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Overview

On March 9 – 12, 2008 a visiting team representing the Rhode Island Department of Education conducted an on-site review at the University of Rhode Island of the following teacher preparation programs:

· EARLY CHILDHOOD EDUCATION

· ELEMENTARY EDUCATION

· LIBRARY MEDIA

· MUSIC EDUCATION 

· PHYSICAL EDUCATION

· SECONDARY EDUCATION – ENGLISH, MODERN LANGUAGE (FRENCH, GERMAN, ITALIAN, LATIN, RUSSIAN, SPANISH), HISTORY/SOCIAL STUDIES, MATHEMATICS, AND SCIENCE (BIOLOGY, CHEMISTRY, GENERAL SCIENCE, PHYSICS)

· THE ENDORSEMENT PROGRAM: MIDDLE SCHOOL

· READING SPECIALIST

· SCHOOL PSYCHOLOGIST 

· SPEECH LANGUAGE PATHOLOGIST

The visiting team was chaired by Jayne Meyer from the Alabama Department of Education. The team included: Helen Abadiano from Central Connecticut State University, Gerard Buteau from Plymouth State University, Elizabeth Haynes from the University of Southern Mississippi, Paula Gill Lopez from Fairfield University, Leontye Lewis from Fayetteville State University, Jean Nardone from the Narragansett School Department, Magda Pedraza from the Providence School Department, Cathy Anne Parisi from the Warwick School Department, Carlotta Parr from Central Connecticut State University, Hilda Potrzeba from the Rhode Island Department of Education, Susan Reposa from the Smithfield School Department and Martha Scott from the Providence School Department. Andre Audette, Lisa Foehr, Paulajo Gaines and Susan Toohey- Kaye represented the Rhode Island Department of Elementary and Secondary Education.  The team was also assisted by Irving Richardson, Consultant to RIDE.  

The visit was concurrent with the National Council for the Accreditation of Teacher Education’s (NCATE) visit.  The NCATE team, chaired by Elazer Barnette from North Carolina A&T State University, worked cooperatively with the Rhode Island state team to ensure the accuracy of the data collected and the consistency of the analysis.

Based upon a review of the Institutional Report, a review of institutional exhibits, interviews with administrators, education faculty members, arts and science faculty members, cooperating teachers, principals, and University of Rhode Island candidates, a review of work completed by prospective teachers, visits to schools where candidates complete field experiences, and an analysis of other documents, the team recommends that the Rhode Island Commissioner of Elementary and Secondary Education grant the programs at the University of Rhode Island the following approvals:

· the preparation programs in Early Childhood for a period of  4 years;

· the preparation programs in Elementary Education for a period of 4 years; 

· the preparation program in Library Media for a period of 4 years;

· the preparation programs in Music Education for a period of 4 years;

· the preparation program in Physical Education for a period of 4 years;

· the preparation programs in Secondary Education for a period of 4 years;

· the preparation program in Reading Specialist for a period of 4 years; and,

· the preparation program in School Psychology for a period of 3 years.

The approvals noted above are conditional upon the following:

· Early Childhood Education Program – an action plan due on December 1, 2009 and an interim visit from RIDE in the spring of 2010

· Elementary Education Program– an action plan due on December 1, 2009 and an interim visit from RIDE in the spring of 2010

· Library Media Program – an action plan due on December 1, 2009 and an interim visit from RIDE in the spring of 2010

· Music Education Program – an action plan due on December 1, 2009 and an interim visit from RIDE in the spring of 2010

· Physical Education Program – an action plan due on December 1, 2009 and an interim visit from RIDE in the spring of 2010

· Secondary Education Program – an action plan due on December 1, 2009 and an interim visit from RIDE in the spring of 2010

· Reading Specialist Program - an action plan due on December 1, 2009 and an interim visit from RIDE in the spring of 2010

· School Psychology Program - an action plan due on December 1, 2009 and an interim visit from RIDE in the spring of 2010

Summary of Program Ratings for each Program Approval Standard

The following summary chart details the overall findings by program, the time frames for approval, and the overall rating for each standard.  The summary chart is followed by text that details each Rhode Island Program Approval Standard indicating the overall rating, individual indicators for each standard and the rating for each indicator by program, and comments with recommendations where appropriate.

Initial Programs

	Program
	Number of Years 


	Standard 1

Assessment


	Standard 2

Curriculum 


	Standard 3

Field Experiences


	Standard 4

Diversity


	Standard 5

Resources
	Standard 6 Program Renewal

	Early Childhood
	4 years through 2012
	Approaching Standard  
	Approaching Standard
	On Standard
	Approaching Standard  
	On Standard
	Approaching Standard

	Elementary Education
	4 years through 2012
	
	On Standard 
	Approaching Standard
	
	
	

	Library Media
	4 years through 2012
	
	On Standard 
	On Standard
	
	
	

	Music Education 
	4 years through 2012
	
	On Standard 
	Approaching Standard
	
	
	

	Physical Education 
	4 years through 2012
	
	On Standard 
	On Standard
	
	
	

	Secondary Education 
	4 years through 2012
	
	Approaching Standard
	Approaching Standard 
	
	
	


Advanced Programs

	Program
	Number of Years 


	Standard 1

Assessment


	Standard 2

Curriculum 


	Standard 3

Field Experiences


	Standard 4

Diversity


	Standard 5

Resources
	Standard 6 Program Renewal

	Reading Specialist
	4 years through 2012
	On Standard
	On Standard
	On Standard
	Approaching Standard


	On Standard
	On Standard

	School Psychologist 
	3 years through 2011
	Approaching Standard
	Approaching Standard
	Approaching Standard
	Approaching Standard
	Approaching Standard


	Unacceptable 

	Speech Language Pathologist 
	4 years through 2012
	Based upon the review of the professional association, graduates of this program will be licensed as speech language pathologists, which assures that they will meet the standards for licensure.


Program Approval Report

for the Programs in

· EARLY CHILDHOOD EDUCATION

· ELEMENTARY EDUCATION

· LIBRARY MEDIA

· MUSIC EDUCATION 

· PHYSICAL EDUCATION

· SECONDARY EDUCATION – ENGLISH, MODERN LANGUAGE (FRENCH, GERMAN, ITALIAN, LATIN, RUSSIAN, SPANISH), HISTORY, MATHEMATICS, AND SCIENCE (BIOLOGY,CHEMISTRY,GENERAL SCIENCE, PHYSICS)

·         THE ENDORSEMENT PROGRAM: MIDDLE SCHOOL

· READING SPECIALIST

· SCHOOL PSYCHOLOGIST 

· SPEECH LANGUAGE PATHOLOGIST

at the University of Rhode Island 

March 9-12, 2008

Report on the Initial Programs

1. Prospective educators recommended for licensure by Rhode Island Educator Certification Programs are proficient in the Rhode Island Beginning Teacher Standards or the appropriate Professional Standards.

Approaching Standard 

1.01 Assessment, Advisement, Feedback, and Counseling Throughout the Program. Prospective educators are assessed through an ongoing process that begins with admission to the program and continues through recommendation for licensure.  The results of these assessments are used to monitor candidates’ progress toward meeting the standards and to provide academic and professional advisement throughout the program.

Approaching Standard

The Institutional Report (IR) p. 12 states that the “professional teaching program of the School of Education (SOE) is designed to prepare candidates to demonstrate the professional knowledge, skills, and dispositions for beginning teachers explicated in the INTASC Model Standards for Beginning Teacher Licensure and Support and the Rhode Island Beginning Teacher Standards.” The SOE asserts in the IR that it assesses candidate performance in “four broad domains” that it identifies as crucial to good teaching practices - effective communication and interpersonal relationships, academic and pedagogical knowledge bases, and an ability to assure learning for diverse learners. The IR also states that the SOE initial programs assess these performance areas through formative assessments throughout the candidates’ programs and through summative assessments at key transition points. 

The SOE identifies three key transition points for the initial programs – admission to the program, entry to the clinical practice, and exit from the clinical practice. The SOE also assesses candidates after program completion through exit surveys. Each transition point is marked by some common SOE assessment measures while individual programs include additional measures attempting to reflect their unique needs, content, and program requirements. Some of the common measures include an interview and portfolio for admission, pre-practicum evaluations and assessment of planned practice for entry to clinical practice, and a final evaluation of student teaching and a performance task for exit from clinical practice. Evidence provided in the IR and interviews with faculty and candidates indicates that the transition points are meaningful measures and do identify candidates who are not ready to progress to the next stage of the program. As such, evidence provided to the visiting team indicates that not all candidates progress past identified transition points and that some require remediation and/or additional attempts to progress. 

While elements of the assessment system as described in the IR and other provided evidence are in place, the assessment system as implemented is not fully aligned to the RIBTS and national content standards and does not clearly identify candidate performance at key transitions points. Across initial programs not all candidates understand the assessment system and its requirements. Additionally, the assessment system does not produce clear guidance to all candidates as to their progress towards the Rhode Island Beginning Teacher Standards (RIBTS) and national content standards, nor does the assessment system connect to consistent and systematic advisement processes. It is also not clear that the assessment system as currently designed and implemented allows candidates and program faculty to monitor candidate performance and growth over time against individual RIBTS and national content standards and indicators. 

The assessment system for the initial programs also assesses graduate student performance in the Master of Arts with Teacher Certification Program (MA/TCP) which offers an initial certification option for candidates. The IR and information provided to the visiting team indicates that graduate candidates follow the same SOE admission process as undergraduates while also applying separately to the graduate school. Graduate students take different level courses from the undergraduate candidates, which typically include increased expectations and work-loads. The SOE-wide assessment system does not indicate if there are higher expected levels of performances or requirements for graduate candidates. As such, it is not clear to the visiting team if this lack of differentiation results from intentional design or an incomplete system.

SOE-wide assessments such as the pre-practicum evaluation, the final student teaching evaluation, and national content measures are aligned to either the RIBTS or program-specific national content standards. However, the form of these assessments for both the RIBTS-based and content-based evaluations is an observation tool in the form of a rubric/checklist with performance indicators based on sets of standards – RIBTS, NAEYC, etc. The observation tool contains standards and indicators, descriptive language for performance levels against a 5 point rating scale, a place for the evaluator to identify the level of observed performance, and a comment section. An absence of specific language that clearly defines the meaning of the performance levels limits the effectiveness of this tool. Since no evidence was provided to the visiting team as to how the programs benchmarked performance levels for the observations, clearly communicated such benchmarks, or provided evidence of training reviewers to match specified performance levels to rating indicators, the assessments measures are not likely to produce clearly or consistently identified assessment of candidate performance. An additional concern is that assessment tasks at the program and course level do not always align to RIBTS, appropriate national content standards, or clearly indicate their connections to identified standards and indicators. Many tasks across the initial programs simply list RIBTS or national content standards without clear guidance indicating how the task connects to and build upon the identified standards and indicators.  

Further, the emphasis and reliance on SOE-wide assessment tools as the primary measure for the three transition points limits how effectively candidates can understand their level of performance from the standardized assessment tools. A candidate in the early childhood program, for example, is assessed using the same pre-practicum and student teaching evaluation tool as a secondary candidate. The only differentiated feature of this tool is observer-generated comments. Yet the great disparity in the depth, specificity, and quantity of the comments between programs and individual observers suggest that candidates receive inconsistent feedback as to performance and areas for growth. The standardization of the assessment system also limits the role and importance of program-specific assessments such as a music performance task connected to the transition points.   

The SOE places information about the assessment system on its web site and directs candidates to access this information electronically. Candidates also are provided information about the assessment system in early courses in the program such as EDC 102, 250, and 312, postings in offices and classrooms on campus, and through periodic portfolio workshops and program meetings. However, candidates in several programs and at various stages of program completion, indicate that their knowledge of this system varies greatly. In particular, some candidates in the Elementary Education and Secondary Education programs reported being unaware of the need to post program assessments on the TrueOutcomes electronic portfolio system. Many candidates in the initial programs particularly report significant confusion at the entry to clinical experience gate and report relying on their peers to help them navigate the process. 

The IR provides only minimal information regarding the candidate advisement system, nor was evidence provided to the visiting team of a systematic advisement process that is built upon the assessment system. An evidence chart in the IR “Advisement Levels of Support” identifies various contact points for candidate advisement prior to admission through exit from the programs. These include orientations, welcome meetings, and ongoing mentoring. Information provided to the visiting team also indicates that SOE candidates are provided two advisors – one in the SOE and one in the College of Arts and Sciences. While many candidates report effective advisement through the University College pre-admission system, many others relate that once admitted to the SOE they experience frequent switching of advisors, lack of knowledge of their assigned advisors, and inconsistent accessibility, particularly in the instance when advisors are on sabbatical without informing assigned advisees. Some candidates report self-selection of advisors instead of meeting with those assigned to them as the assigned advisors were either inappropriate or not readily accessible. As was also related by a faculty member, “some students fall through the cracks” of the current advisement system. Some candidates also report that they seek advice from candidates further ahead in a program as that advice is more accessible. Candidates relate that informal advisement through program and course faculty and advisors in some programs such as Library Media, Music, and Physical Education provide effective and consistent advisement and support of candidates. 

The visiting team RECOMMENDS that the SOE review and revise its assessment system to ensure that program and course tasks align to appropriate standards and are assessed using meaningful assessments and corresponding performance expectations that are clearly defined, communicated, and understood by faculty and candidates.    

The visiting team RECOMMENDS that the SOE examine the means by which it communicates the assessment system including expectations, timelines, and available supports. 

The visiting team RECOMMENDS that the SOE work with all appropriate parties to identify inconsistencies in the advisement system and ensure that all candidates are provided appropriate, sufficient, and consistent advisement as they progress throughout the program and each key transition point. 

The visiting team RECOMMENDS that the SOE work with the individual programs to integrate into the unit-wide assessment system the program-specific assessments that are critical in ensuring that all candidates in every field meet the expectations of the identified RIBTS and national content standards.

1.02 Admission into the Program. Prospective educators are admitted to certification programs based upon clearly articulated criteria that address the students’ potential to meet the standards for licensure. 

Approaching Standard

An IR chart titled “Overview of Assessment System Initial Programs Chart” identifies common admission requirements across the initial programs. For the Early Childhood and Elementary Education programs these include an admission portfolio, interview, and transcript. For the Kinesiology, Music, and Secondary Education programs these include an admissions application packet, interview, and transcript. The Secondary Education program also lists GPA in content area as a fourth requirement. The Library Media program identifies an admissions checklist as guidance for admission to that program. These admission criteria connect to the RIBTS, expectations for diversity readiness, and content knowledge and appear to represent appropriate measures for admission to the programs. Specific programs also require additional measures for admission including required courses, personal and philosophy statements, letters of recommendations, and if applying for a graduate program, separate admission to the graduate school. SOE faculty run, and many candidates report, that periodic admission workshops are very helpful in disseminating information regarding the admission process and preparing candidates to compile their portfolios. 

The assessment measures and tasks for admissions, particularly those that are common across the initial programs, appear to represent clear and consistent requirements for admission. Candidates report that in addition to the portfolio preparation training sessions, sample exemplar portfolios available for their use also promote clear expectations. Less clear are articulated cut scores for admission across programs or consistent and public protocols for the review of admission materials. Some programs indicate that the same reviewers assess interviews and admission portfolios while others use a rotation system. Although some faculty and programs communicated that they periodically score admission materials collaboratively to ensure inter-rater reliability, no evidence of this practice was available. Portfolio and interview questions and review materials vary across programs and not all programs use rubrics that contain clear criteria. Some faculty members indicate that any candidate is eligible for admission regardless of their admission presentation if the faculty deem a particular candidate to have potential. Some other faculty members reported that some criteria can be waived as long as a candidate meets minimal requirements – without providing any specific guidance as to what minimal requirements entailed. Thus, while the admission process appears to rely on a formal and public system, discussions with faculty and candidates indicate that the system also can operate as an informal process with inconsistent procedures and requirements. 

Although most admission materials and measures are clearly communicated, there are several inconsistencies with the communication of the admission system and forms. The “Overview of Assessment System Initial Programs Chart” provided in the IR indicates that some programs require an admissions portfolio while others require an admissions packet. Yet program faculty, the SOE website, and the IR indicate that all programs except Library Media require an admission portfolio and make no mention of an admissions packet. This inconsistency represents more than an issue of terminology as candidates are not always clear what is expected of them at admissions. (The visiting team recognizes that as a graduate program, the Library Media program may have different admission requirements.) The interview and admissions portfolio review forms contain spaces for reviewers to rate the pieces of the portfolio and individual question responses on a five point rubric. There is also a place on the review form to subtotal the results prior to a final score, suggesting that scores are averaged rather than require minimal performances on individual criteria. Discussions with SOE faculty, however, indicate that the subtotal line is not currently used. The initial programs use varied formats of admissions questions, interview rater forms, portfolio rubrics, and summative assessment sheets. Candidates were not always aware of many of these forms or with the expectations contained in the rubrics that would be used to evaluate their performance in the admission process. Not only do these inconsistencies promote confusion among potential candidates, discussion with new faculty members indicate that they too find the admissions and admission review process confusing. 

The visiting team RECOMMENDS that the SOE faculty review the admissions process to determine essential admissions criteria, communicate these criteria to all potential candidates, develop clear cut scores for admissions, and implement consistent protocols for admissions material review and acceptance.

The visiting team RECOMMENDS that the SOE work with individual programs to identify common admissions procedures and application materials where appropriate, ensure the public admission process is the only process used to admit candidates to programs, and develop processes to ensure consistent admission decisions across programs. 

1.03 Determination of Readiness For Student Teaching or Supervised Internship. Prospective educators demonstrate their readiness for student teaching or supervised internship through an evaluation of their performance with respect to the Rhode Island Beginning Teacher Standards. 

Approaching Standard 

The IR identifies three common assessments for entry to the clinical practice transition point. These include a 2.50 or better GPA in all education and content area courses – Music Education and Physical Education programs require content GPAs of 2.70 or better, passing Praxis II pedagogy and content tests, and successfully pass the Educational Unit Plan. An assessment system overview chart also provided in the IR identifies additional program-specific requirements including pre-practicum evaluations, course audits, and an instructional unit. Less clear in the IR, but available after searching program websites and materials, are additional requirements in some programs to complete prior to beginning student teaching – portfolios, technology projects, language proficiency tests, and science inquiry assessments.

The criteria for the entry to clinical practice appear to be appropriate measures of candidate preparedness that assess candidate content and pedagogical knowledge, skills, and dispositions. Many of these criteria and tasks are connected to rubrics and aligned with appropriate RIBTS and national content standards. A notable exception is several Early Childhood and Elementary Education program tasks that are connected to RIBTS but do not consistently articulate the NAEYC or ACEI professional standards. Conversely, tasks and assessments from the Secondary Education and Physical Education programs consistently indicate appropriate RIBTS and national content standards. Library Media tasks consistently indicate RIBTS but most program-specific assessment rubrics do not. 

Among the three key transition points in the SOE assessment system, the entry to clinical practice is the least understood and most problematic for program candidates with the exception of Library Media candidates who reported no consistent difficulties with this transition point. Many candidates report not understanding expectations, requirements, and timelines. This is particularly compounded in some programs as candidates switch from advisors in the pre-admission University College to advisors in the SOE and their second majors. The visiting team also found this transition point to be the most difficult to discern the requirements for each program and corresponding performance levels through the presented evidence. Prior to locating or establishing relationships with the new advisors, candidates report significant confusion and frustration at this assessment point at times leading to leaving the program and/or needing multiple attempts to move past this transition point. In searching for evidence to review this transition point, the visiting team found it difficult to locate descriptions of expected levels of performance, rubrics, and explicit guidance as to required tasks and support materials.   

Additional concerns at the entry to clinical practice are less than clear guidance as to the expected candidate performance levels on key assessments. While it is clearly communicated to candidates that they must pass the Praxis tests, necessary passing scores are not prominent in program materials. The pre-practicum evaluation is an observation rubric/checklist based upon the RIBTS. As indicated in 1.01 above, absent clear guidance as to what constitutes a particular performance level, candidates and faculty reviewers may not share common and public expectations. A further concern with this transition point is the reliance on the pre-practicum evaluation as a primary means to assess readiness for clinical practice. Since the evaluation tool assesses readiness to student teach on observed behaviors consistent with the RIBTS, and since most candidates have had limited opportunities prior to practicum to engage in these behaviors as most preparation is planning and observing, it is not clear how assessors can determine actual candidate performance. This inconsistency raises questions as to the effectiveness of this tool in assessing performance and providing useful feedback to candidates. In some initial programs, candidates also report that they are not always clear what courses must be completed prior to passing this transition point. 

The visiting team RECOMMENDS that the SOE review this transition point and identify essential measures of pedagogical and content preparation for this transition. The visiting team also RECOMMENDS that the SOE review the required tasks and appropriate guidance for this transition point including expected levels of performance and ensure its accessibility to all candidates. 

The visiting team RECOMMENDS that the SOE consider its advisement system, policies, and timelines in relation to this transition point to ensure that candidates have access to sufficient support. 

The visiting team RECOMMENDS that the Early Childhood and Elementary Education programs review all tasks, assessments, and course materials and ensure that they clearly and sufficiently align to appropriate national content standards and indicators. 

1.04 Assessment at the Completion of Clinical Experiences and as a Basis for Recommendation for License. Prospective educators demonstrate their performance with respect to the standards for the completion of student teaching or supervised internship through an evaluation process that is shared by the college or university supervisor and the cooperating teacher or internship supervisor.  Programs recommend prospective educators for licensure based on performance with respect to the Rhode Island Beginning Teacher Standards. 

Approaching Standard 

The exit from clinical practice transition point requires candidates to complete a field-based student teaching experience, complete required course work, maintain a minimum 2.50 GPA in education and content courses, and successfully complete necessary Praxis tests. The IR and the overview assessment chart provided in the IR do not identify the same requirements for the exit from clinical practice transition point. Whereas the overview chart identifies three requirements from all programs – final cooperating teacher evaluation, final university supervisor evaluation, and an assessment task, the IR lists ten different measures that are “shared among initial teacher education programs at recommendation for licensure.” These measures include various evaluation forms, an I-Plan and state initiatives assignment, and middle level competencies. However, as most candidates do not pursue middle level endorsement, this second list is also inaccurate. These inaccuracies may contribute to candidate confusion with this transition point. 

The RIBTS and national content standards-based “Final Student Teaching Evaluation” tools serve as the primary measure to exit from clinical practice and recommendation for licensure. It is not clear that these observation tools as designed and used by the programs establish clear criteria for recommendation for licensure. Similar to the concerns expressed above regarding the pre-practicum evaluation, both the RIBTS and national content standard evaluation tools are observation rubric/checklists based on standards. However, vague language and the generic nature of the rubrics do not ensure that most program candidates are evaluated against the identified standards. Evidence was not provided to the visiting team of efforts across all programs to benchmark the performance levels, communicate expectations for the performance levels, or train evaluators to identify consistent levels of practice connected to performance levels. In contrast, Physical Education faculty appear to extensively train their evaluators for consistent scoring of tasks. Candidates reported that individual conferences and ongoing feedback from university supervisors and cooperating teachers were effective in helping them grow as prospective teachers but did not attach similar importance to the formal evaluation tools. 

Program and course materials indicate that during the clinical experience candidates are observed several times by the cooperating teacher and the university supervisor. These observations include formal and informal assessments including at least one formal assessment by the cooperating teacher and mid-term and final evaluations by the university supervisor. Candidates in many initial programs are also evaluated during their clinical placement with an ISTE technology assessment. However, in reviewing program and course materials it is not clear what cumulative role the clinical assessments play in determining candidate performance, grades for the clinical placement, or for candidate advancement past the transition point. Evidence provided to the visiting team indicates that candidates who take and score less than a three on the ISTE technology assessment, for example, are allowed to proceed to the next stage of their program. It is also not clear what happens in the event a candidate does not receive a satisfactory rating on the final evaluation. Candidates in some programs report multiple evaluations or additional supports to help them complete the clinical experience successfully. Further, some programs report that different university supervisors conduct the mid-term and final evaluation. Collectively, these practices may limit the consistent application of identified criteria for the transition point or inhibit the relationship between this transition point and the potential for success as a beginning educator. 

The visiting team RECOMMENDS that the SOE review and revise its assessment system for the exit from clinical experience transition point to ensure consistent information and application of expectations for the evaluation of performance to progress past this transition point. 

The visiting team RECOMMENDS that the SOE and the individual programs review and clarify the requirements to pass through the exit from clinical practice transition point and their relation to the student teaching course for individual programs to ensure that the assessment system for this transition point is clearly understood and followed by all candidates and faculty. 

The visiting team RECOMMENDS that the SOE examine its assessment tools for the exit from clinical experience transition point and revise as necessary the tools, its usage, and training to promote alignment to the RIBTS and national content standards and consistent and high expectations for candidate performance.   

1.05 Validity of Assessment System.  Assessment systems are aligned with educator standards and with instructional processes, use multiple assessments and various methodologies, and have expectations that are clearly communicated to prospective educators.  

Approaching Standard
The assessment system is partially aligned to the RIBTS and appropriate national content standards. These standards are emphasized throughout most programs and connected to most assessments used at the program and course level. While the RIBTS are evident in most tasks and assessments connected to education courses, national content standards are inconsistently aligned to such tasks. This is particularly evident in the Early Childhood and Elementary Education programs in which NAEYC and ACEI standards are not evident in all content-based candidate work and assessments. Conversely, programs such as the Music Education program, the Physical Education program and some Secondary Education programs consistently connect assessments to both RIBTS and national content standards. As the RIBTS are the primary focus of the education courses, the assessments are aligned with instruction candidates receive throughout the program. 

As noted above in 1.02, 1.03, and 1.04, the programs rely on one form of assessment, RIBTS-based and national content standards-based observation rubric/checklists, to evaluate candidate progress through the key transition points. This over-reliance on one type of evaluation instrument limits validity of the assessment results as multiple measures and sources of evidence are not connected to the key decision points. Further, as was also noted above, absent evidence of clear and consistent understanding on the part of the evaluators, the vague rubric language allows varied interpretations of candidate performance. It should be noted that some of the initial programs do use varied assessment measures to determine candidate performance, however this is not consistent with the overall SOE assessment system. 

Other challenges to the validity of the assessment system include the reliance on cooperating teachers as critical assessors when many are not trained in the assessment system or in evaluating candidates. As such training for most programs and cooperating teachers is voluntary; it is not uncommon to have cooperating teachers who have never received training in the evaluation tools to conduct program assessments. Some programs provide informal or one-on-one training for cooperating teachers in the absence of systematic and required training. Inconsistent advising also impacts the validity of the assessment system as candidates receive inconsistent information or receive no information when advisement is not available to them. Further challenges to assessment validity are the lack of evidence of any consistent attempts at bias training and the issues of candidates not fully understanding the SOE assessment system.

The visiting team RECOMMENDS that the SOE review its assessment system to improve assessment validity including alignment of the system to identified standards and program-based instruction, conduct training to reduce possible sources of bias, and clarify and better communicate the requirements of the assessment system to all candidates. 

The visiting team RECOMMENDS that the SOE explore additional measures of candidate performance to ensure that candidates are assessed through a valid system that relies on multiple measures of performance. 

1.06  Reliability of Assessment System. Assessment systems yield fair, accurate, and consistent evaluation of prospective educators. 

Approaching Standard 

The IR states that the SOE and the initial programs undertake several efforts to ensure that the assessment system produces consistent and reliable results. The IR describes using multiple assessors to evaluate key assessments, sessions in which assessors are trained to produce consistent results, training cooperating teachers to prepare them to assess candidates in their schools, and reviews of the assessment system on a “regular basis during scheduled team meetings.” While a few faculty members discussed some of these efforts including collaborative scoring and training sessions, no evidence was provided to the visiting team of such practices happening on a widespread or consistent basis. Across the initial programs, variation in the implementation of the assessment system also raises reliability concerns. Some program faculty report that they use the same reviewers to assess admissions portfolios, other reference using who happens to be available. Some programs rely on one university supervisor to conduct field observations, others rotate this assignment. Some programs ensure that cooperating teachers have been trained for their roles and how to use assessment tools, interviews with faculty and cooperating teachers from other programs indicate that most cooperating teachers do not receive training. Further, while the IR and other evidence provided to the visiting team indicate that the SOE conducts a SOE-wide cooperating teacher training, some individual programs conduct their own and/or conduct one-on-one informal training for cooperating teachers. 

The absence of training for inter-rater reliability particularly limits reliable assessment results as the most common assessment measures are standardized observation rubric/checklists that require only checkmarks and some commenting to articulate candidate performance levels. As was noted above, the variety in commenting type and quantity and the absence of clearly articulated and understood performance levels raise questions as to the reliability of assessment information provided to candidates and used as a basis for program improvement. The IR and other materials provided to the visiting team indicate that the SOE tracks some measures of candidate performance on common assessments, but it is not clear that this data is used to promote and improve the consistency of decisions or the design and implementation of the assessment system. The SOE also did not provide any evidence that efforts were made to ensure reliability of assessments at the program and course level within courses that were taught by different instructors. 

The visiting team RECOMMENDS that the SOE review its assessment system, evaluation procedures, and training for assessors to produce more reliable results for candidate performance on key measures across the transition points. 

The visiting team RECOMMENDS that the SOE work with individual programs to analyze and use assessment data to identify challenges to the reliability of the assessment system and make necessary revisions to the system based on this analysis.




2.  Prospective educators in Rhode Island Educator Certification Programs have the opportunity to acquire the knowledge, develop the dispositions, and practice the skills that are encompassed in the Rhode Island Beginning Teacher Standards

Early Childhood: Approaching Standard

Elementary Education: On Standard 

Library Media: On Standard 

Music Education: On Standard 

Physical Education: On Standard 

Secondary Education: Approaching Standard

2.01 Professional and Pedagogical Studies. Prospective educators follow a well-planned scope and sequence of courses and experiences to develop the knowledge, dispositions, and skills encompassed in the Rhode Island Beginning Teacher Standards  

Early Childhood: Approaching Standard 

Elementary Education: On Standard 

Library Media: On Standard 

Music Education: On Standard

Physical Education: On Standard 

Secondary Education: Approaching Standard

The Early Childhood, Elementary Education, Music Education, Physical Education, and Secondary Education programs provide their candidates access to the RIBTS through a sequence of courses that begin prior to admission and conclude with supervised student teaching and an accompanying seminar. The Library Media program provides candidates access to the RIBTS through a core series of courses that begin upon admission to the program and conclude with a supervised clinical experience and seminar. Across all programs, the RIBTS are a central focus of the SOE courses and for some programs such as Library Media, Physical Education, and Music Education in the candidates’ content courses as well. The RIBTS are aligned and articulated to SOE-wide assessments and many individual course tasks. The IR and other documentary evidence demonstrate this alignment with curriculum matrices that indentify specific RIBTS included for individual courses for the initial programs. 

Materials from the Early Childhood program indicate alignment of courses and tasks to specific RIBTS and indicators, but it is not clear how these standards and indicators connect to individual tasks and assessments. Many Early Childhood candidates report feeling well-prepared to understand and practice consistent with the RIBTS, yet a few had limited knowledge and understanding of the RIBTS. Specific RIBTS that appear to challenge program candidates include 2.4 incorporate technological resources to support student exploration of the disciplines, 8.3 technological advances in communication, and 10.3 exploring new instructional approaches and strategies including technology. Additional concerns include specific preparation to work with diverse students and English language learners. 

Interviews with candidates in the Elementary Education program indicate a strong knowledge of the RIBTS and that candidates feel well-prepared to integrate these expectations into their practice. A review of program and course materials shows that the courses are appropriately sequenced to allow candidates to learn the RIBTS as they move through the program and develop their practice in field placements. Although this indicator is rated on standard, the Elementary Education program should consider reviewing the integration of technology instruction throughout the program, courses, and assessment tasks. 

The Library Media program provides sufficient and developmentally appropriate access to the RIBTS in the core courses and the school library media courses. Candidates report that they learn these expectations in the preparation program and are provided effective opportunities to practice these in the field. The Library Media program appears particularly effective at supporting candidates to develop the knowledge, skills, and dispositions articulated in RIBTS 7, collaboration with colleagues to support library media programs. Out-of-state candidates learn the RIBTS through their core sequence and then apply INTASC standards to their field placements in their respective states. 

Materials and syllabi from the Music Education program and faculty interviews indicate that students have an opportunity to develop a broad understanding of knowledge, skills and dispositions articulated in the RIBTS. The RIBTS and indicators are aligned to the educational course sequence candidates complete and in some of the music courses taken in the College of Arts and Sciences. Candidates report learning about the RIBTS in their academic settings and practicing them in their field placements. While all RIBTS are articulated in the course sequence, RIBTS 4.3, 4.4, and 7.2-7.4 are not as prominent in the program.

The Physical Education program provides appropriately sequenced access to the RIBTS through program courses in the education course sequence. Candidates report that they learn the expected knowledge, skills, and dispositions in their academic settings and apply them in their field placements. Similar to the Music Education program, all rubrics are addressed in the program sequence, while RIBTS 9.1 9.4, and 10.3 are only addressed in KIN 270 and KIN 380.  

The Secondary Education program provides access to the RIBTS through the required education courses and candidates are expected to incorporate the standards in work submitted for these education courses. Candidates report that they are aware of the RIBTS and the knowledge, skills, and dispositions expected of them, but it is not clear of the breadth and depth with which they understand these expectations. Candidates report that they benefit from EDC 402, Educating Students with Special Needs as this prepares them with information necessary to teach diverse learners in their beginning placements. Candidates also report that they wish for additional opportunities to apply the education theory they learn in their education courses prior to their student teaching placement. It is not clear that secondary education candidates have sufficient exposure and practice with RIBTS 7, particularly engaging with families and the community. 

The Middle Level Endorsement program provides an appropriate sequence of courses and field experiences that integrate the RIBTS and the eight middle level competencies. Candidates in the elementary or secondary programs may select to earn this endorsement by taking additional course work. The required courses include a course on middle school curriculum and assessment, adolescent psychology, and classroom management. Candidates also must participate in an additional field placement at the middle level. Elementary Education or Secondary Education candidates who select this option must complete at a minimum twenty-one credit hours in one of the following academic areas – English, foreign language, mathematics, science, or social studies. Candidates who complete this endorsement program complete the SOE course sequence for education students and are eligible to complete a content major or its equivalent in the College of Arts and Sciences. 

Course syllabi for the middle level endorsement program indicate alignment to the RIBTS and graduate themes for candidates in the graduate school. The syllabus for EDC 400 includes a partial alignment to the middle level competencies while EDC 415 did not reference them. It was not clear from the IR or SOE material what if any other course(s) candidates must complete for this option and if the course(s) is/are aligned to these competencies. A middle level competency journal assessment task for EDC 400 makes clear connections to the competencies while the connections to the identified assessments for EDC 415 are not apparent. The SOE also has developed and uses as part of the common assessment system an observation tool for evaluation of the field placement based on the middle level competencies. 

An examination of the suggested content courses necessary to earn middle level endorsement and satisfy RIDE certification requirements indicate areas of concerns. In mathematics, the requirements for algebra and trigonometry are not specified. In English, two courses were listed as fulfilling the non-western requirement, ENG 260 and ENG 385, when these may not fulfill this expectation. In Science, astronomy was listed as an option to complete certification requirements although this is not a preferred course selection for middle school endorsement. Foreign language recommendations appear to be appropriate; for Social Studies the SOE may wish to further specify to candidates that they are responsible for taking coursework in each listed category. Furthermore, it is not clear that the program communicates to potential candidates that if they do not complete a content major in a core subject area, they must achieve passing scores on appropriate content assessments.     

For the Early Childhood program:

The visiting team RECOMMENDS that the program examine its tasks and rubrics to ensure specific alignment among RIBTS, indicators, and specific tasks and communicate this alignment to program candidates. 

The visiting team RECOMMENDS that the program provide all candidates more university and field-based experiences in working with English language learners. The visiting team further RECOMMENDS that the program more comprehensively integrate instruction in how to use technology as a management and instructional tool.

For the Secondary Education program:

The visiting team RECOMMENDS that the program examine its curriculum and instructional tasks to promote depth and breadth of understanding of the RIBTS, including RIBTS 7, collaborating with families and the community. 

For the Middle Level Endorsement Program:
The visiting team RECOMMENDS that the program review all syllabi and assessments for the required courses to ensure clear and consistent alignment to the middle level competencies. The visiting team further RECOMMENDS that the program review its guidance to potential candidates to ensure candidates are advised accurately as to course selection and certification requirements.      

2.02 Subject Matter Knowledge. Prospective educators develop a deep understanding of the subject matter of their area of certification. 

Early Childhood: Approaching Standard 

Elementary Education: Approaching Standard

Library Media: On Standard

Music Education: Exceeds Standard 

Physical Education: On Standard 

Secondary Education: On Standard

The Early Childhood program partially addresses the NAEYC standards. These standards are present in some education courses but do not sufficiently appear in some of the courses candidates take in the School of Human Development and Family Studies. While candidates engage a range of content knowledge and experiences in their course and field work, this does not appear to be a sufficient level. Candidates develop strong literacy knowledge and skills in courses such as EDC 424 and 429; however, the integrated primary school curriculum course, EDC 426, in which candidates engage content areas for one week periods does not ensure the necessary knowledge, skills, and dispositions expected to meet the RIBTS and the NAEYC standards. 

The Elementary Education program minimally addresses the ACEI standards in course assessments even though these are the national content standards expected of elementary educators. When asked, some candidates have no knowledge of these standards. Candidates do have strong literacy skills that they develop in the program courses and field experiences. Commendably, candidates report that although their content preparation is limited due to the extensive grade levels and materials they may be required to teach, they develop strong skills to seek out, gain new knowledge and understanding, and develop lessons that may be required by their varied teaching placements. 

The Library Media program provides candidates a strong foundation in the core content areas necessary for library media programs. These include courses in basic library functions, cataloguing, reference, and library management. As candidates in this program will interact with children and young adults, candidates also take courses in children and young adult literature. The Graduate School of Library and Information Sciences (GSLIS) has identified a set of overall student outcomes that in conjunction with the expectations for AASL standards provides an effective knowledge base for program candidates. 

The Music Education program provides extremely strong content preparation for candidates that aligns to the full range of the NASM standards. This content is presented throughout the program in a developmental way and assessed through multiple measures including juried performances, culminating recitals, and department musicianship portfolios. Candidates receive extensive feedback on their content knowledge and skill development thus supporting their continuous growth as musicians and prospective music educators.  

The Physical Education program strongly integrates the NASPE content standards throughout the program in course work and in portfolio tasks. Candidates link their work to both RIBTS and NSAPE standards throughout their experience in the program. In discussion with candidates, candidates were regularly able to articulate the alignment between assessments tasks they have completed to specific national standards. An additional strength of the content preparation is KIN 410 Adaptive Physical Education in which candidates learn how to work with students with varied needs. This also supports candidates to work with multiple learning styles and needs.    

Candidates in the Secondary Education program develop a deep understanding of their respective content areas through their Arts and Sciences preparation as well as through content integration in their educator preparation courses. Candidates report that they are confident in their content preparation, enjoy learning and teaching their content, and welcome opportunities to continue to grow within their respective areas. Most cooperating teachers also are satisfied with the level of content preparation of the candidates, although some cooperating teachers and candidates indicated that candidates had not been required to take content courses in areas commonly taught at the high school level. Thus, candidates were struggling to acquire the content knowledge they needed to “stay ahead” of their students. Two specific areas for which the Secondary Education program should consider action are in ensuring the requirement of a geography course for history/social studies candidates and the requirement of a discrete mathematics course for prospective math educators to more fully prepare them for their secondary placements. An additional concern that the Secondary Program should consider is whether a core content sequence is articulated for all content areas to ensure adequate preparation in the range of topics for which candidates must teach. 

For the Early Childhood program:

The visiting team RECOMMENDS that the HDF portion of the program more fully integrate all aspects of the NAEYC standards into the program and course design to ensure candidates full access to these expectations. The visiting team also RECOMMENDS that the program examine the primary school curriculum course and related field experiences to support candidates to develop and increase the breadth and depth of their content knowledge.  

For the Elementary Education program:

The visiting team RECOMMENDS that the program review the courses, syllabi, and assessments tasks to fully integrate the ACEI standards in all aspects of the program and courses to ensure candidates have full access to these expectations and sufficient opportunities to practice these in the university classroom and field placements. 

2.03 Technology. Prospective educators develop an understanding of the role of technology in education and learn how to use technology as an instructional and administrative tool. 

Early Childhood: Approaching Standard

Elementary Education: Approaching Standard

Library Media: Exceed Standard  

Music Education: Approaching Standard 

Physical Education: On Standard

Secondary Education: On Standard 

The Early Childhood programs has identified the ISTE standards as the technology standards for the program and all candidates are required to complete an assessment of their technology knowledge and skills during their student teaching placement. The IR also indicates that technology is integrated into instruction in the Early Childhood program by requiring candidates to include technology in their lesson plans, unit plans, and as observation points in their field experiences. However, instruction in how to use and integrate technology into teaching does not appear to be sufficiently represented within the program, courses, or assessment tasks. In some instances faculty and cooperating teachers presume technological competency due to generational assumptions. As such, not all candidates are supported to integrate effective use of technology in their course and field based learning. 

The Elementary Education program has identified the ISTE standards as the technology standards for the program and all candidates are required to complete an assessment of their technology knowledge and skills during their student teaching placement. Similar to the Early Childhood program, faculty and cooperating teachers to some extent presume technological competence when this may not be accurate for some candidates. Further, faculty members report that if a candidate is deficient in technology skills they are referred to the new technology center or provided one-on-one support. However, neither process represents a systematic response to this need. Thus, while most candidates have experience using basic technology and integrate it effectively into their instruction, it was not clear to the visiting team where in the program or courses the knowledge and skills for technology integration were taught and thus ensured for all candidates.  

A commendable strength of the Library Media program is the integration of technology learning and application throughout the program. As an inherent component of effective service within a library setting, technology is infused through the entire program of study including syllabi, coursework, observations, and applications in the university classroom and field settings. The GSLIS has identified its own set of technology outcomes and holds candidates accountable for them. Candidates demonstrated and articulated both knowledge and skills for technology integration as an integral part of their developing practice.  

Candidates in the Music Education program develop the skills to use technology as a musician through their content and educator preparation coursework. This includes Finale and Sibelius, Dreamweaver, electronic portfolios, and Power Point. Candidate work and interviews with candidates and cooperating teachers indicate that candidates are aware of and able to use these and other technologies in their beginning teaching. It is not clear that the Music Education program has identified or developed a set of technology standards for which all students must demonstrate competency. Further, candidates do not appear to receive instruction in nor are comfortable using computer aided instruction as a music teaching tool. An additional concern is the limited opportunities for candidates to develop their skills in using technology as an administrative tool.   

The Physical Education program provides sufficient access and practice to technology both as an administrative and instructional tool including computers and audio/visual equipment. Although candidates learn how to use physical education-specific technology such as pedometers and heart monitors, candidates report that school sites do not always have such equipment for their use. The Physical Education program indicates that in the future it will allow candidates to use this technology in their field placements.  

The Secondary Education program requires technology use and application in multiple education courses throughout the program. The program has adopted the ISTE standards and requires candidates to complete the SOE technology assessment during the student teaching placement. Cooperating teachers report that they often learn to use and integrate technology from observing their student teachers. There is evidence that candidates in the Secondary Education program are already utilizing the recently opened Curriculum Materials Library as a learning and teaching resource for technology. The Secondary Education program may wish to examine adding a course in learning how to use and teach with technology to ensure that all candidates are equally ready to perform in this area. 

For the Early Childhood and Elementary Education programs:

The visiting team RECOMMENDS that the program recognize the necessity to integrate technology instruction into course and field experiences to ensure all candidates are prepared to integrate technology into their practice as an administrative and instructional tool. 

For the Music Education program:

The visiting team RECOMMENDS that the program identify/develop and adopt a set of technology standards; continue to integrate instruction in the use of technology as a teaching tool and expand instruction to candidates for technology as an administrative tool and a vehicle to support music learning for PK-12 students. 

2.04 Additional Rhode Island Certification Requirements. Prospective educators develop any additional knowledge and or skills required by Rhode Island educational law or regulations of the Board of Regents for Elementary and Secondary Education. 

Early Childhood: On Standard 

Elementary Education: On Standard 

Library Media: On Standard

Music Education: Approaching Standard

Physical Education: Approaching Standard 

Secondary Education: Approaching Standard 
The Early Childhood, Elementary Education, and Library Media programs provide program candidates with sufficient and consistent exposure to important state initiatives. Candidates learn about these initiatives in course work on campus and extend this knowledge through their field experiences. Courses such as EDC 312, 402, 424, and 425 integrate issues with special needs, GLEs and GSEs, the Rhode Island literacy policy, and other instructional and learner support efforts. Candidates report that they feel well-prepared in this aspect of their teaching. Library Media program candidates in interviews also were able to articulate and describe Rhode Island initiatives such as the GLEs, GSEs, I-Plans, SALT, and PBGRs. This is evident through their work in courses later in the program and their application of this knowledge in their field placements.  

State initiatives were present in some Music Education syllabi and course materials including the SALT survey and process and GLEs and GSEs. However this knowledge was at the awareness level and did not support integration and application in their course or early field-based work. During the practicum placement, candidates did report greater exposure and understanding to the state initiatives beyond what they received in the educator preparation program. However, a review of curriculum materials and interviews with candidates did not indicate that sufficient integration of the initiatives in candidate course work or opportunities to develop this knowledge was available to program candidates. 

The IR reports that Physical Education candidates currently only receive information about state initiatives through the TrueOutcomes assignment during their student teaching placement. As such, candidates report that while they discuss some initiatives such as the SALT Survey during their academic courses, they learn about state initiatives primarily through their field placements. Many candidates currently student teaching and at the end of the program expressed minimal understanding of these initiatives. The Physical Education program recognizes these limitations and text in the IR indicates that the program plans to increase candidate access to state initiatives through curriculum revisions for KIN 304 and 314.  

Interviews with Secondary Education candidates indicate that they have a basic awareness of several state initiatives including NECAP testing and the GLEs and GSEs. However, as candidates for placements in secondary education sites, they do not have a knowledge base for high school reform efforts or the PBGR system. Even those candidates who had some familiarity with PBGRs could not substantially articulate its role in high schools and middle school. Candidates reported that they learned and continued to learn about state initiatives primarily through their field placements, particularly student teaching. Candidates, cooperating teachers, and university supervisors indicated that in many instances, the cooperating teacher ensured that candidates develop the necessary knowledge of state initiatives to perform in the field. 

For the Music Education, Physical Education, and Secondary Education programs:

The visiting team RECOMMENDS that each program examine the critical role the identified state initiatives play in the life of PK-12 schools and more fully integrate them into coursework throughout the sequence of the programs. The visiting team further RECOMMENDS that each program plan for additional application and practice with these initiatives in early field placements and continuing throughout the candidates’ preparation.  

2.05 Coherence.  Prospective educators pursue coherent educational studies that are grounded in research and theory. 

Early Childhood: On Standard

Elementary Education: On Standard 

Library Media: On Standard

Music Education: On Standard 

Physical Education: On Standard

Secondary Education: Approaching Standard 

The Early Childhood and Elementary Education programs are coherent programs that integrate developmentally appropriate coursework and fieldwork. Candidates are exposed to foundational ideas of early childhood and elementary education in their initial courses and build upon this understanding as they progress through the program. Field experiences are provided and sequenced to allow candidates to develop the necessary knowledge, skills, and dispositions of prospective Early Childhood and Elementary Education teachers. Candidates report that they feel well-prepared to teach as a result of their experiences, their understanding of theory, and their ability to apply their learning in PK-12 settings. 

The Library Media program provides a coherent and appropriately sequenced learning experience for its candidates. Candidates begin with a core sequence that focuses on foundational library skills and knowledge. In their final course, candidates experience two practicum placements in which they apply the theory they have gained on campus. The program successfully prepares candidates for library management as well as school media instruction. Candidates complete a comprehensive examination at the end of their studies as a culminating experience for their graduate program. 

The Music Education program is a coherent program that has benefited from substantial improvement since the previous RIPA visit. These improvements include increased integration with the SOE, additional field placements, as well as an increased emphasis on specific tasks designed to develop pedagogical skills. The Music Education program provides a developmental sequence of education and content courses supplemented with field experiences to allow for necessary application. Commendably, the program has conducted a critical self-analysis and has initiated additional changes to the program including earlier field placements and curriculum requirements. The visiting team encourages the Music Education program to continue to implement the planned changes and continue to examine all field experiences and related tasks.  

The Physical Education program is an appropriately developmental and coherent program. Foundational issues are introduced early in the program and built upon in the university classroom and field-based practice. Candidates report great readiness to practice in the field through structured peer-based teaching experiences and strong understanding of the RIBTS and their content standards. Candidates also reported that having their practicum and student teaching placements at the same field sites has supported their development, in particular in the areas of classroom management.  

The Secondary Education program provides a developmental learning sequence that provides sufficient course-based exposure to educator preparation and content-based knowledge, skills, and dispositions. The culminating field experience, student teaching, provides an appropriate laboratory for candidates to connect and apply theory with actual use. It is not clear, however, that there are sufficient field-based experiences for candidates to practice and develop their abilities prior to student teaching to ensure a coherent and effective program. The addition of the literacy course, EDC 448 strengthens the coherence of the program and meets the needs of prospective educators. The Foreign Language program in particular provides a coherent program that culminates in a final project that combines content knowledge and language fluency. 

For the Secondary Education program:

The visiting team RECOMMENDS that the program examine its field experiences and their allocation throughout the program to better provide sufficient and more evenly distributed opportunities for application of research and theory than is ensured by the current reliance on end of program field placements. 

3. Prospective educators have the opportunity to develop their learning in a variety of high quality field sites with professionals who model effective educational practice, assume responsibility for educating prospective colleagues, and are committed to ongoing professional development.

Early Childhood: On Standard 

Elementary Education: Approaching Standard

Library Media: On Standard 

Music Education: Approaching Standard

Physical Education: On Standard 

Secondary Education: Approaching Standard

3.01 Extensive Clinical Experience. Prospective educators complete purposeful and sequenced field experiences, including field experience prior to student teaching or internship periods.  Through student teaching or an internship they have the opportunity to experience all aspects of teaching. 

Early Childhood: On Standard 

Elementary Education: On Standard 

Library Media: On Standard

Music Education: Approaching Standard

Physical Education: On Standard 

Secondary Education: Approaching Standard

The Early Childhood and Elementary Education programs provide candidates extensive field placements throughout the program. Placements start early in the programs, prior to admission to the SOE, in EDC 250. Candidates conduct weekly observations in diverse and often urban settings for this initial experience. Subsequent field experiences build upon this and include placements at child development centers and public and private settings. Through these experiences, candidates are provided opportunities to apply what they learn in their university courses and gain experience working in all aspects of teaching. Candidates generally report that they are well-prepared for this experience. The Early Childhood program is currently in the process of switching its field placement schedule to spring student teaching placements to allow candidates the opportunity to conduct their practicum and student teaching placements at the same field site during the same school year. Candidates feel this will be a positive change in the program to allow future candidates to experience a longer and more realistic field experience. Elementary Education candidates currently experience their practicum and student teaching placements in the same site during the same school year and feel it is a particular strength of their program.  

The Library Media program follows a core sequence of learning in which candidates spend most of their time early in the program learning library media knowledge and skills in the university setting. Candidates do not begin their school library program field experiences until the final courses in the sequence. Once candidates commit to the program they are required to volunteer for 32 hours in two different sites at least one of which they will use for their practicum site. They also are required to conduct three observations – one at each level of their certification, elementary, middle and high school. While most candidates report that these are sufficient placement opportunities, a few have wished for additional field experiences. 

The Music Education program has increased the amount of field experiences based upon the needs of the candidates to experience additional practice in the field. This has been a change since the last RIPA visit and the music program has plans to add additional placements. 

Candidates have some field experiences early in the program in MUS 235, 238 and EDC 250. These settings include opportunities to observe music teaching and present lessons in general music, choral, and instrumental settings. These experiences include placements at the elementary and/or secondary level, some of which feature diverse learners. Subsequent field experiences build upon these initial experiences and culminate in a sixteen week student teaching placement split between an elementary and secondary site. Candidates report that their field experiences are crucial learning experiences as prospective educators, but also report the need for additional sites to allow them to more fully apply the RIBTS throughout the program curriculum. 

The Physical Education program provides extensive field experiences that prepare candidates to teach all aspects of PK–12 physical education, including teaching adaptive physical education to students with identified needs. Candidates begin their field experiences early in the program in KIN 270 and additional secondary and elementary methods placements in elementary and secondary field sites. Candidates complete their field experiences with a spilt eight week placement in an elementary and secondary setting. 

The Secondary Education program provides candidates an initial field experience prior to admission to the program through EDC 250 in which candidates typically conduct three observations in an urban environment. Candidates next experience a field placement in the semester prior to the student teaching. This practicum experience occurs in the setting in which they will student teach. The final field experience is supervised student teaching in which candidates spend sixteen weeks in a secondary classroom. If candidates pursue a middle school endorsement, they experience an additional placement in a middle school and split their student teaching placement. Many candidates state these field experiences are not sufficiently extensive to fully support their development as beginning teachers. A particular concern is the emphasis in the field placements prior to student teaching on observing and planning. While some candidates said they were fully prepared for the student teaching, many reported feeling “not ready” for this responsibility. Candidates across secondary programs reported that the field experiences in EDC 250 were beneficial but did not indicate that they helped to prepare them to teach, or for some, provide exposure to diverse sites.   

For the Music Education program:

The visiting team RECOMMENDS that the program continue its plans to expand meaningful field placements that support the development of the music educator candidates. The visiting team further RECOMMENDS that the program continue to explore both the breadth and depth and the clarity of assessments and rubrics for field experiences. 

For the Secondary Education program:

The visiting team RECOMMENDS that the program examine its current field placements and identify additional purposeful opportunities for candidates to gain necessary opportunities to practice and apply their emerging skills as prospective secondary teachers prior to student teaching. SOE faculty should work with Arts and Sciences faculty to create additional blocks of time during the day when secondary candidates can spend time in secondary schools.

3.02 Clinical Experience in a Variety of Settings.  Prospective educators complete field experiences in a variety of educational settings, including schools which serve culturally, linguistically, and economically diverse students and classrooms that serve students with a range of abilities, including students with exceptional needs.

Early Childhood: On Standard 

Elementary Education: Approaching Standard

Library Media: Approaching Standard

Music Education: Approaching Standard

Physical Education: On Standard 

Secondary Education: Approaching Standard 

The Early Childhood program provides candidates field experiences in a variety of settings. These settings include child development centers, private early childhood sites, and public schools. Candidates also experience field placements in a variety of settings that feature diverse learners. These experiences start with EDC 250 and culminate in a student teaching placement. Program faculty closely monitor the placements of candidates at the program level and subsequently place candidates in more appropriate settings when necessary to ensure they receive a range of placements including those that feature diversity. 

The Elementary Education, Music Education, and Secondary Education programs place their candidates in a variety of field placements, some of which provide access to diverse learners. These experiences start with EDC 250 and culminate in an extended student teaching placement. While the EDC 250 placement most typically occurs in a diverse and urban setting, it is not clear that for all candidates the EDC 250 experience is either diverse or meaningful. While SOE faculty reported that all candidates were placed in diverse sites for EDC 250, candidates and evidence available to the visiting team indicated that placements were not always in diverse nor in urban sites. Further, many candidates report that the EDC 250 experience amounted to little more than observing in settings that did not match their interest or program, i.e. secondary candidates observing in an urban elementary school. Beyond EDC 250, some candidates experience field placements in diverse sites and some do not. Availability of open placement sites, willing cooperating teachers, and proximity to campus appear to carry as much weight as access to diverse environments for field placements. Evidence provided to the visiting team indicates that the SOE is only beginning to develop and implement a unit-wide tracking matrix to ensure a variety of field placements. Currently, there is no tool in use which records each field placement and can be accessed by program and/or SOE personnel to monitor and ensure a variety field placement sites for all candidates in these programs. 

The Library Media program places candidates in at least two sites – an elementary and secondary school. In most cases, one of these placements exposes candidates to some aspect of diverse learners. The program uses a tracking document to monitor practicum placements, but not those that occur prior to practicum. The program has plans to increase its placements to diverse sites with an expected partnership with Central Falls and recognizes that as is implemented, not all current candidates experience field placements in diverse sites. 

The Physical Education program places candidates in a variety of settings including those that feature diversity. Candidates in the program experience placements in urban settings, in a variety of levels, and with students who are identified with special needs. Program candidates and information provided in the IR indicate that the Physical Education department monitors candidate placement to ensure that all candidates experience field placements that allow for practicing teaching with diverse learners. 

For the Elementary Education, Music Education, and Secondary programs:

The visiting team RECOMMENDS that the respective programs continue to place their students in current sites that feature diverse learners while working with the SOE and other partners to expand these placements and implement a tracking system to ensure that all candidates experience purposeful field placements with diverse learners. The visiting team further RECOMMENDS that the SOE examines whether EDC 250, as it is currently constituted, consistently provides all candidates a valid and meaningful placement experience in light of the concerns raised throughout this report. 

For the Library Media program:

The visiting team RECOMMENDS that the program continue to place candidates in diverse sites; ensure that all candidates have access to sites with diverse learners; continue with the plans for the partnership with Central Falls; and expand the use of the monitoring tool to include all pre-practicum sites. 

3.03 Effective Field Sites. Prospective educators complete field experiences in settings where they have the opportunity to practice their learning in a way that is consistent with the Rhode Island Beginning Teacher Standards.

Early Childhood: On Standard

Elementary Education: Approaching Standard

Library Media: On Standard

Music Education: Approaching Standard

Physical Education: On Standard 

Secondary Education: Approaching Standard 

The Early Childhood program provides candidates in the program effective field sites in which to apply their emerging understanding of Early Childhood education. The program has established criteria for placement sites and monitor sites for consistency with the criteria, thus ensuring that the sites reflect these criteria. The visiting team learned of at least one site that was no longer used due to this ongoing monitoring and evaluation.   

The Elementary Education, Music Education, and the Secondary Education programs use the SOE criteria as their guidance for selecting effective field sites. In some cases the sites are effective and reflect best practices consistent with the RIBTS and national content standards. Through interviews with program personnel, candidates, cooperating teachers, and university supervisors it is apparent that in many cases cooperating teachers and the sites they teach in are selected primarily because of availability, willingness to host a URI field placement, or personal or professional connections to URI. Interviews with candidates and program faculty indicate that some candidates have been removed from sites when they were deemed inappropriate, but there was no evidence of a systematic review and evaluation process that ensures that sites selected actually match the identified criteria. In the case of the Elementary Education field placements, the ACEI were not identified as required criteria in selecting or evaluating sites. Some candidates in the Middle School endorsement program reported showing up at a field placement and the site not knowing they were coming. Some candidates in the Elementary Education program also reported that field sites were not always aware that they would be arriving and/or what their roles were to be. The visiting team also has concerns with EDC 250 placements identified as effective field sites. There seems to be confusion among candidates, program, and SOE personnel as to the criteria for EDC 250 sites – diversity primarily, or also settings in which candidates will experience learning about teaching in sites that are reflective of the expectations for quality practice articulated in the RIBTS.    

The Physical Education program ensures that field sites are based upon the RIBTS and NASPE standards. The Physical Educating program follows the SOE criteria for effective field sites. The program monitors these criteria through interviewing school administrators and visiting field sites frequently to monitor for quality. Program faculty and candidates related a recent occurrence in which a field placement was discontinued when the instruction at the site was not consistent with expectations.

The Library Media program ensures strong and effective placement for candidates. The program has established clear criteria for placements consistent with the RIBTS and the GSLIS expectations and monitors the sites for consistency with these expectations. The field sites provided sufficient opportunity for candidates to engage both library media management and instruction, including the use of technology.  

For the Elementary Education, Music Education, and Secondary Education programs:

The visiting team RECOMMENDS that the programs ensure that the articulated criteria for field sites are used to monitor the effectiveness of the field sites. The programs should work with the SOE and the OTE to review, revise, and develop as needed a systematic monitoring and tracking process that will evaluate the effectiveness of all field placements in an ongoing manner. 

3.04 Effective Cooperating Teachers and Internship Supervisors. Approved programs place prospective educators exclusively with cooperating teachers and internship supervisors whose practice is consistent with the Rhode Island Beginning Teacher Standards.  The cooperating teachers and internship supervisors know how to help prospective educators develop and how to evaluate prospective educators in order to make a recommendation regarding successful performance with respect to the standards.

Early Childhood: On Standard 

Elementary Education: Approaching Standard

Library Media: On Standard

Music Education: On Standard 

Physical Education: Exceeds Standard 

Secondary Education: Approaching Standard 

The Early Childhood program follows the SOE criteria for cooperating teachers and places candidates in sites in which the cooperating teachers model effective practice consistent with the RIBTS and the NAEYC standards. The program recruits previous graduates from the program and relies on these teachers as quality placements for candidates. The program monitors the effectiveness of the placements through frequent visitations and observations. As part of the ongoing monitoring of cooperating teachers, candidates evaluate the cooperating teachers at the completion of the field placements. 

The Elementary Education and Secondary Education programs identify the SOE criteria as the expectations for cooperating teachers. Through a review of the documentary evidence and interviews with candidates, cooperating teachers, university supervisors, and program personnel, it is clear that many cooperating teachers provide effective modeling and support in developing practice consistent with these criteria and the RIBTS. However, it was also clear that the selection of cooperating teachers does not always follow such expected criteria. Some cooperating teachers are selected because they volunteered, some on a rotating basis in a school, and/or some based upon seniority in schools and districts rather than their practice being consistent with the established criteria. Some cooperating teachers did not appear to have great familiarity with the RIBTS despite their role to ensure candidates had opportunity to develop their practice consistent with the RIBTS. Although both programs reported that they monitor the sites for effective cooperating teachers and have discontinued placements in the past, there was no evidence of a systematic monitoring and evaluation process. Since the training available to cooperating teachers is inconsistently accessed, it is also not clear if cooperating teachers are fully aware of the expectations for them to guide candidates to develop practice that specifically aligns to the RIBTS.    

The Library Media and Music Education programs have established clear criteria for cooperating teachers and supervisors and monitor their adherence to these criteria. The Library Media program maintains a list of effective sites and cooperating teachers and uses it in its placement decisions. The Music Education program also identifies effective practitioners and uses this information to make placements. Candidates in both programs report being placed with strong educators who model effective practice consistent with the RIBTS and their content standards. Both programs monitor placement quality through observation and candidate and supervisor evaluations.   

The Physical Education program has established criteria for effective cooperating teachers and uses these expectations in the selection of all cooperating teachers. The program uses references from professional organizations, program graduates, and candidates in the field to identify potential cooperating teachers. Upon recommendation, the program follows up with observations and interviews to ensure the accuracy of the recommendations. Program personnel report that they compile this monitoring information and use it as the basis for future placement decisions. Furthermore, the program conducts its own training seminars for all cooperating teachers to ensure that they are aware of and can model practice consistent with the RIBTS. 

For the Elementary Education and Secondary Education programs:
The visiting team RECOMMENDS that the programs review the criteria for the selection of cooperating teachers and either affirm the current criteria or come to agreement as to essential characteristics all cooperating teachers must demonstrate. The programs should then develop and implement processes to identify only those cooperating teachers who meet these criteria and systems to monitor this alignment with expected practice. The monitoring system should be documented and used as the basis for placement decisions.  

3.05 Recruit and Provide Professional Development for Cooperating Teachers and Internship Supervisors.  Approved programs recruit cooperating teachers, internship supervisors, or mentors whose practice is consistent with the Rhode Island Beginning Teacher Standards and who are committed to supporting the development of prospective educators.  The programs provide professional development opportunities and other incentives to help these educators enhance their effectiveness in these roles.

Early Childhood: On Standard 

Elementary Education: On Standard 

Library Media: On Standard

Music Education: On Standard

Physical Education: On Standard 

Secondary Education: Approaching Standard 

The Early Childhood, Elementary Education, Library Media, Music Education, and Physical Education programs recruit and provide professional development to cooperating teachers and internship supervisors who effectively support candidates in these programs. All cooperating teachers and internship supervisors receive a stipend for their service to the University. A RIBTS training/orientation program is also offered by each program for cooperating teachers who serve in a supervisory capacity to help beginning teachers develop their practice. In addition to the common training program offered by the SOE, the Library Media and Physical Education programs have developed and run their own training programs. Cooperating teachers and supervisors report these program-specific training programs to be particularly effective in helping them support candidates. The cooperating teachers and internship supervisors regularly report that they benefit from having candidates in their classrooms and libraries who bring new ideas, fresh perspectives, increased use of technology, and encourage them to become more reflective in their practice. In addition, cooperating teachers in many of these programs are invited to participate in seminars that accompany student teaching and the internship as well as other on-campus events. Some also stated that through their connection with the URI student teachers they learned of university events such as multicultural week and artistic performances that benefited them personally and professionally. The visiting team did note that although training was available for all cooperating teachers, and many took advantage and spoke of its benefits, many also were either not trained or not recently trained for this important role. The visiting team suggests that the programs work with the SOE to review its procedures for cooperating teacher/internship supervisor training to provide this important service to all cooperating teachers and internship supervisors.    

The Secondary Education program does not use a systematic recruitment process to identify cooperating teachers and provide them with professional development. Interviews with program personnel, school administrators, cooperating teachers, and university supervisors indicated that there were multiple ways to become a cooperating teacher in the secondary program. Most often this involved a district or school administrator locating cooperating teachers. This process varied from volunteering, rotating basis, recommendations, or personal connections. In some instances, cooperating teachers did not know why they were selected to serve in this position. Many cooperating teachers were minimally aware of any training or professional development available to them to learn to or improve at being a cooperating teacher. For the most part, cooperating teacher in the Secondary Education programs felt that they appreciated the opportunity to serve as a cooperating teacher, but this was primarily as a result of working with an enthusiastic new educator rather than any support or value brought to them by the University. 

For the Secondary Program:

The visiting team RECOMMENDS that the program work with the SOE to review its procedures for recruiting cooperating teachers to ensure that all cooperating teachers practice consistent with the RIBTS, to provide training to all cooperating teachers in the role of being a cooperating teacher, and to develop effective means of providing ongoing and meaningful support for these teachers.  

3.06 College/University and School Partnerships. Approved programs establish collaborative and respectful relationships between college and university faculty and their institution and field-based educators, their schools, and their school districts that benefit both the institution of higher education and the K-12 school district for the common goal of preparing prospective educators.

Early Childhood: On Standard 

Elementary Education: On Standard 

Library Media: Approaching Standard

Music Education: On Standard

Physical Education: Approaching Standard 

Secondary Education: Approaching Standard 

The Early Childhood, Elementary Education, and Music Education programs establish collaborative and respectful relationships that benefit both the institution and the PK-12 schools and districts. Each of the programs utilizes effective field sites and/or cooperative teachers that support the development of the candidates to teach consistent with the knowledge, skills, and dispositions articulated in the RIBTS. The sites that host these candidates benefit from collaborative relationships including professional development for their teaching staff, ongoing supportive connections between URI alumni educators in these sites and the programs from which they graduated, and access to new ideas and practices in teaching. Program personnel and school and district personnel cited these reciprocal relationships as important parts of their continuous efforts to stay current and improve their practice. 

The Library Media, Physical Education, and Secondary Education programs have developed relationships with PK-12 schools and district, but these primarily continue to focus on placements for URI candidates and practicum experiences. School and district personnel in these sites report that the relationships are respectful and benefit their educational practices through the renewal inherent in serving as laboratories for aspiring educators. The relationships, however, tend to be informal and based on the need for candidate placement, not on the needs of the PK-12 schools and districts. School personnel in many of the sites reported that they would welcome more formal relationships that supported their efforts to conduct school reform expected of them by state and federal accountability systems. The Library Media program does appear to have a solid plan for developing a formal relationship with library media personnel in the Central Falls school district for the 2008-2009 school year. It is important to note that the SOE has engaged in many formal partnerships with various entities throughout the state, but limited evidence was provided that specific programs met this expectation at the program level. 

For the Library Media, Physical Education, and Secondary Education programs:

The visiting team RECOMMENDS that the respective programs examine the expectations articulated in this indicator and work with the SOE and their field placements sites to create or continue to develop partnerships that are mutually beneficial to both the university and the PK-12 schools and districts. 

4. Rhode Island Educator Certification Programs and their institutions demonstrate a commitment to affirming the diversity
 of our state, our communities, and our public schools by preparing educators who can work effectively with students, families, community members, and colleagues from diverse backgrounds to create learning communities in which all students succeed.

Approaching Standard 

4.01 Curriculum. Prospective educators develop the knowledge, skills, and dispositions essential to preparing them to be effective teachers of diverse students.  The preparation includes a curriculum that engages all students in issues of diversity in our world and in our schools.  The curriculum also expands the socio-cultural awareness of prospective educators by helping them become more aware of how their own world views are shaped by their life experiences.  The curriculum helps prospective educators develop affirming attitudes towards individuals from diverse backgrounds and a commitment to making schools places where all students succeed.  Throughout their preparation, prospective educators learn about diverse communities and students and learn to teach in diverse communities and classrooms.  They learn to create classrooms in which instruction builds from the cultures of their students’ communities. 

On Standard

The SOE Diversity Vision Statement articulates the overarching expectation for the educator preparation programs: “The unit assumes the moral responsibility of preparing all teachers to meet the needs of diverse learners.” The statement further identifies the knowledge, skills, and dispositions candidates in the initial programs should be exposed to and develop during their preparation programs. These include knowledge of cultural and individual strengths of diverse learners, developing the skills to engage diverse learners through differentiated instruction, and demonstrating a commitment to social justice and advocacy of diverse students. 

The SOE also provided as evidence towards meeting this standard a URI SOE Diversity Plan which was last updated in 2008. This plan outlines an overview of the ways in which the SOE and programs address important issues regarding preparing educators to support diverse learners. Of particular importance for this indicator are statements regarding “embedding content about teaching students from diverse backgrounds in required courses;” “assessing dispositions related to diversity at admissions, prior to student teaching, and during student teaching or internships;” and “assessing candidates’ knowledge and skills related to meeting the needs of all learners via work samples.” The Diversity Plan also articulates recent and ongoing actions to address identified goals for the SOE related to diversity. Goal 1, enhance culturally responsive instructional and assessment practices, speaks directly to this indicator. Identified actions include adding a required course for the Early Childhood, Elementary Education, and Secondary Education programs in teaching students with special needs and providing professional development to URI faculty in the area of integrating special needs emphasis in coursework.

The visiting team identified significant effort to embed an emphasis on diversity through its analysis of program design, course syllabi, and course and SOE assessments. Notably, candidates generally expressed confidence in their preparedness to teach diverse students. Prior to admission to the educator preparation programs, undergraduate students are required to conduct a service learning project in URI 101 that often occurs in diverse settings. Also prior to admission to the SOE, prospective candidates for the Early Childhood, Elementary Education, and Secondary Education programs complete a field placement in an urban environment for EDC 250 to develop an early appreciation for diversity in PK-12 classrooms. Candidates in some programs frequently reported the experiences to be important in their development. Other examples of program and curriculum design to ensure that candidates are prepared to teach diverse students include an emphasis on diverse learners in EDC 312, the Psychology of Learning, and EDC 402, the aforementioned Teaching Students with Disabilities in Diverse Classrooms. 

A review of course materials and interviews with the students, faculty, and panel meetings demonstrate that issues of diversity, preparing educators to teach in diverse communities, and engaging how to design instruction that builds on students’ diversity are consistent and infused throughout the most programs. Examples of this include required tasks such as designing lesson plans that include strategies to engage diverse learners, observations in and reflections upon diverse classroom environments, and reaction papers based on experiences of diverse learners and their parents. The IR states that in the majority of courses, “there is at least one assignment that enables students to address an aspect of diversity.” Candidates in the Physical Education program particularly reported that coursework focusing on adaptive physical education was highly effective at preparing them to work with diverse learners. This focus is also present in the SOE assessment system in which issues of diversity are addressed at admissions, prior to clinical practice, and exiting from clinical practice.

The visiting team commends the programs’ efforts to embed issues of diversity throughout the curricula for the initial programs. Returning members from the RIPA 2003 visit noted significant progress in this area and in particular a wider definition of diversity and its importance for future educators. The visiting team suggests that as the programs and the SOE continue to address the issues of diversity that consideration be given to more fully articulating issues of diversity in course assessments and, in particular, SOE-wide transition point rubrics. The visiting team also suggests that the programs explore and consider expanding the presence of issues surrounding English language learners in program curriculum. 

4.02 Field Experiences that Capitalize on the Diversity of P-12 Schools. Prospective educators successfully complete field experiences that are designed to assure interaction with exceptional students, and students from different ethnic, racial, gender, socio-economic, language, and religious groups.  Through these experiences prospective educators examine issues of diversity in teaching and learning.  Skilled cooperating teachers and college and university faculty help the prospective educators use these experiences to improve their ability to teach students from diverse backgrounds effectively. 

Approaching Standard 

The IR states that the initial programs “require at least one field placement be in a setting that meets the criteria for diversity.” The IR reports that this typically occurs in EDC 250 for most students. This initial placement occurs prior to admission and is a one credit field placement and on campus seminar that serves as an initial exposure for candidates to diverse classroom environments. Candidates in the Physical Education program must complete at least one observation in a diverse environment in KIN 270. As a graduate program, Library Media candidates do not take this course. The Physical Education program indicates that it has plans to require all candidates to conduct at least one field experience in a diverse setting for the 2008-2009 school year. As was addressed above, many undergraduates also conduct a service learning project in a diverse setting for URI 101.

The IR and subsequent evidence provided to the visiting team for placing students in diverse settings includes an overall placement chart by district and, in developmental stages, a tracking matrix that monitors individual candidate placements by school and district. The overall placement chart provides a breakdown by PK-12 student demographics for each field site that receives URI field placements. The in-progress tracking chart records field placements for some candidates in some programs. In addition to the monitoring done at the SOE level, some programs, particularly Early Childhood, Music Education, and Physical Education also track placements for their candidates to ensure exposure to diverse settings. Interviews with faculty, candidates, university supervisors, cooperating teachers, and panel meeting participants further indicate that candidates experience some diverse placements in which to practice and develop their skills as prospective teachers and educators through varied observations, practica, and student teaching placements. Interviews with program faculty indicate that although formal tracking systems are not in place for all programs, faculty do attend to this need and attempt to monitor placements for diversity. 

Despite these efforts, the visiting team did not see evidence of consistent or fully implemented systems to assure that all candidates experience field placements that provide sufficient opportunity for candidates to develop their practice as teachers of diverse learners. Neither the SOE, nor individual programs, have effective, complete, or public systems to track placements for all candidates to ensure that all candidates experience diverse field sites. While some candidates expressed impactful experiences in EDC 101 and 250, many others could not connect these early experiences to the priorities for teaching diverse learners articulated in the RIBTS or the SOE Diversity Statement. Some candidates in the Secondary Education program, for example, related being placed in elementary classrooms with students who had limited English proficiency and being provided little guidance but to observe student learning. Further, as EDC 250 happens prior to admission to the SOE, candidates have a limited knowledge base of the expectations for teaching diverse learners articulated in the RIBTS that they can use to observe and apply in these early placements. 

Although some candidates did report being alerted to the importance of diversity in the early placements and thus selecting diverse sites for their later placements such as student teaching, this was not the typical experience. This visiting team further notes that since the assigned tasks in the early placements require only observations, most candidates do not experience developing and implementing instruction to meet the needs of diverse learners. An examination of the partnership efforts between the SOE and PK-12 schools and districts raises a concern about diverse placements and unfinished work in this area. Many of the partnerships cited by the SOE include urban districts such as Central Falls, Pawtucket, and Providence. Yet most of the candidates in the initial programs conduct their clinical experiences in non-urban districts. A further concern noted by the team is a statement in the URI Diversity Plan which states that since candidates have two placements beyond EDC 250, “it is quite likely that they have one field placement in a rural setting which enables them to interact with students in rural settings.” The visiting team did not see evidence of this likelihood across the initial programs as it examined candidates’ placements. 

The visiting team RECOMMENDS that the programs develop and implement a tracking system to ensure that all candidates experience field placements in diverse settings to improve their ability to teach students from diverse backgrounds effectively. 

The visiting team RECOMMENDS that the programs examine the role of EDC 250 as the primary diverse field placement to determine if this placement is sufficient for all candidates to develop the knowledge, skills, and dispositions to effectively teach diverse learners. 

4.03 An Environment that Values Diversity.  Colleges and universities and their teacher preparation programs make issues of socio-cultural awareness, affirmation of diversity, and the preparation of culturally responsive teachers central to their mission   Colleges and universities establish a campus environment that promotes and sustains a diverse community. They capitalize on the community’s diversity to promote deeper understanding of issues of equity and diversity in our state, our communities, and our schools. 

On Standard
The IR notes that the University mission statement articulates the importance of diversity to the life of the institution and campus. The IR further relates how the general education and SOE curricula emphasize the importance of diversity through program, course, and university design and requirements. As stated above, all undergraduates, for example, must complete a service learning project in URI 101, often in an urban environment to begin to develop an appreciation for diversity. Other institution-wide manifestations of the focus on diversity include an active multicultural center, diversity week, and faculty and student recruitment efforts for diversity. An additional example of this focus on accommodating all learners is the inclusion of an accessibility statement on the syllabi for all courses.  

The visiting team agrees that the Institution, the SOE, and the initial programs have made socio-cultural awareness and affirmation of diversity central to their mission. The university, the SOE, and the initial programs have initiated specific policies and practices to ensure this focus. Candidates discussed the presence of diversity-focused activities throughout the campus in interviews and meetings. Some cooperating teachers in the field related being made aware of diversity week through their student teachers and subsequently participating in several of the programs. The campus-wide diversity week has grown significantly based on participation statistics provided to the team. Students across the institution can also apply for stipends to fund mini-grants that articulate the importance of a diverse and an inclusive environment. 

The presence of several student groups and organizations including Talent Development, Kappa Delta Pi, and Living and Learning Communities further attest to the environment valuing diversity. A notable example of an environment that values diversity is the PRISM program which funds scholarships for diverse candidates in the Library Media program. This focus was also internalized and present in interviews with candidates as they related the importance of diversity in their practice. The SOE Diversity Plan and Vision Statement are important steps to solidify the progress and build for continued efforts in the area of diversity. The room for continued efforts is evident in the yet to be completed goals articulated in the Diversity Plan including increasing the diversity of faculty, candidates, and field placements. The visiting team noted that in previous years the SOE had conducted a survey on the cultural climate on the campus. The most current results provided to the team were from 2001. The visiting team suggests the SOE consider conducting this survey again to ascertain progress and identify areas for further action.     

4.04 Faculty.  Colleges and universities and the teacher preparation programs recruit, hire, support, and retain a diverse faculty.  Prospective educators have the opportunity to learn from faculty members whose diverse backgrounds enable prospective educators to view their craft through a wide lens.  

Approaching Standard 
The focus of goal 2 of the URI SOE Diversity Plan is “to increase the diversity among faculty at URI and school sites.” The plan identifies recent actions taken to meet this goal including proactive steps to attract faculty members from diverse backgrounds, implementing a “grow your own model” through the joint Rhode Island College/URI Ph. D. program, and working with the Office of Graduate Diversity Affairs to identify additional strategies. 

The IR further describes how the SOE perceives it is meeting this indicator. The IR cites a voluntary survey completed by twenty-three SOE faculty members that identified language and religious diversity, diverse experiences teaching at the PK-12 and university level, and socioeconomic diversity. The IR also cites candidate exposure to diverse faculty in their Arts and Sciences courses (15% instructor diversity rate) as most candidates carry a second major in that college. The IR identifies action taken by the SOE to recruit diverse faculty members such as targeted advertising and outreach efforts. Information is also provided regarding retention efforts for diverse faculty including mentoring of all new hires, travel and professional development funding, and on-campus diversity events to promote an environment that values diversity. 

While there is more diversity among the faculty within the larger institution, there is minimal diversity within the SOE and the other aligned programs within which educator preparation candidates develop their practice. Based on data provided to the visiting team, the diversity of the SOE faculty and aligned programs has not significantly changed since 2003. In 2003, fifty SOE faculty members were identified as Caucasian, one African-American, and three as Asian. In 2007, fifty-five were identified as Caucasian, one as African-American, and four as Asian. Data for the entire faculty of the institution from 2003 and 2007 similarly show that no significant gains were made to increase diversity throughout the campus-wide faculty. A notable exception to this is the Library Media and Physical Education programs that feature a diverse and inclusive faculty. 

The visiting team did see evidence of efforts described in the IR to increase faculty diversity. This includes submitting a recruitment plan for all hires, advertising in targeted publications, including extra large advertisements, and procedures for obtaining recommendations from the Human Resources Department prior to all faculty search processes. There is also evidence of efforts to support and retain faculty including supportive mentoring relationships, campus-wide diversity events, and initiatives such as the Achieve effort aimed at increasing faculty gender diversity in the areas of mathematics, science, technology, and engineering. The visiting team recognizes that efforts have been made to increase the diversity of the faculty. However, current efforts have not been successful or produced the necessary results to recruit, hire, or retain a diverse faculty. 

The visiting team RECOMMENDS that the SOE continue to implement its current strategies to increase the diversity among the faculty while exploring and identifying additional mechanisms that will produce the results necessary to ensure candidates have the opportunity to learn from faculty members whose diverse backgrounds enable them to view learning and teaching through a wide lens.   

4.05 Students.  Colleges and universities and their teacher preparation programs recruit, admit, support, and retain a diverse student body.  The program’s admission processes, curriculum, access to student services, and counseling and mentoring programs are designed to support the preparation of a more diverse teaching force.  Prospective teachers from diverse cultural backgrounds and with experiences that differ from the other prospective teachers find their participation is elicited, valued, and affirmed throughout the preparation program. 

Approaching Standard 

The IR reports that increasing the diversity of the student body both at the institution level and within the SOE are important goals for URI and the SOE. The IR cites goal 1 under the University Strategic Plan 2006-2009 and the SOE’s Diversity Plan, goal 3, as evidence of this public commitment.  Goal 3 of the SOE Diversity Plan directly states that a priority is to “increase the diversity of candidates in both the initial and advanced programs through recruitment and retention.” 

Both the Diversity Plan and the IR report actions taken in response to these priorities. Among the recruitment actions is a partnership with the Central Falls school district in part as a potential source of SOE candidates, outreach efforts to recruit incoming freshmen to the SOE, targeted scholarships to minority or disabled students, and the Talent Development program encouraging and supporting students of diverse backgrounds to attend the university. Also indentified in the IR and the Diversity Plan are actions to support and retain a diverse student body. These include the Living and Learning Communities that provide supportive networks for SOE candidates, academic support through the Academic Enrichment Center, a Multicultural Center that hosts numerous diverse student organizations, and focused actions such as Praxis test preparation. 

The visiting team acknowledges that the SOE recognizes the importance of recruiting, admitting, supporting, and retaining a diverse student body. The SOE also recognizes that this is an ongoing challenge that has not yet been met to increase the diversity of its student body. Data provided to the visiting team indicate that the student body of the university and the SOE do not reflect the diversity of the state. Chart 8 for Standard 4 in the IR indicates that the overall URI student population by percentage is largely consistent with the state population for American Indian, Asian or Pacific Islander, and Black, non-Hispanic, yet inconsistent with the statewide Hispanic or Latino population – 10.7% for the state and 5.5% for URI. The data are less consistent when the state population percentages are compared against the candidate population percentages in the SOE – American Indian, .6% state, 0% SOE; Asian or Pacific Islander, 2.8% state, .4% SOE; Black, non-Hispanic, 6.2% state, 1.4% SOE; Hispanic or Latino, 10.7% state, 3.7% SOE. An additional chart provided by the SOE identifies the candidates who graduated from the unit in 2006. Of these, 210 were Caucasian, 7 were not specified, 2 were Hispanic or Latino, and 1 each was identified as American Indian, Asian or Pacific Islander, Black non-Hispanic, and 1 two or more races. Data provided for 2004 and 2003 show similar patterns with the exception of higher numbers for “Other race/Not Specified” for each year.

While the SOE recognizes the challenge of increasing the diversity among its candidates, it does not appear to have a focused and systematic long-term plan to address this concern. Whereas evidence was provided that some advanced programs are implementing efforts to increase diverse candidates in those programs, no evidence was provided that the SOE has made substantial efforts to decrease obstacles for diverse candidates to access and succeed in the initial programs. Although the IR and program personnel describe supports for diverse candidates, these do not appear to be prominent on the campus or in discussion with candidates. The SOE did not provide evidence of systems to track diverse candidates during the program or focus any necessary support for them beyond what was available to all candidates. 
The visiting team RECOMMENDS that the SOE work with the initial programs and the university to continue those programs and initiatives that are successful in increasing the diversity among the URI student body. 

The visiting team RECOMMENDS that the SOE work with the initial programs and the university to identify, develop, and implement systematic recruitment, admittance, support, and retention strategies that will produce a more diverse student body including decreasing barriers to admission and progression through transition points for candidates from diverse backgrounds. 

5. Rhode Island Educator Preparation Programs are supported by college and university structures that provide the resources necessary to ensure quality programs; a faculty which is engaged in scholarship, demonstrates exceptional expertise in its teaching fields, and is actively involved in PK-12 schools; and coherence within and across preparation programs.

On Standard 

5.01 Qualified Faculty Members. The Professional Education Faculty is composed of individuals with exceptional expertise as teachers and scholars in their teaching fields.    They exemplify the qualities of effective instruction including the proficiencies described in the Rhode Island Beginning Teacher Standards.  

On Standard 
Candidates in the initial programs are taught by qualified faculty members who teach consistent with the RIBTS and their professional standards. Faculty members possess appropriate degrees and specializations for their teaching and affiliated assignments across the SOE and aligned programs. Curricula vitae show that most faculty have attained terminal degrees within their fields and bring knowledge and expertise to their practice. Candidates across the programs consistently applaud the quality, access, and dedication of the professional faculty. The university and the SOE use a comprehensive evaluation system to monitor the practice of the faculty. All non-tenured faculty are evaluated every three years and tenured faculty every four years. One area of concern the SOE may wish to examine is the impact of using part time faculty for advisement and supervision purposes due to their limited accessibility to candidates in the initial programs.  

5.02 Faculty Responsibilities and Professional Development. The Professional Education Faculty is involved in teaching, scholarship, and service.  They are involved with practice in K-12 schools.  Approved programs ensure the ongoing professional development of their faculty. 

On Standard 
Most faculty across the initial programs are actively engaged in teaching, scholarship, and service to the university and PK-12 schools and districts. Information provided in the IR and curricula vita show that the faculty teach a variety of courses, engage in ongoing professional learning, and regularly conduct scholarship in their fields, publish evidence of their work, and participate in local, regional, and national conferences and presentations. 

Evidence was also provided in the IR, curricula vita, and other documents that most faculty are involved with service to the university, the SOE, professional organizations, statewide educational initiatives, and PK-12 schools and districts. Such efforts include serving on various university, SOE, and professional committees and initiatives, working on statewide efforts such as Project RITER, I-Plan, and GEMSNET, and partnering with schools and districts such as the Central Falls and Providence partnerships. 
5.03 Resources. Approved programs assure access to adequate resources to support teaching and scholarship, including the necessary facilities, equipment, library, curriculum resources, educational technology, and financial resources to support quality programs. 

Approaching Standard
The SOE provided the visiting team with its Strategic Plan for 2005-2008. This document identified 4 broad goals and specific objectives for each. The goals include Curriculum and Programs, Technology and Assessment, Administration and Governance, and External relations. The document tracks actions taken in these areas and the specific objective’s progress as being met or still in process. Notable objectives that have been met include the establishment of a curriculum library for the SOE, the hiring of several faculty members across programs, and the electronic portfolio system, TrueOutcomes, as the common assessment system for SOE candidates. 

Evidence from the Strategic Plan, the IR, and other documents provided to the visiting team, and evidence from interviews and panel meetings indicate that aside from this progress, the SOE and its aligned programs do not have adequate resources to support teaching and scholarship for the initial programs. A primary concern is the need for a centralized facility for the SOE that can serve as a cohesive focal point for the various initial programs and their faculties. Both the Library Media and Music Education programs are in need of facilities and the Library Media facilities were cited by a recent national review as deficient. Although identified in the Strategic Plan as a priority, several positions remain unfilled including a technology coordinator, a full-time secretary or administrative assistant, and a partnership coordinator. Additionally, some of the programs rely on part-time faculty as supervisors, instructors, and advisors, thus potentially limiting candidate access to necessary support. 

The visiting team RECOMMENDS that the SOE work with the university and its partners to secure the necessary resources to continue to meet the objectives outlined in the strategic plan. Among the priorities include securing the necessary personnel and facilities to support and maintain quality and effective programs and learning environments that meet the expectations of the Rhode Island Program Approval Standards. 

5.04 Professional Community. Approved programs support collaboration among higher education faculty, school personnel and other members of the professional community to prepare new educators and to improve the quality of education of children. 

On Standard 
The IR and other evidence available to the visiting team provided evidence that there are clearly defined partnerships that support the preparation of educators that have been developed and supported within the institution, with the professional community, and with PK-12 schools and districts. Partnerships within the institution that support the preparation of educators include the Council of Teacher Education with serves as an advisory board to the SOE and maintains representation from across the institution and the education community. The GEMS-NET and Careers research project also represent partnerships that cut across programs and colleges and include representation beyond the institution. As was discussed in 5.02 above, most faculty are involved with the professional community at the local, regional and national level. This involvement includes numerous publications, conference and workshop presentations, and leadership. The partnerships with Central Falls High School, Providence literacy teachers and aspiring principals, the RITTI technology initiative, and the RITER grant for educational improvement all represent partnerships that advance the preparation of education candidates at the institution and beyond the campus. 
5.05 Coherence Within and Across Programs. Approved programs ensure that coherence exists between the Rhode Island Beginning Teacher Standards and student outcomes, courses, field experiences, instruction, and assessment, both within and across programs. 

On Standard 
The IR reports recent actions taken to promote coherence across the initial preparation programs. These include the TrueOutcomes electronic portfolio that is used across all programs to collect evidence of candidate progress through the identified transition points. The initial preparation programs have developed common transition point assessments including admission requirements, advancement to clinical practice, and exiting from clinical practice that allow for some differences due to program requirements, e.g. Library Media placement tools. All programs are defined by the RIBTS and use the standards as the foundation for common assessments and individual course tasks. The SOE and the aligned programs have worked to coordinate field placements and expand field placements for programs such as for Music Education and Physical Education. 

The Council of Teacher Education has played an important role in promoting and supporting this developing coherence that has emerged since the previous RIPA visit in 2003. Notable changes include the increased integration of the Music Education, Physical Education, and Library Media programs which report that this coherence and alignment was not always the case. It is evident to the visiting team that an intentional and ongoing effort has been made to promote coherence among the programs to better support the preparation of all education candidates. As is identified in this report and its recommendations, while coherence has been improved, work remains to be done to continue to develop and implement the SOE assessment system, monitor field placements, and increase diversity efforts to promote coherent educator preparation programs. The visiting team suggests that additional efforts be made to increase coherence among the secondary programs as well as to continue to promote alignment between the SOE and the Library Media, Music Education, and Physical Education programs.   

6.  Rhode Island Educator Preparation Programs engage in a process of regular evaluation to ensure program improvement. 


Approaching Standard 

6.01 Commitment to High Quality and Improvement.  Approved programs engage in regular and systematic evaluations (including, but not limited to, information obtained through student assessment, and collection of data from students, recent graduates, and other members of the professional community) and use these findings to improve the preparation of prospective educators through the modification of the program. 

Approaching Standard 

The SOE and the initial programs present evidence of commitment to high quality and improvement. The SOE Strategic Plan, the Diversity Plan, the common assessment system, and increased coherence among the initial programs show that there is a concerted focus on continuous improvement. There is also evidence that the programs are involved in collecting data as to program performance including candidate performance at the identified transition points and through the exit interview. The visiting team was also provided with evidence that the faculty and staff meet regularly in a variety of formats including program teams, the SOE as a whole, and in cross-college forums such as the Council of Teacher Education and meetings with the faculty of the Arts and Sciences. 

The visiting team, however, was not provided evidence of systematic data collection and analysis processes and mechanisms from candidate performance, field placements, cooperating teacher evaluations, and diversity support initiatives. While data was often gathered in a variety of formats, it is not clear how data is analyzed and used to make programmatic and curricula decisions. This may be in part to the recent and still ongoing adoption of the assessment system as the basis for organization and evaluation of the SOE and the initial programs. At times, as in the emerging field placement tracking systems, the programs have partial improvement tools which are currently in development. In other circumstances, as in varied cooperating teacher delivery models or evaluation methods, university supervisor evaluations of student teaching, or evaluations of admissions materials, programs vary in practice and it is not clear if this is due to an intentional design, lack of common agreement, or adherence to required methods. Completion of these systems and clarification regarding these discrepancies are necessary to support the expectations of this standard. 

Overall and across the several initial programs, there is demonstrated commitment to the Rhode Island Program Approval Standards and the RIBTS as the foundation of the educator preparation programs. The RIBTS define the assessment system and the programs provided evidence to show work in progress towards meeting many of the standards and indicators for this report. Further, the programs and the SOE have provided evidence of changes made to the assessment system, curriculum, field experiences, diversity efforts, and resources as a result of this commitment and as a result of previous RIPA visits. As is noted in the report on several occasions, returning team members commend the progress made since the previous RIPA visit particularly in the area of program coherence. However, as is clear in this report and from its recommendations, continued improvement is necessary to meet all of the expectations of the Rhode Island Approval Standards. 

The visiting team RECOMMENDS that the SOE and the initial programs carefully consider the findings and recommendations in this report and deliberately and collaboratively work through these to meet the expectation of commitment to high quality and improvement.

The visiting team RECOMMENDS that the SOE, the initial programs, and its partners examine available data and its current use for program improvement. Identify areas of data collection and analysis that are incomplete or underutilized and incorporate this into current improvement efforts. 

The visiting team RECOMMENDS that the SOE complete the implementation of the assessment system, including evaluation processes for programmatic elements such as field placement tracking and cooperating teacher training and evaluation, to ensure a high quality program that prepares prospective educators consistent with the expectations in the RIPA standards and RIBTS.  

Reports on the Advanced Programs

Advanced Program for Reading Specialist

1. Prospective educators recommended for licensure by Rhode Island Educator Certification Programs are proficient in the Rhode Island Beginning Teacher Standards or the appropriate Professional Standards.

On Standard

1.01 Assessment, Advisement, Feedback, and Counseling Throughout the Program. Prospective educators are assessed through an ongoing process that begins with admission to the program and continues through recommendation for licensure.  The results of these assessments are used to monitor candidates’ progress toward meeting the standards and to provide academic and professional advisement throughout the program.

On Standard

The visiting team found that the Advanced Program for Reading Specialist has a clearly articulated candidate assessment system with three decision points and multiple sources of data for each decision point as follows: (1) At admission applicants are reviewed based on established criteria—overall undergraduate and education GPA, years of teaching experience, RI teaching certificate, knowledge, skills and dispositions. Rubrics that clearly identify the critical elements for each of the ratings are used to arrive at admission decision. Upon acceptance to the program the candidate is oriented to his/her planned program of study, course schedule, the International Reading Association (IRA) Standards for Reading Professionals, RI reading specialist certification requirements, and program assessments. (2) Prior to the first practicum experience course, EDC 566-Intervention in Reading and Writing Difficulties (clinical practicum, 6 credits) candidates take EDC 562-Methods of Intervention for Struggling Readers and Writers and EDC 564-Diagnosis of Reading Difficulties which course goals/objectives and tasks/projects further develop their knowledge and skills in preparation for addressing the needs of their struggling readers and writers during the clinical practicum. Prior to the final practicum, EDC 594-Organization and Supervision of Reading Programs (for Literacy Coach), candidates must have completed EDC 566-Intervention in Reading and Writing Difficulties and EDC 567-Field Study in Literacy (Classroom Action Research). Throughout these courses that are taken sequentially, tasks/projects are assigned to provide candidates with appropriate knowledge, skills and dispositions to work with diverse groups of children in different school settings, and are assessed to determine candidates’ preparedness for practicum experiences.  (3) Toward completion of program candidates take a comprehensive examination.

Because of the small number of candidates and faculty involved in the program and because of the well-structured sequence of courses, faculty members know their students well and counsel and advise them continuously throughout their time in the program. Courses have well-defined requirements with corresponding rubrics that are used as the basis for feedback to candidates.   Problems that arise in candidate performance are addressed individually with the candidate by the program advisor. The course instructor also works closely with those candidates identified as in need of additional support in order to help them successfully complete the course/s. There is ongoing communication between course instructors, candidates and program advisor. The graduate exit survey conducted in 2005 indicated that 100% of the survey respondents (N=5) indicated that advising in the program was highly effective (4) or (moderately effective (1). 

The team commends the program coordinator’s role in advisement, feedback and counseling of candidates throughout the program and even after they have graduated.

1.02 Admission into the Program. Prospective educators are admitted to certification programs based upon clearly articulated criteria that address the students’ potential to meet the standards for licensure. 

On Standard

The visiting team found that candidates are admitted into the program through an application review process with clearly established criteria—overall undergraduate and education GPA, years of teaching experience, RI teaching certificate, knowledge, skills and dispositions. Candidates’ interview is scored according to a rubric. An overall application rubric that clearly identifies the critical elements for each of the ratings is used to arrive at admission decisions.
1.03 Determination of Readiness For Student Teaching or Supervised Internship. Prospective educators demonstrate their readiness for student teaching or supervised internship through an evaluation of their performance with respect to the Rhode Island Beginning Teacher Standards. 

On Standard

The visiting team found evidence of a strong relationship between assessment of candidates’ knowledge, skills and dispositions to their preparedness in doing their clinical and supervisory practicum experiences. Prior to the first practicum experience course, EDC 566-Intervention in Reading and Writing Difficulties (clinical practicum, 6 credits) candidates take EDC 562-Methods of Intervention for Struggling Readers and Writers and EDC 564-Diagnosis of Reading Difficulties which course goals/objectives and tasks/projects further develop their knowledge and skills in preparation for addressing the needs of their struggling readers and writers during the clinical practicum. Prior to the final practicum, EDC 594-Organization and Supervision of Reading Programs (for Literacy Coach), candidates must have completed EDC 566-Intervention in Reading and Writing Difficulties and EDC 567-Field Study in Literacy (Classroom Action Research). Throughout these courses that are taken sequentially, tasks/projects are assigned to provide candidates with appropriate knowledge, skills and dispositions to work with diverse groups of children in different school settings, and are assessed to determine candidates’ preparedness for practicum experiences. The course instructor works closely with those candidates identified as in need of additional support in order to help them successfully complete the course/s. There is ongoing communication between course instructors, candidates and program advisor.
1.04 Assessment at the Completion of Clinical Experiences and as a Basis for Recommendation for License. Prospective educators demonstrate their performance with respect to the standards for the completion of student teaching or supervised internship through an evaluation process that is shared by the college or university supervisor and the cooperating teacher or internship supervisor.  Programs recommend prospective educators for licensure based on performance with respect to the Rhode Island Beginning Teacher Standards. 

On Standard

The visiting team found that the advanced program for Reading Specialist has clearly articulated criteria for recommendation to Reading Specialist Certification. These criteria address the International Reading Association (IRA) Standards for Reading Professionals and requirements for reading specialist certification in Rhode Island. Candidates are assessed beginning with their application for admission to the program where they are reviewed based on established criteria—overall undergraduate and education GPA, years of teaching experience, Rhode Island teaching certificate, knowledge, skills and dispositions. Rubrics that clearly identify the critical elements for each of the ratings are used to arrive at admission decision. Upon acceptance to the program the candidate is oriented to his/her planned program of study, course schedule, the International Reading Association (IRA) Standards for Reading Professionals, Rhode Island reading specialist certification requirements, and program assessments. The candidates go through a structured sequence of courses with well defined course requirements, field and practicum experiences. Throughout the program candidates write reflections on individual tasks/experiences primarily focusing on how the tasks/experiences prepare them to become reading specialist. Each of these tasks/experiences has corresponding rubrics, which are consistently applied across candidates, as well as source for feedback to candidates.  
1.05 Validity of Assessment System.  Assessment systems are aligned with educator standards and with instructional processes, use multiple assessments and various methodologies, and have expectations that are clearly communicated to prospective educators.  

On Standard
The visiting team found that the assessment system is built around structured course sequence with candidates completing the courses according to the prescribed sequence.  There is strong alignment of the coursework to the revised International Reading Association (IRA) Standards. Course goals/objectives in syllabi are aligned with the IRA Standards. Multiple sources of evidence of candidates’ performance throughout the program are continuously reviewed in order to make determinations about candidate proficiency. Candidates are clear about the program’s assessment methodologies upon their acceptance to the program, prior to and throughout their practicum experiences, and for the comprehensive exam. 

1.06  Reliability of Assessment System. Assessment systems yield fair, accurate, and consistent evaluation of prospective educators. 

On Standard

Course instructors and practicum supervisors are knowledgeable about the assessment methodologies to be used for specific tasks/experiences. They are consistent in applying these criteria for evaluating candidates’ performance in each of these tasks/experiences throughout the program. 
2.  Prospective educators in Rhode Island Educator Certification Programs have the opportunity to acquire the knowledge, develop the dispositions, and practice the skills that are encompassed in the Rhode Island Beginning Teacher Standards

On Standard

2.01 Professional and Pedagogical Studies. Prospective educators follow a well-planned scope and sequence of courses and experiences to develop the knowledge, dispositions, and skills encompassed in the Rhode Island Beginning Teacher Standards  

On Standard

The visiting team found that the courses required in the program provide candidates with opportunities to develop their knowledge, pedagogical skills, and dispositions consistent with the IRA Standards for Reading Professionals.  In each syllabus the course goals/objectives are aligned with the critical elements of each of the five IRA standards. The structured sequencing of some of the courses in the program, i.e., EDC 527-Language Study for Teachers of Reading, EDC 562-Methods of Intervention for Struggling Readers and Writers, EDC 565-Advanced Seminar in Reading Research, EDC 564-Diagnosis of Reading Difficulties, EDC 566-Intervention of Reading and Writing Difficulties, EDC 567-Field Study in Literacy (Classroom Action Research) and EDC 594-Organization and Supervision of Reading Programs (Literacy Coach) provide faculty with the opportunity to maintain relevant and quality experiences for the candidates and to continually assess their readiness to continue with coursework and practicum.

2.02 Subject Matter Knowledge. Prospective educators develop a deep understanding of the subject matter of their area of certification. 

N/A

2.03 Technology. Prospective educators develop an understanding of the role of technology in education and learn how to use technology as an instructional and administrative tool. 

Approaching Standard

The Institutional Report indicates that candidates in the MA/Reading program must demonstrate competence in using a variety of technologies.  Candidates are expected to master basic use of technology and are expected to demonstrate competence with one type of assistive technology throughout their coursework.   Candidates are required to document their technology competence in EDC 594 – Organization and Supervision of Reading Programs by completing a Technological Competence Demonstration Form.  These competencies include email, PowerPoint, Word Processing, Data management, charts or graphs, tables, downloading information, attaching information to email, web searches and the use of one piece of assistive technology.

In EDC 562- Methods of Intervention for Struggling Readers and Writers, the course invites a guest speaker to address technology assistance for struggling readers.  Similarly, in EDC 567 – Field Study (practicum) the course includes a topic on using technology with LD students.

The team also observed candidates using computers with their students during the clinical practicum.

It is not evident that the program has identified a set of technology standards for its candidates and that throughout the program candidates are presented with opportunities to attain the knowledge, skills, and application associated with these standards.

The visiting team RECOMMENDS that the program clearly articulate a set of technology standards for candidates and integrate and build opportunities into the program for candidates to improve their technology literacy in all courses including how to use technology in their instruction and assessment of students.

2.04 Additional Rhode Island Certification Requirements. Prospective educators develop any additional knowledge and or skills required by Rhode Island educational law or regulations of the Board of Regents for Elementary and Secondary Education. 

For students not teaching in Rhode Island, all RIDE initiatives are embedded in EDC 594. Knowledge is not assessed.

On Standard

The program requires that candidates hold certification in Rhode Island upon admission into the program.  Based on this premise, the assumption is that candidates already understand the key policies and practices that provide the content and context for education within Rhode Island classrooms.  In addition to this knowledge that candidates bring to the program, they are also provided with opportunities to learn about Rhode Island Department of Education’s and federal reading initiatives. In their practicum experiences candidates must include an analysis of GLE’s and IEP goals for a diagnostic analysis of a student. The visiting team found that candidates’ portfolios include how candidates: observe literacy coaches work with the teachers during IEP’s; analyze NECAP data; conducts Phonological Awareness Literacy Screening (PALS), engage in Response to Intervention (RTI), and develop Personal Literacy Plans (PLPs) for students.
2.05 Coherence.  Prospective educators pursue coherent educational studies that are grounded in research and theory. 

On Standard

The sequence of courses and the syllabi indicate that the reading program is a coherent blend of research and theory. The visiting team commends the program for having candidates in the program conduct actual research in literacy as part of their course of studies.

3. Prospective educators have the opportunity to develop their learning in a variety of high quality field sites with professionals who model effective educational practice, assume responsibility for educating prospective colleagues, and are committed to ongoing professional development.

On Standard

3.01 Extensive Clinical Experience. Prospective educators complete purposeful and sequenced field experiences, including field experience prior to student teaching or internship periods.  Through student teaching or an internship they have the opportunity to experience all aspects of teaching. 

On Standard

Candidates in the program are experienced classroom teachers.  While the first set of required courses in the program focuses on knowledge of the foundations of reading and writing processes and instruction (IRA Standard 1), they provide opportunities for the candidates to integrate this knowledge with their practice in the classroom.  The sequence of practicum courses (EDC 566, EDC 567, EDC 594) provides candidates with a breadth and depth of experiences in connecting research-based knowledge and theories related to reading with application of a wide range of instructional practices, approaches methods and curriculum materials to support reading and writing instruction (IRA Standards 2 & 4), as well as assessment of their instruction and student learning (IRA Standard 3). 

3.02 Clinical Experience in a Variety of Settings.  Prospective educators complete field experiences in a variety of educational settings, including schools which serve culturally, linguistically, and economically diverse students and classrooms that serve students with a range of abilities, including students with exceptional needs.

On Standard

The visiting team determined that all candidates are expected to complete their practicum experiences in a variety of settings -- urban, suburban, and rural settings.  They are also expected to work with a range of students across grade levels (elementary, middle, high school) including culturally, linguistically, and economically diverse students, students with different academic abilities and students with special needs. Evidence shows that most of the candidates complete their practicum experiences in at least two types of settings, grade levels, and with students with diverse backgrounds.

3.03 Effective Field Sites. Prospective educators complete field experiences in settings where they have the opportunity to practice their learning in a way that is consistent with the Rhode Island Beginning Teacher Standards.

On Standard

The program has clearly established criteria for practicum sites. The program coordinator and practicum supervisor use these criteria to evaluate potential new sites as well as existing sites in order to consider their continued use.

3.04 Effective Cooperating Teachers and Internship Supervisors. Approved programs place prospective educators exclusively with cooperating teachers and internship supervisors whose practice is consistent with the Rhode Island Beginning Teacher Standards.  The cooperating teachers and internship supervisors know how to help prospective educators develop and how to evaluate prospective educators in order to make a recommendation regarding successful performance with respect to the standards.

On Standard

Because of the size of the program, only one adjunct practicum supervisor was hired to assist the program coordinator who also serves as a practicum supervisor. The adjunct practicum supervisor was hired based on her knowledge, skills, experience, and dispositions that lend themselves to effective supervision and evaluation of candidates. 

3.05 Recruit and Provide Professional Development for Cooperating Teachers and Internship Supervisors.  Approved programs recruit cooperating teachers, internship supervisors, or mentors whose practice is consistent with the Rhode Island Beginning Teacher Standards and who are committed to supporting the development of prospective educators.  The programs provide professional development opportunities and other incentives to help these educators enhance their effectiveness in these roles.

On Standard

Because of the size of the program, only one adjunct practicum supervisor was hired to assist the program coordinator who also serves as a practicum supervisor. There are currently no plans to hire additional practicum supervisors.
3.06 College/University and School Partnerships. Approved programs establish collaborative and respectful relationships between college and university faculty and their institution and field-based educators, their schools, and their school districts that benefit both the institution of higher education and the K-12 school district for the common goal of preparing prospective educators.

On Standard 

The program has an established partnership agreement with Providence Public Schools to provide the reading specialist certification program to their K-12 teachers. The program has also established informal partnerships with schools that serve as the program’s practicum sites such as Wakefield Elementary School.  While there did not appear to be formal written agreements in place between the program and the schools other than the partnership with Providence Public Schools, there clearly was shared understanding of the roles and responsibilities and benefits to each partner. The program should consider establishing a formal, written partnership agreement with all districts and schools which collaborate with the program.

4. Rhode Island Educator Certification Programs and their institutions demonstrate a commitment to affirming the diversity
 of our state, our communities, and our public schools by preparing educators who can work effectively with students, families, community members, and colleagues from diverse backgrounds to create learning communities in which all students succeed.

Approaching Standard

4.01 Curriculum. Prospective educators develop the knowledge, skills, and dispositions essential to preparing them to be effective teachers of diverse students.  The preparation includes a curriculum that engages all students in issues of diversity in our world and in our schools.  The curriculum also expands the socio-cultural awareness of prospective educators by helping them become more aware of how their own world views are shaped by their life experiences.  The curriculum helps prospective educators develop affirming attitudes towards individuals from diverse backgrounds and a commitment to making schools places where all students succeed.  Throughout their preparation, prospective educators learn about diverse communities and students and learn to teach in diverse communities and classrooms.  They learn to create classrooms in which instruction builds from the cultures of their students’ communities. 

Standard

On Standard

Issues of diversity are embedded in courses throughout the program.  Inasmuch as all the courses in the program address knowledge, skills, dispositions, curriculum materials, assessment and professional development in the areas of reading and writing and are research-based these courses must have to address a range of issues of diversity in order to develop candidates’ deeper awareness of cultural and linguistic diversity, including how to teach in diverse communities and classrooms.  EDC 527- Language Study for Teachers focuses on challenges of reading and writing in English and the relationship of L1-L2 for ELL students; EDC 562- Methods of Intervention for Struggling Readers and Writers emphasizes differentiating instruction to meet particular needs of diverse students;  EDC 564- Diagnosis of Reading develops candidates skills in the designing instructional programs to meet specific reader’s needs; EDC 565 – Advance Seminar in Reading Research provides candidates with opportunity to read, write about, and discuss reading research including research about issues of diversity (ELL, SES, etc); EDC 563 -Literacy for Multicultural Populations is an elective course that is strongly recommended to candidates.
4.02 Field Experiences that Capitalize on the Diversity of P-12 Schools. Prospective educators successfully complete field experiences that are designed to assure interaction with exceptional students, and students from different ethnic, racial, gender, socio-economic, language, and religious groups.  Through these experiences prospective educators examine issues of diversity in teaching and learning.  Skilled cooperating teachers and college and university faculty help the prospective educators use these experiences to improve their ability to teach students from diverse backgrounds effectively. 

On Standard

The visiting team determined candidates are expected to work with a range of students across grade levels (elementary, middle, high school) including culturally, linguistically, and economically diverse students, students with different academic abilities and students with special needs. Evidence shows that most of the candidates complete their practicum experiences in at least two types of settings, grade levels, and with students with diverse backgrounds.  

4.03 An Environment that Values Diversity.  Colleges and universities and their teacher preparation programs make issues of socio-cultural awareness, affirmation of diversity, and the preparation of culturally responsive teachers central to their mission.   Colleges and universities establish a campus environment that promotes and sustains a diverse community. They capitalize on the community’s diversity to promote deeper understanding of issues of equity and diversity in our state, our communities, and our schools. 

On Standard

The program makes it its mission to develop candidates who are socio-culturally aware and sensitive to issues of diversity. To accomplish this, issues of diversity are embedded in courses throughout the program. A range of diversity issues, including how to teach in diverse communities and classrooms and developing candidates’ deeper awareness of cultural and linguistic diversity, are embedded in each course. EDC 527- Language Study for Teachers focuses on challenges of reading and writing in English and the relationship of L1-L2 for ELL students; EDC 562- Methods of Intervention for Struggling Readers and Writers emphasizes differentiating instruction to meet particular needs of diverse students;  EDC 564- Diagnosis of Reading develops candidates’ skills in designing instructional programs to meet specific reader’s needs; EDC 565 – Advance Seminar in Reading Research provides candidates with opportunity to read, write about, and discuss reading research including research about issues of diversity (ELL, SES, etc); EDC 563 -Literacy for Multicultural Populations is an elective course that is strongly recommended to candidates. 

In addition, issues of diversity are also central to the IRA Standards and the program is aligned with these standards.
4.04 Faculty.  Colleges and universities and the teacher preparation programs recruit, hire, support, and retain a diverse faculty.  Prospective educators have the opportunity to learn from faculty members whose diverse backgrounds enable prospective educators to view their craft through a wide lens.  

Approaching Standard

The program demonstrated good faith efforts to increase the diversity of the faculty during the recruitment and hiring of a new faculty member.  The advertisements for the position were posted in various publications and conferences that reach a wide range of diverse potential applicants.  While being mindful of the small number of full- and part-time faculty involved with the program, the current faculty members in the program do not reflect the ethnic and racial diversity of Rhode Island.

The visiting team RECOMMENDS that a plan be developed and implemented to recruit, hire, support, and retain a diverse faculty to assure that all candidates have the opportunity to learn from a diverse faculty.

4.05 Students.  Colleges and universities and their teacher preparation programs recruit, admit, support, and retain a diverse student body.  The program’s admission processes, curriculum, access to student services, and counseling and mentoring programs are designed to support the preparation of a more diverse teaching force.  Prospective teachers from diverse cultural backgrounds and with experiences that differ from the other prospective teachers find their participation is elicited, valued, and affirmed throughout the preparation program. 

Approaching Standard

There is minimal diversity within the student body of the program reflective of the ethnic and racial diversity of Rhode Island.      

The visiting team RECOMMENDS that a plan be developed and implemented to assure that the composition of the candidates in the program is reflective of the ethnic and racial diversity of Rhode Island.

5. Rhode Island Educator Preparation Programs are supported by college and university structures that provide the resources necessary to ensure quality programs; a faculty which is engaged in scholarship, demonstrates exceptional expertise in its teaching fields, and is actively involved in PK-12 schools; and coherence within and across preparation programs.

On Standard

5.01 Qualified Faculty Members. The Professional Education Faculty is composed of individuals with exceptional expertise as teachers and scholars in their teaching fields.    They exemplify the qualities of effective instruction including the proficiencies described in the Rhode Island Beginning Teacher Standards.  

On Standard

The two full-time faculty members are highly qualified to teach in the reading program. The Unit has clearly established criteria for assessing and evaluating teaching and scholarship of faculty members.  The program coordinator has recently been promoted in rank. The part-time faculty members are experienced practitioners in the field of literacy who serve in the capacities of reading specialists or literacy coaches. The experience and expertise of the full- and part-time faculty members provide a strong balance of theory and practice.  All faculty members assume leadership roles in advancing literacy in Rhode Island. The vitae of the faculty members indicate that they are well qualified for their responsibilities.

5.02 Faculty Responsibilities and Professional Development. The Professional Education Faculty is involved in teaching, scholarship, and service.  They are involved with practice in K-12 schools.  Approved programs ensure the ongoing professional development of their faculty. 

On Standard

The two full time faculty members have well-documented active engagement in teaching, scholarship and service.  The part-time faculty members are experienced practitioners in the field of literacy in the capacity of reading specialists or literacy coaches. They assume leadership roles in advancing literacy in Rhode Island. All faculty members continue to pursue opportunities for professional growth.

5.03 Resources. Approved programs assure access to adequate resources to support teaching and scholarship, including the necessary facilities, equipment, library, curriculum resources, educational technology, and financial resources to support quality programs. 

On Standard

There are adequate resources to assist the program in meeting certification requirements and IRA Standards. 

5.04 Professional Community. Approved programs support collaboration among higher education faculty, school personnel and other members of the professional community to prepare new educators and to improve the quality of education of children. 

On Standard

The program has an established partnership agreement with Providence Public Schools to provide the reading specialist certification program to their K-12 teachers. The program has also established informal partnerships with schools that serve as the program’s practicum sites such as Wakefield Elementary School.  

5.05 Coherence Within and Across Programs. Approved programs ensure that coherence exists between the International Reading Association Standards and student outcomes, courses, field experiences, instruction, and assessment, both within and across programs. 

On Standard

The visiting team found that the advance program for Reading Specialist is a highly coherent program with an appropriately structured set of courses aligned to the revised International Reading Association Standards (2003). Appropriate instruction and practicum experiences for meeting the International Reading Association Standards are embedded in coursework. These outcomes are measured by appropriate assessments, and data are continually analyzed and interpreted to inform the program’s curriculum and instruction.

6.  Rhode Island Educator Preparation Programs engage in a process of regular evaluation to ensure program improvement. 


On Standard

6.01 Commitment to High Quality and Improvement.  Approved programs engage in regular and systematic evaluations (including, but not limited to, information obtained through student assessment, and collection of data from students, recent graduates, and other members of the professional community) and use these findings to improve the preparation of prospective educators through the modification of the program. 

On Standard

There is substantial evidence of data collected from multiple sources throughout the program. These data have been analyzed and interpreted to inform program changes.  The IRA/SPA report outlines the different data sources and describes how these data informed the changes in the program.  These changes include: reversing the sequence of research and instruction courses; building submission deadlines for the classroom research project into specific course syllabi;  revising the requirements for the comprehensive exam to focus on addressing three questions instead of four; building assessment of dispositions and reflections into every task in the graduate courses, supporting candidates’ reflection throughout each task and revising the task assignments and rubrics to ensure enough support for candidates to understand self-evaluation.

Advanced Program for School Psychologist

1. Prospective educators recommended for licensure by Rhode Island Educator Certification Programs are proficient in the Rhode Island Beginning Teacher Standards or the appropriate Professional Standards.

Approaching Standard

1.01 Assessment, Advisement, Feedback, and Counseling Throughout the Program. Prospective educators are assessed through an ongoing process that begins with admission to the program and continues through recommendation for licensure.  The results of these assessments are used to monitor candidates’ progress toward meeting the standards and to provide academic and professional advisement throughout the program.

Approaching Standard

The visiting team found that the processes by which candidates are assessed and advised in the advance program for School Psychologist revolves around an annual review of candidates.  There is some connection between candidate assessment results, candidate feedback and candidates’ progress in the program. Interviews with candidates revealed that feedback from the annual review has not been consistently applied to all candidates. Two examples of the inconsistency include:  one candidate who indicated that she had not received annual reviews for the two years prior to her internship. Another candidate indicated that she did receive feedback but received this feedback late in her program which left her little time to make the recommended changes outlined in the feedback. Data provided by the program for candidate progress in the program from 2003-2005 seemed to indicate that one candidate had not made satisfactory progress in the program and that seven other candidates had no ratings. It was not clear whether these candidates were no longer in the program or if the data on the candidates had not been recorded.  The program did not provide data for candidate assessment and advising after 2005.

The visiting team found that the new program director is currently working to revise the process for providing candidates with advisement and feedback. The design for this process includes the assessment of candidates three times a year on the same instrument. The results from these assessments will be used to provide candidates with formative feedback about their progress in the program. The visiting team believes that this new process looks extremely promising for providing candidates with additional feedback on their progress. The visiting team commends the director for his efforts in redesigning the advisement process.

The visiting team RECOMMENDS that the program faculty continue with their plans to assess candidates three times each year.

The visiting team RECOMMENDS that the program faculty monitor the evaluation and advisement of candidates to ensure that the new process is applied consistently to all candidates.

The visiting team RECOMMENDS that the program collect and aggregate data on candidate performance on the evaluation instrument(s).

The visiting team RECOMMENDS that the program continue to solicit information from candidates and program graduates about their experiences with the new system for assessment and advising in order to inform future revisions to the assessment system and the program.

1.02 Admission into the Program. Prospective educators are admitted to certification programs based upon clearly articulated criteria that address the students’ potential to meet the standards for licensure. 

Approaching Standard

Candidates are admitted into the School Psychology program through an application review process that includes review of each candidate’s: GRE scores, letters of recommendations, goals statement, undergraduate GPA, and a personal interview. The Interview Rating Form requires assessors to rate candidates’: (a) communication skills, (b) professional work characteristics, (c) professional goals, (d) professional research and research interest fit, and provide an (d) overall rating of the candidate. Each of these components receives a rating of 1,2,3,4, or 5. The electronic exhibits did not provide information about the performance criteria for each rating.

The electronic exhibits contained summary admissions data from 2004. No data were provided for admissions to the program in 2005, 2006 or 2007.  

The visiting team RECOMMENDS that the program develop explicit performance criteria for scoring the admissions applications.

The visiting team RECOMMENDS that the program aggregate and analyze data from the admission applications each year.  

1.03 Determination of Readiness For Student Teaching or Supervised Internship. Prospective educators demonstrate their readiness for student teaching or supervised internship through an evaluation of their performance with respect to the Rhode Island Beginning Teacher Standards. 

Approaching Standard

Through conversations with the program director, the visiting team learned that the instrument for determining candidates’ readiness for the supervised internship is currently being revised.  The visiting team understood that one of the reasons for revising the process for assessing candidate readiness to enter the internship experience was that the former process was not specific enough to address the competencies needed for successfully completing the internship experience.

The electronic exhibit room appeared to reflect the former methods for assessing candidate readiness for the internship experience. For candidates at the doctoral level, these methods included the completion of a qualifying exam, a satisfactory faculty rating on the annual student evaluation, and the completion of a thesis or research competency.  For candidates at the Master’s level, the methods included the completion of a consultation case study.

The visiting team RECOMMENDS that the program faculty continue the work of establishing clear criteria for readiness to begin the internship experience and that these criteria align with the NASP professional standards.

The visiting team RECOMMENDS that the program faculty work to develop and implement assessments to accurately determine candidate readiness for the internship experience.

The visiting team RECOMMENDS that once these assessments for candidate readiness for the internship experience are developed, that these assessments for determining candidate readiness for the internship experience be applied consistently to all candidates.

The visiting team RECOMMENDS that the program faculty members collect and aggregate data from the assessments to determine candidate readiness for the internship experience and that the aggregated data be used to inform improvements to the program as well as to assess and advise candidates.

1.04 Assessment at the Completion of Clinical Experiences and as a Basis for Recommendation for License. Prospective educators demonstrate their performance with respect to the standards for the completion of student teaching or supervised internship through an evaluation process that is shared by the college or university supervisor and the cooperating teacher or internship supervisor.  Programs recommend prospective educators for licensure based on performance with respect to the Rhode Island Beginning Teacher Standards. 

Approaching Standard

The visiting team found that the former process for assessing the completion of the clinical experience was the completion of the Supervisory Rating Scale / Internship Evaluation. This Internship Evaluation did not appear to be consistently applied to all candidates’ clinical experiences. Some student folders did not contain information about candidates’ clinical experiences.

The electronic exhibits contained a Summary of Internship Evaluation Ratings from MS Graduates in 2004.  The summary did not indicate the total number of interns represented in the chart but the means for the indicators under professional work related characteristics, assessment skills, consultation skills, intervention skills, and professional and ethical responsibilities were all 4.75 are higher.  The mean overall rating for interns was 5.00. The electronic exhibits did not provide aggregated data for the internship evaluation ratings for 2005, 2006 or 2007.

During interviews with the program director, the visiting team learned of his plans to revise the process for evaluating candidate’s clinical experiences and recommending candidates for licensure. The visiting team believes that this newly-designed process as described holds great potential for assessing candidates’ readiness for licensure.

The visiting team RECOMMENDS that the program faculty continue to establish clear criteria for determining the recommendation for licensure.

The visiting team RECOMMENDS that after establishing clear criteria for determining the recommendation for licensure, the program faculty continue to develop assessment(s) to accurately assess candidate performance on these criteria.
The visiting team RECOMMENDS that once these assessment(s) are developed that the process for recommending candidates for licensure be applied consistently to all candidates.

The visiting team RECOMMENDS that the program faculty members collect and aggregate data from the assessments to recommend candidates for licensure and that the aggregated data be used to inform improvements to the program.

1.05 Validity of Assessment System.  Assessment systems are aligned with educator standards and with instructional processes, use multiple assessments and various methodologies, and have expectations that are clearly communicated to prospective educators.  

Approaching Standard
As was written earlier, the current system for assessing candidate proficiency is being revised by the program director and program faculty.  Since the assessment system for the program is currently being revised, the data on the validity of the assessment system is limited.  The current system is only partially aligned to NASP standards. The newly revised instrument appears to be more closely aligned with the NASP standards.

The electronic exhibit room did not provide a clear mapping of the assessments to the NASP standards or a clear mapping of instruction in the program to the assessments. Additionally, there were no data on candidate performance on the assessment instruments.

The visiting team RECOMMENDS that the program faculty articulate the alignment of the program’s assessment system to the competencies outlined in the NASP standards.

The visiting team RECOMMENDS that the program faculty clearly articulate how the revised program assessments align to instruction in the program.

The visiting team RECOMMENDS that the program faculty work to ensure that the assessment system employ a variety of methodologies and multiple sources of evidence to ensure the validity of inferences about candidate performance on the NASP competencies.

The visiting team RECOMMENDS that the program faculty employ strategies to reduce any possible sources of bias in the assessment system;

The visiting team RECOMMENDS that the program faculty members clearly communicate the revised assessment system to candidates.

1.06 Reliability of Assessment System. Assessment systems yield fair, accurate, and consistent evaluation of prospective educators. 

Unacceptable

The electronic exhibit room did not contain data on the reliability of the assessment system. Additionally, interviews with candidates indicated that the evaluation of candidates had not been applied consistently to all candidates, which adversely affects the reliability of the assessments. The electronic evidence did not contain any evidence that the reliability of the assessments of candidates is monitored in any way. There was no evidence that internship supervisors or faculty members had received training in how to use the program’s assessment instruments to evaluate candidate performance.

The visiting team RECOMMENDS that as program faculty members revise their assessment processes and instrument(s), they ensure that the competencies assessed by the tasks and instruments are articulated in ways that assist candidate evaluators in understanding the competencies being assessed.

The visiting team RECOMMENDS that the program faculty collect, aggregate, and monitor the consistency of the ratings of candidate performances.

The visiting team RECOMMENDS that program faculty and internship supervisors be provided with training in how to assess candidates on the program’s revised assessment instrument(s).

2.  Prospective educators in Rhode Island Educator Certification Programs have the opportunity to acquire the knowledge, develop the dispositions, and practice the skills that are encompassed in the Rhode Island Beginning Teacher Standards

Approaching Standard

2.01 Professional and Pedagogical Studies. Prospective educators follow a well-planned scope and sequence of courses and experiences to develop the knowledge, dispositions, and skills encompassed in the Rhode Island Beginning Teacher Standards  

 On Standard

After reviewing the course syllabi and speaking with the director of the School Psychology Program, the visiting team believes that the curriculum provides candidates with the opportunity to learn the critical aspects of the NASP standards.  Program data from 2004 indicated that all of the candidates from the School Psychology program passed the Praxis exam which indicates student mastery of appropriate content. The electronic exhibit room did not contain data on candidates’ performance on the Praxis exam for 2005, 2006 or 2007.

2.02 Subject Matter Knowledge. Prospective educators develop a deep understanding of the subject matter of their area of certification. 

N/A

2.03 Technology. Prospective educators develop an understanding of the role of technology in education and learn how to use technology as an instructional and administrative tool. 

Approaching Standard

Page 130 of the Institutional Report indicates that the program integrates information technology into the program in a variety of ways.  In PSY 665 – Developmental Psychopathology, candidates use the University’s electronic databases to conduct academic research.  In PSY 550 – Operant Analysis of Behavior, candidates are required to implement a data-based intervention and track the progress of the intervention over several weeks. Candidates are expected to use a data analysis program to analyze data and to provide visual representations of their projects.  In PSY/EDC 683/687 Exceptionalities, candidates are introduced to the advantages and disadvantages of instructional software and adaptive technology for individuals with disabilities. In PSY 532- Experimental Design, candidates learn to use data analysis programs.  In PSY 670, candidates learn to use computer-based testing.

The visiting team found that the program has established opportunities for candidates to attain technological knowledge but that the program has not clearly identified a set of technology standards for the program, apart from NASP Standard 2.11.
The visiting team RECOMMENDS that the program identify a set of technology standards for candidates in the program and then align the opportunities candidates have to attain the knowledge, skills, and applications associated with these standards.

2.04 Additional Rhode Island Certification Requirements. Prospective educators develop any additional knowledge and or skills required by Rhode Island educational law or regulations of the Board of Regents for Elementary and Secondary Education. 

Approaching Standard

Statements on page 132 of the Institutional Report lead the visiting team to infer that the program may misunderstand its responsibility to provide candidates with information about appropriate Rhode Island Department of Education initiatives.   The Rhode Island Department of Education does expect that advanced programs inform candidates about pertinent professional programs and state initiatives.

The visiting team found that candidates are exposed to some elements of Special Education and Rhode Island initiatives through the content of PSY/EDC 683/687 –Exceptionalities.  It appears that many of the candidates learn about Rhode Island Department of Education initiatives in their practicum placements. Since some practicum placements occur in Rhode Island, some candidate may not be learning about the appropriate Rhode Island Department of Education initiatives.

The visiting team RECOMMENDS that the program clearly articulate its expectations for candidates to learn about Rhode Island Department of Education initiatives pertinent to school psychologists.

The visiting team RECOMMENDS that if the program expects candidates to learn about Rhode Island Department of Education Initiatives during their field experiences, that the program clearly articulate these expectations in the documentation provided to all field site personnel.

2.05 Coherence.  Prospective educators pursue coherent educational studies that are grounded in research and theory. 

Approaching Standard

The visiting team found evidence in the Institutional Report of the alignment of the coursework to the NASP standards.  The expectations for candidates’ practicum and internship experiences were not clearly articulated to candidates or to practicum and internship supervisors.

The visiting team RECOMMENDS that the program faculty clearly articulate the relationship of coursework to practicum and internship experiences to ensure that candidates have opportunities to learn the appropriate competencies from their practicum and internship experiences and so that practicum and internship supervisors are aware of the program’s expectations for candidate learning.

3. Prospective educators have the opportunity to develop their learning in a variety of high quality field sites with professionals who model effective educational practice, assume responsibility for educating prospective colleagues, and are committed to ongoing professional development.

Approaching Standard 

3.01 Extensive Clinical Experience. Prospective educators complete purposeful and sequenced field experiences, including field experience prior to student teaching or internship periods.  Through student teaching or an internship they have the opportunity to experience all aspects of teaching. 

 On Standard

The visiting team found that candidates begin their field experiences immediately upon entering the program in PSY 670 – Field Experience: School, Clinic Vertical Teams, and Internship 

The visiting team commends the program for immersing student in practicum placements beginning in the first semester of their program of studies.

3.02 Clinical Experience in a Variety of Settings.  Prospective educators complete field experiences in a variety of educational settings, including schools which serve culturally, linguistically, and economically diverse students and classrooms that serve students with a range of abilities, including students with exceptional needs.

Approaching Standard

Page 219 of the Institutional Report indicates that the MS program in school psychology offers candidates four kinds of field experiences: (a) practicum work in the on campus clinic, (b) practicum work in the field, (c) internship, and (d) practicum work.  The program has developed a semester by semester sequence of practicum experiences which are shared with candidates through a handbook. The sequence outlined in the handbook is a general guide. The program allows flexibility to ensure candidates can meet their individual training goals. 

Interviews with candidates indicated that the field sites are not closely monitored to ensure that all candidates experience placements in a variety of settings. However, candidates keep a detailed log of their field sites.

The program director has worked hard to develop partnerships with urban districts. These partnerships hold promise for assuring that candidates have field experiences in a variety of educational settings, including schools which serve culturally, linguistically, and economically diverse students and classrooms that serve students with a range of abilities, including students with exceptional needs. 

The visiting team RECOMMENDS that the program develop procedures to monitor candidate field placements to ensure that all candidates experience field placements in a variety of settings.

The visiting team RECOMMENDS that the program monitor and document each candidate’s field placement in order to provide evidence that each candidates’ field placements assure that the prospective school psychologist gains experience working with a range of students including, culturally, linguistically, and economically diverse students; students with different academic abilities and students with special needs.

The visiting team RECOMMENDS that a university supervisor have more systematic contact with the field placements.

The visiting team RECOMMENDS that the program continue with their development of relationships with urban districts.

3.03 Effective Field Sites. Prospective educators complete field experiences in settings where they have the opportunity to practice their learning in a way that is consistent with the Rhode Island Beginning Teacher Standards.

Unacceptable

Page 222 of the Institutional Report indicates that the sites for field experiences are selected primarily by the criterion of having a qualified and willing professional school psychologist.  Visiting team interviews with the program director indicated that the program has begun to develop criteria for the placement of Ph.D. candidates into field sites and that these criteria follow the CCSPD guidelines.  There is a difference in the selection of field sites for candidates in the Ph.D. and Masters programs. Field sites for candidates in the Master’s program lack clear criteria and candidates are often left to identify potential field sites on their own.  

The visiting team RECOMMENDS that the program establish clear criteria for the selection of field sites that assure that districts and schools are effective sites for candidates to learn practice that is consistent with the NASP standards.

The visiting team RECOMMENDS that the program use the criteria established for field sites to evaluate new sites and to monitor existing sites and provide documentation of the ongoing quality of the sites. 

The visiting team RECOMMENDS that the criteria for effective field sites, including APA approved sites, be shared with candidates and personnel in the field through the student handbook.

3.04 Effective Cooperating Teachers and Internship Supervisors. Approved programs place prospective educators exclusively with cooperating teachers and internship supervisors whose practice is consistent with the Rhode Island Beginning Teacher Standards.  The cooperating teachers and internship supervisors know how to help prospective educators develop and how to evaluate prospective educators in order to make a recommendation regarding successful performance with respect to the standards.

Unacceptable

The visiting team found that internship supervisors are selected because they are certified school psychologists.  The visiting team was informed that the program has criteria by which the internship supervisors are evaluated but documentation of the evaluation process and evaluations of the internship supervisors was not provided to the visiting team. 

The visiting team RECOMMENDS that the program establish clear criteria for practicum supervisors beyond being licensed psychologists and their willingness to accept an intern.

The visiting team RECOMMENDS that once the program establishes criteria for practicum and internship supervisors, the program consistently use these criteria to evaluate prospective practicum and internship supervisors and provide documentation of the ongoing evaluation of the effectiveness of educators who serve in this role.

3.05 Recruit and Provide Professional Development for Cooperating Teachers and Internship Supervisors.  Approved programs recruit cooperating teachers, internship supervisors, or mentors whose practice is consistent with the Rhode Island Beginning Teacher Standards and who are committed to supporting the development of prospective educators.  The programs provide professional development opportunities and other incentives to help these educators enhance their effectiveness in these roles.

Approaching Standard

Page 223 of the Institutional Report indicates that practicum and internship supervisors are recruited through a variety of methods. These methods include using program graduates, recruiting supervisors through the Rhode Island School Psychologists Association, through contacts in the National Association of School Psychologists and the American Psychological Association (APA).   

The program invites field supervisors to attend Psychology Department Colloquia which are held three times per semester. The evidence room did not provide data on the number of field supervisors who attended these colloquia, or any completed evaluations of the colloquiums by field supervisors. It was also not clear how these colloquia enhance field supervisors’ effectiveness.

The electronic evidence did not provide any documentation of the recruitment or training of internship supervisors. Although the Institutional Report indicates that program faculty are in contact with internship supervisors by phone and by written communication, one internship supervisor reported that she had yet to have any communication from personnel in the department.

The visiting team RECOMMENDS that the program actively recruit internship supervisors and work with these supervisors to ensure that the incentives provided to them for assuming this important role are commensurate with their role in preparing candidates.

 

The visiting team RECOMMENDS that the program work with practicum and internship supervisors to provide ongoing professional development opportunities to help them serve effectively in their supervisory roles.

3.06 College/University and School Partnerships. Approved programs establish collaborative and respectful relationships between college and university faculty and their institution and field-based educators, their schools, and their school districts that benefit both the institution of higher education and the K-12 school district for the common goal of preparing prospective educators.

Approaching Standard

The School Psychology Department is currently working to develop formal partnerships with the Central Falls School District and with the Peace Dale Elementary School.  The focus of the partnership with Central Falls is on developing training and research opportunities with a focus on early intervention, reading, and family-school partnerships.  At the Peace Dale Elementary School, the focus is on the teaching and learning of reading skills.

The visiting team would like to commend the program director for reaching out to districts and schools and working to form these partnerships. The visiting team believes than when these partnerships are formalized, they will greatly enhance the experiences that candidates will have in the program.

The visiting team RECOMMENDS that the program continue their efforts at establishing collaborative and respectful partnerships that are mutually beneficial to the districts and their schools as well as the School Psychologist Program.

The visiting team RECOMMENDS that the program formalize the expectations for these partnerships with written agreements that articulate the ways in which the partners will work together to support learning in each organization.

4. Rhode Island Educator Certification Programs and their institutions demonstrate a commitment to affirming the diversity
 of our state, our communities, and our public schools by preparing educators who can work effectively with students, families, community members, and colleagues from diverse backgrounds to create learning communities in which all students succeed.

Approaching Standard

4.01 Curriculum. Prospective educators develop the knowledge, skills, and dispositions essential to preparing them to be effective teachers of diverse students.  The preparation includes a curriculum that engages all students in issues of diversity in our world and in our schools.  The curriculum also expands the socio-cultural awareness of prospective educators by helping them become more aware of how their own world views are shaped by their life experiences.  The curriculum helps prospective educators develop affirming attitudes towards individuals from diverse backgrounds and a commitment to making schools places where all students succeed.  Throughout their preparation, prospective educators learn about diverse communities and students and learn to teach in diverse communities and classrooms.  They learn to create classrooms in which instruction builds from the cultures of their students’ communities. 

Approaching Standard

The visiting team found that the coursework offered through the program provides candidates with opportunities to develop intellectual awareness around issues of diversity. Multicultural content is provided to the candidates through a variety of courses including PSY 600- Multicultural Psychology, PSY 683 – the Psychology of the Exceptional Child and PSY 663 – Child and Adolescent Personality Assessment and Intervention.  The program recently established the requirement that all candidates must attain basic levels of multicultural competence.  The program assesses candidate multicultural competence with the Multicultural Competence Assessment. The electronic exhibits contained a table labeled, “Summary of Multicultural Competency for MS Students.” The table was dated “9/2004” and appeared to only contain data for one candidate with data missing for the other six.  The visiting team could not locate any other aggregated data indicating how candidates had performed on the multicultural assessment. As with other assessment tools, it is not clear if the Multicultural Competency Assessment has been consistently applied to all candidates.

The visiting team also reviewed candidate products related to issues of diversity. It was not evident from viewing these products how candidates’ personal understanding of issues of diversity had impacted the products. Interviews with candidates indicated that candidates were not able to connect their intellectual understanding of diversity with a deeper awareness of their own world views and with personal experiences with other cultures.  The visiting team believes that the partnerships that the program is exploring with urban districts hold great promise for providing candidates with additional experiences for helping candidates develop deeper awareness of issues of diversity and how these connect to the candidate’s personal worldviews.

The visiting team RECOMMENDS that the program continue to pursue opportunities, including opportunities in urban centers, for candidates to be immersed in a variety of experiences with diversity that will allow them to apply their intellectual understandings of diversity in actual field settings.

4.02 Field Experiences that Capitalize on the Diversity of P-12 Schools. Prospective educators successfully complete field experiences that are designed to assure interaction with exceptional students, and students from different ethnic, racial, gender, socio-economic, language, and religious groups.  Through these experiences prospective educators examine issues of diversity in teaching and learning.  Skilled cooperating teachers and college and university faculty help the prospective educators use these experiences to improve their ability to teach students from diverse backgrounds effectively. 

Approaching Standard

The program currently chooses field sites based upon the availability of a certified school psychologist who is willing to serve as a practicum or internship supervisor.  Because student diversity is not necessarily a criterion for selecting field sites for candidates, it is difficult for the program to ensure that field experiences assure candidates are prepared to meet the needs of exceptional students and students from diverse ethnic, racial, gender, socio-economic, and religious backgrounds.

Interviews with the program director indicate that the program is working to develop partnerships in a more consistent manner. The visiting team believes that, when finalized, these partnerships hold promise for providing additional field experiences that will ensure that all candidates participate in experience field experiences that capitalize on the diversity of P-12 schools.  

The visiting team RECOMMENDS that the program continue to develop field sites that capitalize on the diversity of P-12 schools and that the program monitor candidates’ field experiences to ensure that all candidates complete field experiences in settings with diverse students.

 4.03 An Environment that Values Diversity.  Colleges and universities and their teacher preparation programs make issues of socio-cultural awareness, affirmation of diversity, and the preparation of culturally responsive teachers central to their mission   Colleges and universities establish a campus environment that promotes and sustains a diverse community. They capitalize on the community’s diversity to promote deeper understanding of issues of equity and diversity in our state, our communities, and our schools. 

Approaching Standard

The visiting team found that the program has made socio-cultural awareness and affirmation of diversity central to policies in the program but that this focus has not yet found its way into the everyday practice of the program.  The members of the visiting team recognize the challenge that institutions and programs face in integrating awareness of diversity into everyday practice.  

The visiting team commends the program’s desire to develop a deeper understanding of issues of diversity in their candidates but feel this desire has not yet led to a diverse community within the program.

The visiting team RECOMMENDS that the program faculty continue to develop an environment that values diversity.  The program may find it helpful to consult with personnel at the University of Rhode Island with knowledge of issues of diversity or with knowledgeable personnel from other institutions of higher education who have successfully developed practices that have lead to a diverse community within their programs.   

4.04 Faculty.  Colleges and universities and the teacher preparation programs recruit, hire, support, and retain a diverse faculty.  Prospective educators have the opportunity to learn from faculty members whose diverse backgrounds enable prospective educators to view their craft through a wide lens.  

Approaching Standard

The visiting team found that the program has made good faith efforts to increase the diversity of the faculty.  The program director indicated that for a recent position, one of the fourteen applicants was a person of color. Unfortunately, the candidate had to be removed from the applicant pool because he had not graduated from an approved APA doctoral program.

The visiting team believes that the program truly desires a more diverse faculty and commends them for this desire.  The visiting team recognizes the challenges that institutions face as they work in increase the diversity of their faculty.

The visiting team RECOMMENDS that when opportunities arise to increase the diversity of the program faculty, that the program explore and implement additional strategies for increasing the diversity of the applicant pool to ensure that faculty in the program is reflective of the ethnic and racial diversity of Rhode Island.

4.05 Students.  Colleges and universities and their teacher preparation programs recruit, admit, support, and retain a diverse student body.  The program’s admission processes, curriculum, access to student services, and counseling and mentoring programs are designed to support the preparation of a more diverse teaching force.  Prospective teachers from diverse cultural backgrounds and with experiences that differ from the other prospective teachers find their participation is elicited, valued, and affirmed throughout the preparation program. 

Approaching Standard

The visiting team believes that the program has made good faith efforts to recruit a more diverse student body to the program.  The efforts that the program is making to establish partnerships with urban schools and districts may provide the program with opportunities to make students from a range of backgrounds aware of school psychology as a field of study and possible career choice.  This might be done by having candidates in the program working with students and by having candidates serve as mentors to students from a wide range of backgrounds.  New partnerships with urban districts may also provide the program with opportunities to participate in career fairs during which careers in school psychology and the program at URI might be advertised to students.

The visiting team RECOMMENDS that the program continue to explore and implement recruitment strategies to ensure that the student body in the program is reflective of the ethnic and racial diversity of Rhode Island. 

5. Rhode Island Educator Preparation Programs are supported by college and university structures that provide the resources necessary to ensure quality programs; a faculty which is engaged in scholarship, demonstrates exceptional expertise in its teaching fields, and is actively involved in PK-12 schools; and coherence within and across preparation programs.

Approaching Standard

5.01 Qualified Faculty Members. The Professional Education Faculty is composed of individuals with exceptional expertise as teachers and scholars in their teaching fields.    They exemplify the qualities of effective instruction including the proficiencies described in the Rhode Island Beginning Teacher Standards.  

On Standard

The visiting team found that the faculty members in the school psychology program are highly qualified faculty members who are well-qualified for the roles they serve in the program.  
5.02 Faculty Responsibilities and Professional Development. The Professional Education Faculty is involved in teaching, scholarship, and service.  They are involved with practice in K-12 schools.  Approved programs ensure the ongoing professional development of their faculty. 

Approaching Standard

The visiting team found that that there has recently been a significant increase in the efforts to involve program faculty members in P-12 schools. These efforts include the implementation of a reading clinic and the URI Academy in Central Falls. Candidates interviewed by the visiting team expressed concern about how infrequently some faculty members are involved with practice in PK-12 schools. The visiting team believes that the partnerships currently being established hold the potential to provide excellent opportunities for all program faculty members to become involved in sharing their expertise with partnership schools.  In addition to helping partnership schools, participating in these partnerships will help faculty members gain insight into current practices in PK-12 schools that may, in turn, inform changes to the courses offered by program faculty. 

The visiting team RECOMMENDS that all faculty members in the program become involved with practice in PK-12 schools.

5.03 Resources. Approved programs assure access to adequate resources to support teaching and scholarship, including the necessary facilities, equipment, library, curriculum resources, educational technology, and financial resources to support quality programs. 

Unacceptable

After reading the most recent versions of the NASP and APA reports on the program and reviewing the electronic evidence provided to the visiting team, the team came to the conclusion that the program does not have the resources necessary to implement the recommendations included in these reports. For example, one of the recommendations in the 2005 NASP report was for the program to systematically collect and analyze data about candidate outcomes. The electronic exhibits did not contain any data from 2006 or 2007.

The visiting team believes that in order to meet the recommendations in this report as well as the recommendations in the APA and NASP reports, the program will need additional resources.

The visiting team RECOMMENDS that the program be provided with sufficient resources to:

· Organize, update, and maintain student records and department documentation,

· Collect and aggregate data on candidate outcomes,

· Recruit and train field placement supervisors,

· Supervise and monitor field all field placements,

· Develop and implement appropriate assessment instruments for monitoring candidate performance on program outcomes,

· Recruit and retain diverse faculty and students,

· Improve the communication and reciprocity between the school psychology department and the department of education to ensure the seamless sharing of information on candidate performance on program outcomes. 

5.04 Professional Community. Approved programs support collaboration among higher education faculty, school personnel and other members of the professional community to prepare new educators and to improve the quality of education of children. 

Approaching Standard

The visiting found that the program has partnerships among program faculty, school personnel and other stakeholders but that these partnerships are sometimes informal.  The program is currently working to expand partnerships with urban districts. The visiting team commends the program for these efforts.

The visiting team RECOMMENDS that the program formalize existing and future partnership by clearly articulating in writing the roles and responsibilities of the various partners to prepare new educators and improve the quality of children’s education.
5.05 Coherence Within and Across Programs. Approved programs ensure that coherence exists between the Rhode Island Beginning Teacher Standards and student outcomes, courses, field experiences, instruction, and assessment, both within and across programs. 

Approaching Standard

The visiting team found evidence in the Institutional Report of the alignment of the coursework to the NASP standards.  The alignment of the assessments to the NASP was not clearly articulated. The expectations for candidates’ field work were not clearly articulated to candidates or to practicum and internship supervisors.

The visiting team RECOMMENDS that the program faculty clearly articulate the relationship of coursework to practicum and internship experiences to ensure that candidates have opportunities to learn the appropriate competencies from their field experiences and so that practicum and internship supervisors are aware of the program’s expectations for candidate learning during practicum and internship experiences.

6.  Rhode Island Educator Preparation Programs engage in a process of regular evaluation to ensure program improvement. 


Unacceptable

6.01 Commitment to High Quality and Improvement.  Approved programs engage in regular and systematic evaluations (including, but not limited to, information obtained through student assessment, and collection of data from students, recent graduates, and other members of the professional community) and use these findings to improve the preparation of prospective educators through the modification of the program. 

Unacceptable

Recently the program has undergone several changes in leadership. Evidence indicated that the program has had four different graduate directors in the last four years. The most recently-hired director started work in September of 2007.  The influence of the new director on the program is already very evident.  Through the guidance of the program director, faculty members have begun to revise the assessment system and the accompanying assessment instruments. The new director has also reached out to urban districts to form partnerships.  The visiting team believes that the new director’s vision and energy will help the program to address the concerns identified in the NASP and APA reports.  However, the visiting team is also mindful that the new program director is only one person and that addressing the recommendations in this report will take the coordinated effort of all program faculty members as well as other personnel from the University.

The visiting team found that there was a noticeable lack of data on candidates’ performance on the program assessments. This lack of data seemed in contradiction to the program’s major goal of being a program based upon “research design, research methodology, and data analysis.”  The visiting team found little evidence that the program collects and analyzes data about program effectiveness in order to gain evidence about candidate performance and to inform program improvement. 

The visiting team RECOMMENDS that the program develop and maintain a process for ongoing program evaluation with a focus on continuous program improvement.

The visiting team RECOMMENDS that program faculty meet with other stakeholders to interpret data collected on candidate performance and identify areas for change that would lead to program improvement.

The visiting team RECOMMENDS that the program commit itself to addressing the recommendations outlined in the NASP, APA and RIPA reports.
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