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The Teacher for All Children (TAC) Program developed at the University of South Florida St. Petersburg is a teacher education program that provides pre-service teachers with the academic background and practical experience to be prepared to work successfully with all children. The TAC program has four distinct elements including a teacher mentor experience, use of portfolios as evaluative tools, professional behavior assessment self reflection, and the implementation of team building skills. Program evaluation has been completed through two venues. An ongoing evaluation completed by students, mentor teachers, and university faculty at the end of each spring semester, and a longitudinal examination of the program through surveys of graduates teaching in the field for three years.  Formative findings indicate time spent out in real classrooms, use of reflective assignments, and collaboration between university and public school faculty were strong features. The longitudinal examination reiterated the importance of formative findings and indicates that these features resulted in teachers who report a greater sense of teacher efficacy, increased use of inclusive practices, and high levels of leadership among the graduates. 

The Teacher for all Children (TAC) Program developed at the University of South Florida St. Petersburg is a teacher education program providing pre-service teachers with the academic background and practical field experience to work successfully with all children. As the diversity among students enrolled in general and special education increases, teachers of these populations must have knowledge, skills and attitudes that will permit them to serve the rapidly changing student population. Because the majority of learners with disabilities are served in general education classes (Twenty-Second Annual Report to Congress on the Implementation of the IDEA 2000), well trained teachers will need skill in working collaboratively with general educators, knowledge of inclusive practices, and the professional and leadership skills to contribute to the complex demands of crowded classes, limited curriculum options, and limited time for carefully designed instruction (Hunt, & Marshall, 2002). The TAC program was designed to respond to the instructional and professional challenges, special educators are now encountering. 

TAC is comprised of three distinct, yet interrelated areas of study; (a) the General Education Core component which makes up 18% of the program’s hours, (b) the Elementary Education Specialization component which consists of 29% of the program, (c) the Graduate Level Exceptional Education component consists of 23% of the program. Further, a teacher-mentor experience, an on-going portfolio, a professional/ethical behavior self-evaluation, and team building activities enrich the program. The principal purpose of the portfolio and professional/ethical self-evaluation is to increase the disposition of the pre-service teachers to be reflective about their own behavior.

Program Content

The University is located in a metropolitan area. Students, range in demographics from typical college age to mature students returning to school after absences due to family and work responsibilities. Many students are working to pay for their own education. TAC students were primarily female (i.e., 92% across a three year period), and minority representation was 5 % across three years.

Students enter the program as juniors after completing an associate of arts degree or 60+ hours of lower level required courses. To enter the program students must have a 3.0 grade point average (on a 4 point system) and 1000 score on the Scholastic Aptitude Test.  The TAC Program requires 8 semesters (including two summer semesters) totaling 93 semester hours. The program combines upper division undergraduate courses in elementary education with graduate courses in exceptional student education. Undergraduate content includes the practicum mentor experiences each fall and spring semester, foundations, measurement, child development and curriculum courses. Methods courses in children’s literacy, social studies, mathematics, music, art and physical education complete the undergraduate work. Content and methods on English for speakers of other languages is infused across undergraduate and graduate courses.  Graduate school entry requires a 3.0 grade point average and 1000 score on the Graduate Record Examination. Graduate work focuses on special education instructional approaches focusing on inclusion of learners with disabilities in general education, and theories and practice in behavior disorders, learning disabilities and mental retardation.  Graduate work also includes transition, consultation/collaboration, working with families, behavior management, advanced assessment, classroom research methods, and the teaching internship (taken over the last two program semesters).  The program results in a master’s degree and certification in non categorical exceptional student education (K-12), and certification in elementary education (1-6).

What follows are more detailed descriptions of the four enrichment program elements including: a) the teacher-mentor experience, b) the portfolio, c) professional behavior assessment, and d) team building skills.

The Teacher-Mentor Experience

The teacher mentor experience is an effective indicator of many successful teacher preparation programs and school districts (Ganser, 1996; Halford, 1998; Stedman & Stroot, 1998; Walling, 1994).  The mentor experience enables the pre-service student to develop a personal and professional relationship with their cooperating public school teacher over a year long period of time, and to develop self confidence in order to take risks in a non threatening environment. .  

Teachers within the local school system (a large metropolitan system with approximately 130 schools) are given opportunities to participate as mentors by, first, obtaining recommendation from their building level administrator, next, submitting applications to the teacher preparation program, and meeting eligibility benchmarks (preferably master’s level training, clear experience at their grade level and setting, and previous successful experience supervising student teachers).

During semester I, university students work with elementary general education teacher-mentors as part of a course assignment.  For this semester, mentors do not evaluate the students’ teaching abilities, but work with them in partnerships.  During the semester II, the students complete a more formal practicum experience in which the mentors assume the role of supervising teachers, and are expected to provide evaluative feedback to the students who assume an internship role.  The supportive environment established during the first semester acts as a base for the subsequent semester.  During semester IV and V (semester III is summer), students are paired with secondary special education teacher-mentors, beginning a similar mentoring to supervised teaching sequence found during the first two semester. Semester VI is a summer term. In the master’s year, students perform the final internship over the Fall and Spring (semesters VII and VIII).  During that year each intern has an elementary general education and special education teacher-mentor. The intern works with both teachers on inclusion themed practices and collaborative teaching strategies.  The relationship established between mentor-teachers and university students are advantageous for professional development of both the teachers and the intern students.  The utility of the teacher mentor relationship is supported by others’ work indicating that teacher-mentors attitudes and teaching styles are crucial factors in the development of a student teachers’ philosophical orientation (Walther-Thomas, Korinek, McLaughlin, & Williams, 2000). 

Portfolios

Use of portfolios with a variety of audiences ranging from school administrators and teacher trainers to students for evaluating professional growth has gained much support (St. Maurice, & Shaw, 2004; Tucker, Stronge, Gareis, & Beers, 2003).  The second TAC program feature is development of an on-going professional portfolio Students begin their portfolios during the first semester and submit them for review at various points across the program.  The portfolio’s purpose is to assist the student in professional development, and to ensure that the student has demonstrated competency in domains of assessment, instruction, classroom management, collaboration, systematic inquiry, and professional/ethical behavior.  Portfolio entries include goal statements and self reflections about the previously mentioned domains. Further student provide work examples, plans with strategies, resources and summaries of experiences associated with the domain areas.


TAC students submit portfolios at the end of each fall and spring semester throughout the program. Students submit, as part of the portfolio, self-evaluations documenting progress toward previously established goals. Students also establish new goals for the subsequent term. Additionally, a unique portfolio feature requires that students submit one creative piece of work expressing their beliefs about what it means to be a teacher. Creative projects have included stain glass, poetry, quilts, pottery, and drawings-all unique representations about the student’s career choice. The creative work is a prompt for students to think beyond traditional ways of making portfolio entries.

Faculty provides feedback about quality on each domain within the portfolio using a Likert type rating system. Ratings provide an additional source of documentation besides traditional grading practices to enable the faculty to document changes in the students’ maturity and skill as they participate in their mentoring experiences.

Professional Behavior Assessment

The Professional Behavior Assessment (see Figure 2) is the third program element. Professional and ethical behaviors are clearly important given the responsible actions expected of teachers (Bologna, Dorsey, Freeman, & Ungaretti, 1997; Millman, 1991; Westling & Koorland, 1988). This assessment rubric assists students in transition from pre-service teachers to in-service professionals.  Students are asked to evaluate their own professional and ethical behaviors, both at the school site, and within their university classes.  Professional competencies are discussed during practicum seminars, and the TAC faculty determine final competency each semester. This assessment employs information from the following sources; a) self-evaluation from the TAC students, b) feedback from supervising teachers in the schools, and c) feedback from university course instructors.

Team Building Activities

The students matriculate in the program as a cohort. Consequently, TAC students spend a great deal of time together between their daily classes and teaching assignments. Although a positive sense of family and support developed among the TAC students because of their shared classes, and tasks requiring collaboration, the faculty noted, in discussion, with students that some interpersonal tensions had developed among certain cohort members.  These schisms seemed to escalate when stress levels rose around the time of impending assignments and due to the general intensity of the program.  Faculty decided that team building activities might provide some assistance, allowing the cohort to evolve as a team supplementing the personal and professional growth of each student.  In addition, faculty believed the team building activities could be implemented in a k-12 classroom setting to aid in the development of classroom communities. 

Team building activities were implemented as part of the university class meeting for one class each semester. The activities were led by an Outdoor Adventure educator who was paid from grant funding for his services. Most activities took about 30 to 60 minutes each week and occurred outdoors or at the university gymnasium. Additionally, two off campus field trips were taken during the semester to a camp with a high ropes course. This course offered more challenging activities including rapelling, log walking, and rock climbing. 

The specific team building activities, selected by the outdoor educator, combined experiential education practices (e.g., developments of personal goals, working in small groups to build leadership skills, and allegiance to the group), outdoor education, and counseling (Fletcher & Hinkle, 2000; James, 1980). As the activities unfold team work, problem solving, and coaching comes into play enabling participants to complete each activity successfully. While processing the activity the objective is, for participants to transfer the feelings from the experience to the challenges of life (Priest & Gass, 1997). The leadership behaviors did transfer back to the academic setting and individuals perceived as passive became more verbal in class and took more leadership roles in the classrooms. Gass (1990) found similar findings in a study of college volleyball players. Stereotypes were dropped and individuals were able to try new roles of leadership.

The importance of allegiance to the group was also evidenced during the team building activities. Several activities required that all team members had to complete a very physically demanding regimen to finish.  The range of fitness of participants was vast and despite the physical challenges of some members, the group did not give up on any one individual. The group worked as a team and found accommodations for the individual to complete the activity. 

Students participated in the activities during class and were also required to implement an activity within their own teaching setting during their student teaching experience. Students reported that the activities assisted them in gaining knowledge about learners within their student teaching experiences.

The TAC participants affirmed the findings of Hart and Silka’s (1994) study of a women’s group. The students were willing to take more risks within the group, became more assertive in new situations, and felt more competent in their ability to problem solve. The team building activities enabled the students to view each other in a different light outside the traditional academic arena, thus enhancing their own sense of community as a TAC group.

Outcomes of the Program and Recommendations

Evaluation of the program has been completed through two avenues. Formative evaluation was conducted across the students, mentor teachers, and university faculty at the end of each of three spring semesters (junior, senior and master’s year).  Further, the longitudinal effectiveness of this program was examined through surveys of all past graduates.

Formative evaluation

All teacher mentors and TAC students were surveyed on issues dealing with overall assessment, coordination of course curriculum, utility of the program, and effectiveness of instruction and supervision.  Table 1 describes three formative evaluation activities.  Programmatic changes, such as the addition of team building activities, were implemented because of formative evaluation data.

Table 1

First Year Formative Evaluation Activities
_____________________________________________________                _____________

Activity  
Who Completes          
Instrument Type            
 When Administered

1

Teacher Mentors,

Open Ended Survey
  End of Semester



TAC Students

2

Randomly Selected  
Interviews about Program    End of Year



TAC Students,

Effectiveness



Teachers, Administrators

3

Non-Completers

Interview on Departure
Upon Departure




Reasons









Activity 1 findings.  Twenty two TAC students and 22 teacher-mentors in the first cohort completed evaluations.  A summary of teacher comments indicates several interesting findings. Teacher mentors reported TAC manuals about supervision of student teachers and information provided by TAC faculty were useful.  All teacher mentors believed the year experience with the interns comprised the strongest program element.  Although teachers voiced concerns that the program expectations for students were too great, the teachers also indicated that TAC students appeared more prepared than traditional pre service students to work with a diverse population.  Comments indicated that the program goals could be more specific, and, that the program should develop more explicit timelines for performance expectations.  Overall, teacher mentors noted that their shared experience with the students produced a more positive relationship with the intern than might occur otherwise. Additionally, the teachers believed that students developed a sense of trust and self-confidence beneficial for both student and teacher mentor.

Student comments align with findings from teacher surveys and provide additional insights. Upon conclusion of the first year, TAC students found the mentor experience, and the student/mentor team concept to be a major strength of TAC. Student comments indicated new awareness of the importance of good classroom management and positive teacher outlook. Many students realized that diverse classrooms are not a future event, but are here now, and that all children demonstrate strengths. Suggestions focusing on program changes included a desire for clear assignment deadlines and detailed performance expectations.  Many students reported that that the 60 plus hours spent in mentoring was too great a requirement while enrolled for 16 semester credit hours.

Activity 2 findings. End of year interviews were conducted with randomly selected students, teachers, and administrators. Interviews were intended to elicit perceptions about the program’s effectiveness. What follows describes the general theme across respondents. The mentor-student relationships were viewed as powerful and positive experiences, and the early hands-on field experiences were considered critical to a student’s success.  Additionally, many teachers believed TAC students were prepared better than students of traditional programs.  Other program strengths centered on the support and cooperation of teachers working with the university TAC faculty.  The additional team building experiences elicited very favorable responses from the university students and teachers. Responses, as in Activity 1, suggested that clearer expectations and more explicit assignment guidelines were needed. Overall, responses acknowledged that the pre-service students acquired increased self awareness about commitment to good teaching for children from diverse backgrounds. TAC students described their students as children first and noted differences secondarily.  This is a subtle, yet critical difference in perceptions about diversity among children. 

Activity 3 findings. Only two students withdrew during the first year of the program.  The TAC advisor contacted each student and spent 30 minutes interviewing to determine reasons for departure.  Both students left the program for personal reasons due, in part, to the daily and full time demands of TAC.  Neither student felt she could keep up with the full time program requirements, and with family responsibilities.

Summary and Actions Taken Because of Formative Evaluation
Results of interviews and open ended evaluation, with students, faculty and mentor-teachers reveal several strengths, as well as areas of concern focusing on a) the mentor experience, b) guidelines of the program, c) preparation of the students for graduate work, and d) the team concept.   Students reported that time spent in real classrooms each semester with effective teachers was a clear program strength.  Students’ reflective assignments from portfolios enabled TAC faculty to detect changes over time in increased awareness and sensitivity toward children.  Teacher/mentors reported seeing awareness and sensitivity changes demonstrated within the classroom. Feedback from TAC students also indicated their own belief in the importance of positive teacher outlook and dedication to employing inclusion strategies within diverse classrooms.  The university faculty, public school teacher and staff collaboration (although time consuming) was perceived as necessary and beneficial for TAC program successes. 
Because of formative feedback, a TAC program manual with guidelines for each mentor and student-teaching experience was created.  The manual’s purpose is to ensure clear communication among university faculty, students, and mentor teachers. Feedback indicated the need to articulate more carefully to incoming students the importance of out in the field experience, given the heavy time commitment required.  The faculty, during initial advisement, also stressed to potential students that TAC is an intense program, and each student must determine if he/she can commit to the time and effort required for program completion. Further, students were provided careful guidance about preparing for the graduate school admission process. Students were quite positive in their comments regarding the strong sense of community that developed during their tenure in the program.  Students reported receiving support from other cohort members during tough times such as difficult course assignments, intense work loads, and personal difficulties. Feedback indicated team building activities strengthened the perception of community and encouraged involvement by peers of those initially perceived as outsiders. 

Figure 1. 

TAC graduate survey.


Summative Evaluation
The larger impact of this program can be determined by examining views of TAC novice educators as they begin their teaching careers. To address summative issues, questions focusing on some valued long term outcomes for TAC are warranted. careers. Over a three year period, all TAC graduates were sent annual surveys (see Figure 1 above) to obtain information about the perceived effectiveness of TAC program goals.  


A follow up evaluation was implemented to contact TAC graduates as they begin their teaching 

Each graduate was asked similar questions in four domains: 

1)  maintenance of relationships with university faculty, mentor-teachers, and other TAC graduates, 2) use of inclusive and co-teaching practices, 3) confidence level about working with both general and special education teachers, and 4) leadership roles assumed since graduation.

Year one results. A total of 94 responses were received from graduates after year one of teaching, an 86% return rate.  The findings (see Table 2) reveal that after the first year many of the former students maintained close contacts with TAC faculty and teacher mentors. Ninety four percent reported maintaining a relationship to a great extent. 

Table 2

Percentage of TAC Graduates Reporting Contact with TAC Faculty, Mentor Teachers and Other TAC Graduates

Extent of Contact________
Year 1

Year 2

Year 3____________

 




With Faculty and Mentors

            Great



94

52

69


Some



06

26

19


None



00

22

12______________






With Graduates


Great



72

48

50


Some



16

26

25


None



12

26

25

Simultaneously, 76% of TAC graduates reported maintaining a relationship with peers to a great extent.  However, TAC graduates maintained a stronger relationship with their mentor teachers and TAC faculty.  The peer and other contact data perhaps indicate the value for new teachers to have an experienced teacher available to him/her for support, advice, and guidance within the first year of teaching.
The TAC graduates indicated their confidence in working with a wide range of colleagues.  All respondents reported being, very confident, or more confident in working with special and general education teachers after their first year of teaching (see Table 3).  In additional individual queries, TAC graduates noted that their numerous experiences during TAC, contributed to feeling well prepared and quite comfortable interacting with their colleagues. 

Table 3

Percentage of TAC Graduates Reported Confidence in Working With Other General and Special Educators

Degree of Confidence

   
Year 1

Year 2

Year 3_________  

Very Confident


75

50

65


More Confident


25

22

20

Comfortable


0

23

11

Somewhat Uncomfortable

0

5

4

Uncomfortable


0

0

0




Despite TAC graduates reporting self-confidence in interacting with their colleagues after the first year of teaching, only 30% indicated a great deal in response to the question about use of co-teaching or inclusive practices (see Table 4).  

Table 4

Percentage of TAC Graduates Reporting Use of Inclusive Practices.

_______________________________________________________

Extent of Use            Year 1

Year 2

Year 3________

Greatly


30

70

    100

Somewhat

52

22

    0

Not at All

18

 8

    0

Approximately half the respondents (52%) reported employing co-teaching somewhat, and only 18% reported no inclusion activities.  The jump in co-teaching practices after the first year may be related to the limited voice new teachers have in determining the type of instructional delivery model upon employment. New teachers typically would adhere to a prescribed instructional model their beginning year in a school district, especially since decisions about instructional models, such as co-teaching, are planned in advance of the school year.  

Questions about leadership roles were not asked of the first year teachers since it is highly unlikely any individual would assume a leadership role immediately. Based on the response to confidence level above, this question most likely should have been addressed and will be in the future.

Year two results. Fifty four of 63 (86%) former TAC students responded.  After year two, approximately 74 % of the respondents maintained relationships with their mentor teachers, or TAC faculty to some extent or greater.  The above response parallels the responses about maintenance of relationship with TAC colleagues (48% to a great extent, and 26% to some extent).  A decrease occurs from year one to year two (94% to 52%) in the maintenance of relationships with mentors and TAC faculty. These findings may be indicative that these new teachers gained their bearings within a school after two years and the need for a mentor subsides while collegial relationships are maintained.
When examining reported confidence, a 27% decrease occurs by the novice teachers in working with their colleagues in special education and general education from year one to year two (i.e.,100% very or more confident in year one to 73% very or more confident in year two).  This finding may relate to the additional query of leadership roles assumed at the conclusion of year two. 

Over half (59%) of the novice teachers reported taking leadership roles after two years of teaching.  Additional leadership responsibilities may have created conflict for the new teacher, subsequently affecting confidence in their perceived ability to work with other professionals.  A decrease in perceived ability to work with colleagues may also be related to the reported increase in the practice of co-teaching and inclusive practices. The use of co-teaching or inclusive practices a great deal increased from 30% to 70% after two years of teaching.  Increased co-teaching or inclusion activities would result in increased interactions with a wider range of colleagues and might affect the reported confidence level of the novice teachers. 

Table 5

Percent of TAC Graduates Assuming Leadership Roles

____________________________________________________________

Role Type

Year 1

Year 2

Year 3_____________

Committee Chair
n/a

59

68

Team Leader

n/a

26

49

Supervisor

n/a

5

38


Year three results.  Several trends in practice become evident as reported by the third year teachers (n=16).  The reported relationship with TAC faculty and mentor teachers increased slightly from year two to year three for the categories, some extent or a great extent.  This small increase may be related to requests for TAC third year teachers to serve as mentor teachers for current TAC pre service students. Consequently, interactions with TAC faculty at the university would increase.
The relationship with other TAC students in year three appears similar to year two at approximately 75% (50% reporting great extent and 25% reporting some extent).  The continued high percentage of interactions with former TAC students may be related to the strong bonds created throughout TAC which continued into the in service years.

The perceived confidence level of working with other special and general education teachers increased slightly from 50% reporting very confident in year two to 65% reporting very confident in year three. Few respondents reported feeling uncomfortable working with colleagues concluding year three, despite continued increases in the percentage of time interacting with colleagues (a reported increase of 30% in co-teaching or inclusive practices and a 9% increase in leadership roles were noted between year two and three).

The anecdotal survey comments also indicate the importance of the mentor relationship, and while not queried directly respondents commented that the team building activities among each cohort, and the intensity and variety of teaching experiences were highly valued.  Further, several individuals commented on the advantage of implementing an on-going portfolio and the guidance the professional behavior assessment provided towards development of their own professional growth.

Summary

 Several trends are present in the reported data derived from three years of follow up within the domains of mentoring, the relationship between confidence and collegial interactions, and leadership roles. Each area is summarized in turn. 

Mentoring.  The graduates relied heavily on their mentors and faculty for advice, guidance, and direction during their first year of teaching.  The need for the relationship reduced in year two while a slight increase in communication occurred in year three.  The increase is most likely related to the selection of many TAC graduates at year three as mentor teachers.  Contact with university faculty would increase as TAC graduates assume new roles as mentor teachers.

Relationship of Confidence to Collegial Interaction. TAC graduates reported high perceived confidence levels in working with colleagues at the conclusion of year one.  The decline in year two may be related to increases in collegial interactions between special and general education teachers and based on employing more inclusive practices in year two.  A decrease in reported confidence, especially for a beginning professional, would be expected since greater conflicts may arise as one works closely with more people.

However, confidence increased in year three to 85% while co-teaching and inclusive practices also increased to 100%.  As with any endeavor, greater experience should increase confidence.  TAC graduates may have learned valuable lessons and professionally matured in year two, thus explaining the perception of greater confidence in year three.  Overall, the TAC graduates’ perception of confidence began at a high level and maintained over the three year period.  The graduates’ comments indicate that the increased variety of experiences during the TAC program prepared them well for their career.

Leadership Roles.  Perceived high levels of confidence aligned with the high percentage of leadership roles undertaken by the graduates.  Noteworthy is that the graduates have been identified by their principals as mentors for future university students.

Conclusion
Numerous experiences across different exceptionalities during the TAC program was a key program feature. That coupled with the long term relationship with mentors appear as important components related to perceived confidence levels, use of inclusive practices, and leadership roles assumed by the TAC graduates.

The TAC program seems to embody the spirit of preparing teachers to meet the needs of a diverse population of students.  The formative evaluation provided necessary information to prompt program changes as it evolved. The longitudinal evaluation provided insight into the self perceptions and practices of the teachers graduating from this program.  All indicators suggest that TAC is effective in the development of thoughtful practitioners who can meet the needs of a diverse population.  The greater challenge at this juncture is to educate individuals that selecting the teaching profession is a valuable and viable career choice.  We have worked to build a teacher preparation program that is in the service of the teacher and their future student. Will they choose wisely?

Figure 2. 

TAC professional behavior assessment.

	COMPETENCIES
	     DOES NOT         

         MEET
COMPETENCIES
	    MINIMUM 
COMPETENCY
	   COMPETENT

          PLUS                           

	demonstrates responsibility and punctuality to class and teaching placement
	excessive absence 

frequent tardiness
	regular attendance 

does not leave early
	shows initiative by giving more time that designated for class and teaching placement

	reacts favorably to supervision of teaching
	tends to reject or not follow constructive criticism
	follows through on suggestions
	receptive and responsive to suggestions /positive attitude

	demonstrates appropriate collaborative behavior with professionals and colleagues
	does not participate in team interaction/negative attitude
	participates positively in team interaction, but does not initiate
	respects others opinions/supports group-problem solving/encourages positive interaction/maintains confidentiality

	demonstrates organization effort and strives for excellence in teaching assignments
	assignments are generally late or incomplete
	assignments are submitted on time and meet minimum requirements
	demonstrates initiative, resourcefulness, higher level thinking, creativity and reflective thought in teaching and assignments

	expresses enthusiasm and interest in teaching and class work
	lack of effort, no enthusiasm in teaching or class work
	demonstrates effort and interest in teaching and class work
	consistently maintains high interest and enthusiasm for class work and teaching

	demonstrates interest in extra learning opportunities
	complains about extra assignments and does not initiate extra learning opportunities
	completes extra assignments, but does not initiate
	seeks out extra learning opportunities and goes beyond requirements

	demonstrates ethical professional concern for children and their families
	engages in “gossip”, complains about school problems and /or challenging children and their families
	attempts problem solving and is not involved in negative communication about school and children and their families
	proactive as child advocate in seeking solutions for school problems and challenging children and their families
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Teacher for All Children Graduate Survey





Please mark the appropriate area of teaching and respond to the following questions.





Secondary  ____		General Education	____		Other _____


Elementary ____		Special Education    ____	





Please circle the answer below and add any additional comments


(If you need more space, please use the back of this page)








Do you continue to have relationships with any of the TAC faculty and/or your past teacher/mentors?





A Great Deal			Somewhat			Not at All	








Do you continue to keep in contact with some of your colleagues?





A Great Deal			Somewhat			Not at All








Using the descriptors below, how would you rate your success in working with both colleagues in special education and/or general education in your school setting?





Very		More 		Comfortable		Somewhat	    Uncomfortable


Confident	Confident				Comfortable








To what extent have you been able to promote co-teaching and/or inclusive practices in your teaching situation?





A Great Deal			Somewhat			Not at All








Please list any leadership roles you have undertaken during your career thus far





Use the space below (or the back of this paper) to list any additional comments you would like for us to know about the TAC program.
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