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Overview of the Institution

Introduction

Located in New Haven, Connecticut, Southern Connecticut State University, a fully accredited institution of higher education by the New England Association of Schools and Colleges (NEASC), is authorized by the Connecticut General Assembly to offer courses and programs leading to bachelor's and master's degrees in the arts and sciences and in various professional fields.  Southern also offers a sixth year diploma in several special areas as well as a doctorate in Educational Leadership.  One of four institutions governed by the Board of Trustees for the Connecticut State University System (CSU), Southern receives its major support from legislative appropriations.

Founded in 1893 as the New Haven State Normal School, Southern became a four-year college with degree granting powers in 1937.  Ten years later, Southern joined with Yale University's department of education to offer a graduate program leading to a masters of arts degree.  In 1954, with Southern growing and changing to meet the needs of its students, the State Board of Education authorized the institution - then known as the New Haven State Teachers College - to assume complete responsibility for this program.  As a result, Southern made its name during the 1950's and 1960's preparing teachers in virtually every major scholastic area.


In 1959, six years after the institution had moved to its present modern campus, state legislation expanded Southern's offerings to include liberal arts curricula leading to bachelor's degrees in the arts and sciences.  This legislation also reorganized the institution into a multipurpose institution and renamed it Southern Connecticut State College.  Since then Southern has continued its growth as a modern, diversified center of higher learning, expanding both its undergraduate and graduate programs and opening up entirely new fields of study and research.  In March 1983, Southern became a university completing its evolution.  Today, the University is composed of seven academic schools:  the  School of Arts and Sciences, the School of Business, the School of Communication, Information, and Library Science, the School of Education, the School of Health and Human Services, the School of Extended Learning, and the School of Graduate Studies. 


The university has been approved to offer a doctoral program to be administered by the Department of Educational Leadership in the School of Education. This is a practitioner-based Ed.D. program aimed at professionals seeking to be educational leaders within the greater Fairfield and New Haven counties.  The program extends the mission of the university to provide excellence in all academic programs and seeks to provide transformational and reflective leaders for an ever-changing and diverse American society.  The program focuses on educational leadership with a foundation in the Unit's conceptual framework of service, attitudes and dispositions, integrity, leadership, and service (SAILS).  This highly rigorous and innovative program incorporates a Proseminar in Leadership Dynamics as part of the admissions procedure.  The program contains research, and leadership and organizational cores as well as areas of specialization that allow for an interdisciplinary program that crosses departments.  In addition, doctoral inquiry seminars that combine field experience with field-based research enhance the quality of the program.  Because the cohort model has been shown to produce high retention and graduation rates for practicing professionals, twenty-five students will be recruited each year to fulfill a four year planned course of study.      

In summary, with its strong and healthy identity intact and its fine traditions for support, Southern can look to a future as varied, dynamic, responsive, and responsible as its past. (Undergraduate Catalog). 

A total of 12, 219 full and part-time, graduate and undergraduate students were enrolled in the fall '03 semester for the 2003-04 academic year.  The breakdown is as follows:

·   Undergraduate full-time                6277

· Undergraduate part-time               2014

· Graduate full-time                           884

· Graduate part-time                         3044

The School of Education (the Unit) offers initial undergraduate and post-baccalaureate teacher certification programs, advanced programs in early childhood, elementary, and secondary education, and advanced specialty programs in reading, school counseling, school psychology, and educational leadership including a doctoral program.

SCSU TEACHER EDUCATION PROGRAMS

	Program Name
	Award Level
	Program Level
	Number of Candidates
	SPA
	Status of Program Reviews

	
	
	
	
	
	Program Review Submitted
	Current Status

	Art
	BS

Cert.

MS
	ITP

ITP

ADV
	69

22

23
	N/A
	N/A
	

	Bi-Lingual
	BS
	ITP
	
	N/A
	N/A


	

	Biology
	BS

Cert.

MS
	ITP
ITP
ADV
	28

12


	NSTA
	Yes
	Rejoinding

	Chemistry
	BS

Cert.

MS
	ITP
ITP
ADV
	3

3
	NSTA
	Yes
	Rejoinding

	Counseling
	Cert.

MS

SYC
	ADV

ADV
ADV
	11

75

3
	CACREP
	Yes
	Complete

	Early Childhood
	BS
Cert.

MS
	ITP
ITP
ADV
	43

45
	NAEYC
	Yes
	Complete

	Educational Foundations
	SYC
	ADV
	27
	N/A
	
	

	Educational Leadership
	Cert.

SYC

Ed.D.
	ADV
ADV
ADV
	42

157

25
	ELCC
	Yes
	Complete



	Elementary
	BS

Cert.

MS
	ITP

ITP

ADV
	385

87

212
	AEIC
	Yes

Yes
	Complete

Rejoinding

	English
	BS

Cert.

MS
	ITP
ITP
ADV

	74

8

14


	NCTE
	Yes
	Rejoinding

	Exercise Science
	BS
Cert.

MS
	ITP
ITP
ADV
	146

21

57
	NASPE
	Yes
	Complete

	Foreign Language
	BS
Cert.

MS
	ITP
ITP
ADV
	60

19

3
	ACTL
	N/A
	

	Mathematics
	BS
Cert.

MS
	ITP
ITP
ADV
	41

5

18
	NCTM
	Yes
	Rejoinding



	Reading
	Cert.

MS
SYC
	ADV
ADV
ADV
	4

76

52
	IRA
	Yes
	Complete

	School Health
	Cert.

MS
	ITP

ADV
	12

26
	AAHPE
	Yes
	Complete



	School Psychology
	MS

SYC
	ADV

ADV
	24

73
	NASP
	Yes
	Complete

	Science Education
	Cert.

MS

SYC
	ITP
ADV
ADV


	5

5

1
	NSTA
	Yes
	Rejoinding

	Social Studies
	BS
Cert.

MS
	ITP
ITP
ADV
	94

11

54
	NCSS
	Yes
	Rejoinding

	Special Education
	BS
Cert.

MS

SYC
	ITP
ITP
ADV
ADV
	67

59

77

9
	CEC
	Yes
	Complete


Overview of the Conceptual Framework

Development of the Conceptual Framework

In the summer of 2000, the School of Education Quality Council was constituted to serve as the steering committee for the self-study leading to NCATE accreditation.  Membership consisted of faculty from the five departments in the School of Education - Counseling and School Psychology; Educational Leadership; Elementary Education and Foundations; Exercise Science and School Health; Special Education and Reading.  The Dean of the School of Education is a member of the Quality Council as well as the Associate Dean of the School of Education who serves as chair.  Members of the Quality Council attended NCATE orientation sessions in August 2000 and January 2001.  Concurrent with the establishment of the Quality Council, the Articulation Committee, consisting of secondary education faculty from the School of Arts and Sciences and School of Education faculty was reconstituted and has had a significant role in the development of our conceptual framework.

The Quality Council adopted the acronym SAILS (Scholarship; Attitudes and Dispositions; Integrity; Leadership; Service) as the set of guiding principles that informs the Unit's practice.  Since the initial draft of our conceptual framework, it has undergone review and multiple "tweakings" both within the university by the Articulation Committee, School of Education department chairs and faculty, and School of Arts and Sciences Department chairs and faculty, as well as P-12 administrators and teachers in our partnership schools.  In addition, NCATE Board of Examiners members have been kind enough to offer suggestions for improvement.  In summary, we believe that our conceptual framework consists a set of beliefs that truly represents the Southern Connecticut State University teacher education community.

Evidence of the Conceptual Framework Throughout the Standards 

The Unit is dedicated to the development of teachers and other professionals who are personally involved in both lifelong learning and in the continuous improvement of the educational systems in which they work. We believe that this endeavor is both noble and necessary for our survival as a society.   It is worth the passionate commitment of life’s work. To achieve this goal, the faculty and staff of the Unit are committed to the principles of scholarship, integrity, leadership, and a devotion to service that will help make lifelong learning a reality for us and for those we serve.

The acronym SAILS (Scholarship; Attitudes and Dispositions; Integrity; Leadership; Service) has been adopted to reflect our vision and our responsibilities:  It informs the conceptual framework that underpins our vision of teachers and other school personnel; it conveys what we believe to be true in teacher education; it reflects our vision, is easily communicated to others, and lends itself to evaluation.  For us at Southern, SAILS represents the core through which our values, beliefs, and dispositions are revealed.  It is the thread that ties coursework, field experiences, and faculty-student-teacher interactions together.  It is what informs our practice.

We believe that scholarship is an essential ingredient in becoming a lifelong learner.  Scholarship requires familiarity with, and a contribution to, that body of knowledge that encompasses ways of knowing and learning; it is a respect for the methodologies of research and for the evaluation of data and ideas necessary to support instructional and leadership initiatives; it is a commitment to persistence and diligence of inquiry that takes one beyond simply a casual exposure to information, ideas, and approaches to problem solving.  Above all else, scholarship is an ongoing and proactive effort to try to make things better as we face not only the complexity of the learning process but also the diversity of each individual whom we serve. 

As a faculty and staff, the Unit values self-motivation and self-evaluation as the critical elements that help us make a difference in the experience of both our candidates and the educational communities that we serve.  We value and respect individual differences as a positive contribution to our society; we value and encourage the participation of all members of a community in the education of their children; we value our own self-development and learning just as we foster learning in others.

The Unit believes that integrity guides our actions through research and practical experience.  Integrity means adherence to a professional code of ethics and high standards of conduct. We believe that we must exhibit the courage to do the right things from both a moral and a professional perspective; that failure to do so might very well mean that all our students are not given the opportunity to maximize their potential, to be the very best that they can be.

Leadership is critical in all aspects of learning and education.  We believe that all educators should be leaders - teachers, counselors, and coaches as well as superintendents and principals.  Self-leadership requires a sense of discipline, clarity of goals, professionalism, and an awareness of our strengths and weaknesses.  Leading others requires that we are aware of their individual needs, and that we are willing to help them achieve their goals.  Leading a school or other learning community requires shaping of a vision and moving toward that vision in an explicit fashion.  Finally, leading a community requires active engagement in issues of critical importance to that community.  This engagement is not reactive but proactive; its goal is to help the community clarify its needs and the expectations of its educational system.  To exercise a successful leadership role in today’s educational community, leadership approaches should be drawn from and developed according to contemporary research.  It is no longer sufficient to try to influence using only traditional methods.  School leadership requires an appreciation and exercise of visionary, moral, situational, and transformational leadership approaches.  We also believe that a demonstration of these approaches, by example, is the most powerful influence that any leader can exercise.

Understanding the value of service begins with a sense of giving rather than taking.  Service requires that we extend beyond the bare requirements of our respective roles or positions in an educational community.  Service views the creation and support of a better community as an essential and critical part of student development.  To make this a reality, educators need a connection to their school communities that helps them to better understand the lives of their students and their students' families.

 The learning outcomes for the Unit are firmly grounded in a knowledge base that encompasses all five principles of the Unit.  These learning outcomes clearly recognize that the organization and development of the Unit is guided by the literature on teacher education and recognizes that this literature influences the preparation of teachers and teacher educators (Reynolds, 1989; Wittrock, 1986; Darling-Hammond, 2000).   The learning outcomes further recognize that we, as teacher educators, operate within the changing context of public school education, and that education has undergone pervasive reforms since the publication of A Nation at Risk in 1983 (Skrtic, 1991; Lambert, 1995).  This is no less apparent in the current No Child Left Behind Act of 2001, which will have sweeping implications for colleges of education (Imig, 2002).  Such reforms have essentially questioned the traditional hegemonies of research methodologies within schools and have placed a renewed emphasis on contextual understandings as well as the construction of knowledge as critical ingredients to student success. (Vygotsky, 1962; Bronfenbrenner, 1977; Skrtic, 1991; Lambert, 1995).

Levine and Trachtman (1997) articulated a set of critically important assumptions that guided the fundamental evolution of our Unit:

1.
There is a knowledge base about teaching that resides among practitioners.

2.
Knowledge about teaching is created in school settings.

3.   Teaching and learning must be contextualized if teachers are to be oriented to continuous learning in practice.

4.
Teachers’ learning must be collegial in order to generate more knowledge and to produce comfort with public practice and habits of delivering instruction.

5.
Teachers’ learning must be problem-based in order to develop a problem-solving orientation toward practice.

The theme of creating lifelong teachers and learners as well as the learning outcomes of our Unit are grounded in theory, reflected in school practice, and constructed within the context of the changing nature of public education today. 

Although the Unit encompasses programs in school counseling, school psychology, administration, and exercise science as well as classroom teaching, the term "teacher" is used to refer to all educators, regardless of specific position within a school system, for all educators are truly teachers. The Unit’s knowledge base is linked to its learning outcomes via SAILS.  The key to this knowledge base is its linkage by all programs in the Unit to these five organizing principles.

Standard 1:  Candidate Knowledge, Skills, and Dispositions

Candidates (persons who are preparing to teach, teachers who are continuing their professional development; and persons preparing for other professional roles in schools such as principals, school psychologists, and school library media specialists) know and demonstrate the content, pedagogical, and professional knowledge, skills, and dispositions necessary to help all students (includes students with exceptionalities, and of different ethnic, racial, gender, language, religious, socioeconomic, and regional/geographic origins) learn.  Assessments indicate that candidates meet professional, state, and institutional standards.

Praxis II Pass/Fail Results

Year


Total Taking Exams

Pass

Percent

2001/02


552


 478

  86.6%

Element 1:  Content Knowledge for Teacher Candidates

(Initial and Continuing Preparation of Teachers)

At the undergraduate level, all candidates, regardless of major, must meet the All University Requirements.  These requirements encompass courses in both the humanities and the sciences and are collectively intended to provide the candidates with a broad liberal arts background.  To be admitted to a teacher education program, candidates must pass the three sections of Praxis I (reading, mathematics, writing) and have a minimum 2.7 GPA; the candidate must maintain a minimum 2.7 GPA to be in good standing in the program. In the secondary education and exercise science programs, the candidate must satisfy his/her department's requirements for a major as defined by the university, the Connecticut State Department of Education, and the respective Specialty Professional Association.  In elementary education and special education, the candidate must have a full major in a liberal arts discipline as well as a major in education. (Refer to the undergraduate catalogue for information regarding each specific program).

Although all teacher education candidates in all programs must satisfy the same set of all university requirements, whenever possible they have been designed to specifically meet the needs of education candidates.  For example, undergraduate elementary candidates must take PHI 370 Philosophy of Education to satisfy the philosophy requirement.  All candidates, regardless of program, must take SHE 203 School Health to satisfy the all university health and wellness requirement.  There has also been collaboration between departments.  All candidates in the elementary and special education programs, for example, must take MAT 105 Mathematics for Elementary Teachers I to satisfy the university mathematics requirement.  Two professors, one from the Mathematics Department and one from the Education Department have collaborated on an activities text "Mathematical Investigations for the Elementary Grades" that is used in MAT 105.  The text is aligned with NCTM standards and emphasizes a problem solving approach as well as an interdisciplinary connection with social studies and language arts.

To be admitted to a program at the graduate level, all candidates, must have an undergraduate degree from an accredited college or university with a minimum of a 2.5 GPA; in addition, candidates must also satisfy each department's specific admission requirements.  (Candidates who are applying to teacher certification programs must meet the same certification requirements as undergraduates).  Candidates applying to masters and sixth year professional development programs must satisfy the requirements of the department and the respective Specialty Professional Association.  (Refer to the graduate catalogue for information regarding each specific program).

In all teacher education programs in the Unit, candidates demonstrate their knowledge via writing, discussions, presentations, demonstration lesson plan presentations, curriculum units, whole and small group discussions, problem solving, field experiences, clinical experiences, and research within their respective academic disciplines.  Coursework in all programs are designed to foster and facilitate inquiry.  Small and large group discussions afford candidates opportunities to consider a topic in detail.  In Exercise Science, for example, kinesiology provides candidates with the knowledge and skills to analyze movement which they later apply in methods courses.  The methods courses in physical education are designed to encourage candidates to think critically and to apply that knowledge to foster change in their students.

Element 2:  Content Knowledge for Other School Personnel

Standards relative to content knowledge, as demonstrated through inquiry, critical analysis, and synthesis, for candidates in other professional school roles are delineated by the respective Specialty Professional Association; each program in the Unit that prepares candidates for other professional school roles has received full accreditation from its SPA.

These candidates demonstrate an in-depth understanding of their professional roles in a variety of ways that encompass professional, state, and institutional standards.  Assessment strategies include basic concepts of standardized and non-standardized testing as well as other techniques such as norm-referenced and criterion-referenced assessment, environmental assessment, performance assessment, individual and group test and inventory methods, behavioral observations, and computer- assisted methods.

Within each of the programs in the Unit that educate candidates for other professional roles, there is an emphasis on practical experiences supervised by full-time and/or clinical faculty.  Although the specifics of these experiences may be germane to an individual program, this approach affords all candidates multiple opportunities to apply what they have learned in their professional courses to real world situations.  Since these programs are typically graduate programs at the masters level or above, candidates are required to submit a thesis or pass a comprehensive examination to meet program completion requirements.  Candidates also have the opportunity to do research under the supervision of faculty advisors.  For example, the School of Graduate Studies annually awards research fellowships on a competitive basis; these have traditionally been awarded to candidates in various departments in the Unit.

Element 3: Pedagogical Content Knowledge for Teacher Candidates

(Initial and Continuing Preparation of Teachers) 

Pedagogical content knowledge standards are defined by the Connecticut State Department of Education regulations, and all teacher education programs in the Unit meet or exceed these requirements.  In addition, each program has either received accreditation from its respective Specialty Professional Association or is in the rejoinder phase.  Pedagogical performance objectives for each course are delineated in the course syllabus and are cross referenced to INTASC, SPA, and CCCT (Connecticut Common Core of Teaching) standards. The establishment of the Unit assessment plan (see Standard 2) ensures that candidates meet specific pedagogical competencies at various benchmarks in each program.

The Unit's conceptual framework views content knowledge and pedagogy as two integrated parts of the same whole, not as two separate aspects of teacher education.  In other words, the pedagogy that candidates acquire in each certification program is, in actuality, content knowledge based.  Through opportunities in courses and field experiences, candidates develop curriculum units and lesson plans that are subject matter based and that encompass instructional strategies advocated by the respective academic discipline's SPA. Subject matter performance objectives are delineated in the respective course syllabus and are cross referenced, as appropriate, to INTASC, SPA, and CCCT (Connecticut Common Core of Teaching) , and ISTE standards. The establishment of the Unit assessment plan (see Standard 2) ensures that candidates meet specific subject matter competencies at various benchmarks in each program.

In each certification program, candidates are exposed to instructional strategies advocated by that program's SPA, and candidates implement these strategies through the development of curriculum units and lesson plans in pedagogical courses, field experiences, and clinical experiences. The university as a whole and the Unit in particular have made a strong commitment toward the development and enhancement of technology.  There is a technology strand imbedded in each program, and candidates are expected to develop and demonstrate competencies in the uses of technology as teaching tools within the classroom.  The Instructional Materials Center in Buley Library assists candidates in the preparation of technology-based materials for classroom use. The establishment of the Unit assessment plan (see Standard 2) ensures that candidates meet increased technology competencies at each benchmark in each program.  For example, in the mathematics program, candidates are expected to know and use several forms of technology that are effective in the mathematics classroom.  These include the graphing calculator, calculator bases laboratories, and the creation of web sites on the Internet.  The appropriate use of technology is modeled in the classroom and discussed in methods courses.

Element 4: Professional and Pedagogical Knowledge and Skills for Teacher Candidates      

(Initial and Continuing Preparation of Teachers)

In the courses in each teacher education program in the Unit, how students learn and the fact that students learn differently is a primary focus.  All teacher education programs require candidates to take course work that teaches ways of meeting the needs of exceptional students in regular education classrooms.  In the Exercise Science program, for example, students with disabilities come on campus weekly, and candidates work with them on a one-on-one basis. Candidates learn about learning theories such as Gardner's multiple intelligences, Gregoric-Butler learning styles delineator, and Bloom's Taxonomy, as examples.  They study theories such as these, learn how they apply to the teaching-learning process in their respective disciplines, and develop strategies to implement them in microlesson presentations as well as unit planning.  This process continues in both field experiences and clinical practice. The establishment of the Unit assessment plan (see Standard 2) ensures that candidates meet specific pedagogical competencies at various benchmarks in each program.  For example, in the special education program, candidates integrate all previous course work in assessment, instruction, and classroom management by developing and delivering lessons to students in an urban elementary setting.  The specific course, SED/IDS 449, was commended by CEC as a program strength.

The mastery tests in Connecticut (Connecticut Mastery Tests - CMT's - in grades 4,6,8 and Connecticut Assessment of Performance Tests - CAPT - in grade 10) all emphasize the application of learning as opposed to learning just for knowledge sake.  This has led to an emphasis in both methods courses as well as clinical practices on the development of assessment strategies, such as performance-based or authentic assessment, that are departures from traditional testing as the way to assess student learning.  Candidates are also taught that performance assessments are most effective when they are connected to real world experiences and are relevant to the students' lives.  In courses, candidates are taught ways to develop performance assessments that are relevant to their respective disciplines, and this is put into practice in the instructional units that candidates are required to develop in their clinical experiences.

In courses, field experiences, and clinical practice, the overriding objective is to help candidates grow professionally.  All teacher education programs require candidates to take course work that teaches ways of meeting the needs of exceptional students in regular education classrooms. In methods courses, candidates prepare instructional units and present microlessons to their peers.  These lessons are videotaped affording candidates the opportunity to reflect on their presentations.  It is expected that the areas that are identified by the candidate and the respective faculty as needing improvement will be reflected in a second microlesson presentation. In field experiences and clinical practice, candidates keep reflective journals in which they not only describe their practice but also reflect on what needs to be improved and how this will happen.  This reflection encompasses the following:  classroom environment; how the lesson is introduced to the students; the content of the lesson; classroom management; student engagement; materials used to teach the lesson; instructional methodology; modifications for exceptional learners; lesson closure; assessment of student learning.  It is expected that subsequent lesson presentations will show how these reflections have been implemented.  This process is co-mentored by cooperating teachers and university supervisors.  A student teaching seminar is required in all programs in the Unit, and this affords candidates the opportunity to discuss areas of common concern with peers and faculty.  The establishment of the Unit assessment plan (see Standard 2) ensures that candidates meet specific pedagogical competencies at various benchmarks in each program.

The Unit's faculty recognizes that candidates must be aware of the ways in which family, culture, and community influence students learning.  This concern is reflected by the acronym S-A-I-L-S that informs the Unit's conceptual framework, the second "S" stands for Service which is defined as involvement in the community in which the candidate lives and/or works.         Assessment of the candidate's level of service begins when s/he applies to a teacher certification program (baccalaureate or post-baccalaureate) and is interviewed by faculty in the respective department. The candidate may be denied admission to the program if it is determined that the degree of service involvement fails to meet expected levels.  At each benchmark in the Unit's assessment plan, the level of service is evaluated thereby ensuring that the candidate's service involvement will continue to grow.   In the foreign language program, for example, ACTFL standards require candidates to plan lessons according to Community and Connections.  In Community, candidates are required to show the value of foreign languages to their own communities and to engage in activities that target language beyond the school walls.  Connections refers to an interdisciplinary approach whereby candidates make connections between other fields of interest.

To further enhance the development of professional and pedagogical knowledge and skills for teacher candidates, the Education Department has developed a chart that not only  sequences the required courses in the undergraduate elementary education program into four gates but also establishes the concepts to be introduced at each gate.  These concepts are spiraling in nature in that the concepts that are introduced at each gate build upon the ones from the previous gate.

Element 5:  Professional Knowledge and Skills for Other School Personnel

The Unit offers masters programs in those disciplines that also offer initial teacher certification programs (see chart in chapter 1).  Candidates in these programs are certified in their respective disciplines, typically have teaching positions in P-12 schools, and are seeking to advance their professional knowledge and skills in their respective disciplines.  Masters programs are also offered in school counseling and reading that prepare candidates, who are certified P-12 teachers, to meet Connecticut requirements in that respective discipline.  Sixth year programs are offered in school counseling, school psychology, educational leadership, educational foundations, reading, special education, and science education to candidates who either wish to become certified in another discipline or who wish to enhance their knowledge in their respective chosen disciplines. A doctoral program in educational leadership is also offered.

All advanced teacher preparation programs seek to prepare candidates who have a comprehensive understanding of the professional knowledge expected of practitioners in their respective fields.  Where applicable, each program exceeds the minimum standards established in Connecticut for certification in that discipline, and all advanced programs have been accredited by their respective professional associations.  The use of technology (in all its varied formats) is an integral component of all advanced programs ranging from on-line courses in educational foundations to the videotaping of counseling sessions in school psychology to statistical analysis in educational leadership, to cite three examples.

Since candidates in advanced are typically certified teachers in Connecticut and are working in P-12 schools, they have demonstrated knowledge of the students, families, and communities in which they work.  Although the learner outcomes stated in the Unit's conceptual framework are equally important in all advanced programs,   the following are particularly germane to advanced programs:  an appreciation the interconnectedness of the relationships of teachers, students, and parents; engagement in critical thinking; opportunities to contribute time and/or expertise to the community in which s/he works, lives, or learns. Since the Unit regards all candidates as teachers, regardless of the specific position in a K-12 school,  the primary focus of each advanced program is to enhance student learning.  Since many candidates in advanced programs are seeking to be eligible for leadership positions, they have the opportunity to make school a positive experience for all students regardless of ethnicity, demographics, gender, primary language, or learning exceptionality.  

There is a strong emphasis on internships and practicums in each program. In programs, such as school counseling, school psychology,  and school administration, that require an internship as the candidate's clinical practice, the candidate, the P-12 mentor, and the faculty member work as a team to design an internship that meets the requirements of the program and that support the candidate's growth. Some advanced programs requires a practicum as the initial field/clinical experience that moves from observation to direct service.  Initial emphasis is on observation, modeling, and understanding the role of the professional and the culture of the organization.  As the practicum progresses, candidates transition from observation to direct service.  Supervision is provided by university and clinical personnel, and all candidates participate in on-campus seminars. Internships are intensive and diversified experiences that emphasize the application of theories, knowledge, and skills learned in courses. Candidates participate in weekly seminars that are issue and case-focused, and are evaluated by clinical and university supervisors.

The internship for administrators in the Educational Leadership Department lasts for a full academic year and a minimum of 200 hours.  The initial portion of the internship requires that an  extensive action plan be developed between the candidate and his/her faculty mentor that encompasses the four domains of leadership - organizational, instructional, political and community, and strategic.

Element 6:  Dispositions for All Candidates

Imbedded in the Unit's conceptual framework is the concept of attitudes and dispositions of teacher candidates. This is driven by the belief, first, that continuous learning is essential to function effectively in a rapidly changing world, and, second, the belief that teaching for understanding requires ongoing engagement with evolving knowledge.  This will provide an ethical framework within which candidates are able to critically reflect on, test out, and clarify their own sense of values and principals that will guide their professional practice. In addition, all teacher candidates are provided with the Code of Professional Responsibilities for the State of Connecticut   

It is also the belief of the faculty that growth in one's dispositions is a lifelong experience that begins when the candidate first enters into a certification programs and continues through graduate education and beyond.  As such at each of the benchmarks in the Unit's assessment plan (see Standard 2), the candidate's growth in meeting the dispositions expected of professional educators is assessed. The candidate's portfolio is reviewed by the program's faculty, and this enables faculty to meet with and counsel candidates whose dispositions may need to be adjusted.  In addition, field experiences and clinical practice provide additional opportunities to assess candidates' dispositions.

Individual departments are also developing strategies to assess the attitudes and dispositions of its candidates.  The Special Education Department, for example, has developed a student self-evaluation survey that is completed by candidates upon both entry to and completion of its programs .  This survey is  linked to the Council for Exceptional Children Common Core and the Connecticut Common Core of Teaching as well as SAILS (Scholarship; Attitudes and Dispositions; Integrity; Leadership; Service), the acronym that has been adopted to reflect the Unit's vision and responsibilities.  This survey is also included in the admissions packet and is filled out by the two persons who are recommending the candidate for admission to the department.

Element 7:  Student Learning for Teacher Candidates

(Initial and Continuing Preparation of Teachers)

During courses and field experiences, pre-service teacher candidates are exposed to strategies that will enable them to assess and analyze student learning, make appropriate adjustments to instruction, monitor student learning, and have a positive effect on learning for all students.  In the courses in each teacher education program in the Unit, how students learn and the fact that students learn differently is a primary focus.  All teacher education programs require candidates to take course work that teaches ways of meeting the needs of exceptional students in regular education classrooms.  Candidates learn about learning theories such as Gardner's multiple intelligences, Gregoric-Butler learning styles delineator, and Bloom's Taxonomy, as examples.  They study theories such as these, learn how they apply to the teaching-learning process in their respective disciplines, and develop strategies to implement them in micro lesson presentations.

This learning culminates in the candidate's clinical practice.  In some programs, clinical practice is divided into two experiences:  For example, art education and exercise science both have clinical practice at both the elementary and secondary levels; elementary education has clinical practice in two elementary settings, one in a higher elementary grade and one at a lower, one in an urban setting and one in a suburban or rural setting.  In clinical practice, candidates work with mentor (cooperating ) teachers and university supervisors to develop instructional units and lesson plans that enable all students to maximize their learning.  In the art education program, for example, in process critiques and impromptu technical demonstrations by the cooperating teacher and the university supervisor, as well as candidate self-critiques, are integral to the art learning process.  Student teaching portfolios (required of all candidates in all teacher education programs) provide evidence of the candidate's growth in the ability to assess and analyze student learning utilizing both summative and formative strategies, and to make appropriate adjustments to instruction based on those observations and analysis.  A student teaching seminar is required in all programs in the Unit, and this affords candidates the opportunity to discuss areas of common concern with peers and faculty.  The establishment of the Unit assessment plan (see Standard 2) ensures that candidates meet specific pedagogical competencies at various benchmarks in each program.

At the masters and sixth year levels, candidates are typically certified as teachers in Connecticut; if they are in their third year of teaching or higher, they have also passed the continuing certification requirements of the BEST (Beginning Educator Supervision and Training) program.  Since these candidates have implemented in the P-12 classroom the rudiments of how to assess and analyze student learning, make appropriate adjustments to instruction, monitor student learning, and have a positive effect on learning for all students, the focus of graduate education is to refine and further develop these strategies so that the candidate will increase his/her professional competencies.  This is accomplished through a combination of required courses and elective courses that allow the candidate to focus his/her graduate education on aspects of teaching that are particularly of interest to him/her.

Element 8:  Student Learning for Other Professional School Personnel

In each program that prepares candidates for other professional school roles, there is a strong internship component.  Depending on the individual program, there are a variety of setting in which the internship(s) can take place including P-12 schools as well as on-campus settings.  All internships in all programs are supervised by a combination of clinical faculty and university supervisors.

It should be noted that although the programs in the Unit that prepare candidates for other professional school roles are graduate programs at the masters level and above,  the candidates in these programs are not currently certified by the State of Connecticut as professional practitioners in the areas that their respective programs encompasses, but have a professional goal to become certified.  Although candidates  do not currently occupy these job responsibilities, they do have opportunities to engage in a variety of tasks that can affect educational environments and improve student learning.  For example, in the Counseling and School Psychology Department, this may include counseling, assessments, interventions, and consultation that lead to an improved learning environment.

Standard 2:  Program Assessment and Unit Capacity

The unit has an assessment system that collects and analyzes data on applicant qualifications, candidate and graduate performance, and unit operations to evaluate and improve the unit and its programs.

Element 1:  Assessment System

The Unit has adopted a portfolio assessment system that is linked to the Unit's conceptual framework as expressed by the acronym SAILS (Scholarship; Attitudes and Dispositions; Integrity; Leadership; Service), INTASC standards, and CCCT (Connecticut Common Core of Teaching) standards; in addition each program's assessment is linked to its specific SPA.  The assessment system consists of four required benchmarks or gates:  entry to the teacher certification program; midway progress at the completion of approximately 50% the required courses in the program; advanced progress at the completion of all required coursework and immediately prior to the clinical practice; program completion at the conclusion of the clinical practice.  At each benchmark, the candidate is required to demonstrate the fact that s/he has acquired the competency level required to proceed to the next phase in the program.  


The charts shows the following:

· Correlation of the learning objectives, as stated in the conceptual framework, with INTASC, CCCT, and ISTE standards

· Alignment of learning objectives with the assessment plan at each benchmark
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 Correlating Learning Objectives with INTASC, CCCT, and ISTE Standards
	Learning Objectives
	INTASC
	CCCT
	ISTE

	SCHOLARSHIP

	• Content Knowledge
	Principle 1-knowledge: c
	# I-4a-f
	

	• Critical Thinking
	Principle 1-dispositions: a, b

Principle 4-dispositions: a, b
	Principle 7-dispositions: b

Principle 9-dispositions: a
	# I-1a,b

# I-2a,b
	

	• Pedagogical  

         Knowledge
	Principle 2-knowledge: a-c 

Principle 4-knowledge: a-c

Principle 4-dispositions: a, b


	Principle 4-performances: a-e 

Principle 5-knowledge: a-e

Principle 5-dispositions: a-e

Principle 5-performances: a-g
	# II-3a-g

# II-4a-d

# II-5a,b

# II-6a,b
	

	• Use of Technology
	Principle 4-knowledge: c

Principle 6-performances: e
	
	# I-A,B; # II-A,B; # III-A,B; # V-A,C; #VI-B

	• Plans for Instruction
	Principle 7-knowledge: a-c

Principle 7-dispositions: a-c
	Principle 7-performances: a-e
	# II-1a-d

# II-2a-c
	

	• Assesses Student Performance
	Principle 8-knowledge: a-c

Principle 8-dispositions: a, b
	Principle 8-performances: a-f
	# II-7a-e
	

	ATTITUDES AND DISPOSITIONS

	• Values Diversity
	Principle 2-dispositions: a

Principle 3-knowledge: a-e

Principle 3-dispositions: a


	Principle 3-performances: a-g

Principle 6-knowledge: b

Principle 6-dispositions: e

Principle 6-performances: e, g 
	# I-1a,b

# I-2 a-c
	

	INTEGRITY

	• Acts in a professional, ethical, and moral manner
	
	
	

	LEADERSHIP

	• Appreciates the interconnectedness of the relationships of students, teachers, & parents
	Principle 10-knowledge: a-c

Principle 10-dispositions: a-e

Principle 10-performances: a-f
	
# III-5a-c

# III-6a,b
	

	• Engages in self-assessment and 

       Reflects on job performance
	Principle 9-knowledge: a, b

Principle 9-dispositions: a-e
	Principle 9-performances: a-c
	# III-3a

# III-4a,b
	

	SERVICE

	• Seeks opportunities to contribute time and/or expertise to the community in which he/she works, lives, or learns
	Principle 10-knowledge: a, b

Principle 10-performances: a
	# III-5b
	


Alignment of Learning 

Objectives with Assessment Plan 

	Demonstration of Learning Objectives
	Entry 

(Gate 1)
	Midway Progress 

(Gate 2)
	Course Completion 

( Gate 3)
	Program Completion

( Gate 4)

	Scholarship
	

	• Content Knowledge
	Praxis I

GPA minimum 2.7
	GPA minimum 2.7

Paper/Project Reflection
	GPA minimum 2.7

Paper/Project Reflection
	GPA minimum 2.7

Clinical Practice Reflection

	• Pedagogical  

         Knowledge
	
	
	Lesson Plan Assignment
	Clinical Practice Reflection

	• Use of Technology
	
	Paper/Project Reflection 

Self-Reflection
	Paper/Project Reflection 

Self-Reflection

Lesson Plan Assignment
	Clinical Practice Reflection

	• Plans for Instruction
	
	
	Lesson Plan Assignment
	Clinical Practice Reflection

	• Assesses Student Performance
	
	
	Lesson Plan Assignment
	Clinical Practice Reflection

	Attitudes and Dispositions
	

	• Values Diversity
	Essay
	Paper/Project Reflection
	Lesson Plan Assignment
	Clinical Practice Reflection

	• Engages in self-assessment & Reflects on job performance
	Essay
	Paper/Project Reflection

Self-Reflection
	Paper/Project Reflection 

Self-Reflection
	Self-Reflection

	Integrity
	

	• Acts in a professional, ethical, and moral manner
	Interview

Essay
	Self-Reflection
	Self-Reflection
	Self-Reflection

	Leadership
	

	• Critical Thinking
	Essay
	Paper/Project Reflection

Self-Reflection
	Paper/Project Reflection 

Self-Reflection
	Self-Reflection

	• Appreciates the interconnectedness of the relationships of students, teachers, & parents
	
	Paper/Project Reflection

Self-Reflection
	Paper/Project Reflection

Self-Reflection
	Self-Reflection

	Service
	

	• Seeks opportunities to contribute time and/or expertise to the community in which he/she works, lives, or learns
	Letters of Recommendation
	Paper/Project Reflection

Self-Reflection
	Paper/Project Reflection 

Self-Reflection
	Self-Reflection



It should be noted that these benchmarks are generic in nature, and that each program's specific assessment system may vary slightly; for example, the school counseling program does not required lesson plans.  In addition, the requirements at each benchmark are considered minimum expectations, and each program may require additional evidence of candidate competency at any or all of the four benchmarks.  This is particularly true of those programs that have already met the accreditation criteria of their respective SPA's.

The professors in the Unit view assessment as having a strong mentoring as well as an evaluative component.  If a candidate does not demonstrate expected competencies at a specific stage in a program, professors are willing to provide guidance to help that candidate achieve success.  Assessment is viewed as an on-going process that begins in each required course in the preparation programs.  Professors are moving toward a constructivist approach in which candidates are asked to demonstrate what they know and what they can do. These assessment strategies allow professors to evaluate whether candidates are reaching expected performance expectations.  In addition, at each benchmark in the Unit's assessment system, the candidate is required to submit specific evidence that enable faculty to assess whether s/he has acquired the required competencies before proceeding to the next phase of the program.  The Unit is developing and implementing a data base that will allow results from candidate assessments to be compiled and reviewed on a regular basis (refer to Unit Transition Plan).  Faculty in the various programs in the Unit are active in their respective SPA's, and modifications in assessments reflect changes in professional standards.

The Special Education Department, for example, has created a Student Evaluation and Advisement Committee (SEAC) made up of  five department faculty; its objective is to provide assistance to students who have been identified by faculty as not meeting expected academic performance and/or attitudes and dispositions standards.  

Element 2:  Data Collection, Analysis, and Evaluation

The Unit is in the process of implementing its assessment system and gathering data (see Unit Transition Plan).  The implementation of the midway progress benchmark in the assessment plan in and of itself necessitates a sequencing of required courses in the program; if all candidates have not completed the same courses prior to the midway progress assessment, the data is not reliable.  Those programs in the Unit that did not have a midway assessment prior to the development of the assessment plan did not, as a rule, sequence the required courses; this means that candidates who were accepted into programs prior to the implementation of the midway progress portfolio may not be able to satisfy the requirements of the midway progress assessment and, as such, have been grand-fathered.

Candidates complete Course Information Surveys at the completion of each course; these surveys are both objective and anecdotal in format and provide faculty with feedback that results in course improvement.  At the completion of their clinical practice, candidates  complete a survey that addresses the quality of the experience as well as the effectiveness of both the clinical practitioner and the university supervisor; these results are made available on a departmental basis. Departments have developed additional instruments to assess both candidate readiness to student teach and program effectiveness.  The undergraduate early childhood program, for example, has developed an extensive survey of its student teachers  that includes all aspects of effective teaching from lesson planning to parent involvement.

Established by a resolution of the Connecticut State University System, The Center for Community and School Action Research (CCSAR) was established as an integral component of the School of Education at Southern.  CCSAR is a "collaborative enterprise involving faculty and students in various departments at Southern Connecticut State University, faculty at other Connecticut State University campuses, in partnership with the Yale University Child Study Center, and community agencies and school districts throughout the State of Connecticut.  The purpose of the Center is to contribute to the knowledge that will help improve teaching and academic achievement in schools and promote the psycho-educational development, safety, health and well-being of children."   

CCSAR conducts the following assessments and evaluations of teacher preparation programs at Southern:  Focus group sessions are conducted with undergraduate seniors and graduate students enrolled in teacher preparation programs; surveys of graduates of all certification programs are conducted annually;  surveys of area principals are conducted annually; evaluations from clinical faculty of candidates who have completed their clinical practice are collected and analyzed; scores received by the State of Connecticut of graduates in their second year of teaching who have completed the BEST (Beginning Educator Supervision and Training) evaluation are collected and analyzed; surveys of clinical faculty who are mentors in the BEST program are conducted; surveys of graduates of teacher education programs are surveyed in their second year after graduation; results of the Praxis II Series Institutional Report (State Licensing Exam) are collected and analyzed.

In addition, CCSAR has received grants totaling in excess of $1,540,000 to conduct research and evaluation on a number of significant programs and initiatives including:

Project STARS:  Striving to Achieve Reading Success - a two-year federally funded     initiative offered through the CT State Department of Education to improve the language and literacy of preschool children.

Safe Schools/Healthy Schools Initiative - a three-year federally funded project to prevent youth violence.

Connecticut State Department of Education Early Reading Success Institutes - a three-year literacy program targeted at K-3 teachers in Connecticut Priority Schools.

Element 3:  Use of Data for Program Improvement

The Unit applied for and received a Title II Teacher Quality Enhancement Grant as an instrument to assess whether candidates in initial teacher preparation programs had attained the expected competencies at gate 3 of the Unit's assessment plan (completion of all course work immediately prior to beginning student teaching). A committee consisting of faculty from the

School of Arts and Sciences and the School of Education faculty, as well as P-12 educators was formed and worked collaboratively to develop this assessment plan.  

Since a primary component of effective teaching in any subject at any grade level is the ability to plan effective lessons, the workgroup felt that an assessment that measures the candidate's ability to do this would be a reliable indicator of his/her readiness to student teach.  The  workgroup members decided to conduct the pilot in the fall '03 semester in elementary, English, and science education.  Specifically, it was decided to construct an instrument that would evaluate the ability of the candidate to assess P-12 student work and to then write a lesson plan based on that assessment.  The workgroup decided to use samples of student work from the CAPT (Connecticut Assessment of Performance Tests), and committee members from each academic discipline selected the CAPT sample of student work that would be used in that discipline.  It was decided to use the student responses that had been scored a "2," since a "3" response was a perfect score and the "1" and "0" responses would not provide the candidate with enough information to complete the assignment.

The initial pilot was completed in the spring '03 semester.  Candidates who were in the last course in each program immediately prior to student teaching participated in the pilot.  Candidates in all three programs were given the same prompt and a student work sample from the CAPT tests in each respective academic subject.  Each candidate responded to the prompt.  Six candidate responses (two high, two middle, and two low) from each academic discipline. A rubric based on the linkage/alignment table in the prompt was created, and the responses were scored.

Although the results of the pilot were judged to be positive, a sample that consists  of only eighteen candidates is too small to yield definitive date relative to either program or unit assessment.  However, the members of the workgroup believe that the task itself and the rubric created to assess candidate performance are both valid. As such, it has been decided to expand this assessment in the fall '03 semester using the same prompt and rubric (see the Unit Transition Plan for the timeline for implementation of this assessment is all teacher education programs). All candidate responses will be scored using the rubric, and results will be submitted to and tabulated by CCSAR.  This will provide faculty with data needed to assess both individual program as well as unit effectiveness in preparing candidates for their student teaching experiences. (see Exhibit Room for the complete pilot plan and evaluation).

Standard 3:  Field Experiences and Clinical Practice

The unit and its partners design, implement and evaluate field experiences and clinical practice so that teacher candidates and other school personnel develop and demonstrate the knowledge, skills, and dispositions necessary to help all students learn.

The following chart shows the breakdown of student teacher placements by semester from fall '01 through fall '03.  Please note that a DSAP (Durational Shortage Area Permit) allows a school district to hire an uncertified teachers when no certified teacher is available.  The candidate is required to enroll in a teacher certification program and is supervised during the first year of the DSAP by a university supervisor; this becomes the equivalent of student teaching.

Semester                      # of Schools                # of Districts*                     # of Students

   



# of Schools

# of Placements 

Fall 2001

       52


     180



279


DSAP's
       40


       54



  63

Spring 2002

       64


     193



302


DSAP's
       16


       20



  22

Fall 2002

       61


     203



325


DSAP's
       32

                   46



  48

Spring 2003

       67


     235



358


DSAP's                    9                                 12



  12

Fall 2003

      64


      211


267


DSAP's
      27


       36



  40

* Districts include urban, suburban, and rural.

The breakdown of fall '03 placements by subject area is as follows:

Subject Area


Number of Student Teacher Placements

Art (K-12)




21

English (7-12)




12

Early Childhood (N-3)


10   *

Elementary (K-6)


          144   *

Exercise Science (K-12)


34   *

Foreign Language (7-12)


13

History (7-12)




12

Mathematics




14

Middle School (4-8)



  6   *

School Health




  1

Science (7-12)




  8

Special Education (K-12)


44   *

*   two placements per student

Element 1:  Collaboration Between School and Unit Partners


The Office of Student Teaching has overall responsibility for the placement of candidates the P-12 schools in which they will complete their clinical practice.  This is done in cooperation with the P-12 school into which the candidate will be placed, and frequently involves the district supervisor and the building administrator as well as the clinical faculty member.  Many school
districts now require an interview with the candidate before accepting him/her as a student teacher; at the very least, the candidate is encouraged to contact his/her cooperating teacher before the clinical practice begins.  

Each candidate is assigned to a university supervisor who observes the candidate on a regular basis.  The university supervisor, the candidate, and the cooperating teacher work as a team to support the candidate's growth during his/her clinical practice.  All clinical faculty who are cooperating teachers  must have undergone training as part of the BEST (Beginning Educator Supervision and Training) program.  University supervisors are either full time or adjunct faculty who typically have previous experience as P-12 teachers and/or administrators.  

At the conclusion of each observation of the candidate, the university supervisor completes a standard, performance-based observation form, and meets with both the candidate and the cooperating teacher to discuss the candidate's strengths and plan for improvement.  At the conclusion of the clinical practice, the university supervisor and cooperating teacher meet to write the candidate's final student teaching evaluation.  In addition, the university supervisor and cooperating teacher communicate on an informal needs basis to discuss  the candidate's growth.

Various programs and departments have established relationships with P-12 schools.  In an effort to ensure that field experiences are coordinated and organized, the Exercise Science Department has formed a collaborative arrangement with the staff of the Wintergreen Magnet School in Hamden, CT.  These clinical partners are involved in the design and implementation of field experiences as well as the evaluation of candidates.  The English Department has established a collaborative relationship with Somersworth High School in Somersworth, New Hampshire in which candidates use e-mail to work with high school students around issues of reading and writing.  This relationship extends to student teaching experiences in the form of a sharing of resources and expertise between candidates and the clinical staff at Southworth.  Members of the faculty in the Mathematics Department have co-taught classes in various New Haven high schools, and methods classes are typically co-taught as well.

The Unit has established Professional Development Schools relationships with four schools in the greater New Haven area:  Conte West Hills Magnet School, Edgewood Magnet School, Jepson Ungraded Magnet School (all in New Haven), and the Jerome Harrison Elementary School in North Branford, a suburb of New Haven. Professional Development Schools are designed to provide opportunities for university and P-12 schools to collaborate in ways that focus on the improvement in candidate and student learning.  This partnership is mutually beneficial since each can draw from each other's expertise as they collaborate on the planning and development of school improvement strategies.  The goal of this collaboration will be to create and support school/university partnerships that support an exchange of human and technical resources that, in turn, will enrich all of the partners and foster an environment of continuous improvement.  The PDS partnership is viewed as an evolving opportunity that will result in positive changes in educational practices within both the university and the P-12 schools thereby improving both student and candidate learning. 

As the number of Professional Development Schools expands, all candidates will be able to do their field experiences in these schools. This will enable the Unit to exercise control over the teachers that candidates are placed with for their field experiences.  Unlike clinical faculty who are involved in clinical practice, classroom teachers in field experiences are not required to be BEST trained, and this can have a negative affect on the quality of the candidate's field experience.  When candidates are able to do their field experiences in PDS schools, this issue should be largely eliminated.  At the present time, however, candidates, by and large, self-select the schools in which to do field experiences; students who wish to be placed in a New Haven school are placed by the New Haven School Volunteers.    

Regardless of placement, the syllabus of each course that has a field experience requirement details the expectations that the candidate will meet through that field experience, and  how these are tied to the learner outcomes of the course.  A letter is written from the faculty teaching the specific course to the cooperating teacher in the P-12 school that explains the expectations of the field experience including what the candidate is required to do in the P-12 classroom.  The cooperating teacher completes a written evaluation of the candidate at the conclusion of the course, and this is factored into determining the course grade the candidate receives.  During the field experience, additional written or verbal communication between the cooperating teacher and the professor take place on a needs basis.

In addition to the  presentation of professional development workshops and the team teaching of courses with adjunct professors who are clinical instructors in P-12 schools, faculty are involved with colleagues in P-12 schools in a variety of other ways.  Examples: The university has developed an on-line speaker bureau that enables P-12 schools to contact faculty within their respective areas of expertise; Project CONNSTRUCT has led to the development of several programs that involve the interaction of faculty with colleagues in P-12 schools; faculty have been involved in the Basic Skills Committee for the Connecticut State University system that seeks to identify ways to improve articulation between high schools and universities; faculty conduct workshops at Specialty Professional Association state conferences. At the university level, faculty have worked with colleagues to develop interdepartmental certification programs.  Two examples are the Graduate Early Childhood Collaborative and the Elementary/Special Education Undergraduate Certification Programs, both of which involve the Elementary and Special Education Departments. 

Element 2:  Design, Implementation, and Evaluation of Field Experiences and Clinical Practice

Field experiences are tied directly to the courses in which field experience is a

component; for example, if the syllabus focuses on integrated curriculum for the primary grades, the field experience must be conducted in a primary grade classroom.  Candidates are required to fulfill a minimum number of hours of field experience in each program.  In programs in which there are multiple field experiences, each is sequenced to a specific course, and candidates are encouraged to select classrooms in urban, suburban, and rural schools.  Candidates keep response journals of their field experiences; these are typically focused on specific areas such as lesson initiation; the journals are read by the professor of the respective course, and s/he responds to the candidate thereby creating an on-going dialogue.

Various departments are developing, or have developed, strategies that are intended to maximize the fieldwork process for its candidates.  For example, the Exercise Science Department has developed a fieldwork experience notebook that details the expected procedures and objectives of fieldwork in addition to a handbook that explains the programs in the department as well as requirements, advisement, and registration procedures,   

Faculty in the Elementary and Special Education departments have collaborated to develop an introductory core of required courses for candidates pursuing certification in either elementary education, special education, or the elementary/special education collaborative.  This collaborative effort has included the scope and sequence of syllabi as well as required field experiences and projects.

The following charts demonstrate ways in which the undergraduate early childhood and elementary education program have linked fieldwork experiences with specific courses in each program .

Elementary Fieldwork Learning Outcomes

EDU 200 Principles of Education

· Give examples of instructional strategies and assessment techniques teachers implement to meet the needs of all learners.

· Demonstrate a basic understanding of lesson planning.

· Describe some of the ways a teacher can respond to children who have diverse social, emotional, and cultural needs and interests.

· Give examples of techniques teachers use to manage and organize events in the classroom.

· Demonstrate developing skills in observation, analysis, and reflection.

· Demonstrate a responsibility to and a respect for all learners, and a commitment to the teaching profession.

EDU 309  Integrated Curriculum for the Young Child
· Demonstrate an understanding of developmental theory as it relates to teaching children and collaborating with their families.

· Give examples of approaches and strategies for guiding the behavior of individual children and groups.

· Apply knowledge of cultural and linguistic diversity in designing curriculum and working with children and their families.

· Design a classroom environment that promotes learning.

· Design appropriate learning experiences for young children in a variety of curriculum areas.

· Demonstrate professional responsibility by continually learning, engaging in open self-evaluation.

EDU 312  Integrated Curriculum in the Primary Classroom

· Design and demonstrate developmentally appropriate integrated curricular activities, lessons, and units.

· Describe strategies for guiding behavior of individual children and groups.

· Demonstrate professional responsibility, conduct, and commitment.

EDU 311 Integrated Curriculum for Grades 4-6 

· Demonstrate knowledge of integrated curriculum.

· Demonstrate an understanding of classroom management as it relates to instruction.

· Demonstrates an understanding of assessment strategies including the use of rubrics and performance-based assessment.

Early Childhood Fieldwork Learning Outcomes

EDU 206  Principles of Early Childhood Education

· Discuss the characteristics of developmentally appropriate practice in early childhood and analyze the significance of environment, curriculum, and assessment.

· Describe guidance and behavior management strategies that promote problem solving and self-esteem

EDU 309  Integrated Curriculum for the Young Child
· Demonstrate an understanding of developmental theory as it relates to teaching children and collaborating with their families.

· Give examples of approaches and strategies for guiding the behavior of individual children and groups.

· Apply knowledge of cultural and linguistic diversity in designing curriculum and working with children and their families.

· Design a classroom environment that promotes learning.

· Design appropriate learning experiences for young children in a variety of curriculum areas.

· Demonstrate professional responsibility by continually learning, engaging in open self-evaluation.

EDU 312  Integrated Curriculum in the Primary Classroom

· Design and demonstrate developmentally appropriate integrated curricular activities, lessons, and units.

· Describe strategies for guiding behavior of individual children and groups.

· Demonstrate professional responsibility, conduct, and commitment.

Teacher certification programs are also developing other avenues, apart from the P-12 classroom, for candidates to engage in field placement experiences.  For example, secondary education undergraduate candidates who are majoring in political science must complete an internship as a requirement for program completion.  These internships provide candidates with access to placements at the international, state, and local levels in government agencies and quasi-governmental bodies as well as the private sector.  Placements are arranged to meet the needs of each individual candidate, and all internships include a substantial academic component.  

The learner outcomes stated in the Unit's conceptual framework are imbedded in both field experiences and clinical practice.  At the conclusion of a program, a candidate is expected to demonstrate all of the following: 

Scholarship:  The candidate:

· Demonstrates the content knowledge needed to teach an academic discipline.

· Demonstrates the pedagogical knowledge needed to teach an academic discipline.

· Plans for effective instruction.

· Assesses student performance and incorporates that assessment into planning and teaching.

· Is able to use technology

Attitudes and Dispositions:  The candidate:

· Values diversity.

· Reflects on job performance.

· Engages in self-assessment.

Integrity:  The candidate:

· Acts in a professional, ethical and moral manner.

· Demonstrates honesty and empathy both professionally and personally

Leadership:  The candidate:

· Appreciates the interconnectedness of the relationships of students, teachers, and parents. 

· Engages in critical thinking
Service:  The candidate

· Seeks opportunities to contribute time and/or expertise to the community in which s/he works, lives, or learns.


Accomplishing these outcomes is viewed by the faculty as an on-going, learning process in which field experiences and clinical practice play an integral role. In the initial field experiences, the expectation is that the candidate will primarily observe the cooperating teacher and gradually begin to work with students typically on a one-on-one-basis.  This ratio of observation to involvement with students increases as the candidate has continuing field experiences in other courses.


An effective teacher is one whose most important focus is to maximize student learning.  Beginning with the earliest field experiences and culminating with clinical practice, candidates learn and implement strategies that will allow them to collect data on student learning, analyze that data, reflect on their students' work, and develop strategies for improving learning.  For example, the assessment at gate three of the Unit's assessment plan requires candidates to analyze specific samples of student work, to identify strengths and weaknesses in that work, and to develop lesson plans that will strengthen the weaknesses.  The candidate is also required to justify or explain how each of the parts of the lesson plan will lead to a desired improvement in student learning.



The entire scope and sequence of each teacher certification program, including course work and field experiences, culminates in clinical practice.  At the beginning of one's clinical practice, the candidate observes the cooperating teacher for a brief period of time, and as soon as it is deemed feasible by the candidate, cooperating teacher, and university supervisor, the candidate begins to assume actual teaching responsibilities; this continues to grow with the goal of having the candidate doing all of the instruction as quickly as possible. The candidate also enrolls in a student teaching seminar in his/her teacher certification program that is offered concurrently with the clinical practice; this affords the candidate the opportunity to dialogue with other candidates, to discuss areas of common concern, and to interact with guest speakers. 


During clinical practice, the candidate is expected to act as a full-fledged member of the P-12 school's faculty.  This means attendance at faculty meetings both departmental and school-wide; participation in after school activities; participation in parent-teacher conferences; attendance at evening activities such as student performances or back-to-school nights; and, participation in professional development workshops.  

Element 3:  Candidates’ Development and Demonstration of Knowledge, Skills, and Dispositions to Help All Students Learn.


In all teacher certification programs, clinical practice is viewed as the culminating experience; to be eligible for clinical practice, a candidate must have completed all university requirements, all cognate courses, and all required content and pedagogical courses in his/her major area of concentration, and must have a required minimum GPA.  The only exception may be in a program that requires a liberal arts major as well as an education major, such as undergraduate elementary education; the candidate is typically allowed to do his/her clinical practice even if s/he may not have fully completed the requirements for the liberal arts major.  In the secondary education programs, a candidate must have passed the appropriate Praxis II examination as a condition of beginning clinical practice; in other the programs, this is a requirement for completion of clinical practice.

As stated in the Unit's conceptual framework's learner outcomes, the candidate is expected to appreciate the interconnectedness of the relationships of students, teachers, and parents in a educational community, and to value diversity.  These themes are imbedded in all teacher certification programs and are reflected in both field experiences and clinical practice with the goal of maximizing learning for all students.  In programs that have multiple field experiences, candidates are encouraged to select placements in urban and rural as well as suburban schools; in programs that have more that one clinical practice, the State of Connecticut mandates that one be in an urban school and one in a suburban school. Since inclusion in the state mandated model for students with exceptionalities, candidates have opportunities to work with students with diverse learning styles as well as minority students and those for whom English is not their primary language.  

The goal of each clinical practice is to help the candidate grow professionally.  To accomplish this, each candidate is assigned a university supervisor who is required to conduct multiple observations during the clinical practice.  At the end of each visitation, the university supervisor writes an evaluation of the candidate using a standard observation form; this is discussed with the candidate and the clinical faculty, and typically provides the basis for the next observation.  At the conclusion of the clinical practice, the university supervisor and the clinical faculty jointly write the final evaluation; the criteria for this evaluation mirror the expectations for teachers in both INTASC and the CCCT (Connecticut Common Core of Teaching).  A university supervisor may also request that the candidate keep a journal, and this may be utilized a another instrument to assess candidate growth.

Each candidate is required to enroll in a seminar that is specific to his/her area of specialization; the seminar runs concurrently with the clinical practice and is seen as an integral part of the candidate's professional development. During the seminar, the candidate has the to work collaboratively with other candidates, and to reflect on and critique, under the monitoring and mentoring of the professor teaching the seminar, each others' practice and their effects on student learning, all with the goal of enhancing each candidate's professional growth. Candidates in the Exercise Science program, for example, all attend the EXS Sharefair at the conclusion of the student teaching semester.  This gives candidates the opportunity to share their portfolios, either electronically or in a binder, and to receive feedback.  

The Unit's advanced programs (Masters and Sixth Year) that lead to certification in fields other than teaching do not come under either the Office of Student Teaching or the BEST program. In programs, such as school counseling, school psychology,  and school administration, that require an internship as the candidate's clinical practice, the candidate, the P-12 mentor, and the faculty member work as a team to design an internship that meets the requirements of the program and that support's the candidate's growth.  The programs in Counseling and School Psychology all follow the guidelines prescribed by their respective SPA's, CACREP and NASP.  Each program requires a practicum as the initial field/clinical experience and progresses from observation to direct service.  Initial emphasis is on observation, modeling, and understanding the role of the professional and the culture of the organization.  As the practicum progresses, candidates transition from observation to direct service.  Supervision is provided by university and clinical personnel, and all candidates participate in on-campus seminars. Internships are intensive and diversified experiences that emphasize the application of theories, knowledge, and skills learned in courses. Candidates participate in weekly seminars that are issue and case-focused, and are evaluated by clinical and university supervisors.

The internship for administrators in the Educational Leadership Department lasts for a full academic year and a minimum of 200 hours.  The initial portion of the internship requires that an  extensive action plan be developed between the candidate and his/her faculty mentor that encompasses the four domains of leadership - organizational, instructional, political and community, and strategic.
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Standard 4:  Diversity

The unit designs, implements, and evaluates curriculum and experiences for candidates to acquire and apply the knowledge, skills, and dispositions necessary to help all students learn.  These experiences include working with diverse higher education and school faculty, diverse candidates, and diverse students in P-12 schools.

Element 1:  Design, Implementation, and Evaluation of Curriculum and Experiences

As stated in the Unit's conceptual framework under Principle 3: Integrity:

While American society is rich in its diversity, the fact is that all children do not have an equal opportunity to learn and succeed in school.  We must ensure that all children, regardless of where they live, what color their skin is, what native language they speak, or how they learn, will be valued as individuals and will be given the opportunity to maximize their learning potential.  To accomplish this, we seek to prepare educators who understand how learning occurs and are able to apply that wisdom to a range of students who possess different learning styles, different cultural values and dispositions, and different abilities and exceptionalities.

The Unit believes that the diversity that students bring to a P-12 class is to be celebrated.  These experiences allow teacher candidates to learn how to respond with dignity and grace to their students' diverse ethnicities, diverse learning styles, diverse socio-economic status, and diverse needs, as well as the diversity of their oral and written communication styles.  To meet this goal, undergraduate and graduate courses in all teacher education programs in the Unit include learning objectives that focus on planning for instruction that meet the needs of diverse learners.  These learning objectives are stated in the respective course syllabi and are referenced to appropriate INTASC, SPA, and CCCT (Connecticut Common Core of Teaching) standards as well as to those of respective SPA's.  In programs that prepare candidates to work in schools in other professional roles, learning objectives are referenced to those of the national professional accreditation groups that have approved programs within the unit.  In addition, both clinical and field work experiences take place in urban, suburban, and rural settings in all varieties of classrooms.  Because the university is located in the city of New Haven,  relationships between the university and professional development schools have been established; in addition, the university works with the Volunteers for New Haven Public Schools to place students into field work experiences in New Haven schools.  In the Exercise Science Department, for example, candidates take specific courses to teach them how to prepare and implement adaptive physical education programs; these lessons are then implemented through field experiences.  The Counseling and School Psychology Department has made a strong commitment to the Hamden school system (Hamden borders New Haven, and the two cities are similar ethnically and culturally).

The Education Department, through the ad-hoc Multicultural Committee, has been working toward improving the design of each course, both graduate and undergraduate, so that diversity issues are integrated into the content of each course.  To chart growth in this area, the department has developed a multicultural grid compilation in which all courses offered by the department are assessed by the faculty for the degree of coverage of multicultural issues.  Courses are rated as having minor coverage, major coverage, or application.  In addition, electives that directly address the in depth study of diversity as it relates to the teaching/learning process have been added to the course offerings in the graduate program; these new courses focus on the design and utilization of strategies, curriculum, materials, and resources to infuse multicultural perspectives into the classroom.   Interdisciplinary courses (IDS) and educational foundations (EDF) courses that have a multicultural component also are available as electives in programs.  In addition, the Counseling and School Psychology Department requires all candidates in all programs a specific course that focuses on the counseling and assessment of culturally diverse populations. 

To address the need for bi-lingual teachers in inner city elementary schools, a new, collaborative teacher education program has recently been approved by the Connecticut State Department of Education and added to the Unit.  Jointly administered by the Education and Foreign Language departments, this program will lead to a dual certification in bi-lingual and elementary education.   

Teacher education courses in all programs in the Unit are designed around the concept of student-centered learning and instruction.  This includes discussions of the complex issues of diversity in which candidates are encouraged to reflect on their own experiences and attitudes related to diversity. In methods courses, candidates are taught questioning strategies that promote student engagement and critical thinking  Candidates are exposed to instructional strategies that will enable them to draw on their students' experiences and knowledge in productive ways.    Because learner outcomes as well as instruction must be considered relative to the wide range of diversity in classrooms, candidates are expected to design and implement lesson plans within classes as well as clinical experiences  that consider the needs of diverse students.  This may include knowledge of individual differences, as well as abilities and disabilities.  Candidates are expected to demonstrate the sensitivity and skills needed to work with individuals of diverse social, cultural, ethnic, experiential, socio-economic, gender, and linguistic backgrounds.  They are expected to develop lesson plans that address issues of diversity in ways that will enable all student to learn and achieve success in the classroom. In programs that prepare candidates for other professional roles in schools, such as Counseling and School Psychology, candidates are exposed to strategies that are needed to effectively meet the diversity that exists in schools.  

During field work and clinical experiences, candidates are expected to keep reflection journals in which they record experiences working with all students and reflect on those experiences as well.  Candidates also engage in self-assessment and reflection through writings, discussions, small group activities, and conferences with faculty.  These opportunities, in total,  enable candidates to question their own assumptions and experiences, and to become aware of personal growth.  On the rare occasion that it is found that a candidate is not making sufficient growth relative to his/her abilities to work with all students, a faculty (either full time or clinical) will work with the candidate to develop a growth plan, as needed.

Element 2:  Experiences Working with Diverse Faculty

Professional Education Faculty

Full-time

Adjunct
White, non-Hispanic

59


92

Minority


 9


  0

Women


38


50

Men



30


35

The university is committed to increasing the minority representation on its faculty and has established a full-time affirmative action department to promote the hiring of qualified minority faculty.  Although the Unit has made progress in increasing the diversity of faculty, staff, and students, much remains to be accomplished.  The Unit has developed an in-school plan for hiring and retaining a diverse faculty.  A recruitment and hiring plan that is in effect begins with clear directions to the search committee including a written definition of the search process in light of established needs, screening procedures, school certification of the applicant pool, an inclusive interview process, and guidelines for recommending candidates.  A department-by -department needs assessment is updated annually, as shown by the following chart:  

Minority Recruiting Status and Needs By Department

Current Status



Need




White

Minority



M
F
M
F



Dean Office

2
0
0
0

Female and/or minority

CSP


3
4
2
0

Reasonable balance

EDU/EDF

4
7
1
1

Black male

EDL


2
2
1
1

Hispanic

EXS


7
9
0
2

Black male and Hispanic


SED


7
11
0
0

Black, Hispanic, Asian

CSP
Counseling and School Psychology

EDU
Education

EDF
Educational Foundations

EDL
Educational Leadership

EXS
Exercise Science

SED
Special Education

Once in effect, the new plan is envisioned to include a written, individual, professional development component that establishes new faculty objectives, mentoring systems, faculty assignments, performance evaluation, and coaching for renewal, promotion, and tenure.  From hiring through tenure there will be a defined, professional support component that will assure appropriate travel, computer support, grant support, faculty renewal, recognition and awards, and support for professional activities.  Although this process  will be provided for all new faculty. 

Because Southern is a public university in a diverse setting, it attracts a significant number of minority students, both graduate and undergraduate, and this, in turn, exposes all students to the issues of diversity.  Faculty in teacher education programs employ a variety of strategies to prepare candidates to work with diverse students:  The theme of multiculturalism is infused in all teacher education programs in the Unit; faculty in all disciplines within the Unit supervise candidates during their clinical experiences that occur in urban, suburban, and rural settings; adjunct faculty from urban schools frequently co-teach with full time faculty.  In addition, the State of Connecticut requires that all teacher programs must include course work in special education; as a result of the fact that inclusion is the mandated special education model in Connecticut, faculty  include ways to modify curriculum for students with exceptionalities in their respective education courses.  The Education Department and the Special Education Department have developed graduate and undergraduate collaborate programs is early childhood and elementary education respectively.  The university's Disabilities Resource Office provides information to faculty regarding teacher candidates and identifies modifications to be made, as needed, in teacher education courses. 

Within the secondary History certification program, various programs have experiences working with diverse faculty .  The History Department, for example, is involved in a Joint Field School Project with the Anthropology faculty at the Ward-Heitman House, an eighteenth century home site located in West Haven, CT.  The History Department faculty serves as consultants to the New Haven Public Schools on a federally funded project involving the teaching of the Constitution. Two members of the History Department collaborated with faculty from the SCSU Theatre Department to produce and present a dramatic reading of letters from Connecticut soldiers in the Civil War.  The department is also involved in several collaborative projects with the West Haven Historical Society and the Savin Rock Museum, also located in West Haven.  This has included receiving a grant to upgrade the local cemetery and gravestones, and a permanent display of cemetery inventory at the Savin Rock Museum.  The Anthropology Department established a field school in Tanzania, which a number of undergraduate History and Anthropology majors attended during the summer of 2002. 

Element 3:  Experiences Working with Diverse Candidates

As an urban university, Southern attracts minority students to its teacher education programs, both undergraduate and graduate, as full and part time students.  This is delineated by the following chart:




Undergraduate Students

Male



Full-time

Part-time
White, non-Hispanic

1705


516

Minority


  559


177

Race/ethnicity unknown
  217


140

Female

White, non-Hispanic

2730


754

Minority


  801


272

Race/ethnicity unknown
  283


162

Graduate Students
Male



Full-time

Part-time
White, non-Hispanic

  141


620

Minority


    26


  80

Race/ethnicity unknown
  141


134

Female

White, non-Hispanic

  468


1826

Minority


    79


  196

Race/ethnicity unknown
    39


  318

The Unit is committed to increasing the representation of minority students in teaching and is actively engaged in recruitment efforts to reach this goal; for example, the Unit has established a minority teacher recruitment program with New Haven's high schools.  Candidates have opportunities to interact with classmates from diverse backgrounds and ages not only in classes but in extracurricular activities on campus through participation in multicultural events and membership in organizations that deal with diversity. Candidates are encouraged to select settings for field experiences that are diverse from their respective backgrounds; thus, candidates from suburban communities are encouraged to select placements in urban schools, and candidates from urban communities are encouraged to seek placements in suburban schools.  In certification programs that have multiple clinical experiences, candidates are required by the Connecticut State Department of Education regulations to have at least one experience in an urban school.  

Another aspect is the diversity in the ages of our students particularly in graduate certification and masters programs.  The courses in each program's post-baccalaureate certification program are scheduled in the late afternoon, early evening, and weekends.  This tends to attract candidates who are looking at teaching as a career change as well as candidates who are continuing their education immediately after receiving their undergraduate degrees. This diversity in ages and life experiences adds to the richness of the student body and enhances the quality of education for all students.  

The Foreign Language Department, for example, accepts candidates from a variety of nations and cultures including Spain, Puerto Rico, Columbia, Mexico, Italy , France , and Yemen.  These candidates come with a great variety of skills in English, and activities for those that have limited English proficiency are modified accordingly.  The Foreign Language Department also offers Summer Study Abroad Programs in Spain, Italy, and France.  In addition to strengthening the candidates' skills in their respective languages, these experiences deepen the candidates' understanding of the different cultures in these target language speaking countries.  The department's Exchange Program with France gives candidates opportunities to live in France as well as bringing French students to Southern.

Element 4:  Experiences Working with Diverse Students in P-12 Schools

The metropolitan New Haven area is rich in its multiculturalism, and this affords candidates opportunities to interact with students from diverse backgrounds as students in P-12 schools.  At Southern there are two collaborative teacher education programs between the departments of elementary education and special education:  a graduate program in early childhood education and an undergraduate program that prepares candidates to be certified in both special education and elementary education.  The Unit is developing professional development schools in urban and suburban communities, and candidates are being  placed in these schools for both field and clinical experiences.  Teacher candidates are encouraged to select settings for field experiences that are diverse from their respective backgrounds regarding not only ethnicity but socioeconomics, language, and religion as well. Thus, candidates from suburban communities are encouraged to select placements in urban schools, and candidates from urban communities are encouraged to seek placements in suburban schools.  In certification programs that have multiple clinical experiences, candidates are required by the Connecticut State Department of Education regulations to have at least one experience in an urban school setting.  

A primary goal of all field  and clinical experiences is to place the candidate in a setting where s/he will confront issues of diversity and develop strategies that will enhance the learning of all students. Diversity may also be defined as encompassing opportunities that exist based on geographical location, nature of the learning experience, population to be served, etc. Since inclusion is the preferred special education model in Connecticut, candidates are able to interact with exceptional students in all field and clinical experiences regardless of settings.  To be sure, while the opportunities for cultural diversity are greater in urban schools than in suburban or rural ones, through the work of organizations such as Project Choice, minority students can attend suburban schools.  

There are multiple examples of way in which departments in the Unit offer their candidates opportunities to work with diverse students in ways that extend beyond field and clinical experiences.  To cite a few examples:

For the past 8 years, the Mathematics Department has sponsored the annual New Haven High School Mathematics Competition.  Teams from all of New Haven's high schools participates in the competition which takes place on Southern's campus.  Candidates enrolled in MAT 405 Elementary Mathematics from an Advanced Standpoint are involved in a Saturday field experience in the New Haven schools.  Candidates work with P-12 students  individually and in small groups, and work on various types of mathematical problems;  

The Mathematics Department, in partnership with the City of New Haven, Elm City Congregations Organized, and the Varick Memorial A.M.E. Church, has created the Varick Learning Center in which candidates work with the city's middle school students;

In the Exercise Science Department, candidates volunteer in programs for individuals with disabilities.  This involves both a team teaching experience with students with disabilities in addition to a one-on-one experience;.

The Science Education faculty offer planetarium shows to  an average of 1300-1500 students per year from urban, suburban, and rural P-12 students from the metropolitan New Haven area.  These shows are typically run by students at Southern, many of whom are teacher education candidates.  In addition, candidates tutor (including students with disabilities), judge science fairs, speak at local high school career days, etc;

All candidates in the School Health program work with students in the Jackie Robinson Middle School, an urban, minority school encompassing grades five through eight.  The "Life Skills Training Curriculum" is used to teach ten comprehensive health topics that address the academic and social needs of urban minority students.  Candidates work in pairs to observe and teach two topics.  The university professor and the P-12 teacher at Jackie Robinson work with the candidates to prepare lessons, address classroom management issues, and learn how to interact with diverse students. 

The Special Education Department has been awarded a grant to collaborate with the Hamden Public Schools (Hamden is a multicultural city that borders New Haven) to provide services to Hamden students with intellectual disabilities in the 18-21 year-old range.  These are students who, under Connecticut state law, still fall within the auspices of the local district; thus, one of the goals of the grant is to provide a setting that is more age-appropriate as opposed to remaining in high school.  The program is in its first year of its inception, and there are currently six students in the program.   The students spend the first 2 periods of each day at Hamden High School and are then transported, with their teacher, to the SCSU campus.  They are on campus for 4 hours each day, and the time is divided between a classroom model that emphasizes functional academics and job placement on campus in the mailroom, departmental offices, custodial services, and landscaping.  Each student has a job coach who mentors and evaluates the student's progress.  The program has also collaborated with the SCSU Recreational and Leisure Department to teach recreational and social skills.  Future plans include collaboration with the SCSU Communication Disorders Department and a greater involvement of candidates in special education as job coaches and mentors, as well as providing opportunities for field experiences.

The Political Science has developed a series of workshops to combat prejudice and discrimination that are available to high schools throughout the state.  These workshops are designed to sensitize students to the destructive powers of prejudice and discrimination, and to explain why the United States has the opportunity to present a model of racial, religious, and ethnic acceptance to the world.  These workshops are intended for high school students and include grade-appropriate materials; in addition, high school faculty are provided with evaluation forms and study guides.  

Standard 5:  Faculty Qualifications, Performance, and Development

Faculty are qualified and model best professional practices in scholarship, service, and teaching, including the assessment of their own effectiveness as related to candidate performance; they also collaborate with colleagues in the disciplines and schools.  The unit systematically evaluates all faculty performance and facilitates program improvement.

Element 1:  Qualified Faculty

84% of the Unit's full time faculty have earned doctorates; 25% of adjunct faculty have earned doctorates; the remaining have at least a masters degree and have demonstrated expertise in their respective fields.  All faculty who supervise candidates in their clinical experiences have experience in K-12 schools in their respective academic disciplines.  As evidenced by course syllabi and student assignments, many faculty are actively involved in their respective specialty professional organizations and implement their respective organization's standards in their instructional practice. 

All clinical faculty in P-12 schools, who are cooperating teachers who mentor and supervise candidates during their clinical experiences, are certified/licensed in their respective fields and  are recognized for their professional expertise.  They must also be licensed as cooperating teachers and must participate in specialized training under Connecticut's BEST (Beginning Educator Supervision and Training) program; this training includes both initial and advanced phases.  All higher education faculty (full time and adjunct) who supervise candidates in their clinical experiences have extensive experience in P-12 schools in their respective academic disciplines, and are licensed in their respective fields as well.

Element 2:  Modeling Best Professional Practices in Teaching

The Unit's faculty in all programs have excellent qualifications and records of performance in their respective content areas; they are able scholars as well as highly experienced practitioners from diverse settings.  Faculty have authentic experience working in P-12 schools, experience that informs their theoretical knowledge thereby enabling them to provide a breadth and depth of knowledge to teacher candidates in their respective certification programs.  As evidenced by curriculum vitae, course syllabi and student assignments, many faculty are actively involved in their respective specialty professional organizations and implement their respective organization's standards in their instructional practice. 

All faculty strive to model best teaching practices in their respective academic disciplines.  By remaining current in their respective disciplines through attendance at conferences, making conference presentations, etc., they are able to both revise their course syllabi so that they reflect cutting edge instructional strategies and to developing new courses within their certification programs.  For example, there is a strong emphasis, as reflected in required mastery testing in Connecticut, on the application of knowledge as opposed to the acquisition of knowledge for knowledge sake. In addition, latest research in the evaluation of student learning points to a constructivist approach that utilizes performance-based assessment as well as scoring rubrics.  Both of these are reflected in course syllabi in which candidate work is assessed using scoring rubrics, and candidates are taught how to develop instructional units that utilize performance-based activities as the vehicle to assess student learning.

All faculty link their teaching pedagogy to the learner outcomes that are stated in the conceptual framework as expressed by the acronym SAILS.  Faculty commit themselves to integrating multiculturalism, technology, and field experiences in their courses. Multiculturalism is a strand that permeates all certification programs reflecting the belief that multicultural education should be an integral part of K-12 students' everyday experiences as well as candidates' ongoing education.  In a similar vein, technology represents a second strand in all certification programs, and candidates are required to develop a demonstrated competency in the selection and use of educational technology in the P-12 classroom; the candidate must submit a portfolio that addresses his/her competency in technology as a condition of beginning the clinical practice.  The third strand that runs through all certification programs is field experiences in the form of both pre-student teaching and clinical experiences.  This gives candidates the opportunity to learn from a variety of role models in a variety of settings in urban, suburban, and rural communities.  Candidates are encouraged to include field experiences in culturally diverse schools both in inner city and suburban settings.

To facilitate and maximize candidate learning and performance, faculty employ a variety of strategies within their respective course offerings.  The development and implementation of the Unit's assessment plan (see Standard II) provides a means of assessing candidates at specific benchmarks within their respective programs in addition to assessments within each course.  This will enable faculty to determine that a candidate has met specific stated competencies before moving to the next stage within his/her program.  Faculty are available during published office hours to meet with candidates on a needs basis; there are also university-wide facilities, such as the Student Writing Center, to provide remedial assistance to candidates.  Faculty also provide advisement to candidates that typically maximizes during registration periods but is, in fact, on-going throughout the academic year.  

The primary instrument utilized by faculty to assess effectiveness and improve practice is the Course Information Surveys (CIS) which are required to be completes at the conclusion of each course each semester.  The candidates are asked to complete a confidential course information survey in which they assess the course and the instructor.  These surveys contain opportunities for anecdotal comments as well as responses to specific questions.  Faculty utilize  the  results of these surveys to identify strengths and weaknesses within their specific courses and to make improvements as needed.

For example, at the conclusion of the fall '02 semester, candidates in the departments that comprise the School of Education completed a total of 5,940 surveys.  Responses to items 7 through 19 from the Connecticut State University Course Information Survey were analyzed.  These specific  responses selected were identified for inclusion because they best represented students’ perceptions about parts of their course content and course instruction.  The scale consisted of A= I strongly agree with this statement, B= I agree with this statement, C= I disagree with this statement, D= I strongly disagree with this statement, E= The statement does not apply or I am uncertain.  An example of an item used is “I would rate the quality of instruction in this course as high”.  

Surveys were distributed to all SCSU students by their respective professors on the last day of class.  A student from each class collected the completed surveys, put them in a sealed envelope and delivered them to the secretary of the department. The Department Secretary then transported the sealed envelope to SCSU’s Institutional Research office.  The information was then entered into an SPSS data file.  The Center for Community and School Action Research (CCSAR) was given a copy of the data file.  
Data was aggregated and findings were reported for the Unit as a whole.  Mean scores and frequency distributions were calculated for each item.  A summary of the valid percents for each item, sorted by descending means, follows this narrative.  As can be observed within this table, all of the means for all items reported fall between 4.2558 and 4.6656 or somewhere between ‘agree’ to ‘strongly disagree’.  

These results are a very positive reflection of the course content and course instruction in all departments in the Unit. Overall, candidates felt that the time spent in the classroom was worthwhile and that they were encouraged to learn more about the specific subject matter.  They also believed that professors graded their work fairly and were available for individual consultation.  Furthermore, reading assignments, exams and out-of-class assignments assisted them in understanding the subject matter.  Student respondents consistently rated the overall quality of the SOE courses and professors as high.

Valid Percents for Each Item Sorted by Descending Means

Where: 1= “Uncertain”, 2= “Strongly Disagree”, 3= “Disagree”, 4= “Agree”, 5= “Strongly Agree” 

	Item


 
	N
	Mean
	SD
	Uncertain
	Strongly Disagree
	Disagree
	Agree
	Strongly Agree

	11.  It was possible for me to make comments, ask questions or express ideas in class
	5807
	4.666
	0.589
	00.57%
	00.45%
	01.45%
	26.93%
	70.60%

	9.  Major points in this class were made clear
	5819
	4.524
	0.671
	00.67%
	00.77%
	03.73%
	35.13%
	59.70%

	7.  The time spent in this class was worthwhile
	5845
	4.507
	0.693
	00.33%
	01.69%
	04.45%
	34.03%
	59.50%

	18.  I would rate the quality of instruction in this course as high
	5810
	4.500
	0.725
	00.59%
	01.69%
	05.22%
	32.13%
	60.38%

	19.  I would rate the overall quality of this course as high
	5798
	4.472
	0.745
	00.67%
	01.83%
	05.80%
	32.99%
	58.71%

	10.  The instructor has been available to me for individual consultation
	5823
	4.470
	0.939
	04.81%
	00.39%
	01.56%
	29.42%
	63.82%

	8.  The methods of instruction have helped me understand the subject matter
	5835
	4.465
	0.730
	00.86%
	01.37%
	04.92%
	36.11%
	56.74%

	15.  My work for this class has been graded fairly
	5795
	4.453
	0.916
	04.14%
	00.69%
	02.64%
	30.75%
	61.78%

	17.  My experiences in this class make me want to learn more about this subject
	5818
	4.416
	0.841
	02.03%
	01.89%
	05.36%
	33.93%
	56.79%

	16.  The number of exams and other graded assignments has been sufficient to evaluate my progress
	5808
	4.406
	0.924
	04.05%
	00.95%
	03.53%
	33.35%
	58.13%

	12.  Class meetings have been intellectually stimulating
	5805
	4.402
	0.827
	01.71%
	02.00%
	05.96%
	35.06%
	55.28%

	14.  Exams and out-of-class assignments have helped me understand this subject
	5808
	4.367
	0.938
	04.12%
	01.22%
	03.99%
	35.23%
	55.44%

	13.  Reading the assigned material has helped me understand this subject
	5824
	4.256
	1.049
	06.01%
	01.37%
	05.27%
	35.71%
	51.63%

	                       Valid N (listwise)
	5461
	
	
	
	
	
	
	


Each candidate in a teacher certification program must pass a culminating standardized examination (Praxis II)  in his/her specific discipline in order to be eligible for certification.  The results of these examinations  are disseminated to departments, identify strengths and weaknesses within that certification program, and are used to improve course offerings.  In a similar vein, each graduate from a teacher education program is asked to complete a survey that is administered by CCSAR, and these results are made available to individual programs as well.  At the conclusion of a candidate's clinical experience, s/he is asked to complete a survey that focuses on the value of the experience including the effectiveness of  both the cooperating teacher and the university supervisor.  Finally the implementation of the Unit's assessment plan (see Standard 2)  enables faculty to assess not only candidate competencies but program effectiveness as well.  For example, if a significant percentage of students in a program were unable to demonstrate the expected competencies at a specific benchmark, this would encourage the respective faculty to review, first, whether modifications in the program are needed, and, second, to identify ways to assess whether these modifications are achieving the desired results. 

Each non-tenured faculty undergoes an annual peer review by his/her Department Evaluation Committee as well as the respective Department Chairperson, Dean, and the Vice President for Academic Affairs.  These recommendations are forwarded to the University President who, based on these evaluations, decides whether the faculty member will be renewed for the next academic year.  In addition to these steps, faculty who are applying for either promotion in rank or tenure undergo a peer review by the university-wide Promotion and Tenure Committee.  The degree to which faculty effectiveness is  respected by K-12 schools is evidenced by the number of faculty who are asked to present professional development workshops and to present at state, regional, and national conferences.

Element 2:  Modeling Best Professional Practices in Scholarship

It is expected that faculty will engage in scholarly work  Faculty are encouraged to apply for faculty development grants at the university level and CSU grants at the state level.  The university has established a grants office, the Office of Sponsored Research, to assist faculty in applying for grants from both public and private sources.  Upon receipt of a grant, faculty may apply for reassigned time from teaching responsibilities to conduct the related research. Faculty have published in a variety of formats including textbooks, chapters in books, and articles in professional journals.  Faculty may also apply for sabbatical leave to conduct research.

The following chart shows the teacher education faculty who have received research grants from 7/1/02 to the present:

Faculty

Department

Grant Title


Agency

V. Breslin

Science Education &
A Video Tour of the Habitats 
Long Island Sound Study




Environmental Ed.
Of Outer Islands

S. Cusato

Science Education &
Technology and Teacher

CT Independent College 




Environmenta Ed.
Education Catalyst Grant

& Univ. Institute for 











Research & Public Service

J. Granfield

Dean's Office -

Project LEEP


CT State Dept. of Ed




School of Education

J. Granfield




Unification of Teacher Prep.
CT State Dept. of Ed.







Programs to Meet the Diverse







Learning Needs of Students

S. Greengross

Elementary

Title II Teacher 


CT State Dept. of Ed.




Education

Quality Enhancement Initiative

N. Haynes

Counseling and

Student Initiative


US Dept. of Ed.




School Psychology




Pass Through/Waterbury











Dept. of Ed.

N. Haynes




Project Stars


CT State Dept. of Ed.

N. Haynes




Safe Schools/ Healthy 

US Dept. of Ed.







Students Initiative

Pass Through/Waterbury











Dept. of Ed.

N. Haynes




Violence Prevent. Prog. -

Ansonia Public Schools







Ansonia Public Schools

M. Kennedy

Communication 

Training Speech-


US Dept. of Ed.




Disorders

Language Pathologists 

R. Lane


Dean's Office

Career Ladder


New Haven Board of Ed.




School of Education

C. McDaniels

Educational

Online Educational

CT General Assembly




Foundations

Foundations 6th Yr. Prog.

J. McGinn

Library Sci. &

Scholarships for Library

Bill & Melinda Gates




Instruct. Technol.

& Information Sci. Students

J. Mee


Exercise


Carol M. White Physical

New Haven Board of Ed.




Science


Education Program







Consultation, Support, and







Training

L. Richardson

Educational

New Tools for


Wallace Reader's Digest



Leadership

Environmental Analysis

Funds

B. Taylor

Special Education &
Hamden Public Schools

Hamden Public Schs./CT




Reading


Transition Academy

State Dept. of Ed.

C. Torre


Elementary Education
Hearts and Minds:

Nat'l. Science Found.







Physiology, Emotions, and the







Readiness to Learn

L. Verplaetse

Foreign Language
Training for all Teachers

US Dept. of Ed.

J. Yang


Exercise Science

Exercise Catalyst Grant

CT Independent College











& Univ. Institute for 











Research & Public Service

All faculty are expected to demonstrate excellence in teaching.  Many faculty do this through active participation in their respective specialty professional associations.  In addition,  the university  provides on-going support in a variety of formats.  The bargaining agreement between the AAUP and CSU (Connecticut State University) provides that travel monies be allotted annually to enable faculty to attend state, regional, and national conferences.  The Office of Faculty Development also provides a variety of  in-house workshop opportunities.  At the beginning of each semester, a workshop is conducted that focuses on a topic of interest and brings in a nationally recognized speaker to give the keynote address.  The Teacher Exchange is an action-oriented discussion group that meets to discuss implementation of selected ideas that emerge from group discussions.  The Thursday Morning Discussion Group meets weekly throughout the academic year to discuss a variety of topics about teaching and learning in higher education.  Topics have included student evaluation, the culture of higher education, relationships among the disciplines, the use of technology to support the instructional process, etc.  Both Academic Computing and the Instructional Media Center provide services to support the creation of faculty and candidate multimedia presentations involving text, imaging, animation, video, and sound.  

As a component of this self-study, the professional development activities and collaboration with the professional community demonstrated by full-time faculty member in the Unit was assessed in April 2003. The instrument used to collect data was a survey questionnaire. Responses to each item on the survey were aggregated by CCSAR as a ‘unit’ and findings reported for the Unit as a whole. Results were presented in tables and bar chart format, along with a listing of frequently cited qualitative responses.  
The instrument used was a one-page survey questionnaire designed to gauge faculty members qualifications, performance and development as required by NCATE Standard 5 (Appendix A). This survey questionnaire consisted of 7 statements in which a respondent was asked to circle a ‘ yes’ or ‘no’ for each item.  Additional space was also provided to allow respondents the opportunity to list organizational memberships and conferences recently attended.  

All data were entered into SPSS and frequency analyses conducted. For each item, a mean score and frequency distribution were calculated (Appendix B).  Data have been aggregated and findings reported for the School of Education as a ‘unit’.  Qualitative responses have also been tallied, with the most frequently cited responses listed in the results section. In addition, a listing of the most frequently cited organizational memberships and conferences attended during the past two years has also been included .

Results show that 96.7% of respondents are active members in organizations related to their field of study and 96.7% have attended local or national conferences related to their specialty fields.  During the past two years, 98.3% participated in professional development activities and 71.9% were guest presenters at local or national conferences related to their field of specialization.  A total of 73.6% of the faculty are in the process of preparing an article or a manuscript for publication.  Many faculty members have engaged in collaboration with the professional community at the local (86.7%), national (61.7%), and regional (58.3%) levels.    

Top Five Organizations that Unit Professors are Active Participants in:

1.   Council for Exceptional Children (CEC)

2.
American Educational Research Association (AERA)

3.
Association of Supervision and Curriculum Development (ASCD)

4.
International Reading Association (IRA)

5.
American Alliance for Health, Physical Education, Recreation and Dance (AAHPERD)

Top Seven Conferences Attended by Unit Professors

1. Council for Exceptional Children –CEC

2. American Educational Research Association Annual Conference (AERA)

3. Connecticut Association for Health, Physical Education, Recreation and Dance (CAAHPERD)

4. American Alliance for Health, Physical Education, Recreation and Dance (AAHPERD)

5. American College of Sports Medicine, National Meeting (ACSM)

6. American College of Sports Medicine, New England Meeting (NEACSM)

7. National Association of School Psychologists (NASP) Annual Conference

Results also show that 25.4% of respondents hold leadership positions in local professional organizations and 20.3% of respondents hold leadership positions in national professional organizations.  In terms of article or manuscript publication efforts, 46.3% have submitted, 30.3% are waiting on a decision and 36.8% are waiting on the publication.  For those who have published, 46.8% were refereed publications and 29.8% were non-refereed publications.         

The strengths of the Unit's faculty were strongly demonstrated by the data and deserve acknowledgement.  Overall, the majority of full-time SOE faculty are active members in professional organizations, have attended or presented at local or national conferences, have participated in professional development activities and have engaged in collaboration with the professional community at the local, regional and national levels during the past two years.  Although these positive attributes do seem to outweigh the negative, it is important to acknowledge areas of weakness to allow for improvement.  For example, although a large number of SOE faculty indicated that they were either in the process of preparing an article or manuscript for publication, only a small percent of respondents indicated that they had actually submitted a report for publication or were waiting approval for publication.  Thus, this seems to be an area that needs improvement.  The SOE faculty members also responded in the negative with regards to holding a leadership position in a professional organization at either the local or national level. 

In conclusion it appears that the SOE faculty members actively participate in professional organizations and attend conferences. They do need to secure more leadership positions in professional organizations. 

School of Education Full -Time Faculty Survey

NCATE Standard Five requires the School of Education to provide evidence of faculty qualifications, performance and development. In preparation for the upcoming NCATE review please complete the following survey.  Responses to each of the survey items will be aggregated for the school as a whole and presented in combination with qualitative evidence to provide a response to Standard Five.

Completed surveys will be collected by your department chair and forwarded to CCSAR   

for processing.

Thank you for your help.                         

                                                    

1. I am currently an active member in organizations related to my field of specialization. List 3 organizations in which you are most active.

Name of organization(s):

_________________________________________
_________________________________________
_________________________________________

2. I currently hold a leadership position in a professional organization related to my field of specialization.

        

(2a) Local                                                                                                    

        

(2b) National 

3. During the past two years, I have attended a local or national conference related to my field of specialization.

Name of conference(s) attended:

_____________________________________
_____________________________________
_____________________________________

4. During the past two years, I was a guest presenter at a national or local conference associated with my field of specialization.

5. Publication Efforts:

        (5a) Article/Manuscript in preparation

        (5b) Article/Manuscript submitted

        (5c) Article/Manuscript awaiting decision

        (5d) Article/Manuscript accepted, awaiting publication

                      Article/Manuscript published:

 

(5e) Non-refereed Publication                                                                                     

 

(5f) Refereed Publication

6. I have participated in professional development activities during the past two years.

7. I have engaged in collaboration with the professional community.

        (7a) Locally

 

        (7b) Nationally




(7c) Regionally                   

        (7d) Internationally


YES            NO

          96.7%          3.3%
 

           25.4%        74.6%

           20.3%        79.7%

           96.7%         3.3%   

          71.9% 
 28.1%                 

           73.6%        26.4%

           46.3%        53.7%

           30.3%        69.7%

           36.8%        63.2%

           29.8%        70.2%

           46.8%        53.2%

           98.3%         1.7%

           86.7%        13.3%

           61.7%        38.3%

           58.3%        41.7%

           28.3%        71.7%

Element 4:  Modeling Best Professional Practices in Service

Faculty are actively engaged in dialogues about the design and delivery of instruction

programs.  Faculty present staff development workshops in P-12 schools and serve as consultants to school districts.  Faculty are members of the boards of education in their respective home towns.  Each academic department within the Unit has a standing curriculum committee that reviews proposals for new courses as well as  improvements in certification programs.  All proposals must be voted upon by the entire faculty of the department.  University-wide undergraduate and graduate committees must approve all new courses and programs.

Faculty present staff development workshops in P-12 schools and serve as consultants to school districts.  Faculty are members of the boards of education in their respective home towns. In addition, faculty supervise candidates during their clinical experiences in P-12 schools.  This provides faculty with opportunity to dialogue with clinical practitioners and observe the climate of schools, and this, in turn, gives faculty the knowledge to revise courses in order to keep them current with the expectations of schools.  As detailed in their respective curriculum vitae, faculty are actively involved in specialty professional associations at the state, regional, and national levels

Element 5:  Collaboration

In order to facilitate and maximize candidate learning and performance, faculty employ a variety of strategies within their respective course offerings.  The development and implementation of the Unit's assessment plan (see Standard II) provides a means of assessing candidates at specific benchmarks within their respective programs in addition to assessments within each course.  This will enable faculty to determine that a candidate has met specific stated competencies before moving to the next stage within his/her program.  Faculty are available during published office hours to meet with candidates on a needs basis; there are also university-wide facilities, such as the Student Writing Center, to provide remedial assistance to candidates.  Faculty also provide advisement to candidates that typically maximizes during registration periods but is, in fact, on-going throughout the academic year.  

In addition to the  presentation of professional development workshops and the team teaching of courses with adjunct professors who are clinical instructors in P-12 schools, faculty are involved with colleagues in P-12 schools in a variety of other ways.  Examples: The university has developed an on-line speaker bureau that enables P-12 schools to contact faculty within their respective areas of expertise; Project CONNSTRUCT has led to the development of several programs that involve the interaction of faculty with colleagues in P-12 schools; faculty have been involved in the Basic Skills Committee for the Connecticut State University system that seeks to identify ways to improve articulation between high schools and universities; faculty conduct workshops at specialty professional association state conferences. At the university level, faculty have worked with colleagues to develop interdepartmental certification programs.  Two examples are the Graduate Early Childhood Collaborative and the Elementary/Special Education Undergraduate Certification Programs, both of which involve the Elementary and Special Education Departments.  Faculty from the School of Education and the School of Arts and Sciences sit on the Articulation Committee, which meets bi-weekly to discuss issues of common concern to all teacher certification programs.  The Unit received a grant under the Title II Teacher Quality Enhancement Project to develop and pilot an assessment instrument for candidates who had completed their required course work in their respective disciplines and who were eligible to begin their clinical experiences.  The pilot was conducted in the elementary education, secondary English, secondary science, and secondary mathematics programs.  The Community Center for School Action Research (CCSAR) is conducting the Health Schools Research Project and the Reading Project, and is actively involved with the Waterbury (CT) P-12 schools. 

Element 6:  Unit Evaluation of Professional Education Faculty Performance

All tenure track, full time faculty are evaluated annually; this involves a peer review by the respective Department Evaluation Committee as well as evaluation by the respective department chairperson and dean.  The criteria for evaluation are quality of teaching, creativity, service to the department and university, and professional attendance and participation.  Faculty who are candidates for either tenure or promotion in rank must also undergo a peer review by the university-wide Promotion and Tenure Committee.  Tenured faculty undergo a six year review.  All reviews are submitted to the vice president for academic affairs who, in turn, recommendations to the president. In addition, programs are reviewed by the Graduate Council, and this includes the quality of teaching of the specific faculty.  Faculty are required to submit an updated activity report at the conclusion of each academic year; this is included in the Annual Report submitted by the Dean of the School of Education to the university president.

Element 7:  Unit Facilitation of Professional Development

The collective bargaining agreement between the AAUP and CSU (Connecticut State University) provides that travel monies be allotted annually to enable faculty to attend state, regional, and national conferences.  The Office of Faculty Development also provides a variety of  in-house workshop opportunities.  At the beginning of each semester, a Faculty Forum workshop is conducted that focuses on a topic of interest and brings in a nationally recognized speaker to give the keynote address.  The Teacher Exchange is an action-oriented discussion group that meets to discuss implementation of selected ideas that emerge from group discussions.  The Thursday Morning Discussion Group meets weekly throughout the academic year to discuss a variety of topics about teaching and learning in higher education.  Topics have included student evaluation, the culture of higher education, relationships among the disciplines, the use of technology to support the instructional process, etc.  Both Academic Computing and the Instructional Media Center provide services to support the creation of faculty and candidate multimedia presentations involving text, imaging, animation, video, and sound. Faculty apply for and receive Faculty Development Grants as well as Connecticut State University (CSU) research grants.  A faculty is required to teach the equivalent of twelve credits per semester; however, a faculty may apply for a reduction in teaching responsibilities in order to conduct research.  

When a position for a new faculty member in a department is authorized, university policy requires that the search be conducted at the department level, and an ad hoc search

committee is formed for this purpose.  This affords the faculty the opportunity to meet new faculty before they are offered a contract.  The Office of Faculty Development has developed a formal mentoring system under which each new faculty is assigned an experienced faculty member as a mentor; in addition, a department will typically create a mentoring arrangement to assist the new faculty member.  In some departments, a new faculty member who is unfamiliar with the New Haven area may be given reassigned time in lieu of teaching to visit area P-12 schools and establish professional relationships with P-12 faculty.

Standard 6:  Unit Governance and Resources
The unit has the leadership, authority, budget, personnel, facilities, and resources including information technology resources, for the preparation of candidates to meet professional, state, and institutional standards.

Element 1:  Unit Leadership and Authority

The professional education unit at Southern Connecticut State University is the School of Education which is composed of five departments:  Counseling and School Psychology; Education; Educational Leadership; Exercise Science; Special Education/Reading. The Student Teaching Office and the Center for Community and School Action Research (CCSAR) are also part of the School of Education.  While departments that offer secondary certification programs (grades seven through twelve) are part of the School of Arts and Sciences, the teacher education components of their programs (methods courses and student teaching) fall within the purview of the School of Education.

The School of Education, one of five schools in the Academic Division of the University, is led by the Dean who reports directly to the Vice President of Academic Affairs; assisted by the Associate Dean of the School of Education, the Dean represents the Unit on all senior university leadership councils and is a member of the University Deans' Council and the Deans' Academic Strategic Planning Council.  Unit plans and initiatives are articulated in the University Strategic Planning Process, the Academic Strategic Plan, and the annual Budgetary Planning Process.

Faculty are involved in all aspects of Unit decision making through either direct involvement with a given issue or through elected or appointed representatives on Unit or university governance structures.  Faculty are represented by the AAUP, and conditions of employment and faculty governance are stipulated in a collective bargaining agreement.  Faculty are also involved in decision making at the departmental level through departmental governance structures.  In addition, there is collaboration between faculty and P-12 clinical faculty as participants on P-12 advisory committees, P-12 teachers who are clinical faculty involved as cooperating teachers for candidates during their clinical practice, and P-12 teachers who are adjunct faculty in the Unit.

While the Unit has direct overall responsibility for all aspects for the planning, delivering, and operating  of programs for the preparation of teachers, there is a close relationship with faculty in other units in the university, particularly with Arts and Sciences faculty at the undergraduate level; all undergraduate candidates, regardless of teacher education program, must satisfy the All University Requirements in liberal arts; candidates in secondary education programs major in a specific academic discipline and minor in education; candidates in other programs (elementary education, early childhood education, and special education, for example) must complete a full liberal arts major in addition to a major in education.  In addition, all significant changes in an undergraduate teacher education program must be approved by the Department Curriculum Committee, School of Education Curriculum Committee, and the Undergraduate Curriculum Forum, composed of faculty representatives from all departments in the university.  All significant changes in graduate programs must be approved by the Department Curriculum Committee, the School of Education Curriculum Committee, and the Graduate Council, composed of faculty representatives from all departments in the university; in addition, all graduate programs must undergo periodic review and approval by the Graduate Council.  

Element 2:  Unit Budget

The contract between the Connecticut State University System and the AAUP mandates that all full-time faculty teach the equivalent of 12 credits per semester; this can be in the form of courses, student teacher supervision, reassigned time for research or administrative responsibilities, or any combination thereof.  Historically, budget allocations have been sufficient to allow the hiring of adjunct faculty which, in turn, has allowed faculty to be granted reassigned time to engage in scholarship and service that extend beyond the Unit; this is in addition to the granting of half or full year sabbatical leave.  The budgetary constraints imposed on the university by the State of Connecticut have resulted in a reduction in the number of adjunct faculty, and this, in turn, may negatively impact on the ability of administration to grant reassigned time to faculty.

In a similar manner, cutbacks necessitated by the current climate of fiscal restraint in the state may, in time, have negative effects on other aspects of the Unit's budgetary allocations for curriculum and instruction.  If, for example, a section of a required course in a program taught by an adjunct professor is cut, the candidates in that section would then be forced to either enroll in another section of that course or, in the event of a scheduling conflict, to delay taking the course until the following semester.  If the first scenario were to occur, this would result in larger class sizes which would, in turn, have a negative impact on the quality of instruction; if the second scenario were to occur, this may mean that a candidate could be forced to delay graduation.  It should be noted that while these scenarios are occurring now in isolated instances, there is a possibility that this practice may become more widespread in the future.  

Element 3:  Personnel

Through the contract between the CSU and the AAUP, and the university extension fund, monies are allocated that provide faculty with opportunities to professionally contribute on a community, state, regional, and national basis.  The availability of on-line course delivery is in the beginning stages in the Unit; courses are currently being offered in specific departments such as Education Foundations, and it is expected that this trend will grow in the future.  The teaching of an on-line course is considered to be a part of a faculty member's required 12 credits per semester.

Due to budgetary constraints, the number of adjunct faculty has been significantly reduced, and, as explained above, this has had a noticeable impact on the number of sections that are offered in courses as well as course offerings themselves.  University assistantships are available, but their number has also been reduced due to budgetary constraints; these assistantships are primarily clerical as opposed to instructional in nature.  The only doctoral program in the Unit is in Educational Leadership; the program is in its first full year of operations, and teaching assistantships have not been established.  The lack of teaching assistantships in the Unit has both positive and negative ramifications, however; on the one hand, this means that full-time professors and adjuncts teach all courses in programs from the most basic to the advanced; on the other hand, however, this also means that full-time professors have limited opportunities for research and other scholarly endeavors because they are required to teach a full load of classes each semester. Clinical faculty are involved in the preparation of teachers particularly as cooperating teachers/mentors during clinical practice and as BEST mentors during a teacher's second year of full-time employment.

While the number of full-time support personnel and professor to support personnel ratios vary from department to department, a ratio of one full-time support personnel to twenty full-time and adjunct faculty is typically the norm.  While this burden is somewhat lessened by student workers, each of whom works a maximum of twenty hours per week, the fact is the number of support personnel is, by and large, insufficient and inadequate to properly enhance the effectiveness of faculty; this includes the office of the Dean as well as the departments in the Unit.     

Element 4:  Unit Facilities

Davis Hall does not have adequate facilities to house all programs within its domain; Counseling and School Psychology, Education, and Special Education/Reading are housed within Davis.  However, Educational Leadership is housed in the Wintergreen Building, which is on the other side of campus, and Exercise Science is housed in three separate buildings, Pelz Gymnasium, located next to Davis Hall, and Moore Fieldhouse and TE (Temporary Building 5, both near the Wintergreen Building.  In addition, there are inadequate classroom facilities in Davis Hall, and this means that at times when many courses are scheduled simultaneously, such as late afternoon and evening graduate courses, some classes in the Unit need to be scheduled in other buildings.  Office space is typically inadequate, and in larger departments, such as Education and Exercise Science, this necessitates the placement of two faculty in an office that is barely adequate for one.  In summary, the shortage of all aspects of facilities within Davis Hall causes a burden for faculty; it is only due to the extra effort extended by faculty to make this best of a less than ideal situation that results in a high level of effectiveness in both the teaching and mentoring of candidates.  While there is a building plan to improve the physical aspects of the university, improvements in Davis Hall are not included in its initial phases.

On the other hand, there has been a concerted effort to enhance the availability and use of technology by faculty.  Each full-time faculty is given a computer to use by the university; computers are replaced on a three-year cycle and include both desktop and laptops using both Windows and Apple operating systems.  All offices, department and faculty, are Internet-ready, and all faculty have access to both e-mail and voice mail.  There are currently four high-tech classrooms in Davis Hall with plans to add more in the future.  Each of these classrooms is equipped with a teaching station that is Internet-ready and includes projection equipment, DVD and VHS players, a Windows based computer system, and an Apple based computer system.  All other classrooms in Davis are Internet-ready, and there is portable projection equipment available for faculty to use as teaching devices.  There are also computer labs throughout the campus including one in Davis Hall that houses 26 computers, 13 PC's and 13 Macintosh.. 

Element 5:  Unit Resources Including Technology

The Hilton C. Buley Library houses bound volumes, periodicals, microfilm reels, microfilm pieces, and government documents all related to teacher education.  The library also has a professionally staffed resource center with on-line access to other university libraries in Connecticut through the use of CONSULS (Connecticut State University Library System.  The library also houses the Learning Resource Center composed of two instructional components: The University Media Center houses media and related hardware as well as equipment for slide and poster production, lamination, etc. that both candidates and classroom teachers can use to create instructional aids that enhance classroom learning; the Curriculum Laboratory contains textbooks, curriculum guides, teaching aids, and thematic unit booklets, and serves as a professional library for candidates in all teacher education programs.  Both centers are available to faculty who want to bring whole classes for orientation sessions as well as to individual candidates to assist in lesson preparation.  The faculty has significant input into the budgetary process; each department has a faculty liaison to Buley Library who makes recommendations regarding budgetary purchases. 

The Academic Computer Center operates computer centers throughout the campus including a facility in Davis Hall (see above); all centers contain up-to-date PC's and Macintosh computers with state-of-the-art software.  The Center for Adaptive Technology helps candidates with disabilities gain access to technology; the center assesses each student's technology needs and trains him/her to use adaptive hardware and software. 

� EMBED Word.Picture.8  ���





�








PAGE  
1

_1119095795.unknown

