitial training was collaboratively
developal with the other inditutionsof highe education and
uses the Rhodeldand Beginning Teacher Standads as the
foundation for the course, the preparation can berecognized by
other inditutionsin the state when selecting thar coopeating
teachers.

Evaluaionscompleted by the coopeating teachers/college
supeavisors who took the course have been very favorable.
They have reinforced theimportance of usng acommonvision
of teaching and learning in assisting student teachers to exam-
inether teaching and ther children@learning (Wang & Oddll,
2002) They have also emphasized the value participants place
on bang able to practice variousskills deemed critical in thar
roles, such as gahering specific evidence of the standads ob-
serving, questioning and conferenang (Stansbury & Zimmer-
man, 2000;Villani, 2004) The power of theexperience can be
gleaned from areview of some of the participantsCcomments.

Y ou think you are observing with all the standadsin
mind butuntl you actudly practice youdo notredize
where thefocusneedsto be It will hdp meto be
clearer onthe standadsfor beginning teachers and
wha to look for when conferendng with your student
teacher. | will definitely use the observation techniques,
work on more observable information and have my yel-
low RI standad card handy.
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While | thoughtl had been observant of my student
teachers, this course putsitin anew light

Helped to formulate idees for improving beginning
teachersOpractice.

How easy it isto make persond judgnents. How neces-
sary it isto have evidence to guidediscussionswith
student teachers.

Realizing that thejob of the coopeating teacher is not
to develop acloneof themselves, butto further thede-
velopment of theteacher@ skills.

Very hdpful and clearly designed to hdp new teachers
grow.

Participants also conddered the experience a bendit to
ther own professiond development (Huling & Resta,
2001Villani, 2004.

| feel much more prepared to hdp anew teacher and |
can use the material g/information with my own teach-
ing practices.

| appreciate the extensve use of the standads as| have
now interndized them.

Participantsin this course have also expressed a need for a
follow-up session to discuss thar mentoring experiences and to
learn from each other.

A follow-up class would be a nice way to check inwith
each other andtalk aboutany concernsor successes.

Ther suggestionsare suppoted by the writingsof Feimer-
Nemser (2001) Wang and Oddl (2001)and Villani (2004)
who have al noted theimportance of nat only initial prepara-
tion for mentors, but aso the provision of oppatunities for
ongong professiond development, particularly in the area of
providing thesuppot needed to enhance the beginning
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teacher@ own professiond growth. How best to provide these
additiond suppotsisatopic in need of more study and review.

Conclusion

One of the complex problems facing state departments of
educion, schools of education and K-12 schoolsis howto
best prepare beginning teachersin away tha is congstent with
theresearch based on teaching and learning. Thefocusonthe
standads movement has hd ped these variousstakeholders
develop aunifying vision of teaching and learning groundel in
theknowledgeof what effective teachers need to know and do
to hdp children achieve a highlevels. Curriculum, field expe-
riences and assessments mug al beaigned to thisunifying
vision. By uang ther leverage points and resources, state de-
patments of education can work collaboratively with schools
of eduction and their K-12 partnersin Communities of Prac-
tice to develop this common vision, and to provide professiond
development resources and oppotunities for college faculty
andther K-12 patners to suppot teacher candidaesin the
development of theknowledge skills and dispostionsimbed-
ded in the standards This becomes mog critical during the
teacher candidatesCfield experiences, oftentimes the defining
component of thar teaching education program. The Commu-
nity of Practice project described in this pgper has provided one
modd tha can beused by state departments of education to
capitalize on the expertise of faculty in colleges of education
and thar K-12 partnes. Thar expertise can beused to develop
modds of professiond development tha can prepare coopeat-
ing and mentor teachers, as well as college supavisors, for
thar important and demanding roles in prepaing effective
teachers for our nation®@schooks.
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Appendix
Rhodeldand Beginning Teacher Standads

1. Teacherscreate learning experiences usng a broad base of
genera knowledgetha reflects an undestanding of the na-
ture of theworld in which we live.

2. Teaches create learning experiences tha reflect an unde-
standing of central conaepts, structures and tools of inquiry
of thedisciplines they teach.
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3. Teachescreate indructiond oppotunitiesthat reflect an
undestanding of how children learn and develop.

4. Teachescreate indructiond oppotunitiestha reflect a
respect for thediversity of learners and an undestanding of
how students differ in thar approaches to learning.

5. Teacheascreate indructiond oppotunitiesto encourage
studentsCdevel opment of critical thinking, problem solving
and performance skills.

6. Teacherscreate alearning environment tha encourages
appropriate standads of behavior, postive sodal interac-
tion and active engagement in learning and self motivation.

7. Teacheasfoder collaborative relationshipswith colleagues
and families to suppot studentsOlearning.

8. Teachersuse effective communication as the vehicle
throughwhich students explore, conjecture, discuss and in-
vestigate new idess.

9. Teachasus avariety of formal and informal assessment
strategies to suppot the continuousdevel opment of the
learner.

10. Teachersreflect onthar practice and assume responsbility
for ther own professiond development by actively seeking
oppotunities to learn and grow as professionals.

11. Teachers maintain professiond standadsguided by legd
and ethical prindples.
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A Model for Developing Literacy Leadership through an
M.A. Ed. Program in Reading

Janet Justice-Cri ckmer,
Emory & Henry College
E. H. Thompson
Emory & Henry College

Abstract

Arthur Levine@ (2006)study of teacher preparationin the
United States and his resulting controversial recommendaitons
hawe increased the need for teacher educators in indgpendent
ingitutionsto share indghtsinto designing andimplementing
effective degree programs. To that end, this article highlights
aspects of aninnowative M.A. Ed. programwhose overarching
missionisto shapereading specialistsinto literacy leade's.

Changing Role of the Reading Specialist

In 2000,the authors of this article designed atwo-year
graduae-level reading cohott program® whose missionisto
prepare reading specialists as literacy leaders because we rec-
ognized tha therole of thereading speciaist in public schools
was changing (Bean, 2004) Duein large pat to state-
mandaed standards of learning and testing programs and the
No Child Left Behind Act of 2001 (Public Law 107-110)and
itsimpending conequences for schools that do not meet liter-
acy standads school administrators have dramatically rede-
fined therole of thereading speciaist. No longe primarily
responsble for students with specia needsin small group pull-
out settings many reading specialists are now responsble for

! Program participants complete a set order of consecutive courses together
over atwo-year period.

AILACTE Journal 17



Justice-Crickmer and Thompson

wideranging literacy issues and concernsat thelocal, state and
federd levels (Puig & Frodich, 2007;Toll, 2006. For exam-
ple, today@ reading specialists must know the content of as-
sessment and measurement, induding athorough
undestanding of informal and formal assessments. They must
know how to propely administer and interpret such tests, and
use theresults of individud and schoolwide standardized as-
sessments to guideingructiond decision-making. Reading
specialists mug be able to locate and write grants tha will sup-
port aschool system@ literacy program needs. They mug un-
derstand theintricacies of changeand the process and context
in which changetakes place.

Clearly, therole of reading specidists in public schools to-
day has become broader and more complex (Bean, 2004)
Schools now need literacy professionds with highly special-
ized knowledgewho can assume roles tha characterize them as
literacy leaders (Burkinsg 2007;Moxley & Taylor, 2006)
Therefore, our program focuses on theknowledge issues and
concernsfacing those in administrative and literacy leadership
postions(Allington, 2006;Internationd Reading Association,
2004) With an eye to theregulationsfor reading specialist
licensure in our state, our knowledgeof literacy research and
ourvisionto develop a program whos gradudes can fundion
as schoolwide and system-wideliteracy leaders, we have cre-
ated a distinctive program tha we bdieve accomplishes our
objectives.

What Makes Our Program Distinctive?

Four factors distinguish our program from many others. We
emphasize literacy leadership. We employ owr graduéaes as
teaching partners. We teach our students how to use and inter-
pret a batery of standardized reading and languaye assess-
ments. We emphasize a sodocultural perspective of
digAbility.

Leadeship

First, we emphasize changing our studentsOperspectives
aboutthemselves as professionds (McAndrew, 2005) Wein-
struct our students, who are primarily teachers, tha as literacy
leaders they can®talk aboutschoolrelated issues with ther
peersin thenext classroomin the same way that they havein
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thepast. Being in aleadership postion meanstha wha you
say and doisinterpreted differently by your peers. We examine
thiskind of trangtion and specifically address wha it meansto
movefromtheclasssoomto literacy leadership in a school, or
to movefrom an administrative postion and backgroundinto a
literacy leadership postion within a school or school system.

During the program, students learn how literacy leaders
within a school address a variety of responsbilities at the
building level. They mug be advocates for children, assessors,
researchers, grant writers, organizers of professiond develop-
ment, liaisonsbetween family and school, overseersmanagers
of state and federal expectationsand advocates for school
change(Bean, 2004) Students examineimportant relationsips
literacy specialists need to develop with othe professionds,
induding Title One and Reading Recovery teachers, various
professionalsin local intervention programs, sodal workers
and school psychologists.

Students apply ther learning and devel oping perspectives
to answer relevant questions For ingance, howdo literacy
leaders act as agents for changewhile addressing wha the
princdpd requires? How do literacy leaders maintain produc-
tive relationshipswith friendsand colleagues who perceive
staff development and program changes as threatening?How
doliteracy leaders develop postive and produdive working
relationshipswith other indructiond specialistsin schools? We
teach our students how to address these real questionsby ask-
ing them to approach thar reading with aparticular focusand
to engagein projects tha hdp them shift thar thinking.

In some of our classes, our students are asked to discuss
how the content and issues in each piece of thar reading relates
to wha is hgppeningin thar individud classroomns, in ther
schools and in ther school systems. We ask them to address
each of these areas specificaly. We aso ask them howthe
reading appliesto state and naiond standads This approach
moves them away from thinking only aboutingrudiond issues
in ther own classroons to consdering thelarger school and
school system contexts. Over time they interndize thislarger
perspective, and the growth is evident in thar writing and ther
presentationsas they proceed throughthe program.

Students interview many different condituentsto gain an
undestanding abouthow these stakeholders view the same
content and issues our students are examining. We ask them to
interview prinapds, reading speciadistsin their own school and
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central office administratorsin ther school systemsto learn
abouthow they conceive of and go aboutaccomplishing their
jobs For ingance, onetopic our students cover is asking vari-
ousdecision makers how booksand materials are selected.
Students then develop plansto hdp schools and school systems
do abeter job of selecting developmentally appropriate liter-
acy materials. Such interviews and reports are notlimited to
instructiond and curricular issues. In onecoursg, for ingance,
students interview decision makers aboutinformal and formal
assessment practices for studentsin specia eduction. Such
expeiences allow studentsto gain indghtinto theissues they
will address as literacy leaders.

Near the end of the program, students form into groupsand
do a presentation on wha they have learned aboutassessing
and improving literacy indruction. Mog of our student groups
report to thar prindpds. However, othasreport to thar in-
structiond supevisors, thar supeintendent or ther entire local
school boad. This event provides yet another expeaiencein
which our students assume therole of literacy leaders.

Thevariouspresentationsour students do throughout the
program degpensthdar expertise and gives them confidence. As
aresult, our graduaes go onto serve on school system-wide
committees and state-level committees and give professiond
presentationsat local, state and nationd meetings For exam-
ple, oneof ourgraduaesis currently serving onamiddle
school curriculum task force in Virginia. Another graduae
conduds professiond development classes for theVirginia
State Department of Educationand is currently servingona
state-level committee tha isrevising end-of-year Standads of
Learning (SOL) soda studies tests. Additiondly, graduaes
present at state-level conferences, indudingthe Virginia Asso-
ciation of Teachers of English and Virginia State Reading As-
sodation. Others have moved into school leadership postions
Some of our students have published thar work.

Our Graduates Become Our Teaching and Research Partners
We bdieve tha our graduaes, whose gods are to move
into literacy leadership postions continueto bendfit from pro-

fessond experiences designad to stretch them beyondther
experiences and current professiond comfort zones. Conse-
quently, after our students complete the program we look for
oppotunities to suppot ther ongong professiond develop-
ment. For example, we invite accomplished graduaes to be-
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come our teaching partnersin both our undegraduate and
graduae programs. During thistime M.A. Ed. faculty members
serve as mentors to those gradudes as they strengthen their
ability to work effectively with both preservice and inservice
teachers.

We encourage our graduaes to engagein research of their
own, because we bdieve tha scholarship is an integra compo-
nent of professiond development and improving school effec-
tiveness. We invite students and graduaes to join the M.A. Ed.
faculty in research projects. For example, several of our gradu-
ates are involved in the authorsQourrent study of children@ use
of margindiato reinforce reading comprehenson development
for learnersin pre-K through middle school classroons
(Thompson & Judice-Crickmer, 2006) When we lead county-
wide professiond development for school systems, we ask our
graduaes to participae as co-presenters. We aso invite them
to accompany usto state and nationd conferences to present
study findings

Standardized Assessment

Increasingly in today® public schools, formal or standard-
ized assessment results are commonly used to identify, evalu-
ate and demongrate areas of effectiveness and to target
ingructiond improvement efforts (Hamilton, 2004 Lachd,
Williams, & Smith, 2006) To tha end, another way our pro-
gram is uniquerelates to the number and kindsof formal as-
sessments our students are carefully trained to administer,
score and interpret. Prior to aclinical experience using stan-
dardized assessments, students learn abouteducationd meas-
urement as it relates to standadized testing. Consequently, our
students study descriptive statistics induding scores used in
nom-referenced assessments, reliability, validity and nom
groups They use ther developing knowledgeto evaluae stan-
dardized tests by examining such datain test publishersCtech-
nical manuds.

We teach students tha therea valueof standardized testing
isin theinformationtha can begleaned from a detailed error
andysis of test items. For example, students use measures that
alow them to andyze an individud @ oral receptive and ex-
pressive languae skillsin morphology, syntax and semantics.
Experience with written language tests provides structure and
undestanding for assessing writing conventions grammar,
syntax, vocabulary, spdling, sentence condruction and story
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condruction. Measures of phonobgical processingilluminae
theroles phonobgica awareness, phanological memory and
rapid naming play in theacquisition of early reading skills.
Measures of oral and silent reading achievement allow our stu-
dentsto closely examine areader@word identification skills,
fluency and comprehenson processes in order to identify rela
tive strengths and address areas of needed improvement. It is
important to note that our students learn abouttheshortcom-
ingsof such measures induding issues surrounding ethnic,
racial and gende bias (American Educationd Research Asso-
ciation[AERA], American Psychological Assodation [APA]
& Nationd Coundl on Measurement in Eduction[NCME],
1999) Students also learn aboutthe ways standardized tests
can bemisused in educationd settings(Popham, 2001), for
example, when placement decisionsfor students with limited
English proficiency are based on measures tha fail to indude
such groupsin the standardization sample.

Standadized measures, combined with informal assess-
ments and theingructiond procedures our students learn, al-
low them to create onepicture of alearner® profile that is
doaumented as a well-developed and comprehensve case
study. We includeformal assessment in our program for two
main reasons First, standadized tests are widdy used in edu-
cationd settings therefore, our students will beresponsble for
oveseeing the administration of such tests and interpreting the
results of those measures. However, whileit istruetha formal
assessments provide noms tha allow compaisonsfor the pur-
pose of rank ordering students and making student placements
and services (i.e., reading groupsand specia eduction place-
ments), our second and perhgps more important purpo<e for
having students use such indruments is anayzing and inter-
preting the skills and cognitive processes tha characterize ef-
fective literacy learners. Therefore, we teach studentsto use
individudly administered formal tests to capture apiece of a
literacy learner@ reading and languaye profile. Wetell those
who express an interest in our program that our graduaes have
thetools to assess literacy learners and thar environments and
provide pictures revealing important information others may
have missed.

Our Pergpective of digAbility

Literacy leaders will bedealing with issues tha surround
students with special education labds. Consequently, another
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distinctive aspect of our program is theway we ask our stu-
dentsto conceptudize dis/Ability. We bdieve it isimportant
for our students to undestand that people with disability labds
have many abilitiesinduding the ability to acquire literacy
skills. We encourage such thinking in many ways induding
spdling dig/Ability with an uppecase Q\,Othereby emphasiz-
ing the ability portion of tha labd.

Throughoutour program, students learn to recognize and
address the needs of learners who experience difficulties ac-
quiring reading proficiency induding those with special educa-
tion labds. Research strongly suggests tha teachersCbdiefs
about studentsCebilities significantly influence thdr instruc-
tiond decision-making (Stronge 2002)and, ultimately, thar
studentsOlearning outcomes. Consequently, another factor that
distinctively shapes our program isits emphasis on the sodo-
cultural perspective of digAbility over themore widdy ac-
cepted medical modd orientation.

Currently in thefield of special education there are two ma-
jor discourses tha influence thedecision-making of teachers:
themedical modd of disability and the sodocultural orienta-
tion. Themedica modd orientationin thefield of learning
disabilities grew out of clinical studies of medical researchers
who investigated cases during World War | in which brain in-
jury in adults resulted in theloss of cogntive fundions(Torge-
sen, 1991) Extending this work, researchers began to identify
similarities between speech, language and reading difficulties
presented by healthy schoolage children who 1Q scores fell
within thenormal range Similar behaviora findings between
thetwo groupsof paientsled dodorsto condudethat the chil-
dren@ specific speech and languaye difficulties were related to
neurological imparments.

More recently, technological advances have increased in-
terest in brain studies, paticularly in thefield of dydexia
(Shaywitz & Shaywitz, 2004. Consequently, neurologically-
based inquires have served as theimpeusfor the discourse
assodated with themedical modd in thefield of specia educa
tion. Given its foundationd beginnings it comes as no surprise
tha deficit perspectives, based onredudionist models (Poplin,
1988;Trent, Artiles & Englert, 1998, have influenced specid
education pedagogyin the United States for thelast hunded
years (Heshusus 1989) In theredudionist paradigm, students
are viewed throughthelensof thar weaknesses and de€ficits.

AILACTE Journal 23



Justice-Crickmer and Thompson

Teachers with deficit perspectives hold low expectations
for thar students with specia education labds and other'swho
expeience difficulty acquiring literacy (Stronge 2002). Thisis
disturbing consdering alargebody of research reveals tha
students show greater gainsin classroorms where teachersOex-
pectationsare high, and convesaly, students show lesser gans
in classrooms where teachersOexpectationsare low (Stronge
2002) When teachers hold low student expectations they scale
down assignments by redudng amounts of work and reduang
thetime students spend on literacy-related tasks (Justice-
Crickmer, 2005. Such findingsare troubling because there-
search convindngly argues tha Gome students who struggle
will never achieve complete success in reading without[rigor-
ouq indructiond suppot tha is given in additionto the bal-
anced classroomprogramtha everyonee se receivesO
(Coope, 2003 p. 453.

In an effort to push agang aredudionist orientation, we at-
tempt to broaden our studentsCthinking aboutdig/Ability by
asking them to consder thesodocultural perspective of learn-
ing dig/Abilities, aview suppoted by Vygotsky. Vygotsky
argudal tha fromasoda perspective, the primary problem of a
dig/Ability is notthe organic imparment, butits soda implica-
tions(Gindis, in Vygodkaya, 1999) He maintained tha a
digAbility is viewed as an abnamality only when and if it
entersinto asodal context. Accordingto Vygotsky,

[a] disability is kind of Godal didocationforought
aboutby areationsip of the child to his environment.
And althoughthe disability itselfEi s a biological fact,
the educator is confronted not so much by biological
facts as by thar soda conequences. Therefore, the
education of such a child comes down to straightening
outthese soda didocations Thegod of theteacher is
to hdp thechild livein thisworld, and to create com-
pensationsEEs o that the disruption of sodal relation-
shipsisrepared in another. (in Vygodskaya, 1999
p.331)

That is, adig/Ability isconsquentia when it l[imitstheway in
which a person can paticipaein sodally-condruded activities
tha are viewed asimportant in acommunity.

It isimportant to remember tha problemsidentified in one
culture may not exist in another, because task interpretations
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and conequences are notthesame in every culture. Therefore,

cultures define disabilities when agreed-upontask expectations
clash with the phenomenon of human variation (McDermont &

Varenng 1996) Additiondly, sodetal discoursesinfluence the
attitudes and bdiefs tha are formed aroundhuman variation.

We indudespecial educationissuesin our curriculum
thereby creating yet another distinctive aspect in our program.
Literacy leaders, more often than nat, will becertified reading
speciaists whose knowledgebase indudes very little about
gpecia eduation laws and programs. Such redlity is perplex-
ing, since over 80 percent of students consdered for specid
education evaluaionsare referred because they are experienc-
ing reading difficulties. Literacy leaders, with thar highly spe-
cialized knowledge need to work closely with special
educators who are designing ingructiond programs for strug-
gling literacy learnas. Therefore, it isimperative tha literacy
leaders undestand aspects of special education law tha shape
gpecia eduation decisionsand practices.

Literacy leaders can play key rolesin assisting in the pre-
referral process. Prior to cosly special education evaudions
literacy leaders can hdp general-education teachers reshgpe
and broaden ther literacy practicesto indudeand facilitate
learning for students with languagye-related learning
dig/Abilities. We teach our students how to provide this kind of
assistance.

We bdieveit isimportant for our studentsto ddiberately
examinethdar own perception of dig/Ability because of its
powerful influence on teaching practices (for an in-depth dis-
cussion, see Carrier, 1986. Moreover, we bdieve tha literacy
leaders who valuethe sodocultural perspective of dis/Ability
will take into accountthelearning environment in relation to an
individud@ learning profile when designing literacy ingtruc-
tion, consdering both to be of equd importance.

Conclusion

In thelast six years, 150 students have graduaed from the
program and anothe 40 students are currently enrolled.
Thoughour college prints a calenda-sized poger to advertise
the program, our primary modeof recruiting has always been
word of mouth communicated by faculty in theteacher prepa-
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ration program, school administrators who employ our gradu-
ates and, of course, the graduaes themselves.

Our program@ successes are measured in a variety of ways.
Testimonials are paticularly important to us For example, in
oneK-8 school system the number of students with reading
problems who were referred for specia education evaludions
has droppel fromits previousaverage of around40 students a
year to its current average of aroundtwo studentsayear. A
local assistant supeaintendent of indructionin a different
school system reports tha he has observed a significant pos-
tive shift in his school system@ approach to literacy ingruc-
tion, which hedirectly attributes to theinfluence our graduaes
have had ontheingrudiond program. Tracking our studentsO
pass rates on a state-required test for certification as reading
gpeciadists also provides uswith important assessment data. To
dae, themean pass rate for our graduaes ontha test is highe
than the mean statewide passrate for al ingitutions.

A prindpd god of theM.A. Ed. program isto develop lit-
eracy leadersN professionds who can provideliteracy leader-
ship for their school communities and beyond by influenang
bdiefs and restructuring practices and policies. Throughoutthe
program, students who are inservice teaches review the pro-
fessond literature to develop ther undestanding of effective
practices. Then they engagein actionresearch by andyzing
ther own school systems and structures to see how they are
currently fundioning. Further, students are required to formu-
late plansof improvement. After those plansare written, our
students meet with their school faculty and administrators, in-
cluding school supeintendents, to report ther findngsand
recommendaions Results and outcomes are also discussed
with fellow students and program faculty. Throughout the pro-
gram, recent graduaes and others who are working at the state
level share thar experiences with current students, thereby
enriching ongong discussionssurrounding the pditical nature
of public schooling and the ways in which literacy leaders can
and need to contribute.

Future Program Goadls
Great thingsare hagppening across thenaion to insure liter-

acy success for learners in K-3 classrooms. However, we are
observing the same gapsin effective indructiond practicesin
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uppe elementary throughhigh school classrooms as those re-
ported in the Carnegie Founddion Reports, Reading Next (Bi-
ancarosa & Snow, 2007 andWriting Next (Graham & Perin,
2007). So, regardless of the progress we feel we have made as
literacy leader program develope's and professors, we redlize
we need to improve our design so specialists will be better
equippeal to address both the pressing needsknown to usand
thox yet to beidentified. We bdieve tha effective program
development isajoumey and not a destinaion. Our work has
jug begun.
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Appendix A

MA Ed. Reading Cohott Program Course Sequence
Emory & Henry College
Emory, VA

ENLA 502Developmental Teaching of Reading
Fall (3 credits)

EDUC 510Languaeand Literacy Development
Spring (3 credits)

EDUC 503 Theories of Cognitive Processing: Implication for
Teaching
Summer A (3 credits)

ENLA 516 Reading Comprehenson Across the Curriculum
Summer B (3 credits)

EDUC 504 Assessment in Special and Indudve Eduction
Fall (3 credits)
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EDUC 511 Formal Assessment Practicum
Fall (3 credits)

EDUC 512 Needsof the Exceptiond Reader
Spring (3 credits)

ENLA 514 Practicumin Intervention of Reading Difficulties
Spring (3 credits)

ENGL 520Moden Grammar, Theory, and Practice
Summer A (3 credits)

EDUC 5191ssuesin Multicultural Literacy and Research
Summer (3 credits)

Detailed course descriptionscan be assessed throughour indti-
tution@online catalogueat www.ehc.edu

Janet Jugice-Crickmer, jcrickmer@ehc.edu, is an Assistant
Professor of Eduction at Emory & Henry College Emory,
Virginia. Her research interestsindudeliteracy, culture and
learning, and learning digAbilities.

E. H. Thompson, ehthonmps@ehc.edu, Professor of Educa-
tionat Emory & Henry College isawiddy published pod,
essayist, and literary critic. Hisresearch interests includethe
American Wegt, play, literacy and educationd policy.

Theauthors wish to acknowledgethe contribution Suzanne
Reid has madeto the program@ devel opment.
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An Alternative M odel to | mplementing Technology
Integration in Teacher Education

JamesB. Carroll,
Patricia D. Morrédll,
Karen E. Eifler
University of Portland

Abstract

Federal educational technology grant coordinators from
seven small liberal arts colleges were interviewed to determine
theways in which technology had been infused in teacher edu-
cation progranms over thelife of thegrant Subsartive integra-
tion of technologyhad occurred in each of the schools.
Traditional changemodds were unabk to explain howchange
occurred at these inditutions The study suggests a newv modd
of inditutional changebased on the entrepreneurial efforts and
interpersonal connectionsof local changeagents.

Introduction

Over thepast 20 years consderable effort has gore into the
reform of K-12 schoolsto incorporate electronic technologies
in teaching and learning. In apaallel effort this has been true
of teacher education as well. Over thelast decadethisreformin
teacher preparation has taken two theoretical pahsthat are
seemingly contradictory. Do teachers drive theincorporation of
new technologies based on perceived eductiond needsor does
the existence of thetechnology itself drive itsimplementation
into the classroon™?
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Traditiond eduationd changeliterature (McLaughlin,
1990)has proposd that educationd innovdionsmusg occur
based on identified needsby teache's; they mud belocal; and
these changes are unlikely to be sudainable if based on oppa-
tunistic funding. Further in thisvein (Fullan, 1992;Hall &
Hord, 1987, changeis systematic and mug be supported at
each stage of its implementation. And, perhgps most funce-
mental, changewill notoccur unless teacher bdiefsare
changad (Cuban, 1998) Findingsrelated to this framework
appear congstently in theteacher education literature (Eifler,
Greene & Carroll, 2001;Signe, Hall & Upton, 2000; Todd
1993)

A different approach is tha advances in technology are oc-
curring indgoendent of schooling. Theintrodudion of elec-
tronic technologiesin schodswill by itself create achangein
educiond practice. This point of view is suppoted by diverse
literature, a significant portion of which comes from the bus-
ness community (CEO Forum, 2000;Culp, Honey &
Mandinach, 2003;Johnn, Schwab & Foa 1999) This
framework has been dubbel Technologyas ChangeAgent. In
this modd, teaching (and consequently learning) improves as
thequdity of thetods made available in schools improves.

Schools of education are putting congderable energy into
the congderation, adoption and infuson of educationd tech-
nology in thar teacher preparation programs (Mehlinge &
Powers, 2002) Pressure has been exerted externdly from state
and naiond accrediting agendes (NCATE, 2004 for thisto
happen. It isundear which changemodd (i.e., does theteacher
or thetechnology drive theintegration? has greater successin
developing programs tha prepare teachers to effectively and
efficiently integrate technology and education or whether a
totally different modd may betheanswer. A better undestand-
ing of how changeis likely to bemog effectively implemented
aroundtechnology will be of bendfit to teachers, schools of
education and eventudly K-12 students.

Purpose

The specific purpose of this pgoer isto examineagrant-
fundel project designed to integrate technology into teacher
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education. Because this endeavor was successful, we want to
determinewha modd best describes the changeprocess em-
ployed.

Background

In 2001the Oregon Technology in Education Network (a
consortium of six teacher education programsin private col-
legesin Oregon)received a U.S. Department of Education Pre-
paing Tomorrow@ Teachers to use Technology (PT3) grant.
Thegrant was designed to put technology into thehandsof
student teachers during thar field experiences and to providea
variety of suppots while they were investigaing uses of these
toolsin ther teaching. These six ingitutionsgraduate approxi-
mately 600 new teachers each year. A grant coordinging
committee, composed of oneteacher education faculty member
(CampusCoordinator) from each of thesix ingitutionsand the
grant director, was formed to oversee the implementation of the
objectives of the grant. Each Coordinaor was responsble for
implementing activities and resources provided under the grant
in ways tha were specific to his or her program.

Over afour-year peiod,thegrant provided subdantial re-
sources to each of the patticipaing inditutions Each year,
CampusCoordinaors purchased $5,000 of new equipment tha
was to be used exclugvely in the schools of education to sup-
port student teacher use of technology in practicum experi-
ences. Two conferences were hdd annudly for student
teachers to examine effective uses of technology in K-12 class-
roons. Further, student teachers could submt compdtitive pro-
posals for small grant allocationsto suppot innovdive projects
in ther classrooms; these grants averaged about$500. In all,
each school of education received about$30000 per year of
direct suppot fromthegrant.

Althoughadministrators at each of theingitutionsgave
tacit approvd for grant activities, theorigind grant proposl
was developed withoutdiscussion by thelarger school of edu-
cation faculties at each ingditution. In essence the grant was
developad and administered as an entrepreneurial activity,
sepaate from other departmental gods, on the part of the
CampusCoordinaors and therest of the grant administrative
staff.
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Externd reviews of the grant coordinaed by the Interna-
tiond Sodety for Technology in Education (ISTE) demon-
strated that outcomes from the grant showed subgantive impact
onthepreparation of new teachers, increased infuson of tech-
nology in teaching and learning within schools of education,
advancement in the use of technology in College of Artsand
Science classes and expanded suppot fromtheinformation
technology units on each of the campuses. Something had
clearly hgppened over the course of thegrant. The purpo of
this study is to investigae/explore how CampusCoordinaors
impacted the integration of techndogy in teaching and learning
within the teacher education programs. Wha modd best de-
scribes thework of these CampusCoordinaors?

Methods

Therespondents for this study were the six Campus Coor-
dinaors and the director of the PT3 grant. All butonewere
faculty membersin schools of educationin small liberal arts
colleges in northwestern Oregon. One CampusCoordinaor
was afaculty member in a collegeof arts and sciences. Partici-
pant tenure at these inditutionsranged from four to fourteen
years. Two had been hired the same year as the beginning of
the grant. Four of the seven had been hired specifically to teach
educationd technology courses but for only oneof thefour was
tha aprimary responsbility.

In the spring of thefourth year of the grant, interviews were
conduded with each of the participants onthar own campus
usudly in therespondent@ office. We wanted to hear ther pea-
ceptionsof how changes were occurring ontheir campus We
thoughta way to get at these perceptionswas to explore the
CampusCoordinaorsQinteractionswith therelevant conditu-
endesonther campuses. Specificaly, questionsfocused on
interactionswith campusadministration induding Ingructiond
Technology (IT) departments, processes for facilitating student
uses of technology, actud technology use by students, effects
onindruction of both the coordinator and other faculty and
effects of grant suppot oninditutiond gods. Interviews were
audio recorded. After theinterview, the campuswas toured to
gaher daaonindructiond settings storage and dissemination
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of equipment and materials, andto gather suppoting and clari-
fying daarelated to theinterview.

Theinterviews and observationd daawere transcribed.
Datawere andyzed in arecursive mannea. Each of thethree
authorsindividudly developad coding categories (Bogdan &
Biklen, 1998)to identify themesin thedaa Groupdiscussion
clarified themes and the data were recodal in terms of tha re-
vison. A find review as agroupwas used to select the most
descriptive examples among coded entries for each theme.

Reaults

Theinterviews with the CampusCoordinaors averaged
about40 minutes. Even thoughan outline protocol was used to
guidetheinterviews, therespondents had much to say onre-
lated topics. All of therespondents talked aboutthe changes
tha had occurred over thefour years of thegrantin ther de-
patments. Universally the perceptionswere tha technology
was now integrated to a subgantially greater extent and the
faculty, overal, were congderably less resistant to discussing
appropriate uses of technology in thar work andin ther pro-
grams. Respondents felt they had aconsderable effect at pro-
gram and ingitutiond levels by spearheading changesin
ingitutiond policy toward integration of technology induding
working with theingructiond technology personrel to make
infrastructure improvements and encouraging broader ap-
proaches to technology access policies from administrators.
Because we were interested in how these changes were occur-
ring, we andyzed ther responss throughthelenses of thetwo
modds. technology as changeagent and needsasthedriving
force. Five mgjor categorical themes emerged: One-To-One
Interactions Co-Congpirator, Faculty Reticence, Solving Prob-
lems Indgoendently, and Externd Group Suppot. These are
expanded bdow.

One-To-Onelnteractions

All CampusCoordinaors felt thar major impact was
throughworking with faculty oneon-one
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AdamN For many years| have served as theinformal
Go To Guy when something isn®working or when, you
know, Q was thinking | mightliketo try thisin my
class, could you suggest away to do tha?0So, tha has
been amuch more powerful vehicle. 1t@thejug in time
ddivery to question answvering more than any formal
workshop.

BobN So | think ourinfluence onan individud basis
has basically been as catalysts for thar thinking.

CarolN [Faculty] dor® use thehdp deskEw hen they
want to try something new. They come to me. When
|®n on campusmuch of my time is spent in clandestine
meetingswhen | walking across the quad and | end
up over in the science building hdping a faculty mem-
ber do something.

EdN | think there have been a number of instances over
theyears where whether it istalking to another person
in a PT3 meeting or sitting down with another faculty
membe over lunch, or trying to hdp someoneoutto
get something done that alot of those moments have a
very great impact. They have been very successful
moments and the person that | was working with and
myself both gotagreat dedl out of those.

Interestingly, these oneto-onerelationdhipswere described
as burdensome at times by severa of the CampusCoordinaors.
They felt not so much that it was adrain on ther time, butthe
faculty conailted the Coordinaorsfor noningrudiond rea-
sons The Coordinaors took the place of the hep desk work-
ersOrather than asource for ideas abouttheinfusion of
technology aboutteaching and learning.

GeorgelN At first | wasjugt getting asked every ques-
tion all over theplace and | have tried to make other
people more confident so they get asked the questions |
sort of knowyou get punished for knowingthings |
knew tha would hgppen but | dways had in mind tha
this can®be, | don®want to bethe guru.
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EdN | gottired of talking abouthow the boxes worked.
| wanted to get into discussionsaboutwhat would hdp
students learn.

Co-Conspirators

At theonst of the grant, mog of therespondents had only
oneor two other faculty in the department who were of alike
mind abouttheinfugon of technology into teaching and learn-
ing. Conequently, these relationdhipshad a congiratorial
tone

AdamN Partly because, of course, | was usng [tech-
nology] and Sally was usng it, then everybody rejected
it.

AdamN Mike® biggest asset was [when hewas hired)]
tha hewasn®Adam or Saly to begin with, and so here
was this other person who could say thingstha [I] and
Sally were saying, but wasn®[me] or Sally.

GeorgeN He and | became close colleagues kind of on
tha basis of, Qvell shoot, nowwhat are we going to
doand so we started taking stepsfrom there butit
was aloneranga/pirate opaationto try to keep meet-
ing student needs even thoughthe university said, sorry.

In some cases tha relationship manifested itself during the
hiring process.

AdamN | remember during theinterview process oneof
theinterviewers said, (8o, wha do you think abou the
World Wide Web?and | said excitedly, GDh, it is
great. | watched itin Mosaic, and | think it has afuture
for thistha and the other,Oand so shewas very under-
standing tha this would be sort of theedgeand was
looking for someonewho mighthave a backgrourd in
tech.
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BobN | was hired to teach tech-specific courses. John
was the onetha was pretty much doing tha and kind of
over time hestarted to fade out of tha and | started to
fill in and we had lots of conveasationsalongtheway
aboutthedirection of the course.

Modly the other faculty member served as someone with
whomto reflect on how the grant work would proceed or how
technology initiatives would be handled at thedepartment
level.

BobN When Diane came in afew years agowe had our
mind meld and so we really pushed togehe towards
doing more of acurriculumfocus | remain frusrated
with [lack of technology use impacting student learn-
ing] and Dianeand | congantly had conveasationson
how would we revamp the ed tech course to dotha and
weQe tried to pugh into thingslike the planning and
implementation courses.

EdN Thegrant process was entrepreneurial at that
point. When we did come into that grant, Tom and |
spent a considerable amountof time paticipaingin the
meetingsaroundtha grant up to andinduding the
meetingsaroundthewriting of the PT3 grant.

Faculty Reticence

Mog of therespondents talked aboutbengon afaculty that
spokeof bang resistant to integrating technology in ther pro-
grams and in some cases were opanly hodile toward it.

EdN There were a subdantial nurber of faculty mem-
berswho were notterribly interested in theinfuson of
techndogy into our program, and some of them for
fairly legitimate reasons | think. But still there was a
lot of resistance to focusng resources and energy in this
area when we didn®necessarily feel like we had the
other areas unde control.
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CarolN Thereis a condant dissidence aboutthe appro-
priate role of technologyin alibera arts inditution, and
technology taking over, and uses of technology for in-
struction.

AdamN [In planning to integrate technology into our
program] there had been at tha time aredly reticent
team aboutthis, O have academic freedomOand one
faculty member voiced this specifically, Q.ook, you
can®make me use this stuff in my class. | have aca-
demic freedomto teach theway | want to and |®n not
going to use tech and you can®make me.O

There were others who weren®quite as extreme in that re-
spect who said, Q.00k, thisisjus something else | have to do
and |®n busy enoughtheway it is. [Technology] is tangential,
it@ anice toy, butthere® noreal reason to have to use this.O

DianeN We have my next doorperson hereN haes
technology and declares it frequently.

BobN Other people see it as power brokering kinds of
things tha@ well: Bob seems to be getting power,
tha@ a problem.OAnd there are dynamics within the
faculty whereit islike, my new roleisto rein in Bob®
pushing the school of ed in apaticular direction. 1t
nota big happy family. | meanitisokay aslongasit
stays condructive conversation butit is notalways tha

way.

Solving Problems Independently

Anothe recurring theme in the CampusCoordinaor con-
versationswas tha they had little or no administrative suppot,
eithe frominformation technology departments or from cen-
tra university administrators. Often early in thegrant, Campus
Coordinaors needed to find ways to make technology work on
ther campuses withoutalot of suppot. At thesame time,
comments were frequently made abouttheneed to intervene at
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apolicy level to accomplish grant gods. Interactionswere not
always postive in this area

GeorgelN All we needed here was a server like mine to
plug [course management software] in onand no one
realized tha if you have afixed IP addressin your of-
fice you have aserver. So this machineg this Celeron,
became our first web server tha we indalled that on
and jug started going kind of unb&knownd to al but a
couple peoplein IT. [They] had to hdp usbutthey
were jug sort of, well we don®really dothisbut!
guesswe will.

AdamN The[computers] were my baby and the under-
standing of Information Services was, Qha@ Eduction
and they@e just weird and so they take care of all of
that.OSo, | putthe machinesin, ingalled them, admin-
istered them, and fixed them.

CarolN | represent what could be an inditutiond
changebecause |e been involved in dl of these ingti-
tutiond changesEi t@ notlike, Oh, let her do her thing,
wedl never seeit, because if shedoes her thingwe will
seeit. Soit@realy truetha when she does something
andif shegdstractionit does changethings | fedl |
really have their respect; | just don®have wha | would
say was afull patner.

All of therespondents talked extengvely aboutther inter-
actionswith theIT departments onther individud campuses.
These interactionswere by no means congstent amongthe
respondeants. Some encouniered IT units that congdered the
Schools of Eduction generaly, and the CampusCoordinaor
specifically, as renegades and tried to distance themselves from
them as much as possible. Convasely, other Campus Coordi-
nators talked aboutamiable and produdiverelationswith IT. In
these cases the respondents received subdantial assistance and
grant work went smoothly at theinditutiond level. In themid-
dle were controlling I'T unitstha were willing to help Campus
Coordinators but within limits defined by I T.
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FrankN Asfar as| know weQ®e pretty happy. They®e
the network hardware guysand 1®n the software usage
person. So it works fairly well. They®e a little hesitant
to relinquish that control. There® always goodreasons
for thaN finelinesomewhereN don®want to let peo-
ple do any old thing and then botch up the system, and
for goodreasonN security and thewhole bit.

To greater or lesser degrees all of the CampusCoordinaors
had devised ways to accomplish wha was needed with thar IT
units. Wha varied wasthelevel at which IT tried to control the
activitiesinitiated by the CampusCoordinaors. The problems
occurred because technology-related activities often require use
of inditutiond level infrastructure. Not all IT depatments were
willing to accommodae the special requests tha required tech-
nology changeat tha level.

External Group Support

Mog of therespondents talked aboutthevalue of the other
CampusCoordinators as a suppot group. These comments
were volunteered outside the scopeof the questions asked. The
PT3 grant groupserved as a sounding board and aplace to re-
flect onideas and activities that were appearingin theindivid-
ud schools. Over the course of thegrant, the Campus
Coordinaors met aboutonce a month with the program direc-
tor to plan grant activities and to accomplish administrative
tasks. The convasationsoften strayed from the agendato in-
cludediscussions of a more specific naure aboutwha was
occurring onthdr indvidud campuses.

AdamN | can®imagine having survived this longdoing
thethingsl @ doing and | wouldn®be doing the same
thingswithoutthis network of people. We have formed
our own network [on our campug butit isn®nearly as
powerful and as changepromoting and suppoting as
this network has been and so it truly has been this great
catalyst. Ea ll thethingstha come togetherN this has
madeit areally goodenvironment to suppot thekinds
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of things| used to think were tangential to what | do
and now are at the heart of wha 1@n doing.

CarolN [At our CampusCoordinaor meetingg as soon
aswe ge involved in anything like this the convasa-
tion gets so animated amongusand | lovethos con-
versationsand we have to go back to theagendato get
those thingsdonetha need to bedone butl think tha
IS an appropriate place where you have colleagues with
expertise and same kindsof teaching responsbilities
where we all answer to TSPC [state level licenang
authority]; we®e al working with school districts.

BobN It wasredly hdpful to break outof the [our
school@] box and get into the[PT3] group and have
people talking aboutther own struggles and visions for
whda technology oughtto be

Conclusions

Even thoughCampusCoordinaors frequently met resis-
tance with theintegration of technology in teaching and learn-
ing, over thelife of the grant externd evaluaionsconfirmed
tha faculties were adoping technology with less reticence and
they less frequently chdlengead the nation tha technology has
an important place in teacher education. As Cuban (1998)
points out, teacher bdiefs need to changefor rea changeto
occur and the CampusCoordinaors seem to bereporting early
vestiges of tho®e bdief changes. Was this shift in attitudeand
practice theresult of a needs-based changeor of technology as
changeagent? The case could be madethat the need for im-
plementing technology had been established both interndly
and externdly (e.g., NCATE), butthere was no systematic at-
tempt at thedepartment or inditutiond level to identify and
implement new directions Because no attempt to identify
teacher needswas ever reported, no evidence tha those needs
were thedriving force for changeis appaent in this study.
However, thedaasimilarly do not suppot theideatha the
technology itself served as a changeagent.
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Respondats did not talk abouthow thingschanged as the
equipment appeared. While the presence of thetechnology
obvioudy was essential for a shift, the equipment itself was
less the catalyst for changethan the persistence of the Campus
Coordinaors.

It would appear tha a different modd of educationdal
changewas occurring. It is clear that aboveall else, the Cam-
pusCoordinators felt that wha they were able to accomplish
was, to a great degree, theresult of ther postive interpersond
relationshipswith others and with oneanother onthar cam-
puses. Althoughthe grant-provided resources were a hdp, the
respondents talked much more aboutaffecting the culture of
thar departments and ingitutionsthroughoneto-oneinterac-
tions Ther private discussonswith other faculty, administra-
torsand IT personnd were at theroot of thechangesin
technology use.

Additiondly, the CampusCoordinators talked about their
need to be suppoted in ther work by others of alike mind.
They foundtha suppot nework to a limited extent within
ther departments but primarily outside of thear inditutionsvia
theinteractionswith the other CampusCoordinators.

An important aspect of this project, which may bedifferent
from other settings istha the CampusCoordinaors had con-
trol of thegrant resources (particularly the equipment). They
were responsble for housng, organizing and sharing the grant-
funded resources with other faculty and students. This sense of
ownership and control in thedepartment rathe than throughan
IT department may have influenced the dynamics of the sys-
tem.

Thefollowing summarizes the salient points tha surfaced
from theinterviews with the CampusCoordinaors concerning
the successful infuson of technology into teaching and learn-
ingin these schools of education:

1. Each of the CampusCoordinaors stressed tha theinfu-
sion of technology in schools of eduction had to be fo-
cused on how thetechnology would affect student learning
and tha the equipment and howto use it was subservient to
tha aim. Those who are responsble for leading technology
integration need this point of view.
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2. Schools of eduction need indgpendent resources that
they control to encourage faculty and preservice teachersto
infuse technology in teaching and learning. While an initial
concern was that the disseminaion and maintenance of
equipment would betime consuming and difficult, the
CampusCoordinaors did notfind this to betrue

3. Those from schools of education who are in charge of
these efforts need to establish relationshipswith IT depart-
ments. Inevitably infrastructure conflicts occur and resolu-
tionis more likely to appear if IT and schools of eduction
are negotiating on afirst name basis. Administrators were
genagadly noteffectivein thisrole.

4. Changehgppensoneto-one Technology leading faculty
membe's are genaaly beter suppot for other faculty than
IT personné because faculty members have a better unde-
standing of the context in which the problems have ap-
peared. IT pesonnd tendto look at needsfroman
equipment/infrastructure point of view. Faculty are gener-
ally more oriented toward learning and produdivity. Inter-
estingly CampusCoordinaors provided this suppat in
thar own and other departments outside of other faculty
duties.

5. Complex organizationd changeis adynamic process.
Those who are leading changeneed an oppotunity to re-
flect on thar progress. Collaborating with others of similar
interest outside of theschools in which leaders are working
isimportant. It provides groundng in the broader context
of the problems that are being encountered.

If we wereto describeamodd tha best depicts the change
process occurring on these six inditutions thetwo frequently
propo%d eductiond changemodels would need to berefined.
Neither adequaely captures these cases. Needs-based change
modds don®accommodate theimpact of entrepreneurial ef-
forts of the CampusCoordinaors and technology as change
agent diminishes theimportance of interpersond interactions
Sugtained changetendsto be very organicN growing individu-
aly frominterest, need, observation and suppot.
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It may betha theanswer to howto infuse technology into
teaching and learning in schools of educationisthat it isidio-
syncratic and context-specific. It isamelding of nesds re-
sources available or easily obtained, and, perhgpsmosly
importantly, faculty members wishing to take on leadership
roles. Indeed, the changes tha occurred onthe campusesin this
study were not the same. One campusbroughton new educa
tiond technology courses, another implemented technology
requirementsin clinical experiences, another provided numer-
ousfaculty development experiences. Wha was similar was
theways in which the CampusCoordinators each became lead-
ersonthar campuses. Seeing how educationd technologies
can be used as teaching tools to promote learning gains and
jug-in-time suppot to hdp with theimplementation of these
strategies seem to be more dependent ona few techndogy
leaders than on smply buying equipment or even articul ated
visionwithin the schools of education.
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Tomorrow(® Teachers.
Balancing Federal Guidelines and Professional Judgment

Dara Wakefield
Berry College

Abstract

Teache's, andthose who prepare them, struggle to balance
test-centered legidative mandaes and congientious profes-
sional practices. Increasingly, professional judgnent may be at
variance with federal testing guiddines. Present federal testing
requirements, if strictly followed, will retain a significant num-
ber of studentsin graderesulting in anincreased likelihoodof
ultimate academic failure.

Few would argueNo Child Left Behind (NCLB) has trans-
formed American public education. Progressive child-centered,
nurturing dodrines of the 70sand 80shave given way to Gac-
countbility standardsObased uponcorporate qudity control
modds. Teachers and those who prepare them historically fo-
cusuponindividudized ingruction and devel oping profes-
siond judgment rather than lock-step content mastery.
Professiond judgment is deemed critical because classroons
invaiably hold off-target, on-target and beyond-target learn-
ersN and teachers mug effectively chdlengethem all.

Thebdl-shgoed curve prescribed by off-target, ontarget
and beyond-target learnersis so pervasive it defines validity in
theworld of standadized, nom-referenced tests. Educators
must resolve testing with best practicesN central tendency with
Adequéae Yearly Progress (AYP). Regardless of effortsto
standadize X-graders, rdlsOform up according to sodal-
econonic oppotunity, motivation, naive ability (1Q) anda
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variety of other factors (Tomlinson, 1999) Current federd
high-stakes testing guiddines press for near 100% pass rates
(U.S. Depatment of Education, 2002) butfailureis as un-
avoidable asit is unfortunae for a portion of any population
taking avalid test. Professiond educators express concern not
so much over tests, but over high-stakes decisonsbased ona
single test.

Theprimary god of assisting each student to accomplish
his or her persond best has become secondary to dl students
earning a passing score on atest. Thoughthese goals are not
necessarily mutudly exclusve, it is notsurprising tha teachers
and teacher educators wrestle with reconaling student inter-
ests, exploration, sodal learning, condructivism and vocation
to bubbing in answvers on afew dozen content area test ques-
tions Of congderable concern isthefact tha schools are not
worried aboutexemplary scores, but passing test scores. For
mog professionds, NCLB contradicts centuries of academic
investigation and practice. Renowned theorists such as Bloom
Dewey, Erickson, Froebd, Herbart, Maslow, Montessori,
Pestalozzi, Piaget, Vygotsky and othersN a virtud Pantheon of
EducatorsN would question thewisdomof high-stakes testing.
Dewey (1897)might pragmatically state, CEducationislife,O
but as testing dominates education, today® teachers may be
tempted to reply, Oestingislife O

Dilemma: Legal vs. Professional Mandates

Teacher educators face a dilemma as they prepare pre-
service teachers for a context in which test scores mandée re-
tention, butother equdly valid indicators suggest promotionis
in the better interest of the student and sodiety. The ggp be-
tween what is prescribed and wha many educators bdieve and
have practiced for yearsis significant. Teachers are taughtto
identify a child@ developmenta stage, individudize ingruction
and use multiple assessments to optimize and doaument indi-
vidud learning. Because a single content area test cannotdo
likewise, agtrict test-for-promotion pdicy guaantees afuture
impasse.

If test-for-promotion guiddines are implemented as writ-
ten, public schooltesting will follow oneof two pahs Thefirst
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path assures high pass rates, butwill result in tests so easy the
majority will consder them awaste of time. This path estab-
lishes alow performance standad, butisindudve. The second
path assures valid and reliable measures of knowedgeand
skills, butwill produce ariptide of retentionstha will sweep a
significant part of the population out of the system. This pah
establishes elevated performance as a standad, butis exclu-
sive.

NCLB legidationis predicated uponstandadized assess-
ments for all while embracing the notion of universal pass-
ratesN clearly evocative of production-line qudity control
modds. Unfortunaely, wha works when turning stel into cars
does notwork when turning children into educated adults. A
corporate qudity control standad govensthefirst, butcentral
tendency govensthelatter. Bell-shaped curves assodated with
standadized testing will not bedismissed by NCLB legida
tion.

No doubttesting can bea powerful indicator of achieve-
ment in abroader context. In fact, reliable and valid tests are
very informative in the context of central tendency, nomrmal
popuktionsand fundamental statistics. NCLB testing has had
at least onepasitive influence in our schoolsN nomind stu-
dents (disabled or uninspired) are now getting more attention
than ever before. Unfortunaely, despite increased attention,
10%to 15% of our naion@® children continueto pogt insuffi-
cient test scores.

Mandated Retention

Last year, pass-the-test-or-else guiddines were suppogdly
implemented in third, fifth and eighth grades. Ungppaent to
casud obsrversisaninvsible gradehidden away in our age-
grading system. Theaverage student spends14 years moving
from pre-kindegarten throughtwelfth grade However,
roughly 10%findit difficult to graduae in 15 or more years, if
at all. Approximately onein ten of our naion@ 54 million stu-
dents (U.S. Depatment of Education, 2006)face an additiond
year in school in atest-for-promotion world.

The expense of non-promotion should cause many to pause
and question whether such a strategy isfiscally responsble.
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The cog of ayear@ education for onestudent ranges from
$3,750t0 $5,000(Consortium for Adequae Schod Fundingin
Georgia, 2002;Cortez & Cortez, 2005. Last year the State of
Georgia reported more than 27,000 non-promotionsin grades
three, five and eight, adding $135millionto its education
budge (Jones, 2006) Texas reported 187,000 overall reten-
tions adding $921millionto its education budge (Raddiffe,
2009.

Of course, Georgiaand Texas are nottheonly states facing
nonpromotion expenses. California, Delaware, South Carolina
and Wiscongn al have laws requiring schools to reindate re-
tention (Kelly, 1999) In recent years states have reported non
retention rates from 4%N 10% before NCLB guidelines for
grades three, five and eight were implemented. North Carolina
reported 61,070(4.4%) kindegarten throughtwelfth grade
nonpromotionsin 2006 (North Carolina School Report Card,
2005) Floridareported 201,684 (7.7%) non-promotionsin
2004 (FloridaDepartment of Education, 2005) Louisianare-
ported 64 496 (10%) nonpromotionsin 2005(LousianaDe-
patment of Education, 2006) Onereport from the Nationd
Center for Education Statistics (2005) stated 9.6% of 16-19
year-oldswere Ghon-promotedOet |east onae in ther school
careers. Finding non-promotion daais chdlenging because
mog states do notwiddy publcize retention statistics.

TheNationd Assodation of School Psychologists (2006)
estimates CGas many as 15% of American students are hdd back
each year, and 30%N 50% of studentsin the US are retained at
least onae before ninth grade OAnother NCES study reports
16.8% of studentsrepeet at least onegrade (Kelly, 1999) Dar-
ling-Hammond (2000 estimates an overall retention rate of
15%N 20% annudly, most of them at-risk studentsin urban
settings

Consdering centra tendency, a 10% nonpromotionrateis
actudly somewhat reasonable. In atypical distribution, at |east
15%fall outsde onestandad deviation bd ow themean. In
fact, 10% non-promotionrates tell ussomething abouttherigor
or scoring of promotiontests. If children failing pass-for-
promotion tests are indeed retained, our puldic schools may
face seriousclass size problems, increasing ability ggpsamong
students, motivationd issues for teachers and students and in-
creased cods. The U.S. Depatment of Education (2006)esti-
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mates our nation has approximately 54 million studentsN yet
the Department® $56 billion budgée does notindude the esti-
mated $27 billion needed to re-educate 5.4 millionnon
promotions(American Assodation of Colleges of Teacher
Education, 2007).

Research studies, fromas early as 193Q catalog the nega-
tive effects of non-promotion on student achievement (Ayer,
1933;Kling 1933) Non-promotionis strongly correlated with
dropping out of school (Grissom & Shepard, 1989;Rodeick,
1995) Non-promoted students are 70% more likely to leave
school and those not promoted a secondtime amost certainly
drop out (Setenich, 1994) Sixty-five studies completed in the
last decade overwhdming indicate nonpromotion not only
failsto hdp, but often damages students and increases the like-
lihoodof dropping out dramatically (Jimerson & Kaufman,
2003) Addinginault to injury, 50% of nonpromoted students
do no better ther secondtime around and 25% actudly do
worse (McCollum, Cortez, Marongy, & Montes, 1999).

Ironically, current QigorousOaccountability measures
demondrate the need to reindate sodal promotionfor disad-
vantaged popuktions Until recently, students with limited ca
peacity could counton soda promotionto stay in school with
age-level companionsand perhgosreceive vocationd guidance.
Sodal promotion dedlt with thereality of limited mental ca-
pecities. Last year, NCLB testing-for-promotion guiddines
closed thedooronsoda promotion. Onemight well wonde
whd led usto this point in American eduction.

Globalization and Education

Corporate America probably was thefirst to glimpse the
emerging role of educationin aglobd econony. As corporate
planne's shifted from a domestic to a globd paradigm they
foundtechnology, democracy and education leveled the play-
ingfield for nearly everyong everywhere. American students
mug compete globdly for jobs Perhgpsthey foresaw tha
dropping out of high school would be tantamountto joining the
poorest economnic classes onthepland. In an attempt to ramp
up education for the coming competition Corporate America
turned to what it undestood bestN qudity control.
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In theearly 1980sCorporate America began lobbying for
Qqudity controlOin America@® schools (Nationd Commission
on Excellencein Education, 1983. American industry success-
fully used quality control standadsto eliminate inferior prod-
ucts and assumed prepaing children for future employment
could notbe much different from preparing cars for theroad.
Produdsfailing to meet standads could berepared or redone
until qudity standadswere met. Corporate lobbyists con-
vinced our leaders tha similar standadswould work with chil-
dren. In theory, all children would meet standads Children
failing to meet standardswould be GecycledON re-taughtor
retained until standadswere met.

Corporate America has participated in various@ommis-
songtha condgstently find fault with American education.
TheNationd Commission on Excellence in Education wrote A
Nation at Risk (1983)and more recently, the New Commission
onthe Skills of the American Workforce released Tough
Choices or ToughTimes (2006. A review of commission re-
ports reveals Corporate America@® influence on education re-
form in the United States. Variouscommissions such asthe
Eduction Commission of the States (2007), Commission on
the Future of Highe Education (2007)or Nationd Assessment
Governing Board (2007, have significant corporate input
Commission memberships are stacked heavily with highe
education administrators, politicians ex-govenars and corpo-
rate officers. Themakeup of numerouseducation-related com-
missionsmay befoundat www.ed.govunde Boardsand
CommissionsO

A common theme in commission repotrts on the American
workforce is the deplorable state of our naion® high school
graduaesN specifically thenomind variety who are non
college-bound,nontrade-schoolbound non-otherwise-
employedN thos at theleft end of the bdl-shaped curve.
Ironically, the New Commission onthe Skills of the American
Workforce (2009 states they Qhever dreamedOour students
would Gend up competing with counties that could offer large
numbers of highly educated workers willing to work for low
wages.OTechnology, outsourcing and globd economics have
placed American corporationsin a frightening postionN if
they continueto hire locally, they will beundecut by overseas
compdition.
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Globd math: In aglobd market our least educated citizens
compete with the mos educated citizensin Asia. The sobeaing
truth aboutglobdizationistha Asia can numerically match all
AmericansN one-to-oneN with thetop 15% of their popuktion
No doubtAmerica@® CEOs and corporate boadswould prefer
to keep produdion on-shore, butwill certainly go off-shore to
remain profitable. Corporate America clearly undestandstha
al our 300millionmug peform at supehuman levels when
competing with nationswhos popuktionsare numbered in the
billionsin an open, technically enhanced globd market.

Theavailability of technology drives globdization and has
influenced American worker wages adversely for the past two
decades (Pethokoukss, 2007) Holding pulic schools account-
able for thebottom quatile of our nation® workforce may
bring sordid satisfaction to some, but offers no solutionto the
problem. The United States mug wake upto thefact tha the
world has changed and we are competing in a predominaely
Olat worldOwhere isolation and protected markets no longe
exist (Friedman, 2005) Holding teachers accountble for
handicapped or uningired students will not make usmore
globdly compdtitive. Nor will compressing the curriculum to
easy-to-score multiple-choice responss bendfit the genera
popuktion.

The Next GenerationN Dualistic, Proadive Teachers

Americal teacher preparation programs face adaunting
task as they prepare teachers who are well-versed in preparing
children for tests, butknow better than to place thar faith in
testing. The next generation of professonds mug be able to
practice in an arenaof contradictionN paradoxically attempting
to excel in atest-centered system from which they are actively
trying to disconnect. Furthermore, mog teacherswill strive to
nurture creativity, innovation, initiative and strong problem-
solving skillsin a context predetermined right and wrong an-
swers. In addition, globdization suggests amassing content
information will likely bethe sole domain of technology, while
persond success will favor those with theinitiative and creativ-
ity to usitsinformationin an innovdive manne.
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How will teacher preparation programs respondto this new
demand? Until NCLB fails authorzation by Congess, teacher
educators mug prepare preservice teaches who thrive in test-
centered schools while advocting the demise of high-stakes
tests. Thus teacher preparation programs might address these
issuesin ther curriculum:
¥ AccountbilityN andysis of impact of federal, state and
district pressures on prindpds and teachers for high
SCOres;

¥ Formal assessmentsN types of tests (content, nom ref-
erenced, end-of-courseg, €etc.), test development, report-
ing conventions methodsof comparison, state
curriculum standadsand value-added calculations

¥ Standadized test-taking strategiesN how to hep stu-

dents take tests, pacing, test reading strategies and
guessing strategies,

¥ Teaching testsN moving beyonddrills and practice tests

to games and engaging, relevant lessonswith embedded
test-related tasks,
¥ EnrichmentN intentiond daily induson of liberal arts,
creativity, problem-solving and andogousthinking; and

¥ Professiond dispostionsN clarifying dudity (respons-
bly obeying professiond judgnent and govanmental
directives), political activism/advocacy, appreciation of
valid and reliable measures and remaining child-
centered in atest-centered environment.

Proactive I nvolvement

Educators mug be proactive as they attempt to bring about
needed changes. Perhgpsthe upaoming presidentia election
will serve as a catalyst to codesce voters aroundthe failure of
NCLB legidationto yield better schools. The Bill and Melinda
Gates Founddion (2007)recently annowunced they were launch-
ing GED in @8 a sweeping public awareness and action
campagn designed to mobilize the public and presidential can-
didates aroundsolutionsfor the county@ education crisis.
While focusng primarily ondrop-outrates, this campaign may
serve as a catalyst for more thoughtul eduction reform.
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According to arecent Rose and Gallup poll (2006, the
public bdieves eductionisaloca concern. In 2008, local and
state control of education mightbethe deciding factor for these
voters. This codition of irritated voters will be bi-partisanN
disillusonal Republicansfed up with out-of-control spending
and federal intervention joining Democrats conaerned about
NCLB treatment of margindized popuktionsand thos in pov-
erty.

Those displeased with high-stakes testing, public school la-
bding, corparate qudity control strategies, vanishing liberal
arts and thefederalization of schools could easily exceed 30
million votersN America@® 4 million-plusteachers (Nationd
Center for Education Statistics, 2005) teacher educators and
administrators, as well as the parents and guardians of 54 mil-
lion students (of which approximately 10% are failing promo-
tion tests). This condituency will belooking for achampionN
someonewho will respongbly chdlenge high-stakes testing.
Candidaes strongly advocting areturnto libera arts, maxi-
mizingindividud paential and afair promotion system may
earn thevote of eductors and educated citizenry. The best way
to rally suppot is to capture media attentionN making public
eduction as high-profile as war, illegd immigration, abortion,
same-sex marriages and guncontrol. Editorials, op-ed pieces,
school boad appearances and peaceful, high-profile protests
are agoodbeginning.

L etter campagnsinvolving classmates, small groups orga-
nizationsand assod ationscan have an impact. Thoughmany
educatorsfindit difficult to set asidetime to write political
letters, they would more than likely get arespone for ther
efforts. Emails or letters to newspaper editors, especially in
smaller communities, have an excellent chance of publication
and offer a sense of achievement for those needingimmediate
validation. Furthermore, a study of political letter-writing done
at aranked comprehengve collegereported thevast mgority of
tho=e taking thetime to write receive publication or a direct
respon® fromthar target (Wakefield, 2005) With a minimal
amountof organization, groupscan mass mail or target specific
decison-makers. Considering theupaming presidential race,
informing candidates of the oppatunity to attract a significant
blodk of votersiscritical.
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Conclusion

NCLB retention policies present educators with ore of the
greatest professiond chdlenges of ourtime. Students who
reach thelimits of ther ability or motivationin test-centered
schools need well-prepared teachers more than ever. American
schools need professiondly prepared teachers who can navi-
gae thetesting landscape with as few casudties as possible
while providing al students arelevant, usable education. His-
torically, professionds have doneeverything within ther
power to GaveOstudents from urfortunée circumstances, bad
choices and physca or mental limitations In many counties,
natural selection and attrition automatically and arbitrarily
move nomnd students out of classrooms and into the unkilled
labor force. Today@® teachers have a seemingly impossible
taskN building a bridgethat will allow chadlenged students safe
passage from childhoodto an adulthoodwhere thedoors of
oppotunity remain open to those with intelligence, integrity or
indugry.

Our nation has arich history of educating the head, heart
and hands and yes, sodally promoting those who do notfit
academic molds America celebrates innovéive problem
solvers, public servants and diligent workers. Educting head
(intellect), heart (ethics) and hands(work skills) yieldsthekind
of sodety in which mog of usenjoy living. American will be
best served by teachers who are prepared to handle testing
wisely while maximizing individud potential in an environ-
ment of chdlenges and problem-solving. Responsble profes-
siond preparation programs will yield teachers compeent in
teaching content for testing. Moreover, teachers who will cha-
lenge students to andyze, synthesize and evaluate criticaly as
they apply ther heads hearts and handsin thar areas of talent
and passion.

Teacher educators can nolonge afford to spend time be-
moaning the current testing dilemma before preservice teachers
in classroons and field experiences. We, too, mug shift our
paradigms and acknowledgeour students will compete with
ther counerpats aroundthe world. Our naion® future may
well liein howwell we prepare new teachers to implement a
globdly compstitive curriculum anchored in testing while re-
maining trueto thar professond mission.
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