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As the state of Arizona moves to raise academic standards
for elementary, middle, and secondary school students, a
parallel movement to strengthen teacher recruitment,
preparation, and certification is also evolving. As part of this
process, the Arizona Department of Education has imple-
mented a two-tiered certification process. To secure an initial
teaching certificate, prospective teachers need to complete an
approved teacher preparation program and pass the Arizona
Teacher Proficiency Assessment™. This examination
measures preservice teachers' understanding of professional
pedagogy and content knowledge. To apply for a standard
teaching certificate, new teachers must submit a professional
portfolio before the completion of their second year of
teaching. The portfolio's purpose is to provide evidence that
the new teacher is able to meet the competencies prescribed
by the new Standards for Arizona Teachers, which were
created by educators at all levels of the education community
and are aligned with competencies established by the
National Board for Professional Teaching Standards.

To help preservice teachers meet the challenges of the two-
tiered certification process, the College of Education at
Arizona State University (ASU) began an intensive review of
the various elements of the Initial Teacher Certification (ITC)
program, including

• admissions criteria,

• retention procedures,
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• curriculum alignment,

• program delivery,

• performance assessments, and

• induction efforts.

Admissions Criteria
The ITC program is an upper-division, highly sequenced,
full-time, four-semester commitment. Undergraduates and
graduates who are eligible may apply to the program,
which consists of three areas of certification—Elementary,
Secondary, and Special Education—or two endorsement
programs—Early Childhood and Bilingual/English as a
Second Language. Students apply to one of the five program
areas. Program area faculty are responsible for evaluating
potential applicants.

As one of the first steps of our program review, we compared
the performance outcomes of our teacher preparation pro-
gram with the admissions criteria for the ITC program.
Admissions criteria have changed dramatically over the past
decade. In the early 1990s, admissions decisions were based
solely on grade point averages (GPAs) and scores on the
Preprofessional Skills Test. By the mid-1990s, applicants were
also being evaluated on their résumés and responses to
several essay questions. Currently, we consider a combina-
tion of information, including test scores, GPAs, and
professional résumés. Applicants must also provide evidence
of sustained teaching experience (preferably with high-needs
populations) and must secure letters of recommendation
from individuals who have evaluated their potential in their
early teaching experiences. Finally, because the Arizona
Teacher Proficiency Assessment requires a significant
amount of written response, the ASU faculty determined that
the essay portion of the ITC application must be completed at
the university's writing center under test conditions.
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To help potential applicants become aware of new admis-
sions requirements, academic advisors from the College of
Education's Office of Student Affairs conduct monthly
informational meetings. Academic advisors also attend
articulation meetings with local community colleges to
ensure that students seeking admission to the ITC program
are fully informed and prepared.

Currently, ITC students upon admission have a mean GPA of
3.12 and a mean ACT score of 23. However, ITC applicants
who have ACT scores between 18 and 21 but who have
worked extensively with children or who are from
populations that are underrepresented in teaching are
admitted to the program on a provisional basis. They receive
specific academic support from the Office of Recruitment and
Support.

To provide opportunities for potential teacher candidates
to work with children in public schools, the College of
Education has formed a partnership with the Service
Learning Unit at ASU. Most lower-division core courses
have optional service learning components, and students
who wish to work in public schools take the service
learning laboratory that accompanies each course. For
instance, students registered for English composition
tutor children in writing skills. These students spend an
additional two hours each week planning lessons and
three hours each week tutoring children in local school
districts.

Retention Procedures
One of the strengths of the ITC program is the continuous
monitoring of students' academic progress and professional
conduct. Students are required to demonstrate satisfactory
academic progress and appropriate field performance to
maintain good standing in the ITC program.
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Academic Progress
Students who enter the ITC program must continue to
demonstrate appropriate academic progress. In other words,
they must maintain a GPA of at least 2.5 and must receive a
"C" or better in all ITC courses. Students who fall below these
minimum standards are advised to repeat the course(s) and
may work with an academic tutor in the Office of
Recruitment and Support. Only students who have
completed all coursework and have maintained good
academic standing may enter the student teaching semester.

Professional Conduct
In addition to maintaining good academic standing, ITC
students must demonstrate appropriate professional conduct
in their field placements. During the three semesters before
the student teaching semester, ITC students spend
approximately six to eight hours per week as interns in a
classroom setting that is appropriate for their program
emphasis. As an example, students in the bilingual education
endorsement area are placed in bilingual classrooms. Each
student's professional conduct is assessed twice a semester
by the in-service teacher with whom the student is placed.
This teacher uses the Professional Attributes and
Characteristics Scale (PACS) to assess the student's field
performance (see Figure 1). The PACS is a hierarchical
instrument designed to provide specific feedback on 16
attributes or characteristics that contribute to a professional
teacher's success or failure (Enz, Freeman, & Cook, 1990; Enz
& Carlile, 1998). After the placement teacher conducts a
PACS review with the student, both parties sign the PACS,
and the student returns it to the Office of Professional Field
Experiences. This office reviews approximately 1200 PACS in
the middle and at the end of each semester.
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When the PACS identifies a student who is having difficulty
in the field setting, that student is referred to the Teacher
Learning Center (TLC). The TLC director reviews each
referral by calling both the placement teacher and the student
to determine the specific nature and seriousness of the
problem. In most cases, the identified problems have been
resolved during the joint review of the PACS. If an identified
problem is still unresolved, the TLC director begins to work
with the student to develop and implement a remedial
program. The TLC provides peer-group and private coun-
seling and specific workshops on such topics as professional
organization and management and assertiveness training.
These services are provided by counselors-in-training from
the Counseling Education Training Center in the College of
Education.

The student's remedial program and subsequent field per-
formance are monitored by the TLC director. Fortunately,
this proactive approach to improving professional conduct
and field performance is usually successful. For the few
students with persistent problematic behavior, the TLC
director calls for a Faculty Review Panel. This panel consists
of faculty, staff, and placement teachers who have worked
directly with the student. The policies and procedures
described in Figure 2—the Performance Standards and
Procedures Policy flow chart—guide the panel's actions. The
panel reviews the student's situation and makes recom-
mendations about the student's future in the ITC program
(Enz, Kimerer, & Freeman, 1997). Ultimately, a student may
be suspended from the college if the panel believes that he or
she is unwilling or unable to perform the duties of a teacher
in a satisfactory manner.
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Figure 1
Professional Attributes and Characteristics Scale
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Figure 1 (continued)
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Figure 2
Performance Standards and Procedures Policy
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Curriculum Alignment
Another important component of the College of Education's
assessment of the ITC program was a comprehensive review
of the horizontal and vertical alignment of curriculum
content and pedagogy. This review compared the ITC cur-
riculum with the content of and pedagogical competencies
identified in the new Standards for Arizona Teachers.

Horizontal Alignment
Curriculum alignment began when like-discipline methods
faculty met and shared their course outlines and performance
expectations. The intent of this review was not to dictate how
reading methods should be taught but was rather to ensure
that students were receiving similar reading content
regardless of course instructor. Once a common syllabus had
been determined, the methods faculty contrasted their
curriculum with that of the Standards for Arizona Teachers.
As a group, faculty identified the competencies that their
courses did or did not adequately cover. The meetings have
also served as a forum for instructional dialogue. Methods
faculty were able to share ideas, review assignments, solve
common concerns, and discuss plans to improve the
program. Horizontal alignment is an ongoing process, and
faculty continuously update and improve their courses.

Vertical Alignment

After the horizontal curriculum review was completed,
methods faculty representing the three semesters of study
met. As they compared their lists of competencies, they noted
areas where their combined curricula did not adequately
address the Standards for Arizona Teachers. In most cases,
these gaps dealt with long-term and daily interactions in a
classroom context that can only realistically be addressed
during student teaching. At this point, the methods faculty
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began to work with the director of Professional Field
Experiences, who is responsible for the full-time student
teaching apprenticeship.

Program Delivery
Learning how to teach is a challenging cognitive activity
(Berliner, 1986). Beyond mastery of subject content and
pedagogical knowledge, there is the complex craft of
classroom practice. Classroom skills cannot be learned on a
college campus far from the realities of classroom life. Hence,
two of the ITC's largest program areas—elementary and
secondary education—began to teach methods courses at
local schools. This move has made field-based methods
instructors more sensitive to the practical aspects of
classroom teaching. In some cases, public school faculty and
administrators team-teach methods courses with university
faculty. One benefit of the on-site approach is the increased
supervision of ITC students as they begin to teach and
manage children. Being on site gives methods faculty an
opportunity to provide immediate feedback to preservice
teachers. In turn, observing preservice teachers allows course
instructors to determine whether endorsed methods meet the
"reality test" of classroom practice. Finally, as the partnership
between College of Education faculty and public school
faculty develops, ITC students see a stronger integration of
theory and practice.

Performance Assessments
During the student teaching semester, it is critical that
preservice teachers be assessed with instruments that reflect
the Standards for Arizona Teachers. During the spring of
1998, personnel from the Office of Professional Field
Experiences compared the Instructional Development Scale
with the new Standards for Arizona Teachers (Enz, Freeman,
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Cook, Stamm, & Kimerer, 1990) and found a 92 percent item
match between the two documents. Working with
supervisory personnel from ASU Main and West campuses,
the Office of Professional Field Experiences revised the
Instructional Development Scale to better reflect the newly
adopted Standards for Arizona Teachers (Enz & Carlile,
1998).

In addition, the Assessment and Supervision of Instruction
certification course—required for all veteran teachers who
wish to serve as mentors—was refined to incorporate the
new standards. Similarly, all university supervisors were
apprised of the new competencies on the revised
Instructional Development Scale.

The Assessment and Supervision of Instruction is a
15-hour certification course required of all teachers who
wish to serve as mentors. Teachers may take it for one
hour of graduate credit or may take it free of charge and
apply the hours toward the 180 hours of Professional
Development required every six years to maintain state
certification. The course:

• reviews the two assessment instruments (the Instruc-
tional Development Scale and the PACS) and
establishes inter-rater reliability,

• contrasts expert and novice cognitive responses to
teaching,

• describes the three phases of student teaching,

• defines the responsibilities of each member in the
student teaching triad,

• provides information about developmentally appro-
priate feedback,

• previews several data collection techniques, and

• discusses weekly documentation of student teacher
performance.
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Figure 3
Weekly Progress Form

The Weekly Progress Form has been designed to help mentor-and-student-teacher teams give and receive frequent

feedback. After checking te items on each instrument, please write comments that provide specific guidance to the

student teacher. (turn page)
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A mentor must provide written feedback on a daily basis and must
informally assess and document the student teacher's performance on a
weekly basis (see Figure 3). Our research has shown that student
teachers value explicit written feedback because it helps to guide them
as they assume greater responsibilities for student learning (Enz &
Carlile, 1998). The student teacher also receives formal written
evaluations from the mentor three times during the semester.
University supervisors are required to observe the student teacher at
least five times during the semester. They, too, provide written
feedback.

Student teachers are encouraged to videotape their lessons
periodically. This gives them the opportunity to observe their
instructional delivery and assess their interactions with
students. The use of videotape encourages self-analysis and
allows student teachers to observe and document their
professional growth.

Induction Efforts
After student teachers graduate and pass the Arizona
Teacher Proficiency Assessment, they receive an initial
teaching certificate. At that point, they are eligible to be
employed as first-year teachers. The stresses and strains of
becoming a first-year teacher are well documented (Berson &
Breault, 1999; Lortie, 1975). Unfortunately, the two-tiered
certification process presents another pressure for new
teachers—they must maintain employment while continuing
to develop their teaching skills. The College of Education at
ASU has long recognized the developmental nature of
learning to teach. Therefore, in 1995 it implemented the
Beginning Educator Support Team (BEST), which is a
partnership with local school districts that is designed to
provide induction services to first- and second-year teachers.
Support is offered through extensive orientation before the
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start of the school year, timely workshops that cover the
basics of classroom survival, and an assigned grade-level or
subject-matter mentor who provides day-to-day support.

In addition to providing support within its buildings and in
the school districts, the College of Education also gives new
teachers an opportunity to receive master's-level credit that
may be applied to any master's program at ASU. The course
features specific activities designed to meet the needs of new
teachers and includes monthly support seminars that focus
on guided reflections.

The BEST program also provides training for mentor
teachers. The mentor program emphasizes developmental
coaching and specific techniques that encourage professional
reflection.

Currently, BEST is implementing a program called Profes-
sionals Evolving Practice. This course is designed to help
second-year teachers create the professional performance
portfolios that provide evidence that the teachers' practice
reflects the Standards for Arizona Teachers. The course is co-
taught by National-Board-certified teachers.

Conclusion
The process of reviewing our teacher preparation program
led to the discovery that although some areas of the program
needed to be strengthened, many components of the
program were exemplary. Furthermore, the review process
initiated much-needed professional conversations between
colleagues on campus and in the field. These conversations
led to a program with greater internal consistency and field
integrity. The process of review is ongoing, but the early
outcomes of collaboration have been positive.
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