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Executive Summary

The Ad Hoc Committee for the K-16 Workgroup was established to develop strategies for enhancing the preparation of special educators to ensure they meet “highly qualified teacher” requirements of the No Child Left Behind Act (NCLB) and the Individuals with Disabilities Education Act (IDEA). Additionally, the committee addressed the preparation of general education teachers who collaborate with special educators and provide access to curriculum and instruction for students with disabilities in general education settings.  

The charge to the Ad Hoc Committee on Special Education Teacher Preparation was to:

· Review, evaluate, and assess the recommendations of the Education Advocacy Coalition for Students with Disabilities (EAC) PowerPoint presentation entitled, Teacher Preparation in Maryland: Barriers and Solutions, and other documents that the co-chairs of this committee deemed appropriate,

· Identify fiscal impact, if appropriate, and

· Identify and recommend possible next steps to the K-16 Workgroup.

The full report of the Ad Hoc Committee on Special Education Teacher Preparation that follows this Executive Summary lists each recommendation in the Barriers and Solutions PowerPoint and describes activities already in place or ongoing activities that address the recommendations, and includes strategies for addressing recommendations that have yet to be addressed.

It is suggested that the K-16 Council consider the following strategies that are described in detail in the full report:

· The Maryland State Department of Education (MSDE), Division of Special Education/Early Intervention Services in collaboration with the Division of Certification and Accreditation and Institutions of Higher Education (IHE) representatives developed a resource document entitled, Performance Assessments: A Resource for Elementary Education Teacher Educators.   This new resource will assist elementary teacher educators in evaluating the skills and competencies of elementary general education teachers providing instruction to students with disabilities.

· MSDE, Division of Special Education/Early Intervention Services should establish a workgroup to begin the process of developing another document to assist secondary teacher educators in evaluating the skills and competencies of teachers serving students with disabilities at the secondary level, prior to the fall of 2007. 
· MSDE, Division of Certification and Accreditation should develop and implement guidelines to be used during the accreditation and program approval processes.  This will evaluate the extent to which performance assessments of all teacher candidates include competencies in making curricular accommodations and modifications for students with disabilities.

· MSDE, Division of Certification and Accreditation should develop and implement guidelines to be used during the accreditation and program approval processes.  This will evaluate the extent to which performance assessments of all teacher candidates include competencies in functional behavior assessment and positive behavior support for students with disabilities. 

· MSDE, Division of Certification and Accreditation should develop and implement guidelines to be used during the accreditation and program approval processes. This will evaluate the extent to which performance assessments of all teacher candidates include competencies in (a) basic understanding of disabilities and the special education process, (b) identifying students potentially eligible for special education by means of classroom-based assessments, (c) analyzing student performance data, (d) providing appropriate interventions and strategies for students who need additional academic or behavioral supports in order to achieve in a general education environment, and (e) communicating and collaborating with parents and professionals.
· MSDE, Divisions of Special Education/Early Intervention Services and Certification and Accreditation are forming a task force to examine the certification requirements for special education teachers in light of current educational and scientifically-based research and NCLB.
· MSDE should develop certification requirements to ensure that the preparation of special education teachers incorporates sufficient core academic content to enable candidates to meet the requirements of “highly qualified” teachers.

· MSDE should ensure that the preparation and continuing professional development of general education teachers incorporate sufficient special education pedagogical knowledge, skills, and dispositions to enable educators to make the general education curriculum and environment accessible for all children. 

· Local school system’s (LSS) Master Plans (prepared under the Bridge to Excellence in Public Schools Act), in order to be approved by MSDE, should assure that the competencies specified above for pre-service teacher preparation are also assessed, developed and demonstrated by in-service teachers. 

· MSDE should develop guidelines for and provide technical assistance to LSSs in the development of Master Plan components that address how their professional development systems assure that all teachers have the pedagogical knowledge, skills, and dispositions to make the general education curriculum and environment accessible to all children described above, including: 

(a)
making curricular accommodations and modifications, 

(b)
conducting functional behavior assessment and implementing positive

behavior support,

(c)
basic understanding of disabilities and the special education process,

(d)
identifying students potentially eligible for special education by means of  

      classroom-based assessments,

(e)
analyzing student performance data, 

(f)
providing appropriate interventions for students who need additional academic

or behavioral support in order to achieve in a general education environment,

and

(g)
communicating and collaborating with parents and professionals.

· Continue developing dual certification Institutions of Higher Education (IHE) programs.

· Continue implementing PRAXIS training opportunities.

· Continue implementing an alternative preparation program entitled, Resident Teacher Certificate Program in Special Education and Elementary or Secondary Education.  
· Develop mentoring programs in cooperation with IHEs and LSSs.

· Continue implementing mentor trainings.

· Develop a common set of standards for IHE-Based and Alternative Certification Programs.

· Facilitate a Statewide Collection System for Praxis I and II Preparation Programs.

· Coordinate and align issues and policies related to teacher preparation across all interagency constituents. 

· Create a middle school certification endorsement for incumbent teachers.

· Continue ongoing dialogue and collaboration between MSDE and IHEs to support the recommendations of the Quality Teacher Workgroup to ensure a quality teacher workforce for the future.

Additional recommendations included consideration of the following:

· In the development of guidelines and technical assistance, MSDE should address alignment of professional development to individual teacher evaluations such that professional development is provided in identified areas of need, is aligned with school improvement plans, and is consistent with MSDE’s Maryland Teacher Professional Development Standards. 

· MSDE should continue to model general and special education collaboration to LSSs in providing integrated technical assistance to special and general education staff at State Briefings and in publications.

· MSDE should support professional development for administrators to specifically address the professional development alignment and focus on addressing diverse learning needs of students.

· The committee did not feel it was necessary for MSDE to initiate a longitudinal study on teacher retention at this time.  
K-16 Workgroup

Ad Hoc Committee on Special Education Teacher Preparation Report

Purpose

The Ad Hoc Committee to the K-16 Workgroup was established to develop strategies for enhancing the preparation of special educators to ensure they meet “highly qualified teacher” requirements of the No Child Left Behind Act (NCLB) and the Individuals with Disabilities Education Act (IDEA).  Additionally, the committee addressed the preparation of general education teachers who collaborate with special educators and provide access to curriculum and instruction for students with disabilities in general education settings. 
Charge

To address these issues, the K-16 Leadership Council endorsed the creation of the Ad Hoc Committee on Special Education Teacher Preparation through the K-16 Workgroup.  The Committee required representation from K-12 special education and institutions of higher education (IHEs), and general education leadership to review the recommendations of the Education Advocacy Coalition for Students with Disabilities (EAC) PowerPoint presentation entitled, Teacher Preparation in Maryland: Barriers and Solutions and other relevant documents.  Using the PowerPoint presentation recommendations, the charge to the Ad Hoc Committee on Special Education Teacher Preparation was to:

· Review the Barriers and Solutions report and other documents that the co-chairs of this committee deemed appropriate.
· Evaluate and assess the recommendations of the Barriers and Solutions document.
· Identify fiscal impact, if appropriate.
· Identify and recommend possible next steps to the K-16 Workgroup.

Background

At the June 2004 meeting of the Maryland K-16 Leadership Council, the EAC reported that special education teacher preparation has been in crisis.  As presented in the EAC PowerPoint this crisis has affected 113,000, or 13% of all Maryland students.  According to the presentation, there are four recurring issues affecting students with disabilities:  academic achievement, access to the general curriculum, disproportionality, and suspensions/
expulsions.  These issues require changes in the way teachers are prepared to address the diverse needs of students with disabilities.  

The following are the recommendations from the Barriers and Solutions presentation that were considered by the committee:

· The K-16 Partnership should create a workgroup to further develop, refine, and implement the recommendations II-VII.
· The MSDE should develop a performance assessment manual for general educators regarding students with exceptional learning needs.
· IHEs, in light of NCLB, and in order to reduce the number of suspensions, should reexamine their curricula to ensure that teacher candidates know how to meet the needs of the students who will be in their classes, particularly with respect to understanding the components of curriculum modification and accommodation and positive behavior supports.
· IHEs, MSDE, and the K-16 Partnership, in light of NCLB, should review the recommendations of the MSDE Division of Special Education/Early Intervention Services’ Teacher Preparation Task Force Report and reexamine teacher certification requirements to determine the need for any changes.
· IHEs, MSDE, and the K-16 Partnership, in light of NCLB, should increase the number of certified, qualified teachers to meet the needs of all students with and without disabilities in Maryland. A continuation of approved programs, a transcripts analysis, or the Resident Teacher Certificate program continues to be part of the solution for the shortage of teachers.
· IHEs, MSDE, and the K-16 Partnership, in light of NCLB, should implement the recommendations made in the Quality Teacher Work Group Final Report. Among these recommendations are:

a. By July 1, 2009 Maryland will require all newly hired teachers to have completed an approved program.  Approved programs will utilize traditional, alternative and newly created programs leading to certification under a common set of standards.

b. MSDE should facilitate a Statewide collection system of recognized and successful Praxis I and II preparation programs to be administered by IHEs.

c. The Education Coordinating Committee (ECC) through the Maryland Partnership for Teaching and Learning K-16 Leadership Council, should ensure that issues and policies related to teacher education are coordinated and aligned across all interagency constituents.

d. That MSBE should direct MSDE to create a middle school certification endorsement for incumbent teachers who have a minimum of 30 credits in an academic content area OR pass a portion of the Praxis II for that field.

· MSDE should develop a longitudinal study to look at outcomes for teacher retention to track teachers who leave Maryland to determine what factors are important to retention: salary, mentoring, etc.

This report summarizes the review of each recommendation from the Barriers and Solutions Report, and describes strategies and activities already in place, as well as additional strategies for those recommendations that have yet to be addressed.
	Barriers and Solutions

Recommendation I 

The K-16 Partnership should create a workgroup to further develop, refine, and implement the recommendations II-VII.


Barriers and Solutions Recommendations and the Committee’s Recommended Strategies
To address Recommendation I the following activities described under the sub-heading of Process occurred.

Process

The Ad Hoc Committee on Special Education Teacher Preparation was co-chaired by Kimberly Lewis, Program Manager for the Division of Special Education/Early Intervention Services at the Maryland State Department of Education (MSDE), and by Jane Neapolitan, Associate Professor of Elementary Education and Chair of the Institute for Professional Development Schools (PDS) Studies at Towson University.  The Ad Hoc committee membership complied with the distribution of IHEs and PDSs deemed necessary to implement the K-16 Leadership Council charge.  The committee members and their affiliations are included in the acknowledgement section of the report.

The Ad Hoc Committee on Special Education Teacher Preparation was comprised of:

· Two co-chairs, one each representing K-12 and IHEs,

· Equal representation among  K-12 and IHEs, and

· At least one member representing Professional Development Schools (PDSs).

The committee met monthly during 2005-2006, researching, studying, and collectively reflecting upon the most up-to-date research on special education teacher preparation in Maryland.  Meeting notes summarized these discussions and listed the documents reviewed.  

	Barriers and Solutions

Recommendation II

The MSDE should develop a performance assessment manual for general educators regarding students with exceptional learning needs.




To address Recommendation II, the following activities have occurred and are planned for the future.

Performance Assessments for Identifying Teacher Competencies

Maryland educators have been using performance assessments with preschool through grade 12 (PreK-12) students and have found them to be an effective tool to assess student progress. Performance assessments come in a variety of formats such as portfolios, projects, demonstrations, lessons taught, reflections on lessons taught, and so forth.
Teacher educators preparing teacher education candidates should model the design, administration, and evaluation of appropriate performance assessments as part of their instructional program in higher education.

Through the Maryland State Improvement Grant (MSIG), Performance Assessments: A Resource for Special Education Teacher Educators in Maryland (2003) has been developed to provide special education teacher educators in Maryland with sample performance assessments to evaluate pre-service special educators.  The sample performance assessments have been designed to be consistent with the Council for Exceptional Children (CEC) Special Education Content Standards; the National Council for Accreditation of Teacher Education (NCATE) standards; the Interstate New Teachers Assessment and Support Consortium (INTASC) principles 2001; the Maryland teacher preparation standards, the Essential Dimensions of Teaching (EDoTs) which are aligned with the INTASC core principles; and the Maryland Teacher Technology Standards (MTTS). 

Maryland, through its partnership with NCATE, requires that all institutions develop assessment systems that document the candidate's ability to meet the CEC standards. NCATE defines performance assessments as comprehensive assessments through which candidates demonstrate their proficiencies in subject, professional and pedagogical knowledge, skills, and dispositions, which include candidates’ abilities to positively affect student learning.  The sample performances in this document may be used as models for the development of other performance assessments by institutions of higher education (IHEs) in preparation for NCATE or MSDE reviews. 

The assessments in Performance Assessments: A Resource for Special Education Teacher Educators in Maryland (2003) are intended to be examples of assessments that IHEs in Maryland can use for instructional purposes and CEC/NCATE program reviews.  Although these assessments follow a prescribed format, they should not be considered as all-inclusive models from a content perspective.

Prior to becoming certified, special educators must demonstrate teaching competencies in their field experiences and clinical practice. Ultimately, these special education teacher candidates must have the knowledge, skills, and demonstrated ability to appropriately assess student learning and make necessary classroom adjustments to have a positive effect on student learning. For example, teacher candidates will examine individual PreK-12 students with disabilities' work samples for evidence of learning to determine whether their teaching has had a positive effect on student learning. As a teacher education program implements its assessment system, performance data are collected on teacher candidates. The assessments must reflect professional, state and institutional standards, and they must contain multiple assessments incorporated throughout the program. 

All Maryland teacher education programs in special education must be aligned with the CEC standards. Performance assessments are embedded in Maryland teacher education programs, and are used for both formative and summative purposes. Rubrics or criteria for decision-making are carefully developed so special education teacher candidates clearly understand performance expectations.
Candidates are provided continuous feedback on their progress in meeting the CEC standards. Performance assessments can serve to document that the graduates possess certain knowledge, skills, and dispositions through performance assessment results. It is insufficient for teacher candidates merely to acquire information; they must be able to demonstrate and apply their knowledge for the enhancement of student learning. 

The successful teacher candidate will be able to apply the CEC standards. These selected performance assessment tasks are the tools to measure successful application of the standards. For example, in the CEC standards, Standard 10, Collaboration, requires special education teachers to have a strong relationship with the family of their PreK-12 students. In the field, teacher candidates can observe and/or participate in, plan, and hold meetings with parents of students who have disabilities. 

Currently, through the MSIG an additional resource is in development.  This resource, Performance Assessments: A Resource for Elementary Education Teacher Educators, is projected to be completed and disseminated in the spring of 2007.  This new resource will assist elementary teacher educators in evaluating the skills and competencies of elementary general education teachers providing instruction to students with disabilities.  Performance assessments are being designed for each of the ten INTASC principles.  At this time over twenty-five (25) performance assessments are being reviewed by Maryland IHE faculty, pre-service teachers, and experienced teachers.  Suggestions as a result of the reviews will be incorporated into the final document.  Once completed, Performance Assessments: A Resource for Elementary Education Teacher Educators, will be made available in hard copy and on the MSDE website. (http://perfstds.msde.state.md.us)

Prior to the fall of 2007, a new group of teacher educators, teachers, and MSDE staff should be established to begin the process of developing another document for secondary teacher educators. The intent of this new document is to assist secondary teacher educators in evaluating the skills and competencies of teachers serving students with disabilities at the secondary level.

	Barriers and Solutions

Recommendation III

IHEs, in light of NCLB, and in order to reduce the number of suspensions, should reexamine their curricula to ensure that teacher candidates know how to meet the needs of the students who will be in their classes, particularly with respect to understanding the components of curriculum modification and accommodation and positive behavior supports.


Re-examination of IHE Curricula Pertaining to Curriculum Modification/Accommodation and Positive Behavioral Interventions and Support

Maryland has a high rate of suspensions and expulsions of students with disabilities. In 2002-03, 14.8% of students with disabilities were suspended compared to 7.7% of students without disabilities. Several local school systems in Maryland also struggled with a disproportionate suspension of students of color.  There are several recommendations necessary in order to address these concerns.  Two of which are the provision of positive behavior supports and the effective use of accommodations and modifications in the classroom to address challenging behaviors.  

The placement of students with significant disabilities and students with behavioral challenges has become commonplace in education in the last two decades.  It is reported that preparing teachers to control student behavior is one of the greatest deficits in teacher training.  (Arick, Falco & Brazeau, 1989; Coates, 1989; Horner, Diemer & Brazeau, 1992; Kampwirth, 1988; Merrett &Wheldall, 1993; Munk & Repp, 1994).  Both regular and special education teachers report similar difficulties in addressing problem behavior (Weigle, 1997). The techniques learned for classroom management are typically passed along through anecdotal means rather than through formalized instruction (Kampwirth, 1988; Merrett & Wheldall, 1993).  A 1995 study found special educators utilize a “one size fits all” approach to behavior management rather than designing individualized supports.  Students who receive special education as a result of behavior problems must have individualized education programs that include behavior goals, objectives, and intervention plans. While current laws driving special education do not require specific procedures and plans for these students, it is recommended that their IEPs be based on functional behavioral assessments and include proactive positive behavioral interventions and supports.

Positive behavior support designed to address challenging behavior has engendered wide-spread support in the last two decades.  Positive behavior support is defined as: ”an approach designed to address challenging behaviors of individuals within a broad, lifestyle context using the most current, empirically-validated technologies.”  (See Training in Positive Behavior Support Trainer’s Guide, developed by the West Virginia University Affiliated Center for Developmental Disabilities, 1994, and Anderson, 1994).  The use of positive behavior support and the need for a functional behavior assessment as part of the positive behavior interventions is well documented. (See Asmus, J.M., Vollmer, T.R., & Borrero, J.C., 2002, Functional behavioral assessment: A school based model in Education and Treatment of Children, 25(1) 67-90). Positive behavior support was originally designed as an alternative to aversive interventions that were used with students with severe disabilities who engaged in extreme forms of self-injury and aggression (Durand & Carr, 1985; Meyer & Evans, 1989). 

The Individuals with Disabilities Education Act was revised in 1997 and required that schools utilize positive behavior interventions, strategies, and supports in order to address challenging behavior or behavior that threatens the removal of a student from a regular education classroom. In fact, IEP teams are required by IDEA to consider the use of positive behavior support and behavior intervention plans for children with disabilities whose behavior impedes their learning or the learning of others.

In 2002, the Maryland legislature requested that MSDE organize a Task Force to review and develop regulations that addresses the use of restraints and seclusion activities in public and non-public schools that educate students with disabilities.  A task force with representative stakeholders met throughout the year in 2003 and developed regulations.  (See COMAR 13A.08.04.01).
The regulations require the use of behavior intervention plans:  “a proactive plan to address problem behaviors exhibited by a student in the education setting through the use of positive behavior interventions, strategies and supports”  COMAR 13A.08.04.02.A(1).  Furthermore, the COMAR regulations contain a definition of a functional behavior assessment.  (See COMAR 13A.08.04.02(5).  These definitions are consistent with “best practices” in the field of special education.  Importantly, the COMAR regulations contain general requirements for the use of restraint or seclusion.  The use is prohibited in public and non public schools unless: there is an emergency situation and physical restraint is necessary to protect a student or other person from imminent, serious, physical harm after other less intrusive, nonphysical interventions have failed or been determined to be inappropriate. COMAR13A.08.04.05A(1)(a)(i).   

MSDE has taken positive steps through policy implementation and collaborative planning with stakeholders by means of the following: 

· Maryland Teacher Professional Development Standards

· Suspension Study Group

· State Improvement Grant Performance Assessment Manual

· Disproportionality Conferences

· Positive Behavior Intervention Support Training

· Performance Assessments for Special Educators

Finally, accommodations and modifications are types of changes that can be made to the environment, curriculum, instruction, and assessment practices in order for students to be successful learners.  Many people use these terms in different ways and at times, it can become confusing.  For purposes here, we will use these terms with the following meanings:

Accommodations are changes in how a student accesses information and demonstrates learning.  In other words, the teaching and testing procedures are changed in order to give the student equal access to instruction and equal opportunity to demonstrate what they know.  Accommodations do not substantially change the instructional level, the content, or the performance criteria.  
Examples of accommodations are:

· Scheduling (e.g., breaks, time extensions)

· Setting (e.g., special seating arrangements, small grouping, location change)

· Equipment or Materials (e.g., large print, brailled materials, electronic speller, bilingual dictionary)

· Presentation (e.g., repeated directions, written copies of orally presented material, audiotape of written materials, sign language interpreter)

· Response (e.g., use of word processor, dictated vs. oral responses, pointing or gesture response)
Modifications are changes in what a student is expected to learn and demonstrate when participating in the general education curriculum.  While a student may be working on modified course content, he or she is working in the same subject area or within the same instructional activity as other students.  Modifications do significantly change the instructional level, the content, and/or the performance criteria.
Examples of modifications are:

· Same, only less
The assignment is the same but the number of items is reduced.

· Same activity with streamlined performance requirements
The assignment is reduced in size, breadth, or focus.

· Same activity with a focus on embedded skills.
The assignment remains the same, but the underlying skills required to perform the task are identified as IEP objectives.  Often, these are language and communication skills or social and behavioral skills.(See Fisher D., Frey N., and Sax, C. (1999). Inclusive Elementary Schools:  Recipes for Success.  Colorado Springs:  PEAK Parent Center).

In Maryland, accountability for teacher preparation programs for all teacher candidates is assessed through the Program Approval and National Accreditation process. Upon examination of the current process, the following strategies have been recommended.

Strategy III.1

MSDE, Division of Certification and Accreditation should develop and implement guidelines to be used during the accreditation and program approval processes that will evaluate the extent to which performance assessments of all teacher candidates include competencies in making curricular accommodations and modifications (refer to MSDE definitions) for students with disabilities.
Strategy III. 2
MSDE, Division of Certification and Accreditation should develop and implement guidelines to be used during the accreditation and program approval processes that will evaluate the extent to which performance assessments of all teacher candidates include competencies in functional behavior assessment and positive behavior support (refer to MSDE definitions) for students with disabilities.
Strategy III.3
MSDE, Division of Certification and Accreditation should develop and implement guidelines to be used during the accreditation and program approval processes that will evaluate the extent to which performance assessments of all teacher candidates include competencies in (a) basic understanding of disabilities and the special education process, (b) identifying students potentially eligible for special education by means of classroom-based assessments, (c) analyzing student performance data, (d) providing appropriate interventions and strategies for students who need additional academic or behavioral supports in order to achieve in a general education environment, and (e) communicating and collaborating with parents and professionals.
	Barriers and Solutions

Recommendation IV

IHEs, MSDE and the K-16 Partnership, in light of NCLB, should review the recommendations of the MSDE Division of Special Education/Early Intervention Services’ Teacher Preparation Task Force Report and reexamine teacher certification requirements to determine the need for any changes.




Maryland is among one of nineteen states that awards non-categorical special education certification (Special Education Certification by State), distinguished by grade levels. Maryland offers three types of generic special education certificates in the following areas.
· Infant/primary (birth – grade 3),

· Elementary/middle  (grade 1 – grade 8), and

· Secondary/adult (grade 6 –grade 12).

In addition, Maryland offers the following three categorical certificates:

· Hearing Impaired,

· Visually Impaired, and

· Severely and Profoundly Disabled.

While the performance outcomes specifically related to the categorical disability vary, for program approval, the CEC standards are utilized for special education programs.  The CEC standards address the need for candidates to demonstrate knowledge and proficiency in the areas of human growth and development, assessment, and curriculum and instruction. All candidates must have a year long internship experience with the categorical population. (COMAR 13A.12.02 .20 Certification in Special Education)

All six certificates require passing the appropriate certification tests, which includes Praxis II for the area of special education. Under the provisions of NCLB, special educators must be “highly qualified” in the core academic subject that they teach. In order to help veteran teachers meet this requirement, The State Board of Education adopted Maryland’s High, Objective, Uniform State Standard of Evaluation (HOUSSE). Using rubrics that award points for the level of special education certificate, years of satisfactory teaching, course work in reading and core academic subject areas, continuing professional development and a variety of activities, service awards, and presentations, the HOUSSE allows experienced teachers to demonstrate competency in core academic subject areas without having to take additional tests.

Since many special educators and teachers of English as a Second Language programs teach multiple subjects, completing one HOUSSE rubric for each core academic subject area taught became a redundant and burdensome process.  In October of 2004, the State Board adopted a Special Education HOUSSE for teachers who provide direct instruction in core academic subjects. The rubrics and procedures for applying them are contained in Achieving “Highly Qualified” Status Under No Child Left Behind (NCLB): A Guide for Maryland Teachers-Using Maryland’s HOUSSE available on the MSDE website at www.marylandpublicschools.org
The HOUSSE process for (1) experienced elementary and secondary teachers certified in special education and teaching core academic subjects in special education assignments; and (2) experienced K-12 teachers in English for Speakers of Other Languages (ESOL) and teaching core academic subjects in ESOL assignments will be available only to teachers with experience prior to the 2010-11 school year, in order to remain an option during teacher preparation program transition.  The use of HOUSSE for these educators (except multi-subject special educators who are highly qualified in language arts, mathematics, or science at the time of hire) will end at the conclusion of the 2013-14 school year regardless of prior experience.

Special educators who do not provide direct instruction in core academic subjects or who provide only consultation services to highly qualified teachers on the use of accommodations, curricula modifications, and behavioral supports and interventions, do not need to demonstrate subject-matter competency in the core academic areas.

Re-examination of Initial Teacher Certification Requirements 

Accountability for the education of all children is the shared responsibility of all educators, both general and special.  To be consistent with the spirit of the NCLB Act, children should be taught by teachers who are “highly qualified” in core content areas, and who have the pedagogical knowledge, skills, and dispositions to make the general education curriculum and environment accessible to all children consistent with the principles of universal design.  These principles differentiate curriculum to provide multiple and flexible methods of presentation, instruction, and assessment of student progress to ensure access to the core content areas. 
Upon examination of the current requirements, the following strategies have been recommended:

Strategy IV.1

MSDE Divisions of Special Education and Certification and Accreditation are forming a task force to examine the certification requirements for special education teachers in light of current educational and scientifically- based research and NCLB.

Strategy IV.2

MSDE should develop certification requirements to ensure that the


preparation of special education teachers incorporates sufficient core academic content to enable candidates to meet the requirements of “highly qualified” teachers.

Strategy IV.3

MSDE should ensure that the preparation and continuing professional development of general education teachers incorporate sufficient special education pedagogical knowledge, skills, and dispositions to enable educators to make the general education curriculum and environment accessible for all children. 

Re-examination of Local School System Master Planning/Professional Development
Local School Systems (LSS) design their professional development plans under the framework of the Maryland Teacher Professional Development Standards. Standard IV: Diverse learning needs includes opportunities for teachers to develop and demonstrate the knowledge and skills necessary to design and implement instructional and assessment strategies that meet diverse student learning needs and help all students master Maryland content standards.”  

Strategy IV.4

LSS Master Plans (prepared under the Bridge to Excellence in Public Schools Act), in order to be approved by MSDE, must assure that the competencies specified above for pre-service teacher preparation are also assessed, developed and demonstrated by in-service teachers. 

Strategy IV.5

MSDE should develop guidelines for and provide technical assistance to LSSs in the development of Master Plan components that address how their professional development systems assure that all teachers have the pedagogical knowledge, skills, and dispositions to make the general education curriculum and environment accessible to all children described above, including: (a) making curricular accommodations and modifications, (b) conducting functional behavior assessment and implementing positive behavior support, (c) basic understanding of disabilities and the special education process, (d) identifying by means of classroom-based assessments, (e) analyzing the data, (f) providing appropriate interventions for students who need additional academic or behavioral support in order to achieve in a general education environment, and (g) communicating and collaborating with parents and professionals. 

In addition, MSDE staff should consider the following:

· In the development of the guidelines and technical assistance, MSDE should address alignment of professional development to individual teacher evaluations such that professional development is provided in identified areas of need, is aligned with school improvement plans, and is consistent with MSDE’s Maryland Teacher Professional Development Standards. 

· MSDE should continue to model general and special education collaboration to LSSs in providing integrated technical assistance to special and general education staff at State Briefings and in publications.

· MSDE should support professional development for administrators to specifically address the professional development alignment and focus on addressing diverse learning needs of students.

	Barriers and Solutions

Recommendation V.

IHEs, MSDE and the K-16 Partnership, in light of NCLB, should increase the number of certified, qualified teachers to meet the needs of all students with and without disabilities in Maryland. A continuation of approved programs, a transcripts analysis, or the Resident Teacher Certificate program continues to be part of the solution for the shortage of teachers.




Recruitment and Retention

In July 2006, MSDE submitted a detailed plan to the U. S. Department of Education describing the actions the state and local education agencies will take to reach the Highly Qualified Teacher Goal in 2006-2007 and beyond.  We have included here some of the activities specifically related to the preparation of special educators.  

Strategy V.1 

Developing Dual Certification (Institutions of Higher Education) IHE Programs

Using Maryland State Improvement Grant (MSIG) funds, the following IHEs have developed or are developing dual certification programs that will produce highly qualified teachers (HQT).
· Towson University developed a dual certification program (elementary education/special education) program.  By spring 2007, this program is expected to produce over 100 graduates per year. Presently this program is the fastest growing undergraduate education program at Towson University despite the high academic requirements for admission.   

· Also, Towson University is in the process of developing a dual certification program in early childhood and special education.

· Mount St. Mary's University redeveloped its undergraduate special education program to become a dual certification program beginning in the fall of 2006.

· Loyola College is in the process of redeveloping its early childhood graduate program in special education to become a blended/dual certification program.

· Hood College has redeveloped its undergraduate special education program for dual certification at the elementary level.    

· McDaniel College is currently exploring redevelopment of its graduate special education program to become a dual certification 5 year program at both the elementary and secondary levels. 

Strategy V.2

Implementing PRAXIS Training Opportunities

Using Maryland State Improvement Grant (MSIG) funds, the MSIG team hired a consultant team to research and report on effective interventions for teacher candidates who have difficulty passing PRAXIS I.  This work has been completed and compiled into a written report.  The consultant will disseminate the project’s findings to Maryland IHEs for use to support pre-service training opportunities.  The PRAXIS consultant will share a written document and verbal report of the information to the 13 IHEs that have special education teacher preparation programs. 

Eight (8) of the 13 IHEs that have special education teacher preparation programs, developed new PRAXIS training/preparation programs (funded through Part B). They include:   

· Bowie State University

· College of Notre Dame

· Goucher College

· Hood College

· Towson University

· Towson University - Shady Grove

· University of Maryland, Eastern Shore

· University of Maryland, College Park

Strategy V.3

Implementing alternative preparation programs for career changers and others who did not complete undergraduate education programs. (Alternative Preparation Program)

Using Maryland State Improvement Grant (MSIG) funds, competitive grants have been awarded to IHEs and their partner school systems for the purpose of recruiting, training, dually certifying, and retaining highly qualified teachers in special education and a content area or elementary education through a pilot Resident Teacher Certificate (RTC) Program.  Four grants were awarded under the MSIG II: (a) College of Notre Dame partnered with Baltimore City and Anne Arundel County; (b) Goucher College partnered with Baltimore and Harford Counties; and (c) Chesapeake Community College partnered with Upper Eastern Shore Counties.  By June 2006, approximately 36 RTC teacher candidates completed the program and another 63 RTC teacher candidates completed the first year of the two-year program.  Also, 77 teacher candidates entered the RTC program in summer of 2006.  These programs will be revised by January 2007 to meet new state requirements of alternative preparation programs.
Strategy V.4

Developing Mentoring Programs in Cooperation with IHEs and Local School Systems

Using MSIG funds, $56,500 grants were awarded to IHEs and their partner school systems to developing mentoring programs.  These three-year mentoring grants are supporting conditional teachers and beginning teachers who are working toward or have certification in special education.  The grants provide each IHE $56,500 for each of the three years.  The IHEs along with their partner school systems and priority areas include:

· Towson University/Howard County Public Schools – mentoring new special education teachers;

· University of Maryland Eastern Shore/Lower 9 Eastern Shore Counties – mentoring new special education teachers;

· Goucher College/Baltimore County, Baltimore City, Harford County – coaching provisional teachers, who are individuals in need of support to become certified;

· University of Maryland College Park/Prince George’s County Public Schools – mentoring and fellowships for teachers seeking a Master’s degree in Special Education Certification.

Strategy V. 5
 
Implementing Mentor Training 

MSIG is in the process of developing and implementing a Special Education Mentor Institute for the 2006-2007 school year.  Consultants have been hired to develop and implement the special education mentor training.

· Nine mentoring sessions have been schedule for 50 participating mentors.
· Mentors are the individuals who support the candidates in the RTC in Special Education Programs or participating in the IHE and LSS partnership grants discussed previously.

· Best practices in mentoring and adult learning strategies serve as the foundation for the institute sessions.

	Barriers and Solutions

Recommendation VI.

IHEs, MSDE and the K-16 Partnership, in light of NCLB, should implement the recommendations made in the Quality Teacher Work Group Final Report. Among these recommendations are:

e. By July 1, 2009 Maryland will require all newly hired teachers to have completed an approved program.  Approved programs will utilize traditional, alternative and newly created programs leading to certification under a common set of standards.

f. MSDE should facilitate a statewide collection system of recognized and successful Praxis I and II preparation programs to be administered by IHEs.

g. The Education Coordinating Committee (ECC) through the Maryland Partnership for Teaching and Learning K-16 Leadership Council, should ensure that issues and policies related to teacher education are coordinated and aligned across all interagency constituents..
h.  That MSBE should direct MSDE to create a middle school certification endorsement for incumbent teachers who have a minimum of 30 credits in an academic content area OR pass a portion of the Praxis II for that field.




Quality Teacher Workgroup

The committee supports the recommendations of the Quality Teacher Work Group as they pertain to the recruitment, preparation and retention of quality special education teachers and general education teachers who serve children with disabilities in Maryland. The committee recognizes that recruitment, preparation and retention are a joint and collaborative responsibility of the state and IHEs, and that continuous dialogue and mutual representation between the groups help ensure a quality teacher workforce for the future. 

Strategy VI.1

Developing a Common Set of Standards for IHE-based and Alternative 


Preparation Programs. 
Common sets of standards are already in use for IHE-based programs. In order to address the shortage of special education teachers in the state, it was necessary to utilize several pathways or “routes” to certification, including IHE-based and alternative preparation programs.  First, the Redesign Performance criteria are used for approval of all teacher preparation programs.  In addition, the specific standards of the certification areas offered at the IHE (e.g. CEC, National Council of Teachers of English standards, National Council of Teachers of Mathematics standards) are utilized, and either the INTASC or EDOT standards are used for teacher education. Other standards which also must be met are the Maryland Standards for Professional Development Schools and the Maryland Teacher Technology Standards are.  In addition, for State/NCATE joint visits, the NCATE standards have been used to accredit the teacher education unit. All alternative preparation programs have to meet program approval standards in accordance with the Guidelines for Implementing Alternative Preparation Programs, as adopted by the MSBE and PSTEB.  Like IHE-based programs, alternative preparation programs must adhere to the INTASC or EDoT standards and the specific standards of the certification area, e.g., CEC standards.  MSDE has begun a statewide project to develop Alternative Preparation Program Standards of Practice.  Procedures for approving and maintaining state approval of alternative preparation programs are those used for IHE-based programs.  
Strategy VI. 2 
Facilitating a Statewide Collection System for Praxis I and II 


Preparation Programs

The committee recognizes that in order to recruit and retain teachers inclusively, support must be provided for taking Praxis I and II. At present, Praxis I and II are gatekeepers for those applying for certification or seeking re-certification and/or additional endorsements. A statewide collection system of recognized and successful testing preparation programs administered by IHEs would optimize the possibilities for all teachers to reach HQ status.

Strategy VI. 3 
Coordinating and Aligning Interagency Constituents

The committee supports the work of the Education Coordinating Committee (ECC) through the Maryland Partnership for Teaching and Learning K-16 Leadership Council to coordinate and align issues and policies related to teacher preparation across all interagency constituents.
Strategy VI. 4 
Creating a Middle School Certification Endorsement for Incumbent 


Teachers

A middle school certification endorsement was created for incumbent teachers to ensure that all middle school teachers, regardless of initial preparation and/or certification area, could attain HQ status in compliance with NCLB. The committee supported the development of a middle school endorsement in order to expedite teachers’ attaining HQ status. By providing supports, such as the previously mentioned support for Praxis examinations, and content area courses offered through IHEs and PDS partnerships, teacher retention and quality would be optimized. These collaborative efforts would continue the joint responsibility of the state and IHEs for ensuring a quality teacher workforce. 
	Barriers and Solutions

Recommendation VII.

MSDE should develop a longitudinal study to look at outcomes for teacher retention to track teachers who leave Maryland to determine what factors are important to retention: salary, mentoring, etc.




Longitudinal Study of Teacher Retention

The committee did not feel it was necessary for MSDE to initiate a longitudinal study at this time.  Annual data are collected by MSDE to complete the Maryland Staffing Report.  Additionally, Towson University is currently completing a study with some preliminary information provided as follows:

The most common figure cited is that between 30-50% of teachers leave the profession within the first five years (Fleener, 1998; Ingersoll & Smith, 2003; Texas Education Agency, 1995).  However, critics justifiably argue that this statistic masks complexities.  For example, Colgan (2004) and Adams and Dial (1994) point out the important distinction between "movers" and "leavers": teachers who move from one teaching position to another vs. those who leave the profession entirely, never to return.  Technically, movers should not be included in national or regional attrition rates; however, for the school and the district, a teacher who relocates is still a teacher who must be replaced and is thus viewed as a “loss.”  Another crucial distinction relates to school-level characteristics.  Smith and Ingersoll (2004) found that the risk of teacher turnover increased by 50% in schools where 75% or more students received free or reduced lunch. 

In an effort to fine-tune the picture, researchers have analyzed survey data to determine causes of teacher turnover.  Reasons for leaving a teaching position, other than layoff or termination, fall into five broad categories:  retirement, horizontal migration, vertical migration, career hiatus, and dissatisfaction with the profession.  The first three categories are natural and unavoidable causes of turnover in any profession:  veteran teachers retire; younger teachers migrate to similar positions elsewhere or advance to non-teaching positions such as principals or curriculum specialists.  The fourth category, career hiatus, may be rather unique to teaching.  As educational sociologists have long observed, teaching is a profession one can exit and re-enter relatively easily.  Women who wish to "take time off" to raise children are especially drawn to this aspect of teaching (Biklen, 1995). 

The research literature has emphasized the fifth category, dissatisfaction with the profession, presumably because this is the only category over which school induction and teacher preparation programs may have direct influence.  Reform efforts are designed to ameliorate the factors that drive new teachers to quit the profession altogether.  A review of eight studies on teacher dissatisfaction showed teachers left the profession due to (1) student-related factors, such as discipline problems, motivation, and language barriers; (2) collegial factors, such as lack of collegiality, administrative support, and participation in decision-making; (3) resource factors, such as class size, materials, and work load; and (4) status-related factors, such as comparatively low salary and benefits (Neapolitan et al, 2006).

Research has shown that novices who experience an extended internship are less likely to quit the profession within the first three years (Andrew & Schwab, 1995; Darling-Hammond, 2000).  This finding suggests that a more extended period of practice teaching may prepare new teachers to confront the same challenges that cause less well-prepared teachers to quit in frustration.  The Redesign of Teacher Education in Maryland (Maryland Higher Education Commission, 1995) requires all approved teacher preparation programs to include year long internship in a Professional Development School (PDS).  The internship features connections between theory and practice as teacher candidates take courses on site, use their teaching placements as “laboratories” for planning, instruction, and assessment; receive feedback and support from qualified mentor teachers and university supervisors; interact as “semi-professionals” with all members of the school community, including parents; and participate in service learning and action research projects.

As a school-university-community partnership (Holmes Group, 1990), the PDS brings together the major stakeholders in the teacher retention endeavor.  School districts and building principals need to keep well-qualified and effective teachers in classrooms to provide sustained, high-quality instruction that ensures all children will learn and meet with success during the course of their schooling.  This is a central strategy for improving schools (National Commission on Teaching and America’s Future, 1996). From this perspective, teacher retention means keeping teachers continuously employed in the same school or district.  When a teacher takes a position outside of the district, a considerable financial and professional education investment is lost that ultimately affects the community.  However, from a teacher education perspective, teacher retention also means keeping teachers in the profession.  “Staying” in teaching should be redefined in light of the expectations of present day candidates who seek “a variety of career trajectories with multiple avenues for leadership roles and advancement during the career span” (Cochran-Smith, 2004, p. 391).

In order to address this problem, a group of faculty and administrators at Towson University conducted a mixed methods study from 2001-2006 in collaboration with Baltimore County Public Schools (BCPS), the largest employer of Towson University graduates in education.  The university has been preparing teacher candidates through its  PDS model since 1994 and employs  the National Council for Accreditation of Teacher Education (NCATE) Standards for Professional Development Schools (2001) and the Maryland Standards for Professional Development Schools (2003) to guide its clinical work (Proffitt, Madden, Wittmann, & Field, 2004).  The research team worked with the Office of Human Resources at BCPS to secure a valid list of beginning teachers who graduated from either PDS or non-PDS undergraduate programs at Towson and accepted teaching positions in the district beginning in 2000.  This year was chosen for the study because it was prior to full implementation of PDS, with approximately 50% of candidates in PDS and 50% in traditional student teaching, thus creating an opportunity for a viable comparison.  

Beginning with the Class of 2001, a total of 87 teachers who graduated from the B.S. degree programs in Early Childhood Education, Elementary Education, and Secondary Education were employed by the district; 39% (n=34)were from PDS programs, while 61% (n=53) were from non-PDS programs. The major difference between the two programs was the duration and nature of activities in the Professional Internship year (described above).

After four years, 80% (n=27) of the PDS prepared teachers compared with 46% (n=24) of the non-PDS prepared teachers were still teaching in BCPS.  In-depth interviews conducted with 7 PDS-prepared teachers revealed a strong focus on (1) reflection and thoughtfulness in planning and assessment; (2) consideration for what is developmentally appropriate for students, especially regarding the diverse composition of one’s classroom; and (3) considerations for the physical and psychological environment in which teaching and learning occur, e.g., how time, space, materials, groups, and social interactions support learning.  Follow-up interviews with the same teachers in 2006 showed connections to their PDS preparation.  Teachers felt that learning to teach in a PDS had “accelerated” their performance, making them more realistic and confident in their teaching.  They also felt more prepared to take on leadership roles in their schools as a result of understanding the whole school, not just their classroom.  Strong relationships with cooperating teachers and university faculty and supervisors provided support that often continued into their professional teaching.  Involvement with the PDS through activities such as service learning and action research projects compelled them to become involved with the school, thus making them an educational “insider” from the start of their careers (Neapolitan et, al., 2006).

Report Conclusion
In summary, the Ad Hoc Committee on Special Education has recommended action steps that bring the recommendations within the PowerPoint presentation entitled, Teacher Preparation in Maryland: Barriers and Solutions to life.  The strategies enable MSDE, IHEs and LSSs to work in collaboration in order to provide all Maryland’s students with highly qualified teachers.  As a result, all students, including students with disabilities, will be ensured a quality education and enhanced opportunities for learning.
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