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INTRODUCTION

-This paper reports the initial results from a full-scale evaluation of the first two vears of a
master's-level teacher preparation program. The program, entitled Teacher of Students with
Speciai Needs {TSSN) was Jaunched in the summer of 1993 as a collaboration between
Wheelock College and The Walker School in Needham, MA. In 1994, the program expanded to
include three public elementary schools and a second private school.! The program was designed
to prepare teachers to serve challenging student populations in both general and special education
classrooms. The TSSN curriculum integrates the study of educationai theory with practical
experience by having students pursue a yearlong, guided internship at a professionai
development school (PDS) while simultaneously completing in-depth coursework.> Through this
integration, the TSSN curriculum requires students to analyze and synthesize ten sub-fields. or
strands, of professionai knowledge and practice which are embedded in the curriculum and to
translate them into the act of teaching.

This paper provides a formative and summative indication of the effectiveness of the first
two years of the program for preparing new professionals and presents an elaborated and
replicable model for evaluation of other programs modeled as a PDS. The evaluation answers
two questions: 1) Are students leamning in the ways we expected them to learn, given the design
of the program? 2) In what ways do faculty expectations for how students will learn vary from
how they actuaily learn while working intensively in PDSs?

OVERVIEW OF THE TEACHING STUDENTS WITH SPECIAL NEEDS PROGRAM

The TSSN program is designed as an intensive 14 month experience leading to a Master's
degree in education as well as standard certification in both elementary and speciai education. In
the first year of its existence, the program graduated 11 students. During the second year. the

[ The original PDS partner was The Walker School (ungraded) in Needham, MA. In year two, we added the Mason
School (k-5) and the Lyon School (k-5} in Boston, and the Haggerty School {k-6) in Cambndge. and a second r-ivate
school, The Germaine Lawrance School (ungraded middle school) in Arlington. MA. [n year three two more schools
have joined the network, The Devotion School (grades k-8) in Brookline and Watertown Middle School.

2 Our PDS efforts are congruent with those laid out by Goodlad {1990} including simultaneous renewal of colleges
and schaols through the shared activities of teacher preparation. in-service professionat development. research of
classroom practice. and expanding curriculum to meet the needs of children, We have incorporated into this vision a
strong emphasis on improving preparation, practice. and policy particularly in relationship to the education of chil-

dren with special needs. BEST CcOPY AVAILABLE
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program graduated 24 students. Now in its third vear. the program has enrolled 54 students,

Each PDS relationship is built upon the agreement that the college and each school will
work together to prepare pre-service teachers to work with diverse learning populations and 1o
engage in-service teachers in a program of professional development aimed at improving practice
with children with special needs.

Working in close partnership with the administration and faculty at each school, TSSN
progresses through three phases: an Introduction to Fundamentals phase, Teaching-to-Leam --
Learning-to-Teach phase, and the Inregration phase. As the program progresses, the course of
study draws upon both the experiences and coursework of candidates in order to teach ten
practical and theoretical curriculum strands presented in Table 1. In the Introduction to
Fuhdamenta.ls phase, candidates attend an intensive summer session at Wheelock Coilege during
which knowledge regarding typical chiid development and literacy and numeracy development is
presented; candidates are introduced as well to essential knowledge regarding the nature,
etiology. prevalence and best school practices associated with high- and low-incidence
disabilities (see Figure 1), This phase employs a raditional course format for teaching and
learning. In the second phase, students assume one-year, full-time, paid positions as intern
teachers in either substantially separated classrooms, resource classrooms. or in kindergaren
through ninth grade classrooms that are including special needs students.’ Increasingly deepened
learning is fostered in curriculum, instruction, assessment, teacher research, and family studies
through a mixture of a) coursework closely linked with classroom practice: b) weekly
interactions with mentor teachers and college supervisors; and ¢) sustained, guided inquiry into
the human ecology of children and families (Bronfenbrenner, 1979). In the final phase of the
program during the second summer, candidates engage in traditionally organized, integrative

courses intended to complete the process of weaving together the ten curricular strands.

4

3 The Mg:suhuum state certification for Teacher of Students with Spesial Needs covers nursery level through
ninth grade.
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Table 1
Ten Curriculum Strands for TSSN

Dats Analysis: Skells of analysis and synthesis are necessary for teachers to carry out systematic and unbrased
inquiry into teaching and learning. This strand sets the mntellectual tone of the program. and 1s concentrated in
the courses Research Methods and Special Educarion Assessment, whete interns pursue researchable questtons
about their students. In Learning and Teaching study themselves as teachers-1n-formation.

Child Development: Interns must understand and apply with children, a vanety of theories of social. emotional.
cognitive. and moral human development. Especially important 1s an understanding of Bronfenbrenner s
ecological theory of human development. Interns are required to enter the program with background in child
development. Students must take advanced courses in child develepment.

Multcuitural Understanding: Interns are expected to build a solid awareness of racial, ethnic. cultural. religious.
ability. and gender differences and similannes. and to apply that awareness in planning classroom environments.
curmricula. and ptdagogies. This strand 1s not 2n "add-on” feature, but fully infused throughout the curriculum.
Addinonally, coursework in some aspect of multiculweal education 1s required.

Disabilities and Handicaps: Through their work with multidisciplinary teams in ctassrooms and schools.

independent reading. research projects. and a course Impact of Special Needs on Learning and Development.
interns learn the pnmary medical. social, and psychological 1ssues involved in disabling conditions and the key
curmicular needs and teaching considerations they imply. They learn the differences between socially constructed
handicaps. and physical, cognitive, and emotional disabilities.

Curricufum and Instruction: Teaching begins where accurate assessment of children, meaningful schoolwork. ard
a supportive classroom ecology intersect. This idea 1s reinforced through modeling by mentors. in supervision.
and duning tutonals with faculty, In coursework. these deas are elaborated through matenal presented 1n
Special Education Assessment. Issues in Elementary Literacy and Numeracy [ and I, and Integrative Special
Educarion Curriculum.

Reflective Practice: Interns reflect upon thewr practice in weekly supervision. tutorials. journal wnting. and in the
course Learning and Teaching. The goal of this strand 1s to promote self-gvaluation and awareness. but also to
instill in interns a willingness to reach out for learning. Interns are encouraged to analyze their strengths and
weaknesses as a teacher and learner. and to develop strategies that help them maintarn an ambition to leamn.

Teamwork: Throughout the program, intemns are required to work in teams - in cooperative learning teams. as
classroom teaching teams, as treatment teams. on teams with parents - to help them leam the skills of
communication. cooperation, work sharing, negotianon. conflict resolution. and goal setting. The goal 1s to help
interns see the possibilities in teamwork and to coumeract the 150lating tendencies of public schools,

Family 2nd Conmunity: Working with parents is crucial and parents of children with special needs are often wary
of school personnel. [ntems build non-judgemental relationships with parents of children in thetr classes through
assignments in the course Family Support. They are momitor and analyze their own responses to parents and
community involvement. They attend and participate 1n at all venues where parents play significant roles.

The Role of Special Education: Students study the hustory of the field and the key intellectual, pelitical. and social
currents that shape policy and practice. Students receive guidance 1n special education procedures and
processes. and participate in decisions at the team, school. and classroom level. In the course Democracy and

Special Education, interns study Amencan democracy as it struggles to find adequate means for educating its
youngest citizens.

Clinical Teaching: In the Clinical Teaching experience. pianning and 1eaching responsibilities are divided equally
among menbers of the classroom team. While the mentor teacher retains ultimate responsibility for teaching
and curricula. the intern shares the work in all areas of pracuce. Through observations. weekly clinscal
supervision. team planning, and guided wrorials. the intern engaged in the practical work of building knowledge
and skills for curriculum development. teaching. and overall classtoom management.

s

BEST COPY AVAILABLE J



Are they learning as we expected?

1
Figure 1
Overview of TSSN Program

June/July Courses

. = Child Development
Introduction » Impact of Special Needs
to Fundarrentals » Literacy aod Numeracy |

August

September
Teachingto-Lean Teaching and Currictthan
. Cave Courses

Learningto-Teach = Literacy and Numeracy [T
Phase : « Integrative Special

Education Curriculum

e Special Education
Asgessment

“Full-Tima Classroom Teaching
(Practicum ang Cinical Expenence)

ing Sirands Courses
= Family Support
= Qualitative Research

June

Courses
Integration * Democaracy and Special
Education
Phase = Leaming and Teaching
» Portfolio Preparavion and
Presentation

~iifnmn = w2

Gradualion
August

Design Rational
The program design responds to the concem that teacher preparation programs too often
bifurcate coursework and teaching practice (Darling-Hammond, 1994). Additionally, the

preparation of special education teachers and regular education teachers has been highly

N BEST COPY AVAILABLE
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segregated until now, with a significant split between the two tields on what is considered useful
professional knowledge and best practice {Glatthorn, 1990; Paul. 1985). We have addressed this
problem by using a model where teaching and learning are intended to be simultaneous acts.
shared by novice teachers, special and regular education teachers. and college faculty from both
special and regular education traditions. Additionally, we do the preparation work together in the
context of actual practice. The program has aiso modified the content of the training in order to
deepen beginning teachers’ subject-matter and pedagogical knowledge and skills (Carter, 1990:
Cohen, McLaughlin, & Talbert, 1993: Shulman. 1987} -- and to apply that knowledge and skill
to all children regardless of their special needs (Cambone. 1994). Thus, the content emphasizes
students’ understanding of interpersonal and intrapersonal differences of children (Goffman.
1963; Meyen & Skrtic, 1995). situates the development of children within both
cognitive-developmental { Piaget, [966; Vygotsky. 1978) and ecological-developmentai
frameworks (Bronfenbrenner. 1979), and strengthens students’ grasp on the sociopolitical nature
of teaching in a democracy (Delpit, 1995; Perry & Fraser, 1993; Skrtic, 1995).

Finally, the program design emphasizes the work of teachers as a fundamental component
in the reform of schools and education, especiaily when those reforms affect children with
special needs. In many schools across the country, students with special needs are being
included in regular classrooms in record numbers. This movement toward merging special and
regular education is seen by some as a primary step in reforming mainstream school curricula.
instructional strategics, and program delivery schemes (Goodlad & Lovitt, 1993, Stainback &
Stainback, 1990). To meet the learning needs of these children, teachers require especiaily deep
knowledge, skills, and tolerance for the significant differences among children (Cambone, 1994;
Paul, 1985). The aim of TSSN is to provide teachers with broad understandings, flexible
abilities, and resilience in the face of such challenges.

LEARNING FRAMEWORK
In order to learn to teach, students must have multiple avenues toward knowledge and

must be able to use them as their needs dictate. The TSSN program has organized several
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opportunities for learning which students use in part or in whole as they are immersed in the 14
months of study. These opportunities can best be understood by studying the learning
framework illustrated in Figure 2. This framework includes four vehicles for learning. the ten
curriculum strands to be learned. the context of the learning experience. i.e.. a PDS, and the
transacticnal relationship among them (Dewey and Blunily, 1973 Spiegel, 1971).

Specifically, the four vehicles of learning systematically made available are Coursework.
as manifested in the program of study. Practice, as it is embodied in the experience of a full vear.
full time internship, Mentoring & Supervision, as it is practiced in the mediation of student
learning by the cooperating teacher and college supervisor, and The Personal. as represented by
the program faculty's strong attznuion to students’ individual ways of learning and understanding
-- what we refer to in this paper as their ways of kmowing. Students are actively encouraged to

use these vehicles for lea_ming as they encounter the challenges of the overall curmiculum.

Figure 2
Learning Framework for TSSN
TN
The Professional
Development School
" Context
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Part of that challenge resides in how students come 10 understand and apply the ten
discrete strands of the curriculum which are woven together and provide the program's
knowledge base. In Figure | the ten curriculum strands are displayed at the center of the figure
in no particular order to show they have equal status; they are highly interactive with each other
and are ubiquitous in teaching and learmning. The framework shows how we have arranged the
knowledge represented in these strands into an overlaying relationship with the vehicles for
learning, ~~d then have placed the entire interaction within the sustained experience of actual
teaching in a PDS. Thus, the program creates a dynarnic learning milieu by literally forcing an
ongoing interaction between the content, the vehicles, and the context for leamning. Students are
given a more au{hcntic opportunity to leam about teaching by doing teaching in a highly
transactional context.

DATA COLLECTION AND ANALYSIS

Qur evaluation of the first two years of the program was summative in that it provided an
indication of the effectiveness of the program as originally conceived and implemnented. [t was
also formative in that results will now be used to make changes in the program to increase its
efficiency and effectiveness; and an ongoing evaluation model is now developed and embedded
into the program.

As a PDS, the TSSN program represents a significant departure from traditional programs
that provide theoretical instruction and practice sequentially. Therefore, our evaluation design
departs from traditional models. We needed a model that would assess the strengths and
weaknesses of a program that continually interweaves theory and practice. Furthermore, we
required a morlz| that would facilitate our accountability to multiple constituents.

Data Collection. Data for the program evaluation are being collected in four stages for
each year's graduates: a) at the start of the program; b) a1 the end of the Leaming-to-Teach/
Teaching-to-Learn phase; c) at graduation; and d) from six months to a year after graduation.
Data sources include the students themselves, mentor teachers, college supervisors, program

faculty, and in the final stage. graduates’ employers. Table 2 represented the data collection

J
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strategy which included: questionnaires: individual and group interviews; narrative evaluations:
and state certification checklists. Several items in the table are in need of elaboration.

First. at both the start and finish ot the program, all students are asked to conduct a
self-evaluation composed from items on the Council for Exceptional Children core of knowledge
and skills essential for beginning teachers (Swan & Sirvis, 1992). These pre-and post-program
self-evaiuations were used during the fitst two years of the program to help guide studen:
reflection on their own leaming at final portfolio presentation.

Second. while ail students are required to present their portfolio orally prior to
graduation, only first year students’ presentations were tape recorded and transcribed because of
prohibitive costs of transcriptions. In the second year we used faculty notes of student
presentations, instead.

Third, state certification checklists evaluate students on every competency and
sub-competency on a scale of 1, exemplary through 5, inadequate. They are filled out at
mid-internship and at the end of the intemnship by interns, supervisors. and mentors, alike.
Ratings on each competency for each graduating class were reviewed and calculated. The final
narrative eévaiuations written, by mentors and supervisors. provided much of the qualitative
information necessary to understand the activities students undertook and to judge the quality of
learning outcomes.

Fourth, the program evaluation survey queried graduates on their knowledge of the
curriculum strands. their integration of didactic and applied educational and training experiences.
and their ratings of support and supervision, program organization and administration.

Finaily, the employer evaiuation survey asked first year employers to rate students on
their grasp of the curriculum strands as employers observed the strands translated into practice.
Portfolios, meeting notes, focus group audiotapes, and comments from surveys were ail

transcribed.

et
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Data Collection Strategy: Sources. Txpes. Timetables

Student Mentor Supervisor Instructor Emplover

Initial CEC Core of

Knowledge

self-study -
Internship Comments from State Bimonthly Bimonthly

ten 3-way Certification assessment of  assessment of

conferences: Checklists student progress student progress

five for toward leaming

provisional and Narrative
five for standard Evaluations
certifications
Informal
Feedback

At Graduation Student
Portfolio

CEC Core of
Knowledge
self-study

6-12Month  Program Fou us Groups

Evaluation
Survey

Focus Groups

State goals
Certification
Checklists

Namative
Evaluations

Performance
Evaluation
Survey

+All first vear students; sampling of second vear students

Anpalvysis. The ten curriculum strands around which the coursework is organized

provided the units of analysis for the evaluation. Qualitative data were coded. and numerical

data from surveys and checklists were calculated and sorted, using these units of analysis. The

data were then sorted and grouped according to roles in the program. that is. the intemns. mentors.

supervisors and instructors. At this point. data were analyzed within each group along three

dimensions: a) the relevancy of the content of each strand; b) the sufficiency of goal

achievement within and across each strand; and c) the discrepancy between the expected and

actual outcomes (Maddaus. Scriven & Stufflebeam, 1983; Patton, 1990). Relevancy examined

the responsiveness of the program to the demands of good teaching. Sufficiency of goal

achievement considered whether the level of achicvement required for successful completion of

the program enabled graduates to adequatelyﬂet the challenges of classroom teaching.
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Discrepancy between expected and actual outcomes represented two aspects: a) whether the
stated goals of the program were actually those realized at completion of the program; and b if
other goals were realized in place of. or in addition to. the stated goals of thr program.

In a second anaiysis. data that were originaily coded using the curriculum strands were
reanalyzed 10 ascertain patterns that explained both where and how learning took place. Data
were anaiyzed within role categories and across categories. Then, using the leamning framework
elaborated above. we located student learning within or among the different vehicles of leamning.
Finally. we traced repeating patterns of interaction among those vehicles as a test of the
robustness ot the framework for explaining whether students were learning what we expected in
the ways we had expected.

In summary, the dimensions of analysis provided the lens through which 10 examine the
data on the curriculum strands and the frame to support their mastery. In turn, organizing the
findings according to students’ readiness to téach. the content they learned. and the effectiveness
of the learning vehicles and their interactions allowed us to ascertain the relevancy. sufficiency.
and discrepancy between the intended and actuai outcomes of the program.

FINDINGS

In reporting our findings. we begin with an overall picture of students’ readiness to teach
uporn graduation. We then report on assessments of content leamed by students and the relative
value of each learning vehicle. both singularly and in interaction with each other.

Readiness to Teach: The Large Picture

Of the 11 students who began the program in year one. 100% graduated with a master’s
degree and qualified for standard certification in both special needs and elementary education.’
In the second year. 26 students began the program. Of those, two students failed to meet
program standards and were asked to leave. All but one student earned a standard certificate in
elementary education and speciai needs.
mcﬂiﬁcation is eared first 21 a provisional level in any field. ‘Within § years, additional coursework

and a clinical expenience can lead to standard cenificaton in that field. Additional field certificates are earned
through additional coursework. 1 2
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Upon graduation, students from both year one and year two indicated that they were
either confident or highly confident in their readiness to teach. Specifically, students felt ready o
develop curricula, provide effective instruction, and manage behavior of individuals and groups
isee Table 3). The narrative reports filed by both mentors and supervisors corroborate students
estimations of their own readiness to teach.

One hundred percent of year one students were employed in teaching positions of their
choice within one month of graduation. Of the 23 students in year two, all except one were
amployed within one month of graduation: Twenty were employed as head teachers; two were
employed as assistant teachers; one chose to travel in Europe for a year. One-third of all
graduates have been hired by either the school »r district where they had been an intern.

Table 3

Studenr Readiness to Teach

-

Confident Highlv Confident
Year One * Year Two?® Year One Year Two

Develop & Use 13 6 87 94
Curncula )

Provide Effective 13 18 87 82
Instruction

“anage Individuals 24 100 76

& Groups
‘in=7
*n=17

* all results are reported in percentages

To date, employers of 7 of the 11 first year graduates have provided survey tnformation
indicating extremely high satisfaction with TSSN graduates. More discussion on this fact will be

presented in a later section, Tracing the Interactions.

i3
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The Content

While there was some variation regarding the kind and level of learning students
experienced among the ten curriculum strands (refer to Table 1) and between the cohorts of the
two vears, we found a generally high level of mastery of the strands. Analvsis of the students®
final portfolios. final narrative evaiuations filed by mentors and supervisors. survey responses
and focus group discussions verified that of the ten strands. intemns engaged deeply and appeared
to gain the greatest mastery in the strands of Curriculum and Instruction. Teamwork, Familv and
Community, and Reflective Practice. A majority of graduates spoke of having leamed not only
new skills, but having integrated knowledge into 2 new way of thinking. Mentors. supervisors,
and new employers alike, reported that graduates exhibited a great deai of confidence and clarity
of thought in these knowledge areas. ’

Consider as an example one intern who changed her thinking regarding the role of
Families in the education of their children. As part of her coursework, the intern had begin a
series of home visits to the family of a youngster in her class. The child was viewed bv the
school personnel as particularly troubling,. as he had significant difficulties attending to learning
and would often have behavioral difficulties. They discouraged the intern from becoming
involved with the family at ail, citing mom’s past drug involvement and her continual reluctance
to engage with people at the school. But the intern persisted in her visits and, over the year. this
boy's mother explained her ideas. values, and beliefs about child rearing. These conversations

changed how the intern thought about parents in general, and their relationships with schools:

After the visit, [ respected [these] parents too much. And there's no way I can
turn around and blame them [for their son’s school difficulties]....I would be doing a
disservice to them. Because I really think they opened their doors to me to come and
learn about their son...I'm definitely not going to have any assumptions about parents or
their home life -- or their past life that they might have had. {Or] the community they
come from...[ts hard. but I this really woke me up to that topic.

The intern went on to explain how her studies in the program were transformed, and
became increasingly focused on issues of family, community, race. class, and violence -- and that

her new knowledge changed her classroom practice.

id
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[n some curriculum strands, students expressed slightly less confidence overall -- even
though :ndividual students often excelled in these strands. One explanation for this lessened
confidence is that. while students knew a substantial amount in these areas, theyv still did not feel
they knew enough. Even in the areas where they felt most confident. they were nevertheless
aware that they had only touched the tip of the iceberg in 14+ months. Cne student said it well
when, during a focus group she said that, even after finishing the program and then being in her
own class for 5 months. [ need to feel more fluent in implementing the whole spectrum of
language arts. science, social studies, math, and reading.” Overall, when students were rated (or
rated themselves} as less secure in a knowledge strand, they seemed to be referring more to their
confidence in the ability to act fluently with knowledge they had gained, which is often a
struggle for beginning teachers.

It seemed clear in the data that what added to the.sense of disfluency in action was the
fact that students had studied more deeply than broadly in certain strands (often, as we'll show
later, depending upon some personal interest or feature of their site that drew their keen interest).
Students’ studies in the strand of disabling conditions provides a clear example of this.
Analyzing this curriculum strand, we found a dispanty between students® confidence in content
know'=dge - that is, the characteristics of varied disabilities, and the practices that are responsive
to particular disabilities - and their understanding of, and sensitivity toward, the nature of
disability as it is socially constructed as 2 handicap. In other words. students gained an approach
to understanding children with disabilities - even though they may not have gained deep
knowledge about many specific disabling conditions. One student said, “There are too many
different disabilities to have a complete understanding -- especially in 14 months!™ Thus,
students believed their knowledge in all areas was neither deep enough nor had it been fully
transformed into knowledge-in-action.

However, what seems to undergird graduates’ confidence to teach is their deep
knowledge and skill ar data analysis -- a strand emphasized most strongly by the program design.

Two courses, Qualitative Research Methods and Special Education Assessment, require
15
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sustained, yeartong projects aimed at deepening students’ understanding, and honing their skills
for finding and researching significant questions regarding their students. While one of the
outcomes of the course is a highly developed skill set for doing inquiry. students also repott
valuing their ability to conduct unbiased and systematic inquiry to improve teaching. Without
exception. the students show an unusually high de; .2 of confidence that they know how to ask
the right questions about their practice. to do the necessary research to answer those questions.
and to translate their knowledge back into practice. This, they tell us, compensates for any gaps /
they have in their knowledge within all the curriculum strands. Graduates have a strong sense of
responsibility to keep on learning, and they know they have the skills necessary to do so. One
student seemed to capture well what many of her colleagues had said regarding this phenomenon

when. during her portfolio presentation, she said:

I think that as a teacher you're always going to be a researcher. I mean teacher
and researcher go hand in hand. Especially a special ed teacher. Because whatever case
you have or whatever child you have, their history is very important to their schooling
now. So I think that whatever kids I have this year I need to research what's going on in
their lives, what has gone on in their lives, what disabilities they have...I am always
going to be researching. No matter what. Whether [ want to call it research or not, it's
always going to be research....I'm going to look at their files. And then I'm going to take
notes on those files. Find out questions I have. Things I don’t know yet....and then
follow through.

The Vehicles for Learning

While there is a generally strong indication that students are learning the curriculum
strands, the data indicate that there is substantial variance regarding which of the vehicles, or
combinations thereof, are best supporting that learning. Students report that coursework was a
highly satisfactory vehicle for leaming; similarly, they were satisfied with their freedom to
develop and use their personal ways of knowing to make sense of becoming a teacher. However.
students perceived much greater variance in the quality of the school practices they observed and
were required to participate in at their PDS sites, although students from year one were
substantially more satisfied. Similarly, year two students were highly critical of the mentoring

they received from cooperating practitioners, though somewhat more satisfied with the leaming
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thev experienced throug‘h their supervisorv relationships with college faculty. This
dissatistaction can be accounted for. at least in part. to the doubling of the program size in year
two. to the greater diversity in school sites. and to the variations in the skills or philosophies of
mentor teachers.

Swdent estimations of the relative quality of these vehicles for leaming were compared
with data found in faculty assessments of student performance in coursework. supervisor reports
of tutorial sessions. data from mentor teacher focus groups, and PDS liaisons evaluations of
individual classrooms and school sites. Generally, these data sources are in agreement with
student estimations of the vehicles for leaming.

The discussion of each learning vehicle begins with a short description of the program
activities that make up the learning vehicle, followed by a report of the findings. To simplify
reporting. summary data from the postgraduation survey of students are displayed in a series of
tables, and are used as points of departure for deeper discussions of the findings.

The Personal

This vehicle for leaming embodies a twofold strategy on the part of faculty to capitalize
on interns ways of knowing. First, activities and assig:;ments are designed to place a high value
on using the prior studies and experiences of students. In doing so, faculty model for interns the
same consiructivist methodology they advocate interns use with children. Second. the program
faculty put a particularly strong emphasis on writing critical analyses and engaging in discursive
activities that require students to engage in extended self-examination of personal values, ethics,
biases, and ways of knowing -- particularly in relationship to the ten curmicular strands. By both
valuing the personal, yet at the same time requiring constant ¢éxamination of the personal. faculty
assist interns in lifting that which is implicit about their ways of knowing, examining it. then
transforming it into more explicit ways of knowing and working,

Table 4 displays the frequency of student response when asked whether their coursework
and internship valued and built on their prior experiences, as well as whether their ongoing

dilemmas of practice were used effectively in making the connection between theoretical
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material presented through coursework and practicai applications in their teaching. Clearly,
students believed that the use of their personal knowledge was vaiued. and that the ways in which
the program organized opportunities to use that were adequate.

The personal vehicle for learning is perhaps the most difficult to describe. especially as it
is hard to distinguish what students brought initiaily to the leaming experiences of the program,
and what developed as a result of that leamning., Bur as part of our transactional model for
leamning, it clearly plays a crucial role for students.

Table 4

Stuaent Ratings of the Opportuniry to Learn through The Personal

Less than Adeguate degyate or Better
Y-ear One * Year Two ® Year One Year Two
Built on Prior 6 100 94
Experience
Used Current 12 100 88
Experience
in=7
*n=17

One student seemed to capture the crucial nature of the personal - both the personal that
students drew upon as they leamed, and the personal that they synthesized as a result of the

leaming -- when she remarked.

I think that I grew so much in these experiences...and each one has had a
significant impact on my feelings and function as a teacher....These are the experiences i
have been through and brought me to where I am now....I've leamned about self-esteem.
communication, collaboration. research, continuing to increase knowledge, how to be a
professional, how to work to professional standards, how to strive to meet high
expectations, and to set high expectations for {my]self and others {I'm] working with.
how to value individuality and multicuitural aspects in the classroom and in the world,
how to pace [my]self, how to be just an overall productive and valuable source in the
education system and the world....And I have got to keep challenging myself as much as
this program challenged me. [ have to continue to expect a lot from myself and not fail
back from the high standards that I' ve been meeting.

The personal leaming that students experience points to interactions with other learning
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vehicles. especially certain courses and supervisory relationships. The rigor of both Research
Methods and Special Education Assessment, for instance, stretched Students’ notions about their
own capabilities as [earners. All of the first year students. for example. pointed to a greatly
increased sense of personal power and self-esteem, and commented during their portfolio
presentations that the work of rigorous inquiry taught them to be healthy skeptics. upwilling to
accept assertions about children and practices without first analyzing multiple data sources.
They had become strongly aware of their personal biases. their origins and the ways they

manifested themselves in daily work.

-
W

Stmilar experiencés happened for students in the course Learning and Teaching, which ™.
asks studenrs to leam new material in the liberal arts and ro study how they learn it. Qne second
year student wrote, “[this] course really hit on the strand of reflective practice. It helped me to
tone my thinking about what I was reading and thinking.” And still another wrote, “Learning
and Teaching was the most ground-shaking class for me. It feit like my brain turned [for)
perhaps only one of three times in my life. This course chailenged everything [to] such an
extreme. [ loved the brutai honesty...”

Coursework

Students report relatively high satisfaction with learning done through coursework,
finding both content presented and assignments given to be meaningful and relevant. To
understand the role coursework plays in the overall program, a brief description of its content
and organization is needed.

Coursework in the Introduction to Fundamentals phase of the program (refer to Figure 2)
lays the groundwork for learning in the intemnship by assuring that students have an
understanding of the typical pathways by which children grow and develop, and the ways in
which disabling conditions can aiter those pathways. The basics of literacy and numeracy
development are presented during this phase; introductory knowledge regarding special
education practice and procedure is communicated through a third course. One goal of this

phase is to guarantee that all students enter the next phase. Learning-to-Teach /
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Teaching-to-Learn, with a common knowledge base and vocabulary upon which faculty and
mentors can build as the internship progresses,

During the second phase of the program. five courses extend across the entire year: all are
designed to draw their content directly from the practice in which students are engaéed. That
content is then used as both a complement and a ¢ontrast to research-based. best practices tor
understanding and teaching children in academic. social. emotional. behavioral. and physical
domains. Three courses are team taught on one afternoon each week and comprise the teaching
and curriculum core. They focus on advanced issues in literacy and numeracy development.
integrative curriculum, and assessment. Swdents receive a third of their credit in these courses
for working with' their mentor teachers to connect coursework and classroom practice.

The two remaining courses meet on one fult Saturday per month - Research Methods and
Family Support. Using a_presentation/work session format, they provide students an opportunity
to conduct rigorous and sustained studies of individual children with special needs and their
famnilies, respectively. These courses are intended to situate the child and his or her famnily in the
context of their human ecology (Bronfenbrenner. 1979). and to help students locate and account
for the myriad influences which place children and families at sociocultural risk or promise
(Garbarino. 1992). Paramount among several activities is each student's repeated self-analyses
of their own biases, especially as they manifest themselves in daily practice with children and
interactions with parents. Students also conduct repeated analyses of the classroom and school
ecology (hat may be helping or hindering each child’s growth and development.

To reinforce opportunities for learning in teams and to provide for cross-semination of
ideas, students are carefully grouped and regrouped for different leaming experiences across the

10 months of the internship using the following scheme: Cohorts ranging in size from three to

" nine work at each PDS site and meet among themselves periodically for support sessions. For

the teaching and curriculum core, two or three PDS cohorts are blended, usually to highlight the
contrasting features, philosophies, or programming strategies of each school. For the Saturday

classes, the students are reorganized one last p.pﬁ into three different sections for each course,
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w1th attention given to creating 1n ¢ach section the greatest variety of student cxpo.;.riences.

Finally. in the /ntegration phase during summer two of the program. students take their
foundauon course in the historv. ethics. and law of special education. This course chailenges
students o reinterpret their experience within the profession’s historical context. and to form a
coherent personai strategy for becoming not only a teacher of children with special needs. but a
professional 